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ABSTRACT
This is the story of my academic journey. The story of a science-minded technician
educated within a positivist system, and her decision to engage in an enriching and
painstaking process of self-discovery, reflection and awareness of how her experiences
and chosen paths shaped her as a person and a professional. As the voices in my mind
cried out ever louder, I felt I had to do something. After 13 years working as a cultural
heritage manager responsible for several UNESCO World Heritage Sites in Brazil, I
decided in 2010 to engage in this academic journey because I was battling through
personal and professional crises triggered by the inability to find answers and solutions
to local preservation problems in Brazil.
When I started asking questions about the impact of political, social and cultural
contexts on preservation education, I identified discrepancies that led me down the
path of self-inquiry and examining the cultural heritage system that I used to be an
integral part of. I adopted different paradigms and approaches along this investigation
and, finally, I embraced a critical-constructivist perspective.
In order to address my research questions, I drew upon my own memories and
participants' experiences. I set out to find a framework for transforming cultural
heritage training and social relationships within the cultural preservation system in
Brazil. My autoethnographic journey ended up linking the personal to pedagogical
theory, centring attention on relationships between teachers and students, mirroring
qualities of a humanizing pedagogy that I discovered and embraced, and which
redefined and recreated my always evolving teacher-learner self.
I wrote my 'heroine's journey' in seven chapters, exploring topics, including, among
others, autobiography, applied ethnography, critical narrative inquiry, and
transformative learning. As a result of an emergent multiparadigmatic approach, the
text of my thesis took different forms, including personal narratives, testimonies from
my participants, and my drawings.
This academic journey culminated in the need to ‘renovate’ myself as a transformative
educator, in the identification of complexities of working in the cultural heritage field
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in countries “discovered” by Europeans, and in the discussion of the characteristics of
an education system rooted in and underpinned by a history of Western colonisation.
Keywords: Cultural heritage preservation education, World heritage sites
management, Critical autoethnography, critical narrative inquiry, transformative
learning
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Prologue

Each generation must discover its mission, and fulfil it or betray it in relative
capacity. Frantz Fanon

Ever since 2003, when I attended a postgraduate course in public management in
Spain, I have had the habit of writing a letter to myself every year on my birthday. It
is always a letter from myself in the present to myself in five years time. This letter
writing was one of the methodological tools I picked up in that course where it was
used for evaluating my perseverance in pursuing goals. I wrote the following letter to
myself in April 2009, as I watched my dream to help São Luís, the town I was working
in Brazil before I moved to Australia, crumble:

Perth, 23 April, 2009
Dear 2014-Karla,
Today is your birthday again. Instead of doing
the usual evaluation I do every year, this time
I am writing to remind you of who you are, in
case in five years, you have forgotten your
ideals, your roots, your history, your people. If
you are rich by now and have decided to throw
your past away, sorry, but I will bring it all up
again because this is your very essence.
Do you see this person in green? This is me
today. I am this person who for almost 12 years
has been engaged in preserving Brazilian local
culture. This is me, always with local people,
talking, listening, explaining, asking, learning,
doing what nobody else wants to do –
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interacting with people who are the real goal of your work.
I took time out from my own family to be with the locals, trying to solve their
problems. For them, I fought against opportunistic people, and now I am
involved in political problems, with corrupt politicians – characters whom I
hate!
For local people, I have worked so hard that I have become sick now, fighting
to survive what may be an incurable disease. I have given my best for the past
12 years. Even from Australia I travel 3 to 4 times a year to Brazil, spending the
money that you do not have to be there, helping them. I have always felt guilty
for having abandoned them by coming to Australia. But, today, I have decided
to stop feeling guilty, to turn this page, to close this cycle. It is about time to start
something new, bigger, to help the people that I love so much in a more effective
way. I am going to enter university, to do research to figure out what went
wrong; why the dream fell apart. This question is killing me, and I need answers.
So, 2014-Karla, I hope you have followed your natural instincts and you are, in
2014, in a university environment. You have got your answers, and, now, you
are teaching others to be sensitive and respectful of cultural diversity. Today, I
am starting this new chapter of my life, and, in the same way I did in the field, I
will give my best to understand what is happening and propose a way to fix it.
Good luck to us!
2009-Karla

About drawings

Since I was a little child I have been expressing myself through drawings. I draw
everything: people, histories, events. Flashes of my childhood come to my mind as
cartoons or sketches. Maybe this is the reason why I became an architect. Sadly, after
I studied at the Faculty of Architecture, I stopped drawing life events. I had been told
by a professor at my university it was ‘silly’ for a professional to draw ‘useless’ images
since I had now dedicated myself to the professional drawing style of a good,
traditional architect.
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When I started the PhD phase of this thesis, my supervisor Dr. Lily Taylor asked me
to remember and list the things that motivated me to engage in postgraduate studies.
When I told Lily about the images she encouraged me by saying that it was not silly
and I could acknowledge that this was how my brain prefers to represent memories.
Lily said that some researchers in arts-based research (Cohnmann-Taylor &
Siegesmund, 2008; Andrews, 2009; Finley, 2011) use poems; others use stories –
hence, I can use drawings. I started drawing again. At several points in this thesis,
when I have felt the need to express my feelings, I have therefore included drawings.
To me, sometimes, a single sketch represents more than a thousand words I can say. It
depicts much more vividly a situation that I cannot describe so well in writing.

The hero’s journey

The first time I heard about the Hero’s Journey was when Lily mentioned that my
academic journey looked like a hero’s journey. The hero’s journey is a pattern of
narrative identified by Joseph Campbell (1968), where the hero is a person who goes
out and achieves great deeds on behalf of his group, tribe, or civilization. The hero,
who lives in an ordinary world, receives a call to embark on an adventure full of tests,
allies and enemies. Reluctant at first to cross the threshold between the known and
unknown, he finally decides to accept the challenge when he meets his mentor, a
person who gives him training, equipment, or advice that will help on the journey.
After a series of tests full of drama, storytelling, and psychological development, the
hero returns home transformed, with a treasure or an elixir to benefit his world.
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Figure 2: The hero’s journey. Source: http://tvtropes.org/pmwiki/pmwiki.php/Main/TheHerosJourney

Indeed, my story is similar to a hero’s journey. I did not set out on a hero’s journey on
purpose but I feel impressed by the similarities between my journey and Campbell's
description of a typical hero’s saga. This research has evolved over the past year and
so have I. From Chapter One to Three, the journey was an exciting adventure, mostly
in a familiar field. From there, the steps became more and more difficult, yet also
exciting and surprising. Chapter Four was a struggle between the truth and the lie
reported in the official training centres’ reports. Reluctantly, I overcame my resistance
to report exactly what was written in the official documents while knowing deep inside
of me that it did not seem to be the truth. Chapter Five required an abandonment of my
voice of judgment and criticism to give voice to my participants during the
ethnographic work. The discussions I had with the participants during the second
fieldwork, narrated in Chapter Six, unveiled a harsh reality that shocked me: this was
the abyss. It seemed that the deeper I dived to understand the problem, the more
complex the structural roots were. I felt frustrated and disappointed. This killed me.
Chapter Seven describes a long process of rebirth, personal growth and transformation
that took place. Doubts, questions, changes and emotional battles characterised this
period, until I was finally able to get back on track and resume this thesis, with the
valuable help of my supervisor and most encouraging mentor, Lily Taylor, who, even
when I insisted on giving up, persevered and persisted in pushing me toward the end
of this journey.
4

SECTION I
Setting up
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Introduction to Section I
This thesis is an academic journey through an emerging framework for transforming
cultural heritage training institutions and social relationships within the cultural
preservation system. In this first section, I invite the reader to travel through my past and
my present as an architect and cultural professional to understand the context of this
investigation.

The purpose of the next three chapters is to present the context of cultural preservation in
Brazil. I narrate my personal story in the preservation field, describing the issues I faced,
the complexities of working with cultural heritage in developing countries and the
characteristics of an education system rooted in a past of Western colonisation.
Chapter One moves from the history of how I became a cultural heritage manager to how
I became engaged in the academic field. The chapter elaborates my research questions,
argues the significance of this investigation, establishes quality standards and discusses
ethical issues. Chapter Two focuses on setting the scene for this study by introducing the
reader to the research context and explaining how cultural preservation concepts and
actions have developed over the past forty years. Chapter Three concludes this section by
presenting the complexities of the study of cultural preservation in the education system,
and how education in Brazil has evolved and been consolidated over the past five hundred
years.
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Chapter One
Her-itage: My journey through the world of cultural heritage
preservation

The purpose of this chapter is to provide an overview of my personal experiences and
professional practice as a cultural professional in Northeastern Brazil. I commence this chapter

by describing my ordinary world, recounting my journey of becoming a cultural heritage
professional and explaining why I engaged in this research. The chapter draws on the
history of my life from early childhood to the decision to choose architecture, which
allowed me to combine my love for world history and my passion for cultural diversity.
After this I present my research questions and methodology, the significance of this study,
quality standards and ethical issues. This is followed by my reflection on the significance
of this critical autoethnographic study, the first of its kind about cultural heritage in Brazil,
as a helpful tool for improving preservation programs, conservation training,
interventions and policy-making in Brazil and countries with similar contexts. Chapter
One ends with an outline of the investigation design.

Driven by experience
My professional journey as a cultural manager began in São Luís, a town situated in the
Northeastern region of Brazil, where I learnt to be a cultural heritage professional and
where I aimed to provide the best strategies for managing one of the largest World
Heritage sites in Latin America. Consequently, I had to improve my own professional,
interpersonal and political skills.
During eighteen years of experience in the field, I observed cultural heritage professionals
who did not seem adequately prepared for the challenging issues and dilemmas involved
in cultural preservation management. These observations led me to conduct this study on
preservation education in Brazil in order to identify ways for improving existing and
future preservation training courses.
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Over the past eight years, I have investigated in-depth how socio-cultural factors (in
particular, the cultural values and practices of key-stakeholders) affect cultural heritage
preservation education in World Heritage sites located in Brazil.
Of the many problems I encountered as a cultural manager in Brazil, the ones that
concerned me the most have been issues centred around professional training programs
for cultural preservation. Cultural heritage preservation requires professionals who are
able to carry out technical work, be sensitive enough to encourage social participation in
the decision-making process, deal with complex and uncertain contexts, and identify and
critically analyse issues that surface. Professionals trained by cultural heritage
preservation programs are often responsible for undertaking conservation and
preservation work and for training other professionals to do the same. Professionals who
are not well trained may make decisions that lead to disastrous consequences, including
the use of inappropriate procedures, misuse of resources, and managerial conflicts.
I have always believed that cultural heritage preservation education curricula could focus
not only on technical aspects but also on enhancing socio-cultural awareness, critical selfreflection, citizenship education and ethical judgement to prepare professionals for
planning, implementing and managing sustainable strategies. Drawing on my extensive
professional experience, I chose to research context-specific factors that may influence
the quality of educational experience and outcomes in training centres in Northeastern
Brazil. Furthermore, I have been interested in how professionals experience training
centres and the impact of training centres on local communities. I have been intrigued by
the question of how training centre curricula and performance could be improved given
the harsh socio-economic contexts. My motivation for conducting this study was hence
directly stimulated by my professional experiences and hunches in the field.

Embarking on the research journey
I began this investigation in 2010 as an exploratory research study (Stebbins, 2001; Given,
2008; Saunders, Lewis & Thornhill, 2012), to determine the nature of my research
problem and help me to have a better understanding of what was happening in the field
of preservation education in Northeastern Brazil. I framed the investigation within a post-
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positivist paradigm (Lincoln & Guba, 1985; Ryan, 2006; Taylor & Medina, 2011) as I
wanted to produce objective and generalizable knowledge about social patterns (Taylor
& Medina, 2011) and use quantitative and qualitative methods that would allow
interaction between the research participants and me. My initial aim was to understand
the context-related factors affecting the performance and quality of training programs at
three World Heritage historic centres located in Northeastern Brazil: São Luís, Olinda
and Salvador. This region is one of the poorest regions of Brazil where people struggle
for survival; basic needs such as shelter, education, health, food and safety are scarce.
The level of social inequality generates a situation in which the power of social policy
decision-making rests solely with ten per cent of the population deemed sufficiently
educated.
The initial investigation uncovered discrepancies between data obtained from official
documents and qualitative data obtained from interviews. What was concerning was that
the conflicting data had been reported by the same agents. This led me to realise that if I
was to identify the root causes of the problems facing training centres in conditions like
the one described above, my research needed to evolve beyond a simple cause-effect
study. Hence, I opted instead for an in-depth investigation into the cultural preservation
education system. I aimed at gaining rich, contextual and emergent understanding of the
culture of Brazilian training programs.
Given the complexity and multi-dimensional character of the research problem, I
conceptualized my research in phases, starting with an interpretive-constructivist
perspective, and ultimately drawing on critical constructivism and interpretivism as
referents (Holstein & Gubrium, 2011; Tracy, 2013; Taylor, 2014). The evolution of this
investigation elicited sensitive and essential discussions of sedimented ideologies, public
policy issues, my own personal ideas about cultural preservation education, and politics
grounded in the cultural legacies of colonialism.
My personal experience as a researcher was not just eight years of academic and
professional journeying, but also involved personal transformation. By giving voice to
previously silenced and oppressed people, and by trying to answer previously
unexamined questions about education and cultural preservation issues, this investigation
led me to inquire into organisational functioning and relationships between individuals
9
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and institutions. My goal in writing this thesis shifted from mere description and
explanation to telling the history of how my professional understanding was transformed,
and how research as transformative learning helped me reconceptualise traditional
cultural preservation education practices in Brazil. I now aimed to devote my attention to
some of the most sensitive issues of cultural preservation education in Brazil, hoping to
be able to offer some strategies for reconceptualising training curricula. My goal was to
reconcile local preservation standards and the needs of local inhabitants.

Cultural heritage is not made up of buildings but of people
I grew up in an extremely harsh environment: too tough for any child. We were not
miserable, but our life was poor and severe. I had ‘absentee’ parents – an overly stressed
mother and an alcoholic often drunk father. Both worked all day and, when at home,
argued endlessly. My escape during the day was school. Being a rigid military school, it
took over most of my day, filling the hours with standard and extra-curricular activities.
Nevertheless, the nights and weekends still remained, during which I was at the mercy of
endless domestic conflicts. I attended Church frequently and participated in Catholic
youth groups. What made me spend so much time there was the peaceful and calm
environment created by the priests and the people involved in the religious groups. It was
the only place where I felt safe. Alas, my time there could not last forever. Sooner or later,
I had to return home.
At home, I had only one escape: my favourite book. I do not know how I came by it, but,
ever since I can remember, it had always been there on
my bedside table. I read this book countless times. It
was a Bible, but quite a different Bible from the usual.
It was illustrated and written in extremely simple
language. There it was: the most beautiful collection of
stories I had ever read – adventures across millennia
and stories about people just like me, who were caught
in situations far more difficult than the one I was in and
Figure 4: The book (Reflective
Journal V. 3, 2013, p. 68)

who, nevertheless, triumphed in the end. That was my
impetus. I used to lose myself in that book, immersed
10
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in the life stories of the characters who received direction from God himself and from his
angels. I imagined what happiness it would be to be able to talk to God through a burning
bush!
I ‘lived’ each biblical character’s story intensely in my mind; I escaped from my world
and travelled through the worlds of the bible stories. I was moved by Noah and his great
endeavour of building an ark and reshaping society. I was angry when God asked
Abraham to kill his only child Isaac just to prove his love for Him, and relieved when he
passed the test. I walked beside Moses leading the Israelites out of Egypt. With Jonah, I
was swallowed whole by the whale. I was proud of Solomon’s wisdom and disappointed
when he ordered the murder of the husband of the woman he loved so he could be with
her. I remember being ecstatic when Gabriel announced to Mary she was pregnant with
Jesus, and, to celebrate this event, I learnt how to bake my first cake at the age of nine. I
lived so many emotions, immersed in those pages, travelling to worlds so distant from
my own. I remember taking the book to my Bible study class at church but the Catholic
priest did not like my version of the Bible. He said it looked more like an adventure comic
than a serious document to be respected and studied – as the Bible should be. He asked
me to throw it away.
I was 12 years old when I made my first big decision: to do the opposite of what the priest
recommended. Since he had told me my version of the Bible looked like a mere story
book, I began to collect maps to find out where the
places mentioned in the Bible were, and, soon, I
started to borrow books from the library to learn
about the Egyptians, Phoenicians, Babylonians,
Greeks, Romans and all the other peoples whose
history the Bible recounted. I searched for the real
context of the Bible stories. This was how my
Figure 5: Diving into history
(Reflective Journal V. 3, 2013, p. 68)

passion for world history and civilisations was born.
When I was 15 years old, I met an extraordinary

person at high school: my art history teacher. She taught her lessons with great
enthusiasm, very different from the other teachers. She used to talk to us about world
history, making associations between the artistic products of societies and climatic,
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historical, political, economic and geographical factors.
We had a textbook that was rarely used. Instead, she used
maps, pictures and objects, and conducted comparative
studies of how civilisations produced their art and how
we, living in the Amazon region, produced ours. “Art is
Figure 6: How I remember my
high school teacher,
(Reflective Journal V. 3,
2013, p. 68)

culture, dynamic, alive, constructed everyday by our ways
of living and doing. It cannot be kept stuck in the past!”
she said. “What is illustrated in books are cultural
productions of civilisations that lived in another time and

place, but we also have a responsibility to leave our mark and our history in this world.
We are also part of history”.
She was my teacher for only one year. Sadly, she was fired because her method did not
fit into a military school system. However, her influence transformed my understanding
about peoples and their cultures forever. This led me to decide what I wanted to be for
the rest of my life: I would be an architect, a profession that, to me, reconciles art, culture
and history, and that is practiced by professionals who need to have empathy for people
and their contexts since architects can change human landscapes. The saying goes, ‘God
is the Architect of the Universe.’ I did not want to be a god, but I wanted to create the
unusual and, maybe thereby, create a new world for myself, seeing that the world I was
put in was so unhappy.

My time in college
When I was 17 years old, I started studying at the Faculty of Architecture in Belém, my
hometown, situated in the Amazon Region of Brazil. My time at university included the
most incredible – and most difficult – five years of my life. My eldest son was born during
my first year of university, and the younger one in my second year. At the age of 19, I
had two sons to raise. I needed to work to feed them and had an intense university
schedule. Class after class, I felt that architecture was definitely my passion. I loved each
class and art workshop. In Brazil, architecture courses are part of Engineering Science,
unlike in Australia where they form part of Humanities. My architecture program was
different from technical courses in that there was a balance between ‘hard’ and ‘soft’
12

Chapter One – Her-itage: My journey through the world of cultural heritage preservation

subjects. Physics and mathematics carried the same weight and importance as design and
history. Finally, I thought I was free to express myself through speaking and drawing
what and when I wished, which had not been allowed back in the military school. Whilst
at high school, I was seen as an annoying child who questioned the established order of
things. At university, my way of thinking was seen, at least by half of my professors, as
innovative and creative. Unfortunately, telling the truth or questioning traditional
standards was not well accepted by all the teachers. Many times I had to keep my thoughts
to myself and be quiet about what I thought was wrong, or I was silenced by my teachers
for causing restlessness among the other students.
During that period, my passion for world history was intensified by the influence of my
professor for Architecture History. At the age of 60, he had travelled the world, seen the
places on my maps and in the books. He had learned about the civilisations I had grown
to love. He tried to make his students understand the context in which people in different
civilisations lived and how that affected their art and culture. He drew parallels between
language, religion, history, politics, geography and cultural production – showing us how
the different forms of a society’s art are expressions of the most authentic local cultural
practices. Each of his lessons was illustrated by
photos he had taken himself of the Pyramids, the
Eiffel Tower, the Statue of Liberty, the Warriors of
Xi’an and so many other historical landmarks in
different countries. Through his photos and words, I
travelled to those places, learning about new people
and their cultures. At bedtime, my sons never heard
me read them Grimms’ Fairy Tales; instead, I told
them stories of places and their people. Although
my body was confined to my world, my mind was

Figure 7: Diving into the world.
(Reflective Journal V. 3, 2013, p. 68)

free to fly away to other places.
Soon after graduating with an architecture degree, I had my first real contact with the
world of cultural heritage. An old friend of mine fell ill and needed my help to develop a
project. It was her master’s thesis project: the restoration of a large, beautiful building in
a town near my home city. As she was not able to finalise her restoration plans, I was
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tasked with doing a cultural inventory of this historic structure. It was a fascinating,
neoclassical building with many architectural details to catalogue. I spent hours drawing
each of those details of that work of art. Doing those drawings made me realise that two
hundred years before me, another architect had made the same drawings. The difference
was that I was only cataloguing something that had already been built. He brought an idea
into a reality, designing an image that formerly existed only inside his mind. Now, two
hundred years after his idea had manifested as a building, the same building now needed
restoration. I realised then that working with heritage was an enormous responsibility. It
meant keeping alive the products of people who had contributed to history at one point in
time and who are now gone. “This”, as my high school teacher used to say, “is the time
for us to write our own history” and do what my university lecturer referred to as
“respecting and preserving others’ contribution.” Thus, my passion for cultural heritage
of societies only grew stronger.
At the age of twenty two, I began working in the Department of Cultural Heritage of the
Secretary of Culture in Belém. I was enthusiastic, a fast learner and always ready to do
field work and participate in restoration projects. I designed projects and developed ideas
on how to revitalise spaces. I devised my first tour route of the city’s historic centre – the
first publication of its kind in Belém – aimed at students, tourists and those interested
with the objective of bringing people closer to their cultural heritage. I was extremely
happy working in Belém. That was before the first big change in my life took place..

When everything changed
One day, I had just left my office to pick up my children from school and was quite late,
when I suddenly realised I had to go back to get the keys I had forgotten. I was so upset!
When I arrived back at the office which should have been locked given the late hour but
was not, I found a man inside looking for someone who could give him information about
cultural heritage work in Belém. He wanted to know how our department worked, as he
urgently needed to establish a similar department in his city, São Luís, the capital of a
neighbouring state. I told him that no one in the office could help him because it was
Friday, and he would have to wait until Monday for my boss to give him the information.
It is important to remember that back then I was only a recently graduated architect and
14
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unsure if I could accurately provide the information he required. He begged me to talk to
him just for a few minutes because he had to return to São Luís the next day. I was
extremely late, but he was even more desperate.
I decided to stay for a while and give him what little information I could share. That was
in June 1997. The man had recently been appointed coordinator of the newly established
Department of Cultural Heritage of the Secretary of Culture in São Luís. He told me that
São Luís was about to be included in UNESCO’s (United Nations Educational, Scientific
and Cultural Organisation) World Heritage list. However, this meant that upon receiving
this title, the management of the site needed to be led by a local government department
rather than a state department as had been the case up until then. This had been the reason
for the creation of the new Department of Cultural Heritage, which at the time was just a
name without structure or trained staff behind it. He had come to Belém looking for help,
as my city was the nearest historic city to São Luís. More importantly, he was looking for
a cultural heritage architect to take on the department’s technical responsibilities because
no suitably qualified professionals were available there. While I was in love with cultural
heritage, I was also young and my knowledge seemed too limited to undertake such a
huge challenge. On the other hand, I saw that this was a great opportunity to pursue my
dream to work with cultural heritage worldwide and also to build a new world for my
young family and me, so I accepted his job offer.
Thus, at the age of twenty five, I took on my first senior position as the cultural manager
in a completely unknown place equipped with carte blanche to do whatever was needed
to set up the a new cultural heritage department from
scratch. It was a huge responsibility. In São Luís, I
was to grow personally, professionally and in my
ability to navigate political issues. I was exposed to
all types of problems, challenges and difficulties at
the local, national and international level. In the end,
I came to the profound understanding that cultural
heritage is not made up of buildings but of people.
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My new world
When telling the story of how I became a cultural heritage professional, I am reminded
of the impact certain events and people can have on our lives. I remember a journal article
I read authored by one of my supervisors and one of his PhD students, recounting a
conversation between the two. He told her:
“In your study, Emilia, ‘the others’ were constructed from your semi-fictive
narrative memories: your family, friends and teachers; your professional
colleagues and students and influential figures who shaped and reshaped the
politics, history and cultural identity of your country. Your narratives focus on ways
in which you were strongly affected by experiences of, and relationships with,
them.” (Afonso & Taylor, 2009, p. 3)
I have always been an idealist, passionate about stories and places affected by the
transforming influence of the book, the teacher, university professors, buildings and
historic cities. That is why I became an activist for historic preservation, not for a cultural
heritage made from stone and concrete but rather for one with historic meaning for
societies and people, for local cultural production, for education and for the development
of people. I took up the fight to preserve people and their cultures as my life and career.
I consider the year 1997, when I arrived in São Luís, as the beginning of my career as a
historic cultural heritage preservationist. On my first workday in the Department of
Cultural Heritage, I was given a room, some pens and paper, plus a historian and an
architecture student – no phone, money, data or computer. With these resources, I was to
create from scratch the management system of one of the largest UNESCO-protected
historic centres in Latin America.
For UNESCO, site management by local government was a sine qua non. Without a
municipal department managing it, the World Heritage title would not be granted.
According to the Declaration of Amsterdam (International Council on Monuments and
Sites, ICOMOS, 1975), local governments have a special responsibility for the protection
of cultural heritage. Prior to 1997, cultural heritage conservation and preservation
initiatives in São Luís were conducted by the State Government and the National Institute
of Historic and Artistic Heritage (IPHAN), which managed projects without any input
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from or participation of municipal public authorities. With the addition of São Luís’s
historic centre to UNESCO’s World Heritage list, the municipal institution responsible
for leading the preservation efforts had to be included in the management process.
However, the first initiatives were haphazardly conducted in a disjointed manner.
“Every day is a new annoyance. Even when the city decides to fill in a street hole,
that we have spent years asking them to fix, the next day another department of the
state – or even of the city itself – opens up a new hole to install a new pipe or fix a
sewer. Children can fall down there and die, you know” (Paulo, resident of the São
Luís historic centre, 2011).
Interactions between the local public and the political sphere and other domains were
practically non-existent. Interactions between local communities and other partners in
civil society were equally lacking. Therefore, after 1997 UNESCO and other heritage
institutions pressured the City of São Luís into practicising more effective management,
demanding multi-sectoral initiatives and interdepartmental interaction. In matters ranging
from the development of projects to observance of protocols, conflicts arose from each
department leader’s insistence on his or her own personal stance. The result was that
different legislations implemented by a variety of government entities and different
management policies imposed by various institutions were simultaneously in force within
the one historic centre.
In this managerial chaos, my team and I needed to gather documents available on São
Luís’ heritage: maps, reports, surveys, inventories and any other documents that might
help support the first draft of a management plan. For years, I devoted myself full time to
searching for, systematising, collecting data and training a team of professionals capable
of planning management strategies based on the data collected. Gradually, the team came
together but, given our inexperience, the big question that remained was how to create a
site management plan that, (1) would meet all local demands, (2) follow all the national
laws, and (3) adopt international recommendations dictated by UNESCO. Few cities in
Brazil had systematised strategies for heritage management, and even fewer had special
management plans. My challenge, in a nutshell, was to organise a technical and
administrative structure and to train a team to manage the São Luís World Heritage site
in the face of the managerial chaos created by the authorities.
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Developing my managerial style
Cultural heritage site management is a complex and multi-dimensional task. Historical
centres are systems, an intrinsic web of urban and human components endlessly
interacting with one another. Cultural heritage preservation encompasses urban and built
environment issues, political and economic demands, and the social practices and cultural
values of given communities. Therefore, a wide range of interests has to be considered
and integrated (International Centre for the Study of the Preservation & Restoration of
Cultural Property, ICCROM, 1995). In Brazil since the 1990s, urban revitalisation has
been implemented as a local development concern which, therefore, demands more
participative urban management processes and involves a larger number of groups
interested in preservation (Jokhileto & Zanchetti, 2002). This approach has been applied
in environments in which urban management was directed towards resolving not only
social issues, but also local economy issues (Lacerda & Zancheti, 2012).
By following the national and international discourse on new approaches to heritage
management, I soon understood that our department needed to apply strategies such as
building social accord, systematic planning, management of interests, mediation of
conflicts, engaging with political coalitions, and interdepartmental interaction. Strategic
planning

required

that

the

city’s

cultural

heritage

management

comprised

interdisciplinary and intersectoral structures so that knowledge and practices recognised
as valid would support decision-making processes (Penna & Taylor, 2013).
In 2000, I was under pressure because of the responsibility of managing the São Luís
historic centre. I decided to seek help from UNESCO’s official institutes on where I
could gain knowledge of historic site management. UNESCO suggested the Centre for
Advanced Studies in Integrated Conservation (CECI). This institution had a postgraduate
course in cultural heritage management integrated with urban planning aimed attraining
public and private managers and other professionals in how to plan strategies for the
protection and integrated management of national heritage. I enrolled in this course for
one year –eleven months to be precise – in online modules and one month in residency
on campus. I dedicated all my spare time to learning as much as possible about cultural
heritage management. My dissertation became the first proposal of a site management
plan for the São Luís historical centre (Nunes, Vasques, Simil, Albers & Alves, 2003).
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After much difficult political negotiation, this document became the first guide in São
Luís for heritage management. At the same time, I was also training a multi-disciplinary
team of twelve people that included architects, archivists, historians, sociologists and
other professionals. For this endeavour, I received in 2003 my first UNESCO recognition
as the ‘best manager of cultural heritage sites in Latin America’.
Despite this award, I was soon to accept that having guidelines and a small, still relatively
underprepared and inexperienced team was not enough. We also needed a legal
framework that would regulate management, based on appropriate policies and on the
integration of stakeholders’ interests into processes. In a joint effort with the Institute of
Planning and the City’s Attorney, we created a number of laws such as, 1) Law # 3714
(1998), which regulates the administration of the preservation and revitalisation fund for
São Luís’s historic and cultural heritage; 2) Law # 3830 (1999), which exempts protected
historic buildings from property and urban land taxes (IPTU), and 3) Decree # 11.013
(1988), which prohibits motor vehicles of any sort in some critical sections of São Luís’
historic centre.
With regards to the need to create an environment where shared management could be
practiced, I had to overcome two main challenges: one personal and one professional. At
the personal level, obtaining the respect of other institutional representatives and of civil
society leaders was a challenge. São Luís’ society is extremely close knit, with a colonial
heritage that traditionally accords respect to only those descended from socially and
politically powerful families. I was a ‘foreigner’ to São Luís and much too young by local
standards to be in a senior position. Professionally, I was new in the field and to the task
of managing a large historical centre such as São Luís, which put me under constant
political pressure.
‘São Luís World Heritage’ was the banner of a local political group which had fought
hard to obtain this title. Consequently, people in this group demanded that local managers
took maximum advantage of the listing status. In addition, I was considered a political
‘black sheep’ for contesting the way in which political decisions were made, too often
without the local community’s participation. I had argued strongly that heritage policies
– like all other public policies – should be social arrangements constructed jointly with
the local population. I believed, and still do, that institutions and local stakeholders can
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and should, through joint effort, create strong partnerships and engage in cooperation.
This, in turn, would generate policies that take into account the needs of all parties
involved in the cultural preservation processes. I knew from informal conversations that
the local population shared my feeling; they wanted to participate in the decision-making
processes. However, at that time (and also now) there were no mechanisms for mediating
social participation.
On the other hand and despite these challenges, I had two clear advantages.: (1)
Everything that my team and I had planned and implemented had been quite effective and
had been met with approval by UNESCO and the French and Spanish governments. At
that time the latter government, together with the Brazilian government, had made
available technical resources to enable the development of the management team. (2) I
had the unrestricted support of São Luís’s most important decision-maker – the Mayor.
The Mayor of São Luís and his highly proactive first lady, who was also the Secretary of
Planning, were almost entirely responsible for opening all the political doors I needed
opened at the time. Without their political support, I could not have accessed subsequent
national and international resources.

How we built shared management
Considering the need for partnership building between civil society and the public and
private sectors, in 2003 I convinced the Mayor to set up the Historical Centre
Management Council of São Luís (Decree # 25441, 2003). Seeking to define shared
objectives and strategies for dealing with structural problems affecting the historic centre,
this council incorporated all the historic centre’s stakeholders including local residents.
With the establishment of the Management Council, all the representatives of the different
institutions could work together to promote social development based on integrated
planning and management for cultural preservation. Through negotiations within a shared
management environment, we were able to discuss issues and initiatives pertinent to the
area. The urban centre’s physical preservation situation was critical, and hence this
partnership was of fundamental importance to the rapid execution of plans, generating
synergies and potentiating the few technical, financial and human resources available.
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Under the mayor’s political leadership and my managerial coordination, the Council
articulated the initiatives of the municipal institutions operating in the historic centre and
brought together civil society partners and other government entities. We aimed at
meeting the needs of the local population. By integrating municipal services and
strengthening

interdepartmental interaction, we sought to build joint management

policies and act together to satisfy the requirements of the strict legal framework of built
heritage and cultural expression. We opened the doors to local community participation
in the decision-making processes, in an attempt to listen and resolve immediate problems
in the area. Together with the local community, we proposed several projects for
improving the local micro economy and generating a sustainable socioeconomic
environment in the historic centre (Penna, Campelo & Taylor, 2013). I also travelled to
other cities in Brazil to tell our story and to help local teams in developing new strategies
for contemporary cultural preservation management that included local communities in
the decision-making process.

Fruits of my managerial style
Between 2003 and 2006, I took on the roles of coordinator in the Department of Cultural
Heritage and in the Council. During that time, the departments comprising the Council
generated several shared projects and programs. In collaboration, we were able to plan,
raise funds and implement different projects in physical conservation, heritage education
and preservation education. The projects aimed to safeguard cultural assets, empower the
local community and cultural heritage technicians, enhance tourism promotion, run
national seminars and workshops, and develop strategic plans to sustain a continuous
process of local preservation. Despite the scarcity of resources in each institution, these
technical and financial partnerships generated a public-private-civil integration, which
attracted multi-national companies as sponsors for various projects. This socially
inclusive,

integrated,

multi-disciplinary

and

interdepartmental

initiative

was

acknowledged by UNESCO, in 2004, as the best practice for the management of Latin
American historical centres. With this achievement, I took on the challenge of replicating
my nascent managerial system in other countries in Latin America. I started to work with
teams in Brazil, in João Pessoa and Salvador to be precise, Cartagena de Indias in
Colombia and La Antigua in Guatemala, places where the Spanish Government had
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partnerships with municipalities to run training centres for cultural preservation
professionals.
With political and institutional doors wide open, the Council started accessing resources
from national and international sources. For this purpose, the management team urgently
needed a technical, physical and administrative structure that could implement and
manage ongoing projects and provide stronger support for social work programs. Thus,
in 2005, after tough technical, political, internal and external negotiations, the Foundation
of Cultural Heritage (Law # 4493, 2005) was created
within the municipal administrative structure. In fact,
this new institution was in our former Department of
Cultural Heritage (established in 1997), that was now
renamed and had by now earned the status of a
municipal secretariat. With a multi-disciplinary team
of fifty four trained professionals in the newly set up

Figure 9: Logo FUMPH, by Edgar
Rocha, 2006

Foundation, boasting substantial experience and
national and international respect, we had the necessary requisites to devise a good site
management plan.
In the year of the Foundation’s creation, in a joint effort of the Council partners, we
produced the first Management Plan for the Historic Centre of São Luís or Plan of
Revitalisation (Nunes, 2005), which was more than a set of guidelines as was the previous
Plan of 2001. Based on the earlier plan, the new blueprint was to be a structured urban
management plan established within a legal and technical framework, with a management
entity (Management Council) and an institution (Foundation of Cultural Heritage)
responsible for project implementation. In 2005, this management plan was recognised
by UNESCO as the best plan of its kind in Brazil. My role in this process was to lead the
process of development and implementation of the plan, to train the team, to provide a
proper legal framework, to establish national and international partnerships, to fundraise,
and to improve mechanisms for strenghening social participation.
Resources from different public and private sources were invested into the projects’
implementation. It was like a dream come true that had been ten years in the making. The
success of the endeavour could be attributed to a variety of factors: good ideas and
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assertive strategies, democratisation of decisions which consequently created trust,
commitment, synergy, partnership, interaction and flexibility. Furthermore, the
successful outcome had required technical, financial and administrative resources to be
interlinked across various agencies in the public and private sectors, along with political
support and social inclusion. I believe these were the main secrets of our success. None
of this could have been achieved without unconditional political support and without the
legitimate recognition and community participation so essential to successful execution.
This broad-based local movement was unusual within the Brazilian context. In Brazil, as
in many countries in Latin America, local governments aften act independently when
deciding policies and initiatives. Communities tend to feel powerless and excluded,
seeing little reason for becoming involved. In the course of this study, I was given
opportunities to gain insights into the common perceptions of managers, professionals
and policy makers in the preservation field.

Personal over professional
Despite the countless challenges involved in cultural preservation management in
developing countries, São Luís’ historic centre management team managed to overcome
many obstacles and, stepbystep, re-structured the system over the course of ten years.
During that time, I travelled to many cities in different countries, to give lectures on our
successful strategy in São Luís and to serve as a technical consultant for other projects in
historic cities in Brazil’s Northeast region. I started leading federal and international
partnerships and managed resources for project execution through the non-governmental
organisation (NGO) Upaon Açu, a non-profit entity created in 2003 with the purpose of
gathering and managing public and private resources without allowing Brazil’s
administratively disjointed political system affect project management.
I remained president of the Cultural Heritage Foundation, coordinator of the Management
Council and director of Upaon Açu until 2006, when, for personal reasons, I decided to
move to Australia with my family. This had become necessary after I was found to be
severely ill, and in order to recover my health I was to reduce my workload. Given the
everyday problems I was facing, I just could not do that. With my health getting worse
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by the day, my husband, who had been offered a job opportunity in Australia, begged me
to leave Brazil or else I would die. This was a great opportunity for our children to learn
English, as our mother tongue is Portuguese, and to attend university in Australia. By this
time, I had come to believe that, given the (1) by now well-trained multi-disciplinary
team, (2) the well-established physical and administrative structure, (3) the strong
political, institutional and social support, and (4) the resources that had been built up
through stakeholders’ joint efforts, the team would be able to stand on its own two feet.
I thus felt free to prioritise my personal project, which was to recover my health, over my
professional projects.
When I announced that I was moving to Australia, stakeholders expressed serious
concerns about the future of the Management Council. Even by keeping the team and all
public, private, social and political stakeholders as they were, doubts arose over how the
work would continue with the change in leadership. So as not to abandon the project
completely, I agreed to stay on as a technical consultant for São Luís and project manager
of the NGO Upaon Açu until the end of the political cycle.
It was supposed to be psychologically good for me to keep working from home in
Australia while I was recovering. The arrangement was for me to be in Australia for five
months and then spend one month in Brazil for the next two years. In that way I continued
assisting the new leaders of both institutions with managing the team, projects and
resources. This included preventing resources from being diverted and used for projects
other than those outlined in the Plan of Revitalisation. I should mention at this point that
re-allocation of financial resources to achieve new political interests is common practice
in Brazil’s political administration when the government changes. In the end, for the
management of ongoing projects it was a good decision but for me personally it was a
bad experience. The constant distress that came with seeing the team face problems and
the tiresome commutes back to Brazil made me sicker. Finally I was forced to let my
former world go. It was a very sad time for me. The new leader was not sufficiently
prepared to deal with emergent managerial problems. Morover, he was polically weak,
and the team and stakeholders did not accept his leadership. I felt guilty and powerless.
All the acquired knowledge, experiences, and professional development courses seemed
useless when I found myself on a hospital bed.
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Watching my dreams fall apart
Despite good success rates from 2005 to 2007, the projects implemented under the Plan
of Revitalisation started to experience serious problems from 2008 onwards. That year, a
new political group came into power, and the new government’s neglect of projects left
project partners and stakeholders discouraged. As Jason, a partner and sponsor, describes
so succintly:
We were one of the principal financial partners of the workshop schools and other
projects, but the City Council no longer shows any respect to us. We no longer
follow up on the projects. We do not know what is happening. It has reached the
point where I have to find out through the evening news that certain decisions had
been made by the City Council with regards to the school. . . . How is this disrespect
for partners who are so important even conceivable? My sentiment is shared by
other partners. . . . Without us, nothing of what the City Council boasts is theirs
would have happened. (Jason, I.20, 2011, p. 8)
From 2008, stakeholders who had been part of the effective Management Council were
gradually excluded from the decision-making process by the local government. The
decisions about how projects should be managed began to be made unilaterally by the
City Council, showing further disregard for stakeholders. A conflict of interest arose
between the new and the former political groups.
When the new political group assumed power in 2008, they considered the school in São
Luís an unimportant project. Subsequently the school was closed down soon after the
graduation of the first class in 2008. The stakeholders did not react, even though I
expected them to apply social and political pressure to ensure the continuity of this and
other projects. Dispersed and discouraged, the stakeholders watched projects previously
outlined in the Plan of Revitalisation for the Historic Centre fall by the wayside one by
one from 2008 to about 2012. Many projects that had already reached the execution stage
ceased or were interrupted. Resources already allocated were returned to sponsors.
Technical, financial and institutional partnerships ended. The Management Council saw
its activities closed down in 2009, despite this being on illegal measure, as this institution
was expected to legally continue to exist. The Foundation of Cultural Heritage also
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became an obsolete, neglected institution, given that the new management did not
consider cultural heritage a priority.
Feeling completely powerless in this situation, physically sick, and on the other side of
the globe, I was unable to intervene directly. I watched the world I had helped build fall
apart. I did not, however, regret leaving São Luís earlier. The dedication required of me
during the previous ten years I worked there had exhausted me both physically and
emotionally. Moreover, I was gravely ill because of the toxic environment of political
disputes and extreme work overload. To survive, I had to leave that part of myself behind.

Observations from outside the maelstrom
Analysing my last four years of work in São Luís, I can see why I had devoted so much
special attention to training centers. Because of the award I had earned in 2004 I had
become an expert in training courses for professionals in conservation and restoration of
historical heritage. I can now say that since 1997 I have been greatly concerned about the
lack of preparation of technical professionals working in heritage conservation and
preservation. I remember how afraid I was for my team at the time that the Plan of
Revitalisation initiatives were implemented. My team was still ‘maturing’, and they
needed training, not only in restoration work but also in other preservation processes.
Feeling responsible for training my team in the best possible way, in 2007 I enrolled in
my second postgraduate course at CECI. The course, Management of Conservation
Works and Cultural Heritage Restoration, was a program directed at professionals
engaged in maintenance, preservation and restoration of built heritage. As the classes
were conducted through distance education using a virtual classroom environment, I
could do them from Australia. I then applied my new knowledge to the team in São Luís.
While attending this program, I noticed that, despite having a good balance between
theory and practice and combining virtual and practical aspects with technical visits and
study tours to cities with conservation and restoration projects, it lacked one important
aspect: a comprehensive understanding of local contexts, because cultural heritage is
broad, complex and multifaceted. To execute successful heritage preservation projects
and policies, cultural preservation professionals are called upon not only to manage the
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material restoration but also to deal with the pluralistic political, economic and
sociocultural contexts of historical sites. And, as I had seen in my own experience as a
manager, cultural professionals need a high level of entrepreneurial skills such as
leadership, problem-solving, and critical and creative thinking which are essential for
negotiating technical and political solutions with a spectrum of stakeholders with an
interest in the historical site. After completing the postgraduate course in 2007, I proposed
to CECI to add a unit named Cultural Entrepreneurship that would fill the gap I had
perceived as a student. Because of my extensive experience, CECI offered me the position
of professor of this unit. I have been CECI’s professor for Cultural Entrepreneurship
since 2008.
Ever since becoming professor at CECI, every time I travelled back to Brazil, I felt the
need to make myself available to listen to people and other professionals. In my
conversations I could see the continued anguish of staff, partners, and leaders of
institutions and of communities. They asked me to do something – anything – in support
of their projects’ continuity.
Political decisions affected my team’s struggle for urban quality and improvement in
people’s wellbeing. Our motto and the biggest lesson learned in São Luís had been that
cultural heritage is not made up of buildings but of people. I felt that I could not watch
this situation without responding. If I could not help in a technical or political way, I
needed to find another way to support the people there. With that in mind, I decided in
2009 that after having been a practitioner all my life I was now going to become a
researcher!

Identifying the focus of my research
Of all the issues I faced during my professional journey in São Luís, the one that worried
me the most was linked to the training of professionals for cultural preservation and
conservation through programs that would prepare well-trained people with the necessary
abilities to conduct technical projects. Cultural preservation professionals must be
knowledgeable enough to foster social participation in the decision-making process,
consider poverty-related factors, and effectively manage natural and cultural heritage
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preservation. Training programs consequently have an important role to play in the
overall preservation system, since their graduates are responsible for undertaking
conservation and preservation works and for training other professionals to do the same.
Failing to prepare graduates adequately can lead to disaster given that projects are often
of national and international value and importance. On analysing official documents
about the performance and success of cultural heritage preservation training centres, I
compared their claims to my lived experience in the field and to other professionals’
comments, I soon identified what appeared to be a major discrepancy between what was
claimed on paper and what was happening on the ground.

Methodology I: Overview of the research methodology
Initial and emergent research questions

In 2009, with many heritage training and management problems on my mind, I decided
to enrol in the Master of Cultural Heritage course in Curtin University’s School of Built
Environment in Perth, my new Australian hometown. My initial research study was titled
‘Evaluating the effects of training programs on cultural heritage conservation
performance at World Heritage sites situated in developing countries: A case study of the
Northeast Region of Brazil’. I decided to conduct an analysis of preservation education
training, starting with the following questions:
(1) Why are the personnel involved in preservation unprepared to face the challenges of
conservation? (Is it just my feeling or is this a fact?)
(2) Are training centres supplying sufficient technical knowledge to the workforce and
technicians?
(3) And what can be done to improve this situation?
The planned study focused on exploring the performance of training centres in Brazil,
my target geographic region. My objective was to analyse and evaluate the preservation
system by observing ongoing projects developed and implemented by training programs
in cities considered World Heritage sites in the Northeast Region of Brazil, specifically
in the cities of São Luís, Olinda and Salvador. In the study I sought to:
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1. Develop a holistic critical analysis framework to evaluate the actual conservation
system in the target cities
2. Identify positive and negative aspects of conservation and training programs
3. Create a framework within which successful integrated conservation practices can
be carried out
4. Provide a set of recommendations for private and governmental institutions on
conservation systems, with the aim of improving current conservation practices.

My initial idea was that my research would be a simple exploratory study, with data
gathered from document analysis, analysis of official reports and of accessible
quantitative data drawn mainly from preservation institutions in Brazil, and interviews
with a sample of key participants. However, during preliminary fieldwork visits to
training centres in Brazil, several new and unexpected questions arose. My investigation
into some of the root causes of the problems led me away from officially reported ‘truths’.
I realised that rather than pursuing a single cause-effect study, it had to become an indepth investigation into the preservation education system, in order to yield

rich,

contextual and emergent understandings of the training culture in Brazil. My investigation
hence changed focus from official ‘truths’ to investigating the human factor behind why
conservation training programs seem to be failing to adequately prepare the workforce
for cultural preservation work.
With the change in my conceptualisation of the research, in 2013 I re-focused my whole
investigation on education rather than on cultural heritage and decided to turn my MPhil
study into a PhD investigation. This decision led me to an amazing academic adventure
that has become one of the most interesting phases of my personal and professional life.
Given my change of focus I revised my research questions in 2013. New questions had
emerged regarding the interrelationship between the cultural preservation education
system and social issues. Hence, from 2013 onward, my study focused on answering the
following research questions:
(1) Are there context-specific factors that influence the quality of the educational
experience and outcomes at conservation training centres in Brazil?
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(2) How do participants experience the educational procedures of conservation
training centres and their impact on local communities?
(3) What strategies can be taken to improve conservation training centres’ curricula
and performance within the harsh socioeconomic realities of their contexts?
(4) How do I, as a cultural heritage preservation professional and cultural insider,
experience training for preservation and conservation?
(5) How has conducting my study transformed my professional and personal views

and involvement in cultural heritage preservation training?

Choosing a research paradigm and a research methodology

In 2010, when I effectively started this journey, my knowledge about paradigms and
methodologies was limited. I had always worked in the professional applied fields academic life and language were new for me. When I started this study, I had difficulty
understanding how to structure my research proposal according to the conventions and
expectations of the university. One thing I was sure of was that I wanted to focus my
study on assessing the performance and quality of training programs for cultural heritage
preservation and conservation in Brazil.

Despite my limited knowledge of methodology, I was motivated to discover what was
happening at cultural heritage training centres in Northeastern Brazil, as I felt from
observing conservation professionals in the field that professionals seemed unprepared
to execute proper procedures or make informed decisions even after attending training
courses. I followed the advice of my former supervisor who guided me to start this
investigation within a post-positivist paradigm as she believed this paradigm was suited
for what I was proposing. I decided to follow her advice.

Researching paradigms later in my research, I realised that paradigms are ways of seeing
the world; a paradigm is actually a way of making sense of the complexities of the real
world and of learning what is important, legitimate, and reasonable (Patton, 2015). We
choose our preferred way of understanding reality by building knowledge and gathering
information about a topic (Tracy, 2013). According to Antonesa, Fallon, Ryan, Ryan,
Walsh and Borys (2006), the post-positivist paradigm promotes a modified scientific
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method for the social sciences, seeking to produce objective and generalisable knowledge
about social patterns, and affirming the presence of universal laws and properties in
relationships amongst predefined variables. Thus, I developed the following working
hypothesis: training courses do not deliver the knowledge and skills needed by cultural
heritage professionals. The post-positivist paradigm seemed appropriate for my study at
that moment mainly because I did not know about any other paradigm and also because
my intention was to analyse a number of variables such as the scope of the courses,
teachers’ performance and the content of units in the hope of identifying factors affecting
the quality of the courses. I chose exploratory research as my initial methodology. I
intended to explore the research questions and conduct a study in order to determine the
nature of the problem, not to uncover conclusive evidence, but rather to help people in
the context to have a better understanding of the problem (Saunders, Lewis, & Thornhill,
2012).

However, one year after I started my investigation, I felt something was wrong. Working
within a post-positivist paradigm means gathering quantitative and qualitative data in an
objective, unbiased way. However, I noticed that when I was analysing documents I was
making my own interpretation about the researched social reality. Morever, I realised it
was impossible for me to ‘measure’ qualitative indicators such as the content of units or
the scope of the courses. I felt that by adopting a post-positivist framework, I was going
to limit my investigation. I had almost no statistical data - I was reading, analysing and
interpreting documents using my own experience to make sense of what I was
discovering. When I considered my preference for conducting semi-structured interviews
rather than collecting data by administering questionnaires and conducting structured
interviews, the impossibility of measuring qualitative indicators started to dawn on me.
My ideas conflicted directly with post-positivism. While I was not aware of it at the time,
I can say now that I had instinctively been adopting interpretivism since the beginning of
my investigation.
Following my intuition, I let the data that were emerging lead the study. Later in 2012,
when I attended classes in educational research methodology with my current supervisor,
I gained new understandings. My paradigm could differ from post-positivism depending
on my ontology (i.e. the nature of reality), epistemology (i.e. the nature of knowledge),
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and methodology (i.e. strategies to ‘build’ the knowledge) (Patton, 2015). I now
understood that at first I was an ontological ‘realist’ and my research was based on a
probabilistic reality; I had a working hypothesis that could be fallible after all. I thought
I ‘knew’ there was a reality out there, independent of my thinking about my research
topic. However, my mind was open enough to accept that there could be additional
context-related

factors

impacting

on

the

performance

of

training

centres.

Epistemologically, I was an objectivist as I was searching for some objective 'truth'. Soon,
however, I came to understand that, as my study was inherently embedded in contextually
specific factors, knowledge could also be subjective, depending on how people in a
certain context view a specific phenomenon. I could see that a researcher’s paradigm is
strongly influenced by how the researcher understands the context. What I was doing at
that time was called “grounded theory”. Grounded theory is a method of qualitative
inquiry in which data generation and analysis simultaneously inform and shape each other
through an iterative process (Charmaz, 2011, p. 360). This approach seeks “not only to
uncover relevant conditions, but also to determine how the actors respond to changing
conditions and to the consequences of their actions. It is the researcher's responsibility to
catch this interplay” (Corbin & Strauss, 1990, p. 5). When I read in Corbin and Strauss
that data collection in grounded theory involves observations, interviews, analysis of
different documents, I realised that was exactly what I was doing. I was analysing what
was happening, trying to make sense of the narratives and documents, and systematically
working out the theoretical concept in relation to the data during the course of the research
(Glaser & Strauss, 1967, pp. 5-6). Joining grounded theory with the interpretivist
paradigm, I finally made sense of the process of researching, contrary to my previous
inner ‘conflict’ generated by using an exploratory approach within post-positivism.
This change in my understanding, that is, the expansion of my perspective on the studied
context, happened during the investigation. From this point onwards I was embracing an
emergent research design that was driven by issues arising from my work with
participants. As a result of this research design, in 2013, I realised that this study was
much more complex that I first thought, then I decided to turn it into a doctoral
investigation. I needed at this point to re-adjust my epistemological and ontological view.
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After three year of investigation, I could see that my reality in Brazil was, over the past
500 years, shaped by social, political, cultural, and economic context-related factors. This
reality based on colonial ‘dominant-dominated’ relationship is crystallised into a series
of structures that are taken (improperly) as ‘real’ (Guba & Lincoln, 1994, p. 110) and now
these distorted, prejudicious beliefs are ingrained into locals’ minds, made them to feel
powerless as individuals facing the current political power. This situation generates a
scenario of social inequality, social exclusion and unjustice. I realised then that this
investigation had political implications and focused on the ethical responsibility of
addressing processes of fairness or justice within a particular context (Madison, 2005).
Given this backdrop, in 2014 I decided to add a critical dimension to the investigation, as
one of the purposes of my study became to identify, contest and help to address socially
unjust social structures, policies and practices (Taylor & Medina, 2011, p. 6).
Late in 2014, facing emergent findings, ethical issues and dilemmas, I had expanded my
understanding about the context. I was now focusing on understanding social
relationships and cultural practices as webs of meaning, through critical analysing my
participants testimonies. As I was concerned primarily with generating context-based
understanding, I joint a social constructivist epistemologic perspective to the study as this
approach would enable me to build rich local understandings of life-world experiences of
the communities they serve (Taylor, 2008). By combining critical-social and social
constructivist theories, I endorsed reflexive inquiry and searched to understand the
behaviour and cognitive processes of research subjects social, cultural, historical and
political frameworks (Thomas, 1993). The critical-constructivist paradigm helped me to
obtain knowledge from the local context and understand phenomena through the
meanings that my participants assign to them (Arnseth & Sten, 2007, p. 62). To me, it
seemed the most suitable paradigm for assessing preservation education performance
since experts recommend that training centres plan their preservation activities by
considering what particular people at specific points in time think is worth preserving in
specific contexts (Gilmour, 2006).
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Writing an autoethnography

For continuing my investigation including my participants and my own experience in the
field, I realised I had the option of choosing as research methodology autoethnography or
critical autoethnography. Autoethnography seeks to connect the personal to the cultural,
placing others and me within a social context (Ellis & Bochner, 2000; Reed-Danahay,
1997, cited in Holt, 2003). This approach was useful in my study as it is politicly
committed to creating space for debate and dialogue that investigate and shape social
change (Jones, 2008). Since I am a long term insider of the cultural heritage preservation
context in Brazilian training centres, autoethnography would add my personal
professional experience to the research and offer a way of moving between reflection and
practice (Crawford, 1997). However, as the thesis was evolving, I found critical
autoethnography more appropriate for achieving my research goals. Applying critical
theory to autoethnography would allow me to investigate discussions about social
location situated within larger systems of power, oppression and social privilege (Boylorn
& Orbe, 2014), and examine covert oppressive power arrangements, as is the case in
Brazil. It was an opportunity for me, as an experienced practitioner, to write freely,
without having to bend to traditional, rigid academic expectations in my search for
answers to the issues in question (Ellis, 1998; Patton, 2015). By joining a criticalconstructivist paradigm to autoethnography, the resulting critical autoethnography helped
me to address the question of what can be done in order to disrupt tacit power
relationships and perceived social inequalities (Thomas, 1993, p. 147).
As a critical autoethnographic inquiry, this study inquires into my own experiences as a
cultural heritage professional, cultural insider and educator, as well as into my
participants’ experiences. I aim to produce a research thesis that is useful, readable,
accessible, evocative and meaningful, to me and to other practitioners (Ellis & Bochner,
2000), so as to support people who may benefit from an improved system that allows
individuals to be heard and become socially included.
Using a critical approach, this autoethnography looks for meanings through ‘narrative
inquiry’ and ‘writing as inquiry’ (Richardson, 1994). In conducting the study, I listened,
observed, understood, inquired, and finally co-constructed a communal story, based on
my own experience and on the narratives of participants who have the same ‘bruises’ as
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me (Ellis & Bochner, 2000, p. 739). Through this approach, I seek to help construct new
knowledge for preservation education training informed by local socioeconomic contexts.

Significance
This study presents a critical autoethnographic investigation into education in the context
of cultural heritage preservation that may enhance local, national and international
understanding of the complexities of the social systems involved in urban development,
complexities that may affect training programs in developing countries. It is an original
contribution to the field of cultural heritage preservation that has the potential to improve
heritage preservation processes in many countries by offering an in-depth view of my
own and other stakeholders’ experiences of cultural preservation training in Brazil. This
research has the potential to yield transferable knowledge that can benefit cultural
preservation endeavours outside Brazil.
My insights have led me to formulate a set of recommendations for cultural training
centres that has the potential to contribute new knowledge to the shaping of global and
national legislation to take into consideration the socioeconomic problems of poor areas.
This can assist, in turn, in the preparation of students and institutions for “engaging
critically and imaginatively in social decision making about ethical dilemmas facing
society’s adoption of modern science and technology” (Taylor, 2013, p. 169).
This research is the first critical autoethnographic study of cultural heritage education in
Brazil. Its results may be useful to cultural heritage researchers, lecturers, practitioners
and training-centre managers by helping them understand and appreciate the impact of
sociocultural contexts on training-centre performance. This study will contribute to the
body of knowledge on pertinence, capacity building, resource feasibility and educational
effectiveness of preservation training programs. Consequently, the research results will
most likely have relevance to preservation education programs and conservation efforts
throughout and, possibly, beyond Brazil, in Portuguese- and Spanish-speaking countries
in Africa and Latin America with backgrounds similar to the Northeast Region of Brazil.
Personally, I chose this topic because I want my investigation to help improve training
initiatives in Brazil. While I do not expect my collegues to embrace my recommendations,
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I envisage that this study would encourage cultural preservation professionals to reflect
on how training programs are planned and implemented, and how professionals are
prepared for the conservation and preservation market.

Ensuring the quality of the research
According to Anney (2014), quantitative researchers take into consideration the
reliability, objectivity and validity (internal and external) to ensure the trustworthiness of
the inquiry findings. In contrast, qualitative researchers consider that dependability,
credibility, transferability and confirmability as trustworthiness criteria ensure the rigour
of qualitative findings (Guba & Lincoln, 1994). Therefore, in order to ensure that my
study meets the standards of high quality research, I decided, in line with my research
paradigm of criticalism, constructivism and interpretivism, to apply the trustworthiness
criteria - including credibility, transferability, dependability, and confirmability - and
authenticity criteria as recommended by Guba and Lincoln (1989). Trustworthiness and
authenticity are the hallmarks for reviewing research quality in any academic field (Holt,
2003). Taylor explains that the authenticity criteria are “applicable also as quality
standards for regulating the emancipatory work of critical researchers, ensuring that they
avoid hubris and engage in mutually empowering relationships with their participants”
(Taylor, 2014, p. 47). Also following Taylor’s recommendation, I included ideology
critique, critical subjectivity, authentic relationships and vision as quality standards that
regulate critical paradigm and its reporting (Taylor, 2014, p. 47).

The criteria comprising trustworthiness are four: credibility (criterion corresponding to
positivist

internal

validity),

confirmability,

dependability

and

Transferability/applicability (Guba & Lincoln, 1994, p. 114). Following the
recommendation of Erlandson, Harris, Skipper and Allen (1993), credibility was achieved
in this study through:
a. Prolonged engagement, giving me enough time to understand the events
and people’s interpretations of them.
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b. Persistent observation, with consistent effort at generating different
interpretations, and a constant process of tentative analysis.
c. Triangulation, through seeking information from different points of view
- different sources, participants, and research methods - as presented in the
sections ‘Methodology I: Overvew of the research methodology’ earlier
in this chapter, ‘Methodology II: MPhil research questions and
methodology’ in Chapter Four, and ‘Methodology III: An methodological
overhaul’ in Chapter Six.
d.

Referential adequacy materials, used to to provide supportive and
relevant background.

e. Peer debriefing, a review of perceptions, insights and analyses by
impartial professionals, in my case selected UNESCO’s and CECI’s
professionals.
f. Member checking, with checking of both data and interpretations by
participant stakeholders to verify accuracy. It is addressed in Chapters
Five and Six.

Confirmability is a qualitative concept analogous to the concept of objectivity in
quantitative research. It refers to the degree to which research results can be confirmed
by other researchers. Guba & Lincoln (1982) suggest that confirmability of a qualitative
inquiry is achieved through audit trial, reflexive journaling practice and triangulation.
Following these authors recommendations, I established an audit trial involving an
examination of the inquiry process and product by six heritage and educational
professionals to validate the data. They were chosen at the Univeristy of Texas at Austin
in US, at the European Network on Cultural Management and Policy - ENCATC in
Belgium, and at the International Network on Arts and Cultural Management - AIMAC
in Canada, institutions in where I am a member. I demonstrated to them how my decisions
and activities considered how the data were collected, recorded and analysed. This audit
trail also was used to address dependability. In addition, I engaged in a practice of writing
reflexive journals, as suggested by my PhD supervisor, since the beginning of the
investigation. They are five volumes written from 2012 to 2018. My journals include all
events that happened in the field, my drawings, graphics and rich pictures, personal
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reflections in relation to the study, such as the ‘ah’ phenomenon that arises during the
investigation (Anney, 2014, p. 279). Finally, triangulation was addressed as it is explained
in the credibility criteria, item ‘c’.
Dependability (paralleling reliability in quantitave research) refers to the possibility of
replication, by other researchers, of procedures and findings. Lincoln and Guba (1985)
stress the close ties between credibility and dependability, highlighting that the former
ends up in guaranteeing the later. According to Shenton, dependability may be achieved
through the use of “overlapping methods”, such as individual interview and audit trail
(2004, p. 71). In this research, audit trail for example was addressed as it is explained in
‘Confirmability’ involving six peers from different institutions examining the inquiry
process and product. Following Shenton recommendations, in order to address the
dependability issue more directly, the processes within this study were reported in detail,
thereby enabling a future researcher to repeat the work searching to gain the same results.
Thus, according to Shelton, the research design (and its implementation) may be viewed
as a “prototype model", describing (1) what was planned and executed on a strategic level,
(2) the operational detail of data gathering, addressing what was done in the field, and (3)
the reflective appraisal of the project, evaluating the effectiveness of the process of
inquiry undertaken. It allows the reader to assess the extent to which proper research
practices have been followed, and enabling readers of the research report to develop a
thorough understanding of the methods and their effectiveness (Shelton, 2004, pp. 7172).
Transferability/applicability is a stardard parallel to internal validity and it is related to
the extent that research findings may be transferable, how they can be applied to settings
other than the one in which they were generated, taking into account the contextual
particularities. Following Bitsch (2005, p. 85) recommendation, I facilitate the
transferability judgment by a potential user through thick description and purposeful
sampling. I provided a detailed description of the enquiry along the chapters, including
rich and extensive set of details concerning methodology and context. I also indicate the
purpose of selecting the key participants introduced in Chapter Four. They are associated
with answering the research questions and are particularly knowledgeable of the issues
under investigation (Teddlie & Yu, 2007, p. 77).
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Regarding authenticity in constructivism and interpretivism, Guba and Lincoln (1989)
define it as the degree to which one is true to one’s own spirit, character or personality,
despite pressures to the contrary. Reading several sources on authenticity, I found it
defined in different ways. However, following Guba and Lincoln (1989) and Josselson,
McAdams & Lieblich’s (2007) example, in this study authenticity is defined in terms of
the ethics of the relationships established by the researcher with her participants. The
ethics criteria are fairness (Are the informants represented fairly?), educative authenticity
(Did the participants benefit by learning about their social world?), catalytic authenticity
(Did the participants benefit by identifying problems associated with their social world?),
and tactical authenticity (Did the research empower the participants to improve their
social situation?).
In Taylor’s words, there are quality standards that regulate critical paradigm to ensure
that my research can sustain a transformative intent to establish educational policies and
practices that enshrine an emancipatory interest in improving the human condition (2014,
p. 47). They are:
Ideology critique. Does the text express a critical perspective on the dominant ideologies
that frame social norms and police normative social practices associated with educational
policy and/or practice?
Critical subjectivity. Does the researcher demonstrate critical awareness of her own
cultural history, explicate the contradictions that beset her professional life, and examine
critically and insightfully her own complicity in its uncritical reproduction in the context
of her professional practice?
Authentic relationships. Does the researcher demonstrate an educative relationship with
her research participants that seeks to foster their development of critical consciousness
and empowers them, in the context of their professional roles, as agents of social and
cultural reconstruction?
Vision. Does the researcher articulate a vision for more socially just, equitable, and/or
inclusive professional policies and/or practices?
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As this research is adopting narrative inquiry, Richardson (2000, cited in Holt, 2003)
recommended five additional criteria that personal narrative papers ought to have to
establish the quality of my research:
a. Substantive contribution – Does the text contribute to our understanding of social
life?
b. Aesthetic merit – Does this piece succeed aesthetically? Is the text artistically
shaped, satisfyingly complex and not boring?
c. Reflexivity – How did the author come to write this text? How has the author’s
subjectivity been reflected in the text both as a producer and a product of this text?
d. Impactfulness – Does this affect me emotionally and/or intellectually? Does it
generate new questions or move me to action?
e. Expresses a reality – Does this text embody a fleshed out sense of lived experience?

Ethical issues
This project included the participation of students, lecturers, training centre managers,
local community members and cultural heritage practitioners involved in the preservation
training centres that are this study’s focus. One of the most important ethical issues was
to protect my participants’ privacy. Assured of anonymity and confidentiality, they gave
me permission to write about their claims and to quote their thoughts and ideas to help
me co-construct a story. The study is supported by personal accounts and experiences,
reflecting different points of view and integrated into the whole narrative (Ellis, Adams
& Bochner, 2011, p. 365).
As a researcher and evaluator, I interacted with all participants in a manner respecting
their dignity, integrity and privacy, to a degree that exceeded standard measures of
protection because there were very real risks for some of the stakeholders involved.
Although the greater geographic region of the study is cited, the names of the training
centres in the thesis have been

changed to protect the participants. Participants’

anonymity has been maintained throughout the research and in subsequent publications.
Before research began, all participants were contacted to ascertain their interest in, and
obtain their consent to participate.
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Email was used to contact participants directly to provide them with an updated
information sheet, and to ask for their consent to participate in each phase of the research.
Interviewees were fully informed of the study’s confidentiality and potential risks were
discussed. Interviews were audio-recorded only if participants gave their consent.
Interviewees were provided with full information about how the recordings would be
used. They were also informed that they had the right to withdraw their participation at
any time without prejudice. Individual interviews were de-identified.
Information relating to participants’ personal identity was accessible only to myself and
my supervisors. Interviews and related materials, in digital or transcribed form, would be
kept in locked storage held by myself. All data relating to this study would be retained
for a period of five years after the completion of the research, and would be destroyed by
incineration or shredding thereafter. Research data files would be maintained
electronically on password-protected devices which would be re-formatted and destroyed
five years after the conclusion of the research. All data collected would remain
confidential and anonymous. On completion of the research, results, conclusions and
recommendations would be presented at national and international conferences and
published in refereed journals.

Thesis outline
I now present to the reader the organisational structure of this thesis. It is organised into
seven chapters, with the first six grouped into two sections, followed by a conclusion
chapter. Section I contains Chapters One, Two and Three. The first chapter provides an
overview of my personal and professional background, highlighting the main events that
shaped who I am today. In addition, Chapter One presents my research questions, the
significance of the research, the criteria I used to ensure quality of the research, and ethics
observance meaures. Chapter Two introduces the reader to the cities that were the
research sites in this study, and presents an overview of the concept of cultural heritage
and its implications for UNESCO world heritage sites located in Brazil. Chapter Three
relates the history of how the education system began and developed in Brazil, and
discusses the practices of cultural preservation education in Brazil and other parts of the
world.
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Chapter Four presenting the first stage of this study, which I call the MPhil phase. I
explain to the reader the methodological pathway that I chose for this stage of my
investigation, introduce my research participants and describe the training centres
investigated, and report on the issues that emerged from the first round of interviews.
Chapter Five explores four main themes I identified during the analysis of the data from
the first phase of fieldwork, highlighting the concerns and problems of the participants.
Chapter Six presents an overview of the methodological overhaul I embarked on in 2013
after I converted my MPhil study into a PhD investigation, and a detailed description of
the context constructed collaboratively by the selected participants and myself, including
the identification of pre-eminent themes that emerged from our discussions. I conclude
the thesis with Chapter Seven, summarising the journey of how I have evolved as a
researcher and as a person, and also how, by revisiting literature and answering my
research questions, I made sense of the various competing narratives I experienced in the
past eight years, and reflecting on my own position as a cultural manager and educator.
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Figure 10: Thesis outline (Reflective Journal V. 4, 2013 p. 47)
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Chapter Two
Setting the scene
The purpose of this chapter is to introduce the reader to the physical and socioeconomic
background of the research context and to highlight how cultural heritage preservation
education has evolved in the past century. Understanding how cultural preservation
training has been conducted over the past forty years is essential for the reader to
understand this study.

I start the chapter by describing the region where the training centres in this study are
located. I construct this narrative from my own insider’s local local knowledge and my
personal experience of this region. I describe the economic, social and cultural conditions
of the region, providing details of places to which I feel more spiritually connected than
to my own home region. I then present the concept of cultural heritage and its evolution
over the past century, based on official reports issued over the years by institutions
concerned with cultural heritage. Finally, in the third section I present cultural
preservation education as a new research area.

My research context
I conducted this study in the Northeastern region of Brazil. I was not born in the
Northeastern region but I first entered the world in the North region. However, I have
developed great familiarity with this region after moving there in 1997. I worked and
lived there for 12 years, dealing with cultural and social issues as a cultural preservation
manager and preservation educator.

For this inquiry, I chose to investigate the practices of six training centres located in or
close to the UNESCO World Heritage sites of São Luís, Olinda and Salvador. Two of
these training centres train preservation professionals and four focus on at-risk youth.
These centres were planned and are run by international institutions and federal
universities in partnership with national and local entities.

44

Chapter Two – Setting the scene

The Northeastern region of Brazil is considered one of the poorest in South America,
comparable to the poorest parts of Asia or Africa. Issues such as poor health, low life
expectancy, a lack of civil and political rights (as measured by income), poor housing
quality and lack of access to schools, healthcare, and social facilities are ever present.
Malnutrition and disease are endemic. Moreover, wealth, power and public services are
distributed unequally across social strata and geographical areas. All my target training
centres are situated within this economically poor but culturally extremely rich region.

Figure 11 - World Heritage historic centres in Brazil – a case study (circled) in the
Northeastern Brazil (UNESCO, 2015)

Salvador
The city of Salvador was founded in 1549 and is situated between the sea and the hills.
This city was the first capital of Brazil (1549-1763) and served as the base of commerce
between Brazil and Portugal during the time when Brazil was a colony of Portugal. From
1558, the city was the first slave market in the New World with slaves arriving from
Africa to work on the sugar plantations. It is for that reason that Salvador witnessed the
blending of European, African and Latin American cultures. Its urban configuration and

45

Chapter Two – Setting the scene

layout are similar to those of the Portuguese cities of Porto and Lisbon, and have remained
practically intact. Today, Salvador’s historical centre has about 3,560 buildings, with
defense fortifications all around the UNESCO World Heritage listed area.

Figure 12 - Historic centre of Salvador. By Karla Penna, 2012

Walking through the historical center of Salvador for the first time, how impressed I was
by the many special features of the old town: the brightly coloured houses, often decorated
with fine stucco work, looking so full of life. The scent of different types of local foods
reminded me how alive these buildings were. I was also very impressed by the religious
syncretism displayed in the streets. In a square in front of a Catholic church, I saw people
engaged in capoeira (a type of Brazilian martial art), a group of women dancers dressed
like orixas (spiritual entities that in African culture represent forces of nature), a group of
Catholic young people with three or four adults praying to Saint Francis, and an
Evangelical pastor preaching with a Bible in his hand. The picture felt so right to me:
people from different religions living together in the same space respecting each other.

Figure 13 – Colonial buildings in Salvador. By Karla Penna, 2012
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Salvador’s historic centre houses a larger number of extremely low-income communities
than any of the other centres. This city, like the others, suffers from social and economic
inequity, lack of basic needs such as food, shelter, fresh water and sewage disposal, lack
of access to medical care and education, high levels of criminality, prostitution and drug
trafficking, all of which expose its people to insecure livelihoods. In my view, in
comparison to the other cities in this study Salvador has the highest level of violence,
which exacerbates its complexly difficult social environment.
In terms of urbanisation, Salvador has managed to preserve many outstanding
Renaissance buildings. Professionally, I believe that the reason for the preservation is the
same for all historical centres in North and Northeastern Brazil: during the past century
many new urban areas were built around the ancient city centres, but the people living in
the ancient centres were too poor to move to the urbanised, modern outskirts. In fact,
when I conducted a contextual analysis of the three historic centres in Northeastern Brazil,
I found that the three city centres faced similar urban problems, including high vehicle
flow causing structural damage to old buildings, the need to modernise old buildings for
contemporary use thereby threatening the physical integrity of protected heritage houses,
and problems of accessibility and mobility. The shift of the commercial hub from the
centre to other parts of the city has lead to a gradual depopulation of the central area.

Olinda
Olinda is considered by many cultural heritage professionals the most beautiful historic
centre in Brazil. In fact, Olinda means “Oh beauty!” This city was founded in 1535 by a
Portuguese expedition. Its history is closely linked to the sugar cane industry that
transformed Olinda into one of the most important economic centres of the Brazilian
colony. As in Salvador, Olinda’s society has been influenced by the slave trade to secure
labour for sugarcane plantations and by African culture. In 1630, it was rebuilt after
having been looted by the Dutch. The city’s distinctive flavour was kept alive with “the
harmonious balance between the buildings, gardens, the Baroque churches, convents and
small ‘passos’ (chapels) [contributing] to Olinda’s particular charm” (UNESCO, 2012).
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With about 1,500 buildings, Olinda’s historical centre is located by the sea and was built
on eight connecting hills. Colonial buildings dating from the 16th Century with colourful
tiled facades and white churches stand amidst a green tropical forest, and framed by the
blue sea. Olinda is one of the most beautiful landscapes I have ever seen. The city
demonstrates a perfect harmony of built heritage and a lush landscape of tall, leafy trees.
The doors and windows of its buildings are always open 'to get lucky', according to local
belief. At dusk, the locals often sit by the door and talk about everything and anything.
They live a simple life, and unlike Salvador, this is a quiet city. Craft making is the main
form of expression of the local culture and its people. Everything the local artists produce
reflects what they live on and their environment. The products represent much of the
social and economic life of Olinda’s society.

Figure 14 – Craftsman in Olinda. By Karla Penna, 2012

Olinda was declared a World Heritage site by UNESCO because of its unique
combination of acrchitectural beauty and beautiful landscape and topography, as well as
the richness of its culture and traditions (UNESCO, 2012).
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Figure 15 - Historic centre of Olinda. By Karla Penna, 2012

Despite its beauty, the socio-economic situation in Olinda is practically the same as in
Salvador, with one major difference: the historical centre of Salvador is mainly
commercial while in Olinda it is mainly residential. Its inhabitants occupy almost all the
historical buildings, and although many buildings are at an advanced stage of
deterioration, large parts of the area still serve as homes for people who were born there
and have lived there for generations.

São Luís
São Luís was founded in 1612 and is the only state capital city in Brazil founded by the
French. In 1641 it was invaded by the Dutch, and in 1644, it was finally colonised by the
Portuguese. São Luís has been added to the UNESCO World Heritage list because it
stands as an exceptional example of a Portuguese colonial town with the architecture of
its buildings adapted to the conditions of the Brazilian climate (UNESCO, 2012). The
city is situated on an island, which is framed by two bays and the Atlantic Ocean.
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Figure 16 - Historic centre of São Luís from the river. By Karla Penna, 2012

The historic centre of São Luís is the largest historical centre in Brazil with 5,602 wellpreserved buildings. The architectural ensemble is made up of mansions and tall buildings
of one, two, and up to four storeys high dating from the 18th and 19th centuries. Its urban
centre design has remained the same since the 18th Century and is characterised by an
orthogonal street pattern regardless of the topography.

Figure 17 - Historic centre of São Luís from the air. By Edgar Rocha, 2011
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During the 18th and 19th centuries, São Luís played an important role in the economy of
Brazil by producing rice, sugar and other products for export. At that time, São Luís was
considered the 4th most important city in the country after Salvador, Rio de Janeiro and
Olinda. Because of its economic importance, São Luís was one of the places in Brazil
that received a large number of slaves. When they arrived in Brazil, the Africans were
baptised following Catholic custom, but they never really abandoned their own traditions
and beliefs. "They were baptised either in Africa or when they arrived in Brazil. Landlords
were obliged not only to baptise them but also to initiate them into the faith, to prayer,
and recitation of the rosary and litany," said Viviane, a professor of history, during a class
at the Louvre Centre.

As in Salvador, São Luís’ cultural diversity and religious syncretism resulted from a
tradition of resistance that began with the history of the slaves in the 18th century, a
history presented through stories of slaves and of Quilombos, a settlement founded by
escaped slaves of African origin who were called Quilombolas or Maroons. That kind of
resistance and the fight against racism were still present when I talked with the local
community.
The 20th century saw São Luís’ economic activities severely reduced, which brought
economic stagnation to the city. Ironically, the economic stagnation was due to its
isolation from the other economic centres, and the resulting poverty in São Luís’ historic
centre has persisted to this day. The lack of resources for restoration severely hampered
urban renovations, contributing to the preservation of the original historical buildings.

São Luís shares with Salvador and Olinda issues of poverty, criminality, violence, social
inequality and exclusion. The historical centre houses some of the poorest people in the
city. There exist four blocks that are more or less conserved. This area is now a tourist
precint. However, many mansions have fallen into ruin. The lack of cleanliness on the
city’s slopes and in its alleys is disgraceful.
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Why did I choose these three cities?
In my experience working in the Brazilian Northeastern Region, I observed that many of
the preservation issues present in these three cities are the result of (1) insufficient legal
provision, (2) difficulties in interdepartmental coordination of policies, (3) a lack of
planning and monitoring, and (4) a lack of resources to meet demand. These issues may
be viewed as the consequences of the harsh socioeconomic context which Brazil finds
itself in, a matter that I will discuss later in this study. Brazil has one of the highest levels
of economic and social inequality among the G20 members (OXFAM, 2012). Over time,
the growing inequality has rendered the current poverty problems in certain areas of
Brazil intractable. To add insult to injury, systemic ills such as corruption, violence,
powerlessness and social injustice aggravate the problem. The following excerpt from
my reflective journal illustrates these issues:
“Within every city there exists another city that cannot appear on maps and
photos. It escapes the circles, rectangles and squares, escaping from the built
walls, emanating life and the suffering of its inhabitants. That city seems to be
made of the same essence as the built city, and yet it manages to create deeds
worthy of being recorded and given attention in manuscripts and history.
Viewed from above, these cities look like intricate networks of lime and stone.
From below though, they portray another picture, painted by the men and
women who live there and who enjoy their deteriorated and decayed living
spaces. In the field, studying people’s ways of appropriation of these spaces,
I have found myself fascinated and involved with all three of these cities, each
as culturally rich as they are economically poor, embedded in breathtaking
landscapes in the physical world of man, inhabited by a strong-willed people
full of spirit who laugh even though they have nothing to eat. Streets, houses
and people confront bourgeois housing models, and persist in space and time,
maintaining ways of living and knowing and transmitting them through
generations. Salvador, Olinda and São Luís go beyond the wall of time, leap
into the sight of the observer and demonstrate spontaneity and fluidity despite
their physical and spiritual limits. Their historical centers are zones that
dictate their own rules, integrate history and contemporaneity, and live to defy
the demands of modernity. Stone and soul. Flesh and spirit, the flesh fading
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after every winter, after every badly done piece of work, every badly
implemented project. The spirit weakens. People are being exiled from their
existence because their homes have become so valuable in the eyes of
humanity that it can no longer be inhabited by their original inhabitants. The
worldly vicissitudes of these lands are facing the sea, but the fisherman is
gone. The feeling of exile seeks divine protection in the churches and in the
centers of Umbanda, increasingly hard to find. There is then the emptiness of
ruin, of abandonment, of neglect. Yet the earth breathes, like an aroma that
the incessant wind insists on renewing. I still have time, I have to have time,
to take care of and protect the stone and the soul of these places” (Reflective
journal Vol 1, 2012, pp. 114-115).

Cultural heritage at UNESCO world heritage sites: Implications for
Northeastern Brazil
For the past twenty years, I have been involved in cultural- and social development
programs linked to World Heritage sites in Northeastern Brazil. Up to 2009, I was the
leader of a multidisciplinary team with whom I planned and implemented preservation
education initiatives in that region. Throughout this experience, I observed the difficulties
involved in managing cultural preservation training centres successfully.

One of the main difficulties I can attest to is the different interpretations of cultural
heritage and preservation education. Because of the many interpretations, every manager
and institution has a different understanding of how cultural heritage preservation should
be carried out. In the field of preservation studies, the existence of multiple concepts of
cultural heritage can lead to professionals misinterpretating what cultural heritage means.
The problem is that if there is no agreed conceptual framework for cultural heritage and
its preservation, the meaning of these concepts can be adjusted to further the personal
agendas of politicians, planners or managers, instead of being aligned with national and
international recommendations for World Heritage sites. In the case of UNESCO’s listed
sites, training centres as well as the whole preservation system, have to follow pre-
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established rules set by UNESCO. UNESCO’s guidelines for heritage preservation is the
framework we have to follow when working with World Heritage sites worldwide.

In the next section of Chapter Two I present an overview of (1) international charters and
doctrinal documents produced by UNESCO and ICOMOS, both organisations
responsible for generating guidelines for heritage preservation, conservation and
management at World Heritage sites, (2) the Brazilian legal framework and official
documents from Brazilian heritage institutions, and (3) reports and guidelines on cultural
heritage training produced by UNESCO, ICCROM, ICOMOS and associated institutions
over the past 30 years.

The evolution of the concept of cultural heritage
One of the first documents I took into consideration was the Nara+20 Document
(ICOMOS, 2014b). This international charter acknowledges that cultural heritage is in a
continuous process of evolution. Having worked for almost two decades with the historic
centres under investigation, I have seen how ways of living change rapidly with changes
in the socioeconomic and political situation. Recognition of the evolutionary process in
cultural heritage, arising from dynamic social changes, creates a challenge for heritage
managers and educators and leads to practitioners continually questioning the universal
preservation/conservation principles and the skills needed by heritage professionals.
Nowadays, these skills tend to change more quickly than it is possible to implement
courses to teach them.
The first notion of historical heritage arose in Europe in the fifteenth Century. For many
years, the idea of heritage seems to be related to ancient monuments, andproperty or
affective goods left by fathers to sons. In the seventeenth century, in France, England
and Italy experts dedicated efforts to the development of conservation theories. The
French architect Eugene Viollet-le-Duc (1814–1879), the English architect John Ruskin
(1819–1900), and the Italian architect, engineer and art historian Camillo Boito (1835–
1914) were the first professionals to establish guidelines for the conservation and
restoration of historical monuments.
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It is my view that with the emergence of the concept of the nation-state at the end of the
19th century ( possibly due to the wars in Europe) the term ‘historical heritage’ gained a
new meaning as ‘chosen cultural assets’ which were subsequently designated as
representative of a nation, and as such, were deserving of state protection. The notion of
the nation-state created an inclusive perspective, homogenising a nation’s histories and
favouring the construction of a local identity. After World War I, I noticed that the
concept of historical heritage came to be perceived as a representation of heroic facts or
a memory of historical events, materialised in the form of monuments. As Choay (1998)
stated, a monument is thus understood as a “document that tells a historical fact, [a]
foundational, early marker of a new era [...] made a posteriori by converging looks of a
historian and art lover, that select the mass of existing buildings, among which the
monuments represent only a small part” (p. 25).
I learned that early in the 21st century, Prado Junior (2006) and Natal (2007) held that the
concern with heritage in many parts of the world, including Brazil, was strengthened by
an identity conflict experienced in some countries. Wars caused people to migrate from
one country to another and with this movement, local identities needed to be reconstructed
to absorb the mix of new cultures. Consolidating the new cultural identity was necessary
to support the new society’s development.

In Brazil, the cultural identity conflict was between its European heritage and the rich,
expressive and inseparable mix of Indigenous, African and Portuguese cultures, which
comprises the anthropological roots of Brazilian identity. Many artists and intellectuals
engaged in a ‘nationalist movement’, defending the plurality of our culture. For example,
in the 1920s, Mário de Andrade (1893–1945), poet, writer and musicologist, then working
as a researcher of Brazilian folklore, travelled around the country in search of the “real”
Brazilian identity built from an array of Indigenous, European and African elements. As
a symbol of the new Brazilian identity, the city of Ouro Preto (Portuguese historic centre
strongly influenced by African culture) was designated as a national monument in 1933
(Natal, 2007).

In these efforts to recover and strengthen Brazilian national identity, I regard the creation
of the National Monuments Inspectorate (IPM; Decree # 24735 of July 14, 1934) as an
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important step. Created in 1934, it was the first institution established for the preservation
of Brazilian heritage. According to the IPHAN (Institute of Historical and Artistic
Heritage) website (2015), the National Monuments Inspectorate was created as an entity
linked to the National History Museum, and had as one of its main objectives the
prevention of the removal of historical artefacts that symbolize the country’s national
history, and the preservation of historical buildings from destruction in the name of urban
reform under the guise of modernization of cities. In my view, the Inspectorate's
objectives demonstrated the limited understanding of cultural heritage at that time by
selecting only historical artefacts and buildings as worthy of preservation.

In 1936, soon after the birth of the National Monuments Inspectorate, the Minister of
Education and Public Health, Gustavo Capanema (1900-1985), called upon Mário de
Andrade to prepare a more encompassing program for the protection of Brazilian
historical heritage and art. With the lawyer Rodrigo Melo Franco, Mário de Andrade
founded the Institution of Historic and Artistic Service (SPHAN) in 1937, for the
dedicated purpose of preserving historical sites and objects embodying the political,
historical and religious legacies of the country. Despite SPHAN’s main concern being the
safeguarding of monuments and material heritage of exceptional value, mainly from the
colonial period, I regard its extension of cultural heritage to include objects symbolising
national identity as an indication of interest in the non-material aspects of historical
legacies. The instrument used for the protection of historical sites and objects was the
'tombamento', a Brazilian technical term for the act of recognition of the historic value of
an asset, which turns it into an official heritage site or object and establishes a special
legal regime for its management. Its name comes from ‘Torre do Tombo’, the Portuguese
public archive where important historical documents are stored.
In the 1950s and 1960s, acts of preservation began to be made in a more systematic way,
and were no longer confined to individual buildings, but began to focus on an entire set
of buildings making up a historical site as well as the surrounding environment. Thus the
concept of heritage broadened with greater consideration now given to both the material
and immaterial aspects of history. Subsequently, I read in many texts from that period,
professionals began to realise that there were other subjective elements composing the
identity of a people that should also be preserved. As a result of this evolutionary
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development in the concept of cultural heritage, in 1946 the SPHAN was transformed
into the Department of National Historical and Artistic Heritage (DPHAN), and in 1970
was again re-established as the Institute of National Historical and Artistic Heritage
(IPHAN), which is today the main institution responsible for preserving national material
and non-material cultural heritage.
In my professional opinion, the concept of cultural heritage preservation with attention
given to a set of buildings and their surrounds was consolidated by the Declaration and
the Manifesto of Amsterdam (ICOMOS, 1975). The

Declaration and Manifesto

emphasized the importance of cultural preservation of urban historic areas. The meeting
of 25 European countries in Amsterdam in October 1975 of the Congress on European
Architectural Heritage was, in my view, the first serious attempt to determine sustainable
strategies for heritage conservation that integrated preservation of the natural
environment into conservation.
The Declaration of Amsterdam and the Manifesto of Amsterdam stated that, given the
complexities of architectural historic sites, strategies for conservation must be broadly
conceived to embrace all buildings of cultural value, from the greatest to the humblest. I
argue that from this idea the concept of cultural heritage started to incorporate the natural
and built environments of historical zones. Furthermore, both the Declaration and the
Manifesto reflected the efforts in European countries to promote cooperation between
the private sector, politicians and governments, thus increasing awareness of the cultural,
social and economic value of monuments and historical sites, and of traditional urban and
rural cultural environments. The two documents also introduced the concept of integrated
conservation as an essential procedure for urban planning, encouraging the participation
of all stakeholders from the legal, administrative, financial, and technical sectors in the
preservation of built heritage, and requiring the active cooperation of citizens.
Refocusing my attention back on Brazil, I observed that from the mid-1970s the concept
of cultural heritage as a representation of Brazilian history began to strengthen. The need
for education programs began to feature frequently in discussions on how to protect
Brazilian identity. In 1975, the federal government created the National Cultural
Reference Centre (CNRC) for the purpose of discussing the meaning of preservation with
a view to expanding the concept of cultural heritage, following international practice, to
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encompass the promotion of autonomous economic development models, the valuing of
regional diversity, traditional knowledge and practices, and as the reduction of the risk of
homogenisation and loss of the nation’s cultural identity (Florêncio, Clerot, Bezerra &
Ramassote, 2014). Over its five years of existence, the CNRC not only worked on

education projects but also defined the first conceptual guidelines for heritage education
that encouraged the establishment of new parameters for a more comprehensive dialogue
between educational processes and heritage preservation (IPHAN, 1980). The CNRC
adopted an interdisciplinary approach, involving an approach to research that featuredan
articulatedmethodology and analysis of data from surveys and mapping, anchored in the
notion of “cultural reference”, a notion that entails going beyond mere creation of
heritage inventories to an appreciation and understanding of the values and practices of
particular social groups.

Regarding the concept of cultural heritage as encompassing social values and practices,
I noticed that from the 1980s a new approach emerged in international discussions that
acknowledged the significance of cultural references in identity formation. This approach
was gradually consolidated in the 1990s. Cultural heritage was now viewed as a cultural
urban living space, with artefacts perceived as linked to traditional knowledge, traditions
and practices, factors that define the identity of a particular social group within a specific
territory. Three international charters confirmed my impression. The first was the Nairobi
Recommendation (UNESCO, 1976) which defined historic areas as part of the daily
environment of human beings. The second was the Washington Charter (ICOMOS,
1987), launched eleven years after the Nairobi Recommendation. The Washington
Charter reinforced the importance of integrating the cultural heritage in historic townsand
urban areas into urban planning and into the daily life of people. This view is also present
in the Charter on the Built Vernacular Heritage (ICOMOS, 1999a). Cultural heritage thus
represents the living presence of the past and provides a perspective from which to
appreciate the diversity of societies. As the idea of cultural heritage as living environment
evolved, the concept of cultural heritage became associated with the natural environment,
which at the time tended to refer only to landscapes. Now historic places, sites, and built
environments, as well as biodiversity, collections of artefacts, and past and continuing
cultural practices were understood as cultural heritage. The third charter that supported
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my new understanding of cultural heritage was the International Cultural Tourism Charter
(ICOMOS, 1999b), which introduced me to the concept of the ‘Cultural Landscape’. This
charter states that cultural heritage is a broad concept that includes cultural and natural
contexts, thereby assigning greater value to the environment and its significance in the
context of culture. This broader concept was highlighted in the Charter of Cultural
Qualities of Cultural Landscapes (ICOMOS, 2004), which says that throughout history,
landscapes have reflected the interaction between individuals and their environment.
When analysing the Nara Document of Authenticity (UNESCO, 1994) and the
Declaration of San Antonio (ICOMOS, 1996), I identified another aspect of cultural
heritage incorporated into the global concept: the importance of authenticity, that is,
intangible local traditions and traditional knowledge, cultural identity and cultural
diversity. The two charters identify these values as fundamental to cultural heritage
conservation and restoration planning. The charters maintain that cultural heritage
diversity exists in time and space, and there should be respect for all cultures and all
aspects of their belief systems.
I see the main concept of Brazilian cultural heritage consolidated in the Brazilian Federal
Constitution of 1988 (Rossen, 2015). Article 216 of the Constitution states the most
comprehensive definition of cultural heritage, that includes the material and non-material
aspects of heritage and explicitly names the agencies responsible for the preservation of
Brazil's cultural heritage:
“Brazilian cultural heritage includes material and immaterial goods, taken either
individually or as a whole, that refer to the identity, action and memory of the
various groups that form Brazilian society, including:
I. Forms of expression;
II. Modes of creating, making and living;
III. Scientific, artistic and technological creations;
IV. Works, objects, documents, buildings and other spaces intended for artisticcultural manifestations;
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V. Urban complexes and sites with historical, landscape, artistic, archaeological,
paleontological, ecological and scientific value.
§1°. The Government, with the collaboration of the community, shall promote and
protect Brazilian cultural heritage by inventories, registries, surveillance,
monument protection decrees, expropriation and other forms of precaution and
preservation”
Although the cultural heritage concept presented in the Brazilian constitution is quite
comprehensive, in my view, the Brazilian preservation institutions were not prepared at
that time to develop procedures and policies appropriate for cultural heritage preservation
under this broader perspective. When I started work in cultural heritage in 1996, I
participated in many discussions with experts around the country on the forms of
expression that could be considered intangible heritage and how we should manage the
association between tangible, intangible and natural heritage. These discussions had, as a
consequence, the establishment in 2000 of the Cultural Property Registration of
Intangible and Natural Heritage, which defined what Brazilian cultural heritage is and
created the National Immaterial Heritage Program (Presidencia da Republica do Brasil,
2000). Now experts could work on developing specific procedures and policies to protect
the Brazilian cultural heritage.

At some international conferences I attended from 1998, I noticed that the same
discussions about the immaterial aspect of cultural heritage we were having in Brazil,
were also being held in other parts of the world. Finally in 2003, the Convention for the
Safeguarding of Intangible Cultural Heritage (UNESCO, 2003) defined intangible
cultural heritage as ‘practices, representations, expressions, knowledge and skills as well
as the instruments, objects, artefacts and cultural spaces associated with communities,
groups and individuals, appropriated and recognised as an integral part of their cultural
heritage’.

The year 2009 brought into the picture the concept of ‘Cultural Routes’, established in
the Charter of Cultural Routes (ICOMOS, 2009). The new concept with its
multidimensional notion of equality suggested new broader approaches to explain and
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safeguard the significant relationship between humans and their natural, as well as
cultural and historic, environments. I see clearly in my own work how the concept of a
Cultural Route supports the idea that human beings interacting with the natural
environment should be considered cultural heritage. This concept introduces qualitative
and subjective aspects to the previously held notion of heritage and its conservation.

As a result of this new broad understanding of heritage and conservation, the Brazilian
Federal Government created preservation legislation that recognised a new form of
cultural heritage: the Brazilian Cultural Landscape (Decree # 127/2009), which is
described as "a particular part of the country, representative of man's interaction process
with the natural environment on which life and humankind have printed marks or assigned
values" (IPHAN, 2009, p.17). It can be said that with the Brazilian Cultural Landscape
legislation Brazilian cultural heritage was finally aligned with the International Charter
of Cultural Landscape and the ICOMOS Charter of Cultural Routes.

To complete the story of developments in the conceptualisation of cultural heritage, I
need to report that ICOMOS and UNESCO have issued recent international
recommendations for approaches to cultural heritage preservation. The recommendations
are:

(1) The importance of the Spirit of the Place is recognised in the Quebec Declaration
to be comprised of ‘the tangible (sites, buildings, landscapes, routes, objects) as well as
intangible

elements

(memories,

narratives,

written

documents,

festivals,

commemorations, rituals, traditional knowledge, values, textures, colors, odors, etc.),
which all significantly contribute to the make up of a place and to creating its spirit’
(ICOMOS, 2008). Considering how the concept of cultural heritage has evolved, I can
see that today the concept offers the more comprehensive view of living historic places
that still emphasises the authentic features of buildings, sites and cultural landscapes.
(2) Cultural heritage as a driver of development is concerned with the effects of
modernisation and globalisation on heritage preservation. The concern is that the actions
needed to protect heritage must also ensure that its use, promotion and enhancement are
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part of the development plan of cities. Cultural heritage and its economic, social and
cultural value can be harnessed for the benefit of local communities and visitors through
“the ability of heritage and its inherent values to inspire and to build tomorrow’s societies,
curbing the negative effects of globalisation" (UNESCO, 2011).
(3) Culture at the heart of sustainable development policies was first stated in the draft
document ‘Training strategies in the conservation of heritage sites’ (ICCROM, UNESCO
& ICOMOS, 1995) and reinforced by the Hangzhou Declaration (UNESCO, 2013). In
reading these documents I noticed that they highlight ‘the potential of culture as a driver
for sustainable development, through the specific contributions that it can make – as
knowledge capital and a sector of activity – to inclusive social, cultural and economic
development, harmony, environmental sustainability, peace and security’ (p. 1). The
Hangzhou Declaration also recognises that one size does not fit all and that different
cultural perspectives can result in different paths to development. Thus, an open process
is required to develop an understanding of culture that is:
“evolving and strongly framed within a rights-based approach and the respect for
diversity, the free access to which enables individuals ‘to live and be what they
choose’, thus enhancing their opportunities and human capabilities while
promoting mutual understanding and exchange among peoples.”(UNESCO, 2013,
p. 4)
In addition, the Nara +20 Document (ICOMOS, 2014b) explored the role that cultural
heritage plays in sustainable development and in identifying methods of assessing tradeoffs and building synergies. It ensures that cultural values and community concerns are
integrated in development processes.
(4) Cultural heritage and landscape as human values is aimed at promoting peaceful
and democratic societies, where “all individuals and communities have the right to benefit
from cultural heritage and landscape to the same extent that they have a duty to preserve
its authenticity and cultural diversity as a human right” (Florence Charter, ICOMOS,
2014a, p. 2). I view the Florence Charter as the most important document for encouraging
sustainable, harmonious and intercultural development, placing people at the centre of
the cultural discussion. This charter highlights the importance of community

62

Chapter Two – Setting the scene

empowerment through community identity reinforcement, stating that "community
identity is rarely uniform or static but is a living concept that is constantly evolving thanks
to an interplay of past and present in the context of current geo-political circumstances"
and that community identities are "expressed through (and can be shaped negatively or
positively by) the range of activities and service provision offered at cultural heritage
tourist destinations that are intended to take advantage of the economic, social and
cultural benefits of tourism" (Florence Charter, ICOMOS, 2014a, p. 4). Therefore, I see
community engagement as an important goal for instilling appreciation for cultural
heritage and providing opportunities (supported by capacity building) for promoting the
diverse identities of resident communities in a positive way.

Cultural preservation education as a new area for research
With the comprehensive concept of cultural heritage, a new area has emerged in research:
preservation education. Preservation education is a relatively new topic that has been
discussed often over the past 20 years at international meetings on cultural heritage. As
the concept of cultural heritage has broadened to include assets of different kinds,
necessitating negotiations with an increasing number of actors involved in the
preservation process, the scope of training courses for conservationists and
preservationists has become multidimensional and complex.

I agree with Rössler’s (2007) observation that preservation of cultural heritage ‘requires
not only highly trained professionals at all levels but that they are able to perform analysis
which keeps up with new developments, such as, transnational and serial site management
or addressing new emerging issues and emerging threats’ (p. 39). The requirements noted
by Rössler entail sensibility and sound judgement when deciding what to do with a
historic site, whether to restore, renovate or reconstruct, because any intervention impacts
local communities. For this reason, Karpati and Bhürler (2007) highlighted the need to
consider more than just cultural and natural heritage in the preservation of a site’s cultural
assets; it is also necessary to consider the social group dynamics, local social values, and
cultural practices.
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In the past, training was often achieved through a period of travelling and apprenticeship
during which the trainee, through exposure to the profession, acquired an understanding
of the appropriateness of the use of specific methods. Until the 19th century, before
formal training existed, architects and designers maintained contact with other members
of their profession beyond local, provincial, and national borders through travel,
publication, and discussion. Research is now needed to identify the various specific skills
for cultural heritage preservation that can be taught by professionals and many different
training courses have been offered over the last 50 years (see Appendix B). There is also
great concern over the scarcity of craftspeople able to provide training courses. In Brazil,
the provision of specific courses is determined by the availability of the required
craftsperson in the region. It is quite impossible to move a master from one place to
another, firstly, because of the logistics involved, and secondly, because different types
of techniques exist in different regions. Different sites present different building
techniques that demand different procedures.

Most states still depend on sending

representatives abroad to attend courses, while most existing conservation training
programs cater to the training needs of only a limited range of specialised conservation
professionals (ICCROM, 2010).
The Guidelines on Education and Training in Conservation of Monuments, Ensembles
and Sites (ICOMOS, 1993) is the ICOMOS charter that specifically establishes standards
and guidelines for education and training in the conservation of monuments, groups of
buildings, and sites defined as cultural heritage by the World Heritage Convention of
1972. However, the charter’s guidelines are too general. For successful heritage
preservation, research is essential in the implementation of projects and development of
policies appropriate to a rapidly changing world. Cultural preservation educators must
now take into consideration the political, economic, and sociocultural contexts in which
pluralistic historical sites are immersed. Cultural preservation professionals also need to
develop high levelentrepreneurial skills, such as leadership, problem solving, and critical
and creative thinking, to enable them to develop projects with a holistic approach that
takes into account pluralism and cultural diversity.
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I concur with the main principles for preservation education in contemporary times stated
in the Charter of Krakow (ICOMOS, 2000, article 13). Preservation education requires
social involvement and integration into national systems of education at all levels, due to
the complexity of preservation projects or other conservation interventions involving
historic, technical, cultural, and economic factors. The complexity of the task calls for
the appointment of a competent and well-educated leader. The training of professionals
and technicians in the conservation disciplines could take full account of evolving
methodologies and technical knowledge that are more related to cultural studies than the
traditional approaches. The quality of craft and technical work in preservation projects
could also be enhanced by reconceptualising vocational training to meet the employment
needs of the community in which the historical site is located. Vocational training also
has a social role in creating opportunities for employment for the local population, as I
will discuss in more detail in Chapter Three.
In the past 15 years, I have read many papers by heritage experts and institutions such as
the works of Niglio (2014), De la Mora (2012), Gilmour (2006), and Cassar (2002),
Training Strategy in the Conservation of Cultural Sites by ICCROM, UNESCO &
ICOMOS (2010) and Training Strategies for World Heritage Management (Albert,
Bernecker, Perez, Thakur, & Nairen, 2007). The study of these papers has led me to
conclude that preservation education depends on the type of target groups and historical
assets to be preserved. Different approaches are, therefore, needed for different historical
sites and individual buildings, and would involve all interested parties.
The first book aimed at addressing issues of preservation education was Preservation
Education: Sharing Best Practices and Finding Common Ground (Stiefel & Wells,
2014), to which one of my supervisors, Dr. Lily Taylor, and I contributed to the chapter
Benefits of using qualitative methodologies in the evaluation of preservation training
programs performance in developing countries: A case study of the Northeast Region of
Brazil (Penna & Taylor, 2014). This book was the product of the first Conference on
Preservation Education, held in Providence, RI, in the United States, in 2012. About 200
experts and educators from around the globe met to discuss ways to assess and improve
programs for preserving historic environments and heritage. After discussion of the
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problems identified by conference participants and the potential solutions, and setting out
a vision for the future of historic environmental education, suggestions were made to
extend the scope of preservation education curricula to target not only students and
professionals but also stakeholders, owners, contractors, and investors. I think more
attention could be given to the training of surveyors, researchers, and town planners to
develop their potential to be heritage managers and decision-makers.
In sum, heritage professionals today need a full understanding of sociocultural dynamics,
political and economic contexts, and legal and managerial frameworks. They must also
be able to engage with contemporary concepts such as integrated conservation, strategic
planning, holistic management, cultural diversity, risk assessment, and preventive
intervention (Cather, 2000). The main doubt I have at this point is whether it is at all
possible to design a cultural heritage preservation training program that can provide such
broad knowledge.

Summary of this chapter and link to the next chapter
In this chapter, I have presented the research context of this investigation. First, I
introduced the reader to Salvador, Olinda, and São Luís, the World Heritage sites that are
the target of my study. Then I gave an overview of the evolution of the concept of cultural
heritage, showing how the material, urban, natural, intangible, and social dimensions of
cultural heritage were incorporated into the national and international legal frameworks
over the course of history. Studying this evolution was beneficial for it deepened my
understanding of the multidimensional aspects of preservation, and led me to the
realisation that citizenship, identity, memory, and interactions between people and their
environment provide the best foundation for contemporary preservation education
policies that can foster sociocultural inclusion.

The next chapter will present an overview of how the education system in Brazil has
evolved from colonial times to the present day. In our history may be found the root
causes of the issues that trouble cultural preservation training. I will conclude the next
chapter by discussing the difficulties that obstruct the success of preservation education
practices and interfere in the social role of cultural heritage training centres in Brazil.
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Chapter Three
Experiences from the context

Chapter Three introduces the reader to the complexities of a cultural preservation
education system riddled with challenges, many of which rooted in Brazil’s colonial
past. As preservation education follows practices similar to those of the general
educational system, it is strongly influenced by how the education system in Brazil has
evolved and been consolidated over the last five hundred years.
Given Brazil’s colonial past, a history in which Portuguese people imposed their
cultural practices, religion, language and values on native people and thereby
suppressed traditional local cultural beliefs, it is not surprising that the problems facing
cultural preservation education in Brazil are similar to those of other post-colonial
nations.
To enable the reader to understand the issues confronting preservation education in
Brazil today, I have divided this chapter into two sections. In the first section, I present
an overview of how the education system in Brazil has evolved from colonial times to
current times, describing the main historical stages and how the political system of
each period has contributed to the consolidation of the current educational system. In
the second section, I present an overview of cultural preservation education in Brazil
as it is today, highlighting the social role of cultural heritage centres.

The evolution of the Brazilian education system
In this section, my intention is to tell the reader my version of the story of how the
education system began and was consolidated within the societal context of Brazil.
Brazil is a country characterized by constant upheavals, often undergoing changes in
drastically contradictory directions. It is a country where one change after another
occurred, not by option, but imposition by successive governments in power, with the
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result that authoritarianism and oppression have become the primary tools to instruct
and educate the people. I decided to tell this story because it is my view that many of
the issues unearthed in this investigation may have their roots in problems created
during the colonial era and their influence continues to be felt today.
I will present Brazil’s history in seven scenes, each one corresponding to a political
period.
Scene One: The Brazilian colony (1500–1807)

“A long, long time ago a strange people arrived on the shores of our land. They
came with garments and outfits, flags and weapons, ships as grand as their
attitude. They brought us small gifts, showed endearment and before long gained
our trust. It was soon revealed they wanted to teach us their language and
customs. Amicably, we accepted. They erected a symbol until then unknown to
us, a cross. They conducted one of their rituals, a mass, which we watched with
the due respect it deserved. They decided to catechize us, make us Christians so
that we would be able to enjoy the grace of their god. They taught us their
language and customs, and also taught us that our traditions had no place in the
civilized world. Together, we built Missions, Jesuit villages where we learned
the Christian faith and were instructed in the writing and reading of the
Portuguese language. And thus was born the Brazilian educational system.”
(Reflective Journal V3, p. 117)

Our documented history started in April 1500, when Pero Vaz de Caminha wrote a
letter to inform the then King of Portugal of the ‘discovery’ of a new land. Caminha’s
letter showed how Europeans perceived Brazil’s native people:
… people of such innocence, that if we could understand their speech, they would
before long be Christians, as they apparently do not possess any belief.
Therefore, if the exiles who remain here duly learn their speech so that there is
mutual understanding between them and us, I have little doubt, as is the holy
intention of Your Majesty, they shall be made Christians and hold our holy faith,
which, praise Our Lord, shall deliver them, as truly, these are good people and
people of simplicity. (IPHAN, 2014, p. 1)
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Figure 18 - Élio Farias, Homorrealidade. Source: http://www.skyscrapercity.com/showthread.php?p=121308492

This letter shows the extent to which the Portuguese Crown believed itself to be
responsible for ‘saving’ the indigenous people by teaching them the Catholic faith and
European culture:
He [God] brought us, I trust not without a cause. As such Your Majesty, who so
fervently desires to spread the holy Catholic faith, must tend to their salvation.
[…] Thus if someone of the Clergy is to come [from Portugal] to baptise them,
before long they shall have knowledge of our faith. […]The best fruit in her [the
new land] that can be gathered shall be the salvation of this people. (IPHAN,
2016, p. 1)
Europeans believed they were superior because they were civilised. The thinking was
simple: being civilised was good, not being civilised was bad (Memmi, 1974). The
concept of civilisation provided a standard by which societies were judged. Western
society, to which the Portuguese belonged, conquered parts of the world not because
of westerners’ superior ideas, values or religion, but because of their ability to apply
organised violence (Huntington, 1993). Upon arriving in Brazil, the Portuguese
behaved no differently. With a firm intention to conquer the new world (I view the
subjugation of a people not as colonising but as conquering), the Portuguese
immediately imposed their values and norms on the natives. Colonisation destroyed
the native people’s existing societal harmony, and autocratically interfered with and
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superimposed on their culture a new culture which the Portuguese considered to be
superior (Fanon, 2008, p. 15).
The Portuguese colonisers’ belief that their culture was superior to the natives’ culture
influenced the first developments in Brazilian education. Jesuit priests were sent to
Brazil to teach Portuguese culture to the natives from 1549 onwards. These early
educators brought with them extensive experience of European education (Silva,
2010). The Jesuit missions, called reductions in colonial America, were organised
Indigenous settlements run by Jesuit priests to civilise and evangelise natives (Marzal,
1999). The main objective of the missions was to introduce to the natives Christianity
and the European way of life, while imbuing them with Portuguese cultural values.
The practices described above are corroborated by Taylor’s (2013) depiction of
European colonisers’ thinking about ‘civilising’ native people:
For centuries the so-called developed world, particularly Western European
nations, colonized, subjugated and oppressed peoples worldwide for political
and economic gain (Desai & Nair, 2005) [...] Throughout the colonized world,
education systems were set up as mirror images of those in the motherland with
curricula designed to ‘civilise the natives’ by assimilating them into the
dominant cultural beliefs, values, practices and languages (or worldview) of The
West. In this process local knowledge and language systems were suppressed
and the cultural integrity, identities and livelihoods of colonized peoples were
severely undermined (Veerma, 2004). (Taylor, 2013, p. 3)
From the texts I read during this research, I observed that, at that time, there was a
certain level of respect for indigenous traditions as long as they did not directly conflict
with the basic tenets of European faith and justice. One of the missions’ goals was to
unify the Brazilian territory through Catholicism, the hegemonic religion in Portugal.
To effectively provide a traditional education based on the European model, the Jesuits
learned the native languages and established the first elementary school using
European teaching methods in Salvador, Brazil’s capital at the time. In 20 years the
Jesuits built five elementary schools and three colleges. (Silva, 2010)
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Figure 19 - Jesuitas. Source: https://visitearacatuba.wordpress.com/2013/09/01/moradores-nativos-de-aracatubaindios-caingangues/

By the eighteenth century, the missions had achieved economic success and had
created an administrative autonomy that began to be seen as a threat to the power of
the Spanish and Portuguese crowns. The Society of Jesus was accused of being
misleading, shrewd and unscrupulous, and harbouring an agenda to establish an
independent theocratic empire in America. This resulted in the Jesuits’ expulsion from
the American colonies in 1759 and the dissolution of the Order in 1773 (Martins,
1999). To be precise, it was in 1759 that the powerful Minister of Portugal, Marques
de Pombal, decided that the Jesuits should be expelled from Brazil because of the
significant political and economic autonomy that the order had acquired through their
propagation of the Catholic faith. Pombal then undertook educational reform in Brazil,
inspired by Anglo political-economic models. The reforms aimed at preparing
sufficiently capable men to take positions of authority in the absolutist state that Brazil
was becoming (Seco & Amaral, 2006). The Jesuit system that had been in place since
the discovery of Brazil was destroyed, replaced by the Royal schools which offered
sporadic schooling to children of the elite to educate them in the disciplines studied in
the Jesuit colleges. Through the Royal schools a very small elite of the colonial
population was prepared for further study in Europe.
In sum, during the colonial era the Portuguese crown governed Brazil by subjugating
native people, and suppressing their traditional social values and cultural practices. It
was imperative for Portugal to keep the 'uncivilised people' under control as doing so
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benefited Portugal’s political and commercial interests. The effect of this early
education system was not only the resulting devaluation of pre-colonial culture but
also the suppression of cultural identity as method of teaching. This is argued by Fanon
(1968) in his book “The wretched of the earth”:
In the sphere of psycho-affective equilibrium it [devaluing pre-colonial history]
is responsible for an important change in the native. […] colonialism is not
satisfied merely with holding a people in its grip and emptying the native’s brain
of all form and content. By a kind of perverted logic, it turns to the past of the
oppressed people, and distorts, disfigures, and destroys it. (p. 18)
Viewing the Brazilian education system as a whole makes it apparent that it was during
the colonial era that the problems of this system took root. Education aimed to “civilise
the ‘heathen’ and make them docile and obedient to the magnanimous king, who was
chosen by God to save their souls”, as Caminha (IPHAN, 2016, p. 5) wrote. The image
of the king (or his representative) as the ‘father’ of the Brazilian people was a useful
tool to keep the natives subservient and under strict political control. This paternalistic
characteristic of the colonial era resonates in Brazilian society to this day, resulting in
an education system designed for a human-object not a human-subject (Freire, 1996)
capable of being the author of their own story.

Scene Two: The Portuguese royal family in Brazil and the Empire (1808–1889)

In 1808, Brazil became the kingdom of Portugal because the Portuguese royal family
decided to move there. Two hundred years ago, Brazil was a vast and empty territory,
scarcely populated, with little or no contact with other territories. It was an isolated
colony rigorously governed and with many illiterate citizens. Napoleon Bonaparte’s
ambition to rule all of Europe changed this history and awoke the dormant colony. In
1807, Bonaparte acted on his ambition to bring Portugal and all of continental Europe
under his rule. The Portuguese monarch, King João, fearing a French invasion, fled to
Brazil, bringing with him virtually all the leaders and businessmen from Portugal and
all the riches they could carry. Nothing similar had happened in the history of any other
European country; never before had a European king stepped into the Americas
(Gomes, 2007).
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After three centuries of political domination and indiscriminate exploitation, the
arrival of the Portuguese royal family in Brazil in 1808 triggered a period of profound
transformation in the colony. Contact with the outside world and the colony’s
transformed status as the administrative seat of the Portuguese empire brought about
significant political and sociocultural changes. The first legal structures of the
Brazilian educational system were created. Unfortunately, these were absolutist, elitist
and racist, serving to control and alienate the majority of the population.
In 1800, Brazil had a small population of just over 3 million people. One in three
Brazilians was a slave. The indigenous population was estimated at 800,000 people
(Gomes, 2007). The Portuguese had long given up trying to enslave the indigenous
people who were not easily subjugated by violence during the enslaving process. The
natives resisted slavery bravely, most choosing death over subjugation, and so the
colonisers were forced to abandon the ‘domestication’ process. The result was that the
indigenous person was labelled lazy, insubordinate and a thief, living off others, and
responding only to brute force (Fanon, 1968, p.10). This image has persisted

and

prejudice against indigenous people remains prevalent in Brazil. Brazilian indigenous
people being impossible to enslave, the attention of slave owners shifted to the
Africans, a people seen as much more docile especially because they had been forcibly
removed from their culture, and had no knowledge of the local language. They were
dehumanised and treated as ‘worker animals’.
The technological development of Brazil was stagnant due to the prohibition of
factories. This prohibition was instituted because of Portugal’s fear that Brazil’s
productive potential could quickly lead to its independence from Portugal. Education
therefore was very basic and was only offered to a minority of the population. The first
universities appeared at the beginning of the 20th Century and were geared towards
the education of privileged people. The Portuguese Crown dictated education policy
in a desperate attempt to control the education system The Crown felt threatened by
the private sector and the prosposect of the return of the Jesuits 80 years after their
expulsion (Silva, 2014). The result was a strict education policy. Very few educational
opportunities were available for professionals; most courses were designed to support
the less privileged stratum of Brazilian society, with under-privileged children and
young people sent to special homes. In addition to receiving primary education, they
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learned typography, binding, tailoring, carpentry and shoe making, among other crafts.
(Ministério da Educação, 2009, p. 9)
King João returned to Portugal in 1821 and, due to governmental conflicts, Dom Pedro,
King João’s son, proclaimed the independence of Brazil in 1822. Brazil was at that
time a traditional, patrimonial, landowning, conservative, slaver-owning society
(Gomes, 2010). Most people were illiterate and subject to the whims of the landowner
who held local political power (Lopes, 2000). The Constituent and Legislative
Assemblies were responsible for drafting Brazil’s first constitution, which emphasised
that primary education should be free and accessible to all citizens (Nogueira, 2012).
The predominant teaching method of the time, which originated in France, was the
Lancaster method, and the curriculum focused on classical literature, modern
languages, science and history. Children were taught basic reading, arithmetic, writing
and the Catholic Catechism. They also learned how to be “accustomed to a wellregulated behaviour of obedience and subordination” (Santi & Castanha, 2017, p. 8).
The first general legal framework regulating the provision of education in Brazil was
approved by Dom Pedro in 1827 and remained in operation until 1949. Its aim was ‘to
create the first literacy schools in every city, in towns and more populous places of the
Empire’ (Universidade de São Paulo, 2015, p. 65). However, according to Aranha
(2009) that education system did not work as it should due to economic, technical and
political factors, and only ten percent of school-age children were enrolled in
elementary schools. It is important to note that at the time primary education was
forbidden for indigenous people, slaves and free black people (Brito, 2013).
Brazil’s golden age of art and culture began in 1831 after the abdication and departure
to Europe of Dom Pedro. Dom Pedro II, Dom Pedro's son, had been prepared from
childhood to be an emperor. He inherited a country with conflicts arising from political
troubles. His mission was to turn Brazil into an emerging world power, playing an
active role in foreign economics, and strong and homogeneous, unlike its Latin
American neighbours which were embroiled in social wars and internal conflicts.
(Gomes, 2013)
Appreciated by the people and recognised as wise, dedicated and patient, the erudite
emperor was a vigorous supporter of science, art and culture (Barman, 1999). The
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emperor, nicknamed “the Magnanimous”, considered education a matter of national
importance; he saw in education the means by which he could attain his goal of
creating a Brazilian national identity (Schwarcz, 1998). During his reign, the
following institutions were established: the Imperial Academy of Music, the National
Opera, and the Brazilian Historical and Geographical Institute, the last of which aimed
to promote research in and preservation of the historical, geographical, cultural and
social fields. were I see in the Historical and Geographical Institute the first expression
by the government of interest in Brazilian culture. However, the culture promoted at
the time was a fusion of a European lifestyle and a few Brazilian traditions in activities
enjoyed by white people such as gastronomy and dancing, both of which were strongly
influenced by Indigenous and African cultures. Dom Pedro II encouraged cultural
exchange between Portugal and Brazil by providing scholarships to Europeans who
wanted to study in Brazilian universities, and art and music schools.
The Brazilian nation enjoyed great prestige abroad during the final years of the Empire
and had become an emerging international power (Barman, 1999). However, in the
last years of the Empire, the emperor’s health declined considerably. His doctors
suggested that he sought treatment in Europe, a course of action that led to his
withdrawing from public office. While he was away, his daughter Princess Isabel
signed a decree abolishing slavery in 1888. Although abolishing slavery was a pressing
and inevitable move, given the pressure from other slave-free countries, the Brazilian
economy, which at the time was intrinsically linked to slavery, was not conducive to
former slaves integrating successfully into the workforce. Moreover, former slaves
were unable to fully integrate into society due to the elitist and prejudicial attitudes of
the aristocracy. By law, descendants of slaves had no access to education. Black people
found themselves unequipped to act as free men. They were unable to enter an
industrial capitalist workforce because of their lack of professional skills, competition
with immigrants, and their reluctance to work after centuries of slavery (Lopes,
2000). Freedom did not mean that the lives of former slaves became any better. Free,
but with poor skills, unable to take advantage of educational opportunities and lacking
security, health and housing, slaves and mestizos were marginalized by the legal and
social systems, a problem that has still not been properly addressed to this day (Gomes,
2007).
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Scene Three: Brazil’s first Republic (1889–1930)

Gomes (2013) provides an overview of Brazil during 1889, the year the Republic was
proclaimed. Brazil had about 14 million inhabitants, only 7% of its current population.
For every 100 Brazilians at the time, only 15 were able to read and write their own
names; the rest had never set foot in a classroom. Among the black population and
recently emancipated slaves, the illiteracy rate was well above 99%. Only one in six
children between the ages of 6 and 15 regularly attended school. There were 7,500
primary schools with 300,000 students. In secondary education, the number of students
plummeted to 12,000 students, and only 8,000 people had undergone tertiary
education. With agriculture accounting for 70% of the gross national product, the
majority of Brazil’s citizens were employed in the agricultural sector. Brazil’s
education system was the product of deficient legislation and had minimal beneficial
impact on the population. It served as a mechanism to control the populace.
Racism emerged after the abolition of slavery as a form of social control to define
social roles and reframe segments of the population identified as non-European
descendent, a social situation that persists until today. Former slaves who wished to
remain in the cities or in larger agricultural farms would normally work in exchange
for food and housing; few were financially remunerated. The alternative was to join
one of the quilombo (former or escaped slave settlements) found throughout the
country and attempt to recover their traditional culture and way of life.
According to Lopes (2000), between 1895 and 1897, an essentially political phase of
Brazil’s history ended. Subsequently, Brazil regressed to the rule of landlords and to
pseudo-slavery, during which the oligarchic system of power solidified. The rural
population was kept suppressed under the political and social control of the landlords,
with no access to education. Their ability to vote was subject to the will of their
landlords. This duality of coercion–consensus reinforced the the image of politicians,
created in Brazil’s colonial era, as the ‘fathers of the people’ instead of their
representatives. Influential politicians dominated certain territories and behaved as
arbitrary feudal lords. People submitted themselves to whatever destiny their feudal
lords chose for them as there was little alternative other than leaving one feudal estate
for another. Subjugating oneself to the will of a feudal lord was the only way to ensure
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stable employment, food, and access to a piece of land. Usually, all the members of a
family would work in the field and so the children did not have access to schooling.
In education, the republican period was marked by a series of ineffective reforms. No
national education initiative was established, and no satisfactory pedagogical
framework was developed. My general perception is that the upper echelons of
Brazilian society who were responsible for initiating reforms did not want them. They
were not interested in creating a legal system that would threaten their privileges. As
a result, the elite and middle class could send their children to school while the lower
classes continued to be marginalised and uneducated. Despite social movements
calling for the development of a Brazilian identity, culture and education were not
priorities as action in these areas did not bring any political benefit to the aristocracy.
Primary education in the republican period received no attention, which caused
numerous people of all ages to remain uneducated, a situation that negatively
contributed to the increase in illiteracy, which rose to 75% from 1900 to 1920 (Clark,
2006).

Scene Four: The ‘Era Vargas’ and the populist government (1930–1964)

At the dawn of the 20th Century, Brazil adopted an export-based model of capitalism,
founded on industrialisation and urbanisation. The consequent

surge in

industrialisation occurred without much planning or organisation, leading to
exponential growth in urbanisation. This meant that cities did not undergo urban
development as much as they underwent an urban ‘inflation’ in terms of population
growth (Freire, 1996). This new development movement reached frightening levels
when Getúlio Vargas was elected president in 1930. He was a charismatic and
paternalistic leader who advocated the implementation of a dictatorship, a regime that
was successfully effected after a coup d’état in 1937 (Nascimento, Lombardi &
Saviani, 2006).
With Vargas’ aspiration of turning Brazil into a modern nation, the country needed
skilled workers for the new industries. To meet this demand the education system had
to be reformed. Education issues were raised in discussions, and the education system
received the focal attention of intellectuals who were moved by the social distress
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caused by World War I (1914-1918) and the Russian Revolution (1917). Under
Vargas’ direction, the State started to intervene more in the economy, labour relations
and educational reforms. In 1930, the Ministry of Education and Public Health was
created, which established the Department of Vocational Teaching (Inspetoria do
Ensino Profissional Técnico) and institutions responsible for supervising the schools
for craftsmen apprentices. Decree # 9.850 (1931) set up the National Council for
Education, to which the Constitution of 1934 assigned the task of creating the National
Education Plan. (Ministério da Educação, 2009)
In the 1930s Brazilian intellectuals became concerned over the failure of traditional
pedagogy to meet the demands of a modern capitalist economy, and proposed a
direction for the reform of educational institutions that would take into consideration
the new social reality. A large group of intellectuals signed the ‘Manifesto of the
Pioneers of the New Education’ (Instituto Nacional de Estudos Pedagogicos, 1984),
which advocated compulsory, public, free, laic education to be provided by states
nationwide. It also criticised the dual system, with its different schools for the rich and
the poor, and called for a unified elementary educational system (Nascimento et al.,
2006).
In 1937, a new political system called the ‘New State’ was implemented by Getúlio
Vargas. This regime lasted until 1945 and was characterized by the centralised power,
nationalism, anti-communism and authoritarianism. Vargas had finally achieved his
aspiration to establish a dictatorship. This new political regime spelt the end of the
'New School movement' (supported by the Constitution of 1934 and the Manifesto of
1932), as the Constitution of 1934 was soon replaced by the Constitution of 1937 as a
result of Vargas’ New State. The 1937 Constitution placed the focus of education on
professional education (Lopes, 2000). Vargas also advocated expansion of the
bureaucratic and administrative sectors, and the creation of a significant number of
jobs that required specific skills. The Constitution of 1937 was the first one in Brazil
to deal specifically with technical, vocational, and industrial education.

It is during this historical period that Paulo Freire and his educational philosophy of
the practice of freedom emerged. At the end of the 1940s, Freire began to stand out
for his work on developing and applying new methodologies for the education of
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disadvantaged illiterate individuals. Paulo Freire, one of the greatest educational
philosophers and considered the patron of Brazilian education, was the most honoured
Brazilian in history who was awarded 41 honorary doctorate degrees from universities
such as Harvard, Cambridge and Oxford.
Freire proposed a pedagogical method that would develop students’ critical thinking,
a methodology called ‘critical pedagogy’ (Rubio, 1997). Freire condemned the
teaching offered by the vast majority of schools, which he called ‘bourgeois schools’,
as they provided what he described as a ‘banking education’ in which the professor,
the holder of supreme knowledge, ‘deposits’ his or her knowledge into a passive and
receptive student (Saul, 2000). The ‘banking’ approach to education alienates students
instead of increasing their awareness, curiosity, spirit of inquiry, and creativity, as
Freire noted in his book 'Pedagogy of the Oppressed' (Freire, 2003).
Paulo Freire’s education method, aptly named “The Culture Circle”, had at its core the
principle of replacing authoritarian schooling aimed at maintaining existing structures
and traditions with an education that taught freedom of expression and critique as
normative habits of human thinking (Freire, 1996). Freire’s educational vision was
simultaneously a critique of the widespread oppression in society and a manifestation
of a fight to be free of it. In the Brazilian experience of Freire’s culture circles, it took
30 days for a person to learn the alphabet. This pedagogical process was enacted in a
free and critique-enabled environment with students building a mutually respectful
relationship with other students and with a coordinator who did not exercise the
traditional role of teacher but promoted discussion without directly interfering or
imposing his/her opinions. The link between Freire’s work and the rise of populism
was abundantly clear. His movement started in Brazil’s Northeastern region which at
that time was, and still is today, Brazil’s poorest region with approximately 15 million
illiterate citizens out of a total population of 25 million. The first instance of the
Culture Circle resulting in 300 workers learning the alphabet in 45 days profoundly
impressed public opinion (Freire, 1979). The application of the Culture Circle could
then be extended to the whole nation.
The Freire inspired educational movement was one of the many social mobilisation
instruments adopted in Brazil between the 1940s and 1960s. It gained substantial
traction at the end of the President Goulart administration (1961-1964) when some
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middle-class groups began to have a degree of real contact with the general populace.
However, this was only the early beginnings of organised action by the masses when
the populist government fell in favour of a military regime. Social mobilisation then
remained stuck at the stage of diffusion of principles instead of progressing to the stage
of action to bring about some real political impact.
The spectre of communism, exploited by the dominant strata of society as a perceived
threat against any sign of a democratic government, enraged right wing groups. Paulo
Freire and his educational philosophy of democratic ascension of the masses suffered
a dire hit. Even before the military coup d’état in 1964, his work was already a target
of severe criticism given his mission to raise the literacy level of the populace and
consequently increase popular participation in democratic action.
The reactionaries could not comprehend how a catholic educator voiced the
oppressed and understood even less how the culture taken to the people was
conducive of any doubts about the legitimacy of their privileges. They chose
instead to accuse Paulo Freire of ideas he never expressed […] identifying in
him the seed of rebellion. (Fiori, in Freire, 2003 p. 19)
Paulo Freire’s activism cost him his university position and led to his eventual
imprisonment and exile. This was the price he paid for having the strength of courage
to seek the emancipation and empowerment of the people of Brazil.
In sum, the ‘Vargas Era’ can be described as a hallmark of the country’s road to
modernisation and a completion of the process begun with the proclamation of political
independence in 1822 (Lopes, 2000). Vargas did away with the oligarchies and
changed the political regime to state paternalism. On one hand, his rule resulted in
social benefits and the passing of laws to protect workers. On the other hand, his
regime suppressed the Brazilian people, who became — and still remain — political
pawns supporting the rise of cunning and corrupt politicians. Still, 1946–1964 was
perhaps the most fertile period in the history of Brazilian education.
Scene Five: The military era (1964–1985)

The military dictatorship in Brazil was established in 1964. It lasted until 1985, with
the beginning of the period known as the New Republic. The new regime adopted a
developmental, nationalist, anti-democratic approach to all social movements. It
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censored the media and tortured, killed or exiled those who dared to speak out against
the regime. According to Bello (2015), after the military coup of 1964 the Brazilian
government managed education in an anti-democratic manner. Many educators were
arrested, dismissed, killed or exiled, or they changed their profession to escape
persecution. Universities were invaded, and students were arrested, wounded or killed
in confrontations with the police. The Ministry of Justice silenced students and
teachers through Decree–Law # 477 (1969), which sanctioned the punishment of
university teachers, students and staff who were deemed subversive. Convicted
teachers were fired and were unable to work at any other educational institution in the
country for five years, while expelled students were prohibited from taking any
university course for three years.
To eradicate illiteracy, the Brazilian Literacy Movement (MOBRAL) was created in
1968, with the aim of helping youth and adults to achieve functional literacy. The
Movement focused on leading people to acquire the skills of reading, writing and
arithmetic as a means of integrating them into the community, allowing for better
living conditions (Menezes & Santos, 2002) MOBRAL used aspects of Freire’s
methodology, though it excluded the ideology and distorted and misrepresented the
method (Federal University of Rio Grande do Sul, 2015). This distorted version of
Freire’s constructivist methodology has been and continues to be criticised, generating
attacks on his constructivist methods that have persisted till today. His method was
condemned by the government for promoting social consciousness and reflection, thus
producing rebel students. Freire was considered subversive, arrested and later exiled.
Nonetheless, during the military regime Brazilian universities expanded. During most
of the twentieth century, university education was only accessible to a very small
group, but the situation began to change in the 1960s. Between 1948 and 1968, the
number of university students increased from 34,000 to 258,000 while Brazil’s
population doubled (Priori & Venâncio, 2010). With the growth of universities and
students better able to influence politics, the military dictatorship found itself under
intense pressure. At the same time, films, music and theatre promoted the importance
of radically breaking away from Brazil’s political past. The reinforcement of local
identity served as an affirmation of the new political era, and this new vision promoted
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fundamental developments in the preservation of cultural heritage. Under intense
social pressure, the dictatorial regime ended in 1985.

Scene Six: The resumption of democracy (1985–2002)

In 1985, José Sarney was officially nominated president of Brazil. He was far from the
president whom the Brazilians had dreamed of, and during his tenure the media
reported numerous cases of corruption and nepotism (Bueno, 2003). Nevertheless, he
left the government in 1990 as the president who had consolidated the democratization
process in Brazil, leaving as a legacy a new constitution still in force today. The
Constitution of 1988 marked the resumption of full civil rights, declaring that
education, along with housing, work, leisure, health, and other conditions are the social
rights of every Brazilian citizen, and providing for free public education in official
establishments (Art.206). The 1988 Constitution re-affirmed that education is a
universal right which the State and the family have the duty to provide, and which
must be encouraged through the collaborative efforts of society seeking to develop to
the full the potential of its people to prepare them for the exercise of citizenship and
for employment. This Constitution, in its Article 216, also first defined what is
considered Brazilian cultural heritage.
In 1994, Fernando Henrique Cardoso (FHC) was elected president and, for his efforts
at improving administrative efficiency and instituting State reform, he was re-elected
in 1998. During his term of government Brazil finally enjoyed economic stability after
years of hyperinflation. His government also worked at raising Brazil’s profile in
foreign affairs, positioning Brazil to become a major world power in the future. With
regard to education, FHC initiated the gradual transformation of the National
Technological Education System into Federal Technical Schools and Federal Agro
Technical Schools, and in a series of complex and controversial changes in vocational
education, in 1999 the Federal Technical Schools were transformed into Federal
Technological Education Centres. From 1996, the Brazilian educational system went
through a number of highly significant restructuring measures. The enactment of the
second set of Guidelines and Bases of Education, known as LDB (1996), separated
vocational education from basic education to eliminate the taint of welfare and social
prejudice associated with vocational education in the previous professional education
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laws. Most of the FHC government's educational policies were focused on the
implementation of the reforms established by the LDB, reforms that recognised that
knowledge could be transmitted through combinations of various subjects in the
curriculum so doing away with compulsory subjects. That was one of the greatest
achievements of FHC’s government, along with the implementation of a basic
education evaluation system spelling out the criteria for assessing the quality of
education. For the first time in Brazil there was a form of evaluation of performance
in education, although mostly in quantitative terms.

Scene Seven: The “Era Lula” (2003-2016)

In 2002, after eight years of Fernando Henrique Cardoso in power, former
metallurgical worker and leader of the labour movement in Brazil, Luís Inácio Lula
da Silva, was elected president. Charismatic and recognized as a true representative of
the people, Lula continued FHC’s economic stabilization policy and extended the
scope of the social projects started by his predecessor. The resulting macroeconomic
stability put Brazil in the list of the world's most promising countries, an achievement
signalled by the country’s membership in BRICS along with China, Russia, India and
South Africa. Brazilian exports grew from 2004 and, despite the global financial crisis
of 2008, Brazil remained in the list of the 19 largest exporters in the world. However,
despite the economic growth, the socioeconomic inequality between Northern and
Southern states still remained.
As for the education system, FHC’s approach of eliminating excessive
compartmentalisation in curricula by delivering content through cross-disciplinary
courses was not upheld in Lula's government, mainly due to private and corporate
interests (Durham, 2010). The viability of Lula’s government depended on political
alliances with other parties. The multiple party agreements that had to be entered into
engendered violent political struggles and some illegal activity (Priori & Venancio,
2010). Despite the political scandals and accusations of corruption associated with
members of the Lula government, his Party of Workers, and other dominant parties,
Lula was re-elected in 2006 because of the success of the policies implemented by
FHC that Lula continued.
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In 2010, Dilma Rousseff, Lula's successor, took the presidential chair. Dilma
continued all the Lula government social programs and expanded considerably the
social benefits. In fact, according to various political science specialists, that was the
reason for the election of Dilma. As the reader may observe below, the election map
for the Dilma election aligns with the map showing the areas where the country’s
largest welfare program, the Bolsa Família, was most widespread.

Figure 20 (left): Map of Dilma’s election. Figure 21 (right): Map of areas covered by the social benefit
scheme called ‘Bolsa Família’ (OXFAM, 2012)

An study of the maps below further indicates that the areas with the most Dilma voters
are areas where illiteracy and poverty are prevalent.
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Figure 22: Map of illiteracy (OXFAM, 2012)

Figure 23: Map of poverty in Brazil (OXFAM, 2012)
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The maps above highlight the situation of welfare dependency in which Brazil finds
itself today. Welfare dependency contradicts humanity’s natural vocation to be the
subject, not the object, of his own history (Freire, 1996).
“Welfare dependency transforms welfare recipients into passive subjects
lacking any possibility to participate in the process of their own recovery. The
biggest danger of welfare dependency is found in the pervert nature of its
dichotomy which leads people to an inherent state of voicelessness and
passiveness, depriving them of opportunities to develop or ‘open’ their
conscience […] which should ideally be its most critical aspect” (Freire, 1998,
p. 65).
Is this the modern version of the subjugation of the populace that was inflicted on the
natives and slaves in the not so distant past? Incapable of autonomously taking
responsibility for the management of their own life , people diminish and
accommodate themselves to the role of victim of society and become accustomed to
passively living off welfare. Thus they become a spectator of their own lives, driven
by political forces which they consider stronger than them, and afraid of the
responsibility of deciding their own future and that of their children.
At the end of the Dilma’s first presidential term in 2014, there was a criminal
investigation known as ‘Lava Jato’ (Car wash), in which the federal police uncovered
the largest corruption scheme in Brazil's history, involving members of the
government in all public spheres, hundreds of politicians and the largest Brazilian
construction companies. Despite her political weaknesses, Dilma was re-elected
president in 2014 owing to the support of the poor in the electorate, those who had
benefitted from the government’s social welfare scheme. Dilma left the presidency in
2016, impeached for involvement, with former president Lula, in several corruption
schemes, leaving the country in the deepest economic recession of Brazil’s history.
That the education system expanded during the Workers Party government is
undeniable. The Dilma government maintained and further developed the programs
initiated in the Lula government and created new ones. Vocational and technological
education assumed strategic value due the national transformations in the preceding
decades. The developments fostered the growth of diverse educational activities to
86

Chapter Three: Experiences from the context

meet the demands of different methods of delivery, including blended learning and
distance learning, as well as international exchange projects with the countries of
MERCOSUL, the Portuguese Speaking Community, and other countries like Canada.
Moreover, in recent years there have been numerous requests from African countries
to learn about the vocational and technological education system in Brazil, with a view
to establishing educational partnerships, including partnerships in community social
inclusion projects. (Ministério da Educação, 2009).
Although during the Era Lula education was made available to all social classes, the
quality of educational standards has been questioned by teachers and intellectuals all
around the country. In following the latest protest discourses, I see that, in the critics’
perception, the education system is based on a traditional, conservative, absolutist
model that regards students as recipients to be filled with pre-established knowledge,
the same criticism that Paulo Freire articulated in the 1970s. It is important to note here
that in 2012 Paulo Freire was officially recognised by the Brazilian government as the
patron of Brazilian education, and his pedagogy infused the political discourses of Lula
and Dilma. However, according to the teachers I have been working with, these
discourses conflict with current educational legislation. The teachers see the
educational policies as still aiming to keep Brazilian people oppressed and subjugated
to the political group in power, as it was in colonial times, and fake discourses are a
way to keep people passive, under disguised control.

Cultural heritage training centres – their social roles within the
current context
During my twenty years working in the cultural field as a practitioner, technician,
manager, educator, and skills-based consultant in Northeastern Brazil, I have observed
the difficulties involved in achieving successful management practices at training
centres in Brazil due to the strong influence of harsh socioeconomic and political
factors. Through my work with local community projects in Colombia, Chile,
Guatemala, Mexico, and Cuba, I observed the same issues as those presented in Brazil.
I have become aware of the complexity of the link between the preservation process
and socioeconomic issues. The idealistic visions of planners in designing and
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implementing good revitalisation programs often collide with harsh social realities
(World Bank Group, 2005), where the significance of heritage differs for those who
plan and those who experience the day-to-day reality of not having enough food to
survive. The latter group’s preoccupation with basic needs means heritage
conservation becomes a secondary (or lower) priority in some areas. Situationalcontext issues deeply affect the development of educational processes, frequently
rendering initiatives targeting sustainable social and economic practices impractical.
The social situation in poor areas in Brazil and other Latin American countries have
stirred interest in the international community, especially among organisations
interested in promoting economic benefits and poverty reduction through cultural
heritage preservation programs, such as the World Bank Group, the French and
Spanish Governments, UNESCO, and ICCROM, to mention but a few. Various
partnerships have been established between Latin American and European countries,
focusing on social inclusion as an aid in sustainable heritage preservation (ICCROM,
1995). To address social issues associated with heritage preservation, diverse
programs have been implemented, aimed at training people from local communities
for conservation and restoration interventions. Cultural heritage training programs are
opportunities to insert local people, especially those in poverty, into the construction
market and, thus, generate economic improvement for them.

In Northeastern Brazil for example, cultural preservation training programs, by
providing professional training, have become an indirect means of poverty reduction,,
thus giving students access to new possibilities (Penna & Taylor, 2013). Training
programs also seek to generate employment and income opportunities, and to integrate
unemployed young people into the job market, as evidenced in this field note:
At first it was only a way to survive in light of the unemployment crisis in our
state. However, afterwards, it became a beacon of hope for a better future; a
future with respect and dignity. Here I found a new family, a new home. Many
of us need the EOS [Workshop School of Salvador] so we can become
‘somebody.’ (Claudio, field note 3, 2011, p. 2)

I was closely involved in the activities of Brazilian schools for at-risk youth, i.e.
workshop schools. Workshop schools are centres for work and training where young
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people who are at risk of social exclusion receive professional training and at the same
time practise a specific traditional trade within a restoration worksite (Organisation for
Economic Co-operation and Development [OECD], 1998). The methodological
essence of workshop schools is to learn by doing, with an emphasis on ‘how to do it’,
‘why do it’, and ‘do it for what’ (Fundação Municipal de Patrimônio Histórico
[FUMPH], 2010).

The workshop schools were modelled on the Spanish program, Escuelas Taller y Casas
de Oficios, (initiated in Madrid in 1985), and have been present in Brazil since 1991.
The establishment of the workshop school in Joao Pessoa occurred in 1991, followed
by Salvador in 1997 and São Luís in 2006.

The workshop school project aimed to provide socially vulnerable young people, of
between 18 and 23 years of age, opportunities to enter the job market and achieve
social integration. This integration was to be accomplished by means of trades training
for cultural heritage recovery as a complement to formal education. The workshop
schools of João Pessoa and Salvador were reportedly operating very well, presenting
good quantitative data about trained students and restoration and conservation works
done. It made sense, therefore, for the São Luís Management Council to implement
another training centre with a similar structure in São Luís. The Workshop School of
São Luís opened in 2006.

We try to keep theory and practice integrated in the school context, establishing a link
between manual labour, heritage appreciation, and citizenship promotion. My
intention when I was the leader of the São Luís School was to restructure the curricula
to follow a collective, emancipatory, and dialogical pedagogy, seeking to immerse the
student in the universe of social contradictions. This was not always possible; it
depended on the political pressure to complete the restoration works.

With a system of technical and financial management different from that of the two
schools established earlier, São Luís School set up its workshop school using, for the
first time, a system of shared management which was applied not only in discussions
and decision making, but also in practical management matters. Three institutions
89

Chapter Three: Experiences from the context

managed the school: the Municipal Foundation of Cultural Heritage (FUMPH), the
Institute of National Cultural and Artistic Heritage (IPHAN), and the Spanish Agency
for International Cooperation and Development (AECID), the school’s main sponsor.
Additionally, financial and technical support came from the private sector and other
partners in the Management Council. For the first time, the private sector joined civil
society and government institutions in supporting a historical city’s preservation
program, private and public sectors working side by side in a sociocultural project
benefiting the local community - an achievement that many had deemed impossible in
Brazil. Unfortunately, the political group in power changed in 2008, and the new group
decided to close the school after the graduation of the first class.
Another example of training targeted at socially vulnerable youths was the Workshop
School of Restoration of Immovable Assets, which was run between 2005 and 2009
by the Centre of Employment and Culture (CTC) in Recife in partnership with the
Secretary of Science, Technology and Economic Development of the City of Recife.
The CTC was established in 1966 by members of the Catholic Movement for Basic
Education to offer programs in professional qualifications and citizenship awareness
to students (Fernandes & Burgos, 2005). It was one of the remaining centres in Brazil
still following Paulo Freire’s educational philosophy (Freire, 1979; Freire, 1996;
Freire, 2011). The CTC’s teaching methodology, called ‘collective construction of
knowledge’, was developed by the institution’s own educators and had at its core a
dialogic process of teaching and learning that fostered knowledge exchange and
construction of knowledge through joint reflection on contemporary issues (Souza,
2009). However, the political authorities started to influence the school’s pedagogy,
distorting the methodology for developing critical awareness and replacing it with the
traditional way of teaching by which pre-established formulas were repeated to
students. Finally, the teachers decided to end the program in 2010. Political
interference also occurred in other vocational training schools with similar profiles.
Sadly, innovative methodologies were and still are not welcome in professional
training schools, which leads me to agree with Freire’s (2011) observation:
In societies whose structural dynamics leads to the domination of
consciousness, the dominant pedagogy is the pedagogy of the dominant classes
[…] The methods of oppression do not serve the liberation of the oppressed
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[…] because it is incompatible with a pedagogy that, consciously or mystified,
has been a practice of domination. (Fiori, in Freire, 2003, p. 11)

The workshop schools and the CTC are examples of how cultural heritage training
centres can address social needs. One of the greatest difficulties in maintaining these
types of schools is to find sponsors who believe that vocational training can be a
solution, or at least an opportunity, for local people wishing to engage in the
employment market. The preconception that poor people have low learning ability and
cannot engage in quality educational projects has persisted since the time of Brazil’s
colonisation, This assumption was a way to keep poor people, Indigenous people, and
African descendants out of the education system.
The poorer a nation and the lower the standards of life of its people, the higher
will be the pressure of the superior extracts on them. (Freire, 1996, p. 94)

It is common in Brazil, especially in the Northeastern region, the poorest, to encounter
prejudiced images of the marginalized.
It is very easy to associate ‘ignorance’, that is the absence of formal culture in
the style of the middle classes and oligarchs, with ‘indolence’ and ‘inertia’.
They adopt a paternalistic attitude - more verbal than affective - towards the
marginalized masses and thus complete the mystification. (Freire, 1996, p. 22)

The training programs in question do not necessarily provide students with the
technical skills to be restorers; rather they enable students to become more aware and
involved in preserving their own heritage. The program promotes citizenship and
cultural consciousness, while preparing students to become active and conscious social
agents with an awareness of their role in society. While the young people, on
completing their courses, may not know exactly how to execute technical procedures,
they do graduate with the knowledge that restoration work is not routine and must be
tailored to suit different circumstances. These courses produce apprentices who
understand the importance, implications and responsibilities of historic site
interventions, although they still have much to learn about the technical construction
procedures. They are also aware that their actions directly impact the dynamics of their
respective communities.
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It is paramount to draw a connection between cultural heritage preservation and social
inclusion. Programs aimed at young people in social risk conditions open many doors
and create opportunities which would otherwise never be available to these youth.
These youth are typically involved in drug trafficking, prostitution, and are often not
attending school but working to contribute to the family income. They engage in lowskill employment and are often in de facto servitude, subject to the mercy of their
employers. Work is often undertaken in exchange for a plate of food. As Jason (one of
the interviewed participants) described it, “They are immersed in dysfunctional
families and live in degrading urban environments. They have to go home early as a
result of night-time violence. These young people require specific assistance different
to those young people who live in stable family households and attend private schools.
This school offers them a new environment in which they can finally have a chance of
a life of dignity.

In addition, these schools promote heritage and citizenship education. Luiza stated
that, “the heritage is theirs and belongs to their reality. They see it as theirs and see
their culture and history reflected on it. This increases the emotional attachment
between the students and the historic sites. They end up wanting the buildings to look
nice and restored. When they perform the restoration themselves, the value attributed
to it gains new character” (I.5, 2011, p. 9). Liliam, teacher at one of the centres, agrees
with Luiza’ account and adds, “If we extend the impact to their social groups and
families, the effectiveness of the process grows exponentially” (I.14, 2011. p. 7).

To achieve students’ commitment to their heritage, it is necessary to make them feel
ownership of their work, a process that can happen quickly. There is no comparison
between the feeling students experience when they see a congregation attending
services in a church they restored and what they may experience if the restoration work
had been done by a commercial company. The students feel a greater sense of
ownership when they have restored a building themselves, so much so that when they
notice signs of deterioration they would often take the initiative to do maintainence
work.
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Investment in social schooling for heritage preservation ensures growth in family
income through the financial assistance students receive to attend the school and their
earnings when they have graduated with the skills that equip them for work. The
training schools also help to reduce violence as at risk youth are taken off the streets,
where they usually turn to criminal activities, and are placed in classrooms. The
schools also have an impact on the life expectancy of these young people as attending
school significantly reduces their exposure to life-threatening situations. The success
of the heritage preservation training initiatives requires closer scrutiny of the social
role played by the schools.

Summary of the chapter and link to the next chapter
In this chapter, I gave the reader an overview of the beginning and development of the
Brazilian education system. I provided my own view of the root causes of the problems
in preservation education. In the second section, I discussed the social role of training
centres for cultural preservation, highlighting the challenges encountered in
preservation education in Brazil.

The next chapter will be about the first part of my investigation, the Master Phase
(2010-2012). It will explain the methodological approach I took, introduce my
research participants, present the schools I investigated, and report the main findings
that emerged in this phase.
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Introduction to Section II
In Section I the focus of my writing was on setting the context by giving an overview
of my personal experiences and professional practice as a cultural professional in
Northeastern Brazil. This account included an overview of my methodological
approach, introduced the reader to a brief historical sketch of Brazilian education and
discussed a number of pertinent cultural heritage and preservation education concepts
and relevant legal frameworks. I used drawings and excerpts from my reflective
journals and narrative writing to describe my lived experiences and the context of this
research.

Section II focuses on data that emerged from the first two research phases. I present
data from the initial exploratory research conducted in 2010 and 2011, and data
gathered during the second round of fieldwork conducted in 2012. Chapter Four
explores findings from archival research and document analysis of official published
reports and related documents in the phase I call ‘Master’s phase’, that means the
research period before I turned my study into a PhD investigation. Chapter Four starts
with ‘Methodology II: MPhil research questions and methodology’ which outlines my
chosen methodological approach, paradigm and research methods during this first
phase. This is followed by a description of the vocational training centres under
investigation and a brief evaluative overview of their performance as provided by
training centre staff between 1991 and 2011.

Chapter Five contrasts the findings of the archival research with the emergent themes
arising from interpretive analysis, including analysis of political, socioeconomic,
educational, legal and managerial issues as seen through the lens of my personal
perception as a ‘cultural insider’ within the Brazilian context.
Chapter Six begins with ‘Methodology III: A methodological overhaul’, in which I
describe the methodological approaches adopted after I convert the MPhil study into a
PhD investigation, and the methodological and personal consequences of these
choices. Here I explain my need for a methodological review at that point of the
investigation, which led me to identify a ‘hidden scenario’ which was created as a joint
construction by me and six hand-picked participants.
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Chapter Four
The Master’s phase
Much has changed since I started this investigation for a Master of Philosophy degree in
Cultural Studies within the School of Built Environment at Curtin University in 2010.
This chapter recounts the first steps of what was to become a long and rich journey
through the sea of paradigms and research designs. The purpose of this chapter is to tell
the story of the first part of my investigation, the Master’s Phase (2010-2012). I first
explain to the reader the methodological approach I took, followed by a description of my
participants and the training centres under investigation. I conclude by presenting an
overview of the main findings that emerged from this phase.

I have divided this chapter into two parts: I open the chapter with a section entitled
‘Methodology II: MPhil research questions and methodology’, explaining how I initially
arrived at choosing my paradigm, methodology and research methods during the Master’s
phase of my research. Next, I introduce the research participants, indicating the purpose
of selecting these key participants and how they are associated with answering the
research questions. Subsequently, I present insights resulting from archival research of
official reports and other relevant documents obtained from training centres in Brazil, and
from the UNESCO headquarters and International Institute for Education Planning in
Paris during 2010 and 2011.

Methodology II: MPhil research questions and methodology

Initial research questions

Since I had assumed at the outset that my investigation was to be a cause-effect study, my
initial questions reflected my search for an objective truth: if only I could find out what
was happening in the field, I would be able to suggest guidelines for improving course
outcomes. Hence, I had provisionally hypothesised that cultural conservation and
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preservation professionals were not prepared to engage in conservation works because,
perhaps, the training centres were failing to prepare them to do so. This hypothesis was
an expression of my longheld suspicions. Based on this working hypothesis, my initial
research questions were:
(1) Why are the personnel in preservation work unprepared to face the challenges
involved in conservation?
(2) Do training centres teach conservation workers and technicians sufficient technical
knowledge?
(3) What can be done to improve this situation?
My plan was to study the performance of training centres in the Northeastern Brazil and
to answer these questions by analysing ongoing projects developed and implemented by
training programs in cities considered to be World Heritage sites.

First research methods: Archival research and document analysis

I engaged in archival research during the study’s first year. Archival research involves
analysing materials that are usually stored in official or private libraries or archives
(Denzin & Lincoln, 2000).

I accessed reports written by the staff of the training centres under investigation.
Specifically, I searched for documents which could confirm my working hypotheses:
were my suspiscious warranted? Did the problem lie with the professionals, or with the
training centres not preparing them adequately? Typically, training centres in Brazil
publish one official report a year. However, I knew that really there would be trimestral
reports containing partial analyses of the courses as required by IPHAN (Historic and
Artistic National Heritage Institute). While I was able to access all the annual reports, I
had problems sourcing the trimestral ones. Nevertheless, the documents I could access
provided me with an overview of how the performance of the training centres was
officially evaluated by the centres’ own staff.
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In addition to archival research, I also engaged in document analysis applying different
procedures of “analysing and interpreting data generated from the examination of
documents and records relevant to a particular theme” (Schwandt, 2001, p. 60). I analysed
public documents, such as (a) national and international journal papers; (b) the
Government of Brazil’s local and national policies and legislation on cultural heritage;
(c) international recommendations from institutions such as International Centre for the
Study of the Preservation and Restoration of Cultural Property (ICCROM), UNESCO,
International Council on Monuments and Sites (ICOMOS) and the World Heritage Centre
(WHC), and (d) preservation education training programs for conservation in Latin
American countries and cultural heritage policies and management for World Heritage
sites; and relevant books. These documents were helpful for thinking about what cultural
heritage is, how training for preservation and conservation should be handled, and what
recommendations professionals and decision makers working in world heritage sites have
to follow.

I did supplementary archival research during fieldwork in 2012, when I was able to obtain
official reports and evaluative documents stored in private and official archives, and
libraries of cultural and preservation institutions in the target cities. Gaining access to
formal and official documents about the programs' current situation was not always easy.
It is interesting to note that some directors seemed 'politely reluctant’ when asked to
release additional reports produced by the staff during the year. Centre technicians,
however, aware of the nature of my study, always encouraged me to be insistent when
asking for these documents. Later, during the interviews, it became clear to me why the
additional reports were withheld from me: these reports, which had been prepared by
administrative and technical staff, highlighted what they considered to be the strong
points of the centres’ performance (e.g., number of students attending and number of
classes taught), but also included weak points such as the difficulties involved in working
with students displaying aggressive or antisocial behaviours, and the ongoing issue of
insufficient financial and technical resources. On reading the additional reports, I realised
that the official annual reports did not mention the weak points reported by staff in the
trimestral reports. The annual evaluation appeared to focus only on the positive outcomes
of the trimestral evaluation whilst the shortcomings seemed to have been ‘overlooked’.
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Fieldwork

In 2011, I travelled to Brazil for a three-month field study to gather on-site data. Field
study or fieldwork is work done in the field by researchers to gain practical experience
and knowledge through firsthand observation (Altheide & Schneider, 2013). Fieldwork
is a central activity of qualitative evaluation methods that allows direct and personal
contact with people and subjects in their own environments (Patton, 2015, p. 328). The
purpose of my fieldwork was to access training centres that, in my opinion, demonstrated
an apparent failure in preparing students for work in preservation, to explore the scene
and make observations of the context that might otherwise escape my sight, and learn
things that people may be reluctant to report in public. For this process, I needed to
practice contextual sensitivity that allowed me to perceive what may be going on behind
the written reports.

Qualitative data were gathered in cultural heritage training centres at selected sites, where
I completed the archival research, and conducted direct observations and semi-structured
interviews. Qualitative data gathering aims to build a comprehensive, holistic portrayal
of the social and cultural dimensions of a particular context (Erlandson, Harris, Skipper,
& Allen, 1993, p. 85). Qualitative methods include collection and analysis of a variety of
empirical materials, such as personal experiences explored through observations and indepth interviews (Guba & Lincoln, 1985).

Direct observations

For three weeks, I engaged in non-participant direct observation in each target city,
observing participants in their own environment to note how they interacted in classrooms
and on construction sites. Non-participant direct observation is a research method “in
which the researcher enters a social system to observe events, activities, and interactions
with the aim of gaining a direct understanding of a phenomenon in its natural
context” (Mills, Durepos & Wiebe, 2010, p. 609). In conducting non-participant direct
observation (Tracy, 2013), my intention was not to take part in the studied object and
context. I chose non-participant direct observation because it was inline with my
paradigm at the time. In 2011, when I was still conducting a post-positivist study, I
genuinely believed I could just observe without interfering. However, there was a
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problem: I was already involved with the training centres in Northeastern Brazil since I
had been a ‘cultural insider’ for many years prior to the research. I could not have been
uninvolved since I knew the administrative staff, teachers and context-related issues.
Hence it was not actually possible for me to be as unobtrusive, detached and ‘objective’
as I had imagined. The data gathered through observation were recorded as field notes or
audio records.

Interviews

Patton (2015) states that different inquiry traditions emphasise different questions and
fieldwork methods. Therefore, interviewing methods vary in different inquiry
approaches. According to my former supervisor I had two choices for interviewing:
structured or semi-structured interviews. While a structured interview follows a
predetermined set of questions which does not allow one to digress, a semi-structured
interview is relatively open, allowing new ideas to be brought up during the interview
based on what the interviewee says (Edwards & Holland, 2013). Since I wanted to have
a flexible framework of themes to explore which could be adjusted, I chose to conduct
semi-structured interviews so that the interviews could be more like conversations. I was
aware this decision conflicted with the post-positivist paradigm but, going against my
former supervisor’s paradigmatical orientation, I decided to go ahead with semistructured interviews. I felt it was the best way to approach my participants.
In the interviews I investigated local beliefs and the perceptions of participants. The
interviews were conducted with (1) knowledgeable informants who knew the training
activities and the community well, (2) key informants, such as managers and politicians,
who had specific knowledge or expertise about the issues being investigated, and (3)
sample informants – people such as technicians whose experience or expertise was taken
as representative of a broader group. These interviews were audio recorded, and I took
notes that included my impressions about the reported information.

The semi-structured interviews were conducted with twenty participants and were guided
by five broad questions: In order to gather general information about the participant and
his/her role in the training process, I asked participants to tell me about their experience
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of heritage training programs. To learn about different perceptions relating to different
levels of involvement, I inquired about the functional and administrative structure of their
training centre. In relation to former students, I posed the following questions: (1) How
well do graduated professionals integrate into the civil market? (2) In their opinion, did
former students demonstrate the necessary skills to be competitive in the market? (3) Did
they follow up with former students? Officially or informally? I asked participants to
identify the best practices and also the weak points of training centres. In addition, I
asked participants to describe their training centre’s relationship with the cultural, social,
economic and political systems. I concluded the interviews with the following question:
“In your opinion, what does a good training program look like?” I saved this question for
participants who appeared comfortable to talk freely, because in Brazil proposing changes
or expressing critical opinions can trigger sensitivity. I included this question in order to
identify participants’ opinions about education standards, best methodology, target
groups, and the most appropriate physical and administrative structures. The complete
outline of the interview schedule can be found in Appendix A.

I also took notes of informal conversations with staff and students. One difficulty was
that I was not allowed by the training centre directors to audio record these conversations.
The directors did, however, provide some of their insights into the realities behind official
reports. Simon, director of one of the centres, expressed his concern about talking to
students: “Students are very biased, criticising everything; they do not value the effort we
put in for them and always complain rather than try to understand how hard we work to
make the schooling possible” (Simon, 2011, I.8.11, p. 8).

I could sense how tense some of the participants were about talking to me since I was a
cultural insider. I know how coercive the political system can be with those who dare to
speak the ‘truth’, especially if that truth goes against ‘truths’ established by the managers
and politicians in charge. Hence, making my participants feel comfortable and free to
reveal what was really going on was essential for the success of my investigation. To
allow for free expression, I had to assure all participants of confidentiality. It is vital that
their anonymity is maintained not just during the whole investigation, but also in all future
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publications. In Brazil, a breech of confidentiality could jeopardise the safety of
informants.

Introducing the research participants
Below I present a short profile of each research participant in this investigation. The
Master’s phase had twenty participants. For the PhD phase, I selected six key participants
from the first cohort. Names and gender have been changed to protect the identity of
participants.

Paula, Daniele and Camila: Training centre directors

Paula is a business administration graduate and, as of 2011, had been a training centre
director for seven years. She explained during the interview that she gained her position
as director of the training centre following a political decision. Senior public positions in
her state, and in Brazil as a whole, are often acquired through political influence rather
than meritocracy. Although, she acknowledged she had limitations in her work as a
preservation manager, she was passionate about conservation work. Her main concern
was to provide the centre with the best physical and administrative structure since she
recognise the importance of professional training in restoration for the conservation of
historical heritage in Brazil. I perceived Paula as being proud to be the director of her
centre as this symbolised political significance. However, from our conversation, she
seemed to have only a limited awareness of the problems involved in managing a training
centre, except for financial resource management in which she appeared thoroughly
invested and experienced. She seemed keen to focus our conversation on positive
quantitative outcomes of her centre and on how important her work was to her centre’s
success.
Daniele is an architect and, in my view, comes across as a charismatic person. She had
been the director of her centre for more than twenty years. Her obvious vigor, loud voice
and strong personality have continued to impress me ever since I met her for the first
time. Staff and students have much respect for her natural leadership. She dislikes being
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in the office and prefers to be in the thick of work together with students and teachers at
construction sites. During the interview, she conveyed the impression of having a deep
understanding of preservation issues, conservation works and social matters associated
with running a centre for at-risk youth. Her sensibility when talking about the structure
of her team impressed me. She seemed to know how to be both kind and firm when
dealing with problems. She defined herself as a ‘lioness’ when defending her centre and
her students, whom she referred to as her ‘children’. She has a reputation nationwide for
being one of the best managers, fund-raisers and negotiators within the conservation field.
She is known to be highly skilled in reconciling partners’ and sponsors’ interests, in both
public and private spheres, in order to bring about agreement on a common objective.
Camila is an architect and has been a long-term professor with an extensive academic
background. In 2011, she had been the director of her centre for nine years. She left me
with the impression that she was reluctant to talk to me about her centre because,
according to her, her words had been misinterpreted several times before in interviews,
which had caused problems in her professional life. Like Paula, Camila had become the
director of her centre as the result of a political decision. She described her centre as
successful and emphasised the importance of her centre for the Brazilian conservation
system. She highlighted how well her centre prepared students, how well structured the
units were, and how well prepared the graduates were for executing architectural
restoration projects. To me, it seemed that she deliberately kept the interview formal,
skirting around shortcomings and avoiding any questions about problems her training
centre might be facing. My impression was that she was afraid to speak openly. Hence, I
felt a tension in the air during the interview. She seemed to measure her words carefully
during the interview and also afterwards, when checking what I had written she made
many revisions. In the end, she allowed me to use only a few notes.

Sonia, Paul and Helio: Workshop instructors

Sonia is an architect and had been the coordinator of a training centre for at-risk youth
for four years at the time of this interview. She was also a teacher in her centre, where
she taught theoretical disciplines and advised students at construction sites. She and her
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students had developed and executed projects involving local communities located in the
historical centre of her city. Sonia described herself as a social activist, a defender of
social inclusion and an engaged party in combating educational inequality. She stated
however that she did not entirely agree with Paulo Freire’s pedagogical approach of
constructing knowledge based on teachers’ and students’ experiences (see Chapter
Three), despite this being the official approach adopted by her centre. She said that this
methodology can lead to poor discipline with students not respecting the teacher’s
position of coordinator in the classroom (I.2, 2011, p. 1). However, as I described in
Chapter Three, Freire’s constructive method had been distorted during the military era
and it seemed to me that Sonia’s centre was continuing to apply this distorted version
with which she did not quite agree.
Paul and Helio are skilled craftspeople involved in conservation works for one of the
training courses aimed at training cultural preservation professionals. Both are recognised
nationwide as experts in restoration procedures. Paul had been a craftsperson for more
than forty years in the field. He said during his interview that he valued the engagement
of students on construction sites, adopting the old-school approach of transmitting
knowledge, as from father to son or from master to apprentice, with the latter subscribing
to a life-time of training. He stood by his opinion that this was the only way one can
achieve mastery in heritage conservation (I.3, 2011, p. 1). This was the way in which he
was trained; he had no formal education. According to him, everything he knows he
learned in the field from his grandfather and father, and after that through his own lifetime
of experience

(I.3, 2011, p. 1). During my observations, I became aware of

communication problems between him and his students that I attributed to generational
differences in language use. He tended to treat his students like work assistants, and this
style was not always welcomed by his apprentices. Watching him in the classroom, I
noticed that in his demeanor and teaching style he was almost rude towards the students.
Despite being an efficient teacher when transmitting technical procedures, he seemed to
lack the necessary sensitivity to understand the context in which at-risk young people
were immersed.
Helio had worked on several conservation works during his thirty years of experience,
dealing with different types of buildings in an array of preservation conditions. He
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appeared more flexible about teaching methodologies than Paul. He said he recognised
that when facing the rapid changes in the world, life-long training was not possible
anymore and professors needed to be prepared to follow new teaching trends. He adopted
handbooks in his classes, and made himself available to answer questions or explain
procedures in detail. I observed how his communication style with students seemed to
flow naturally, always respecting wait time (Bennet & Smilanich, 1994) – that is the time
students need to absorb new information or to think after a question is asked before
responding.

Luiza and Simon: Former directors

Luiza and Simon were preservation managers and former directors of training centres.
Luiza was one of the most sensitive people I have ever met. She is a journalist who had
worked for many years in institutions that promote social welfare through the
development of educational and social programs. Given her background, Luiza was
chosen to be the director of one of the training centres. In that capacity, she had
implemented programs that effectively addressed the needs of students experiencing
social vulnerability. I observed that her empathy towards people from difficult social
situations had helped her deal with many behavioural problems in the classroom. She
successfully coordinated a multidisciplinary administration team at her school, even
though the school had few resources and no proper physical infrastructure.
Simon is an architect with extensive academic experience. He is known as a specialist in
preservation projects, and is well recognized, nationally and internationally, for his views
on the theory and practice of historic conservation. He was a member of a team of
professors that developed various management theories for planning and implementing
revitalisation programs in Latin America. He was the director of a centre for ten years,
and one of its main professors.

Philip, John and Liam: Managers of preservation intitutions

Philip, John and Liam were managers of preservation institutions at the time of the
interview. Their positions were politically sensitive, meaning that personnel could
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change depending on the political presidential or state mandate. They were responsible
for implementing the decisions made by management at the training centres and
approving the conservation projects. Philip is a historian; he had been the director of his
institution for more than ten years. John is an architect who led his institution for eight
years, under two different political mandates. Liam is an architect who led his institution
several times over the the past thirty years. Observing them in the field, it appeared to me
that Philip and John tended to use hard power over soft power (Nye, 2012) to manage
their institutions, often strictly interpreting and following Brazilian preservation
legislation. Both had strong personalities and good negotiation skills with government
institutions, but according to reports, poor negotiation skills with technicians and local
communities. Therefore, their relationship with preservation professionals in the field was
often strained. According to what was said by the staff of their centres during informal
conversations, both Philip and John seem to lack sensitivity to understand what current
conservation and restoration projects needed to address new societal requirements, such
as the need for modernisation of buildings in line with contemporary demands. In my
opinion, they seem to adopt a rigid leadership approach that created various problems for
the training centre staff as conservation work and technical procedures in the training
environment require a degree of flexibility. Liam was above all a politician. He seemed
to know how to meet the expectations of stakeholders so that they were reasonably
satisfied. His charismatic political profile was a platform on which the training centres
and his institution could negotiate; thus, shared management and project execution were
more likely to be successful when he was in power.

Drew and Nathalia: Former students

Drew and Nathalia are architects and former students of one of the training centres under
investigation. They both have extensive experience working on architectural projects, and
now specialise in training for conservation and restoration. Based on the specialised work
he has done at the centre, Drew was a preservation manager at the time of the interview.
Nathalia worked with community development projects using cultural heritage as an
economic activity.
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Viviane, Aline, Liliam and Mike: Professors

Viviane, Aline, Liliam and Mike were professors at various training centres; they focused
on training preservation apprentices. Viviane is a historian. She was responsible for
pedagogy at her training centre. She seemed very empathetic when dealing with at-risk
youth because of her extensive experience teaching poor children. She had developed a
good relationship with her students, promoting strong mutual trust between herself and
them.
Aline is an architect. At the time of interview she was responsible for the technical
department at her training centre. In talking to her, I observed how concerned she seemed
over the social context under which the students operated. This made sense, given her
experience with social community development projects.
Liliam is a social work assistant. She was responsible for providing social guidance to
students in the classroom, and for monitoring the students’ relationships with their
families at the time of my fieldwork. At the training centre, her main focus was to inform
students of the opportunities they had to escape their current violent social scenarios.
These three professionals, Viviane, Aline and Liliam, were connected to the local
communities in which the centres were located. They had proposed additional projects
involving the students’ families because they understood the importance of working with
social groups related to the students.
Mike is a civil engineer. At the time of the interview he was responsible for methodology,
curriculum development and preservation theories taught at his training centre. He had
extensive experience as a professor and in administering preservation programs and
conservation projects. He appeared to have an excellent relationship with the political
sphere in his state that facilitated the management of his centre. However, he did not seem
deeply concerned about the impact of conservation and preservation interventions on
local communities.

Mark and Roberta: Current directors of preservation institutions

Mark and Roberta are current directors of preservation institutions in Brazil. At the time
of this research they were responsible for planning, implementing policies and monitoring
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the training centres under investigation. Mark is a young, energetic architect. He was
charismatic and talkative but at the same time, seemed to demonstrate only superficial
knowledge about the centres. During our conversation, he highlighted the quantitative
results of the training centres and emphasised the importance of the agreement between
the Spanish and Brazilian governments.
Roberta is an architect. At the time of the interview, she had been a cultural preservation
manager for more than 30 years. She had held important senior positions, including one
as the leader of the most important preservation institution in Brazil. She seemed familiar
with each centre and was aware of the different management styles of each of the
managers. She seemed to know which professionals were effective and which were not.
She visited the centres often, which allowed her to gain valuable insights about their
performance.

Jason: Director of a sponsor institution

Jason was the director of one of the institutions that sponsor training centres. He is an
economist and a long-term public manager. He participated in the planning and
implementation phase of all the centres for at-risk youth. His team was responsible for
analysing the performance and budget reports provided by the centres. He was concerned
with the social roles of the training centres and their importance in the development of
local communities. His institution promoted administrative training for preservation
professionals and technical training for teachers and craftspeople.
Most of the interviewees were knowledgeable and some of them were key people
involved in the training centres’ activities and the local communities. The insight
provided by the interview participants helped me to identify some underlying problems
of the training centres which I introduce in the next section of this chapter.

The training centres
I now introduce the reader to the six training centres located in the Northeastern Brazil
that formed the focus of my investigation. I have changed their original names for ethics
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reasons and to protect the identity of the research participants. In order to conceal their
true identity, I renamed the centres after some of my favourite places in Paris:
1. Sacre Coeur Centre
2. Montmartre Centre
3. Champs-Elysees Centre
4. Louvre Centre
5. Lafayette Centre
6. Notre-Dame Centre

Two of the six training centers – Sacre Coeur and Montmartre Centres – provide
specialised courses in cultural heritage and aim to train professionals such as architects,
historians and archaeologists. The main purpose of these centers is to prepare
professionals to plan, develop, execute and manage preservation initiatives and
conservation works. The other four centres aim to provide professional training for atrisk youth of between eighteen and twenty three years of age who are able to learn a
specific traditional trade at a restoration worksite. These centres run specific workshops
in conservation areas, such as carpentry, masonry and tiling, to engage at-risk youth.

1. The Sacre Coeur Centre

The Sacre Coeur Centre was developed by a group of researchers and professors of a
graduate program in urban development at one of the federal universities in Brazil (Centre
for Advanced Studies in Integrated Conservation, CECI, 2007). It commenced activities
in 1997, and in 2003 this vocational training centre became an independent not-for-profit
institution devoted to the promotion of awareness, knowledge and conservation practices
of natural and cultural heritage within the framework of integrated conservation and
sustainable development.

This centre’s objectives are to conduct specialised courses for professionals, foster
national and international research activities, and organise conferences, seminars and
meetings to provide experts, academics, practitioners and students with a platform to
discuss issues regarding integrated conservation. As such, it has acted as a training centre
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and research institution, working in partnership with many Brazilian and international
institutions. The centre organises several training programs for Brazilians at institutions
in different historic towns in Brazil. The centre also initiated a distance learning program
targeting professionals from all Latin American countries. All the activities of Sacre
Coeur are self-financed since the organisation receives no grants from the government
(CECI, 2015).

According to centre documents, its pedagogical methods are continuously revised by the
centre’s board of professors and remain open to innovation, new concepts, and alignment
with local and international practices. The centre’s procedures and practices recognise the
significant value of accumulated experience that each professional brings to or acquires
during the training process. The centre focuses on providing knowledge associated with
involvement, commitment and responsibility of students in the field (CECI, 2015).

Sacre Coeur Centre offers graduate training programs in three different multidisciplinary
areas of cultural studies. The first program was designed as an urban conservation
management course intended for public officials working in local urban administrations,
focusing on training heritage conservation managers. This course was the pioneer
program for teaching, researching and technical consultancy in the field of integrated
conservation in Latin America, and continues to be the only initiative in the field of urban
and territorial integrated conservation offering a distance training approach. This program
extends over one academic year, and is divided into two phases. The first phase consists
of guided study and examinations in the learner’s home country, using internet
communication with appointed professors. The second phase involves a field seminar
lasting approximately one month, in which course participants are involved in the
preparation of a conservation master plan for a historic town. Internal documents reported
that this course was a success. From 1997 to 2009, the Sacre Coeur Centre trained more
than one hundred and fifty experts from all over Brazil plus thirteen countries of the
Americas, the Caribbean and Europe, demonstrating, according to the 2010 annual report
(CECI, 2010), outstanding performance in preparing professionals for the restoration and
the preservation market. The course was awarded international recognition by UNESCO
in 2000 for its program quality and importance for the South American continent.
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The second program provided by the Sacre Coeur Centre is directed at mid-career
architects, engineers and related professionals with some previous experience in
architectural conservation and restoration. Because the restoration market demands that
field managers work in situ on architectural restoration projects, this vocational training
centre launched a postgraduate program aimed at bridging the gap between theoretical
and practical knowledge regarding cultural heritage restoration. The program is aimed at
professionals engaged in the maintenance, preservation and restoration of built heritage.
Since its inception, the program has been conducted through distance learning, using
technology in a virtual classroom environment. Regular classes are organised in module
form. Virtual and practical aspects are combined through technical visits and study tours
to cities with conservation and restoration projects. This provides students with ample
opportunities to observe and evaluate on-site problems and situations previously
presented to them only through online lectures. The students of this course have been
mostly architects and engineers. Many of the instructors are artisans and master craftsmen
specialising in traditional crafts such as wood carving and carpentry, stone cutting and
carving, mortar and plaster, stucco, wrought iron, lime painting and working with
reinforced concrete.

The program’s course content is divided into three modules: (1) Management of
construction sites and services, (2) theory and practice of building systems, and (3)
practice of traditional crafts, fieldwork and in situ case studies. The students’ final
assignment is to develop a management plan for a specific restoration site of the student’s
choice. This plan has to comprehensively address the requirements of project
management stages, supplies and risk studies, in addition to the establishment of an
operational routine for the construction site and quality control for technical procedures.
It must also contain negotiation strategies to facilitate the implementation of the student’s
project.

The Centre’s 2007 annual report stated that the demand for speed, generated by
contemporary lifestyles, had made knowledge construction through traditional master–
apprentice relationships rare and virtually non-existent (CECI, 2007). In the Centre’s
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view, this deeply affected the quality of teaching and learning in the training of new
conservation professionals. Consequently, since its creation, the Centre’s training
program had aimed to reinstate, at least in part, the traditional, one-on-one approach to
transferring knowledge. The Centre encouraged direct, extensive academic experiences
as well as contact between artisans and professionals, thereby ensuring a healthy theory–
practice mix of knowledge construction. In training, know-how was developed through
continuous, progressively deeper interactions between students, instructors, academics
and experienced practitioners. Pedagogically, this ensured the rapid maturation of
learners’ capabilities through student–master interactions.

Since its fourth year of existence, this training program has included a cultural
entrepreneurship unit. The students are guided through the process of constructing
scenarios for working initiatives and of developing conservation plans for specific
restoration and revitalisation projects. This progressive vision of professional
specialisation meets the strategic purpose of satisfying a market need for technical
mastery while also developing interpersonal skills as demanded by contemporary
societies. The idea is to stimulate innovation and build a holistic understanding of what
cultural heritage management requires so that conservationists, planners, and managers
can develop their personal skills and improve their abilities as project managers. In the
reality of the professional world, the survival prospects of these managers depend on selfdirection, innovation, creativity, measured risk-taking and adaptability, all attributes
considered important for increased employability.

The third course of this Centre was implemented from 2009 in association with
DOCOMOMO (International Committee for Documentation and Conservation of
Building, Sites and Neighbourhoods of the Modern Moviment), Brazil. This program
offers specific training for modern architecture conservation which deals with three main
issues: (1) identification of the value of modern architecture for different social groups
and individuals, (2) the aging process of building materials used experimentally in
modern architecture, and (3) developing a better understanding of the main concepts of
conservation theory applied to the conservation of modern buildings, specifically
buidings not recognised as possessing outstanding cultural value. This course aims to
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equip professionals with the skills to recognise the value of modern buildings and sites,
identify their value, and understand the problems and issues involved in modern
conservation. The course enables graduates to propose solutions for conserving modern
buildings. The teaching staff, at the time of this research, included twenty Brazilian
teachers and international professors. With students from Brazil, Guatemala, Cuba,
Mexico, Portugal and Chile, the course offers blended learning based on personal
experiences and interaction between teachers and students, both through the virtual
environment and in situ classes. During the investigation, I was unable to locate any
official evaluations of this course.

Evaluation of Sacre Coeur Centre in its official reports

The official evaluative documents I could access reported that the programs’ curriculum
and scope properly afforded the trainees the tools and knowledge needed to manage,
implement, supervise and monitor conservation and restoration projects and maintenance
services. The reports affirmed that the programs’ methodologies sought to progressively
enhance the professional potential of students by helping them to improve their human,
technical and conceptual skills, and that this approach had overall been highly successful.
The reports also attested that the programs were effectively improving students’ capacity
to analyse and make decisions in the field. In addition, the reports referred to the
improvement of participants’ interpersonal skills as a result of bringing together
professionals from different backgrounds. Furthermore, the popular demand for the
courses was seen as evidence of the programs’ success, taking into consideration the
increasing number of participants throughout Sacre Coeur’s twenty years of existence.
The annual report of 2012 recorded that in 2011 more than three hundred students
graduated from the three offered courses. In addition, seventeen published books and a
series of research articles with more than 100,000 downloads in three years were cited as
evidence of success. Sacre Coeur’s own scientific journal reached one million downloads
in three years, demonstrating its academic importance in the cultural heritage field.
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2. The Montmartre Centre

The Montmartre Centre was developed from a course that had been recognised by
UNESCO and IPHAN as one of the world’s leading training programs in the cultural
preservation 114eco. Over years, the course trained

many team leaders in the

conservation and restoration fields in Brazil and across Latin America, including
professionals from Africa and Europe. This course is linked to the School of Architecture
of one of the federal universities in Brazil. It has been offered bi-annually since 1981,
supported by IPHAN, UNESCO and other major national and international institutions in
the cultural preservation.
In 2012, the course was recognised as a Master’s course by the Ministry of Education
responsible for the expansion and consolidation of postgraduate courses in Brazil (MPCECRE website, 2015). Following that recognition, the school implemented a new
curriculum with greater emphasis on theoretical and practical issues to improve the
quality of learning and the employability of professionals by the conservation industry.
The new curriculum also expanded the field of knowledge from architectural heritage to
include urban planning, taking into account national recognition of cultural urban
landscapes as an important consideration in the development of public policies.
The Montmartre Centre course targets architects, urban planners and civil engineers. The
course is conducted over one year with regular full-time classes (morning and afternoon).
In the first semester, students engage in theoretical and conceptual disciplines, and
participate in workshops for inventory management, building construction and problem
diagnosis. In the second semester, students attend clases in complementary disciplines
and workshops for project development.

Evaluation of Montmartre Centre in its official reports

According to the 2010 and 2012 annual reports, the course’s comprehensiveness was due
to the course curriculum being delivered to trained, highly qualified professionals
(CECRE, 2010; CECRE, 2012). Some of the former students were responsible for
implementing innovative processes in existing preservation policies. This was especially
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important for graduates from some Latin American and African countries. The alumni of
this school occupied prominent positions in various official organisations and were
involved in teaching, research and the development of preservation policies for cultural
heritage at universities, vocational training centres and public and private institutions in
Brazil and abroad. Foreign alumni of the school formed a growing network of
professionals working in Latin American countries, Portugal and Portuguese-speaking
countries in Africa (MP-CECRE website, 2015).
The final projects individually developed by each student resulted in the restoration or
preservation of monuments, historical areas, and areas of cultural interest. These final
projects were the main method for assessing student performance. Some of the projects
have become major local and regional programs in Brazil and Latin America. Projects
not executed in practice became part of the school’s database, and are available to partner
institutions and related stakeholders. The

database serves as a resource for the

development of new studies and projects.
The Conservation and Restoration unit at Montmartre has been noted for being aligned
with the latest theoretical and conceptual approaches in cultural preservation as well as
the best practices of vocational training programs for restoration and conservation. The
course faculty includes renowned UNESCO’s international consultants, as well as
Brazilian teachers with recognized professional activity and are mostly holders of
Master’s and doctoral degrees. According to official reports, the Montmartre Centre is
considered by UNESCO to be one of the leading global programs for training experts in
the field of cultural assets conservation at national and international levels since 1990.

3. The Champs-Élysées Centre

The Champs-Élysées Centre was created in 1966 by members of the Catholic Movement
for Basic Education and aimed at offering professional qualifications, citizenship and
promoting cultural awareness (Centre for Employment & Training, CTC, 2009). The
Centre’s mission was to contribute to the efforts at transforming society through
education. The Centre’s board believed this was possible through interactions between
scientific-technological knowledge and general-traditional knowledge about mankind
and society. Following Paulo Freire’s philosophy, the school’s teaching methodology,
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called the ‘collective construction of knowing’ was developed by the institution’s own
educators. The methodology was based on collaborative processes of teaching and
learning, fostering knowledge exchange and construction of knowledge resulting from
joint reflection on contemporary issues (Souza, 2009).

The first course providing training specifically for cultural restoration and conservation
works was held in 2003-2004, and coordinated by one of the participants of this research.
In 2008, the school formed a partnership with IPHAN and the local city administration,
supported by the Secretary of Culture, to implement a project involving the local
community in the town’s historic centre. This project included the restoration of the main
church and the rehabilitation of the surrounding area. It also included the construction of
five hundreds 40m2-houses for poor families. These homes provided residents with
sanitation, potable water, energy and paving, thus further promoting urban inclusion of
the affected community (Fernandes & Santos, 2010).

According to the Centre website (2015), the rationale for associating a school workshop
with housing development was to gain support for and to promote the generation of job
opportunities for local people according to the principles of a Solidarity Economy in
which production, consumption and wealth distribution are focused on valuing the human
being (Guimarães & Quental, 2014). Furthemore, social inclusion of poor people from
the surrounding suburbs was brought about by training people from those suburbs to be
restoration professionals.

The town where the Champs-Élysées Centre was located has a pressing need for
vocational training aimed at youths and adults, since these courses were believed to
improve participants’ job opportunities and give them a better chance of competing
successfully in the tough construction market. There were 829 professional courses in the
state where the school is located. This represented only 2.5% of the national total
(Anuário da Qualificação Social e Profissional, 2007). This situation meant that more
than three hundred people had to compete for the seventy vacancies offered at the
Centre’s Workshop for Restoration (CTC, 2009).
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The Champs-Élysées Centre promoted vocational training in restoration through courses
in stonework, masonry, stucco, woodwork, carpentry, painting, blacksmithing and
forging. In addition, the Centre promoted the preservation of traditional restoration
techniques, and helped raise awareness of cultural heritage preservation in the community
(Souza, 2009). Unfortunately, after the 2012 election, the new political group in power
decided to close the Centre since its project, among many others in the area, was not a
priority for the new government.

Evaluation of Champs-Élysées Centre in its official reports

I watched a video about the Champs-Élysées Centre entitled “It works! (Dá Certo!) (CTC
website, 2015), in which the narrator affirmed that the Champs-Élysées Centre had
trained more than 10,000 people, not only through vocational training, but also through
fostering citizenship, cultural awareness, team interaction and collaboration, while at the
same time promoting transformative action. According to the video, eighty per cent of
the Centre’s teacher-assistants were former students.

According to the Centre’s own report on its 2008-2009 activities (Souza, 2009), its
program development was beset by many problems, but, in general, the program was a
transforming experience for all involved parties. Amongst the reported problems were
high levels of deterioration of the buildings to be restored, insufficient time for the
restoration process (necessitating an agreement between the involved institutions to
restore just the I instead of the whole building), the IPHAN’s bureaucratic process in
approving and monitoring the conservation work, and problems with securing extra funds
to cover unexpected expenses.

In one specific report of this training centre (Souza, 2009), I noticed a list of problems to
be solved such as precarious work conditions, financial problems leading to non-payment
of staff salaries during the last months of the workshops, and the lack of motivation
among students in carrying out proposed activities, attending classes and being on time.
In particular, lack of student motivation was identified as the main problem in this report,
because low motivation persisted despite students knowing that they were at risk of losing
their scholarships.
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In 2018, the course coordinator reported that in his view the training centre had created,
among students, a feeling of belonging to their city (Fernandes & Santos, 2010). One of
the reports claimed that the initial lack of student understanding about the importance of
cultural heritage had been overcome through play activities, such as presentations
featuring personal objects and building family trees (CTC, 2009). The Centre’s 20082009 annual report (CTC, 2009), as well as several other papers published about this
conservation course (Castanha, 2007; Fernandes & Santos, 2010; Souza, 2009), claimed
that, despite the difficulties, the goal of the Centre’s project had been achieved. According
to the same reports, students had come to identify themselves as restorers since the course
had equipped them with professional skills in a healthy environment that promoted good
citizenship. The course, therefore, had successfully prepared young people in vulnerable
situations to work in the construction market. Castanha (2007) and Souza (2009) affirmed
that the poorest young people felt fulfilled, prepared and competent when entering the job
market, and thus had greater resistance to falling into delinquency or drugs, because their
self-esteem had grown with every professional achievement in class. Another video I
watched, made by the Nucleo Piratininga of Communication (2017), presented
testimonials from student-workers that demonstrated how helpful and fruitful their course
experience had been in promoting the practice of good citizenship and raising cultural
awareness.

The Centres 2008 annual report (CTC, 2008) reported that after training, thirty four out
of forty students had joined the job market, a number considered very good by the Centre.
The main success highlighted in this report was that the course had helped students
rediscover their self-esteem and improved the relationship between students and their
historical heritage. The report concluded that the type of training offered by the Centre
reflected the federal, state and local governments’ understanding of the importance of
raising awareness of historical heritage while incorporating citizenship into vocational
training. Such understanding helped to generate a sense of belonging in the community:
“the project, besides reconstruct[ing] facades, reconstructs lives,” affirmed Castanha
(2007, p.9).
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4. The Louvre Centre

In 1987, a technical agreement between the Brazilian and Spanish Governments was
reached to develop projects for the revitalization of historical centres in Northeastern
Brazil (Mansilla, 2006). This agreement was supported by a survey that foundthat only
42% of the buildings located in the first urban settlement of the city, where the Louvre
Centre is located, had maintained their original features (Mansilla, 2006). Apparently,
this fact alerted authorities to the need for urgent intervention before the local built
heritage vanished altogether. In 1991, the revitalization plan was approved and the
management team saw a need for training skilled workers specialised in conservation and
restoration practices to work on historic sites (OECD, 1997). For this reason, the
international agreement was extended to include a vocational training centre. This was
how the Louvre Centre came into being.

The Centre’s 2010 annual report affirmed that over the years the Louvre Centre had been
making adjustments and constant revisions to its curriculum and educational practices in
an effort to prioritise the holistic formation of students. Because of the peculiarities of
this Centre, and considering its target clientele, the Centre was under constant evaluation
by its staff, aiming to correct mistakes made in the conduct of the conservation course
and to adopt more effective practices for theoretical and practical training of students
(Oficina Escola de Joao Pessoa, OEJP, 2010).

Similar to the other centres for at-risk youth, the Louvre was created for a low-income
local population, living under poor health and housing conditions, presenting high rates
of illiteracy and malnutrition, and with low employment opportunities. Most of its
students come from institutions that work with social assistance programs (OEJP, 2010).
These are young people often abandoned by their families and raised in orphanages, and
include those who have been living on the streets, those with unknown parentage or have
no structured family. Because of the shortcomings of the Brazilian public school system,
the Centre’s target students have many educational issues (Spanish Agency of
International Cooperation & Development, AECID, 2010). In general, although many
have finished high school, they lack basic literacy and mathematics skills. Given this
background, the Louvre Centre’s two-year course has to focus on first training these
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young people in areas such as good hygiene habits, social skills for interacting with
others, and basic literacy and foundation skills before they are ready to be trained for
heritage conservation.

Annual reports I analysed indicated that the practical modules of the conservation course
were developed to meet the demands of the chosen training construction sites. This meant
the modules had to be adjusted to the technical work schedule of the construction sites.
The Centres’s pedagogical coordinator stated in these reports that it had developed a line
of action that covered both the social, cultural and practice education of students as well
as the methodological and pedagogical training of teachers, who as craftsmen had no prior
experience as educators. The pedagogical training of teachers was effected through
systematic monitoring of their daily activities in conjunction with workshops aimed at
transforming them into educators (OEJP, 2010). In this way, the Louvre Centre aimed to
transform not only the historic centre scenario through its revitalisation and recovery of
urban space, but also to actively intervene in the lives of students and teachers to prompt
changes in their way of thinking, acting and valuing.

Evaluation of Louvre Centre in its official reports

Since its establishment in 1991, this Centre has graduated hundreds of young people. The
first class was held from August 1991 to December 1994, when 176 applicants competed
for fifty vacancies. Understanding the dire situation of the students, the school admitted
eighty eight students instead. At the end of three years, sixty of them were considered
sufficiently prepared for their chosen craft (Oficina del Ministerio de Assuntos Exteriores,
1998).

The second class was held from January 1995 to December 1996. The number of
vacancies was expanded to one hundred, given the high local demand for this course (615
applicants). One hundred and forty four students enrolled, but only fifty seven were
considered for graduation after two years. The school tracked these students after
graduation and discovered that only thirty eight of them were active in the labour market
by 1997 (OEJP, 2010).
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I had no access to reports from 1998 to 2008 because nobody in the centre found them.
However, as I was studying a similar school also established by the AECID (Spanish
Agency of Internacional Cooperation and Development). I was aware that after 2000, the
AECID decided to pressure the Brazilian Government into fulfilling a 1987 agreement
between the Brazil and Spain that the Brazilian Government would take on full
responsibility for at-risk youth centres by 1997. Until 1997, the Spanish Government had
effectively been covering almost all the costs of these centres in Northeastern Brazil.
According to the agreement made in 1987, the Brazilian Government should have
gradually taken over control of the financial and administrative responsibilities of this
Centre during the first ten years of its life. Consequently, by 1997, the participation of the
Spanish Government in both centres was to be reduced to a minimum. However, since
the Brazilian Government did not assume responsibility for the Louvre Centre, or another
centre of similar background, this created conflict and required years of negotiations
between the two governments. Eventually, AECID decided to end its participation in the
Centre. In 2009, after being faced with a series of financial setbacks, the Louvre Centre
became almost unviable. A proposal for new project titled ‘National Program for
Restoration Technologies and Citizen Training’ was presented to the Brazilian
Government. This project was to be implemented simultaneously with all the other
Brazilian vocational centres. The plan was to serve the same target population as before
and for the professional qualification to be awarded by the Training Centre for Restoration
Technologies and Civil Construction (CENFORTEC). After approval of the proposal was
obtained, the existence of the Louvre Centre was ensured for another three years.

5. The Lafayette Centre

The Lafayette Centre hosts workshops for building, painting, masonry, carpentry, joinery,
forging, stucco and stonework, all of which form part of the restoration work process.
This centre offers one of the classes of the Curricular Activity in Community (ACC)
program to provide opportunities for observation, research and practice for undergraduate
students in various fields of study, such as architecture and sociology. The Centre offers
units such as Retrospective Techniques and Practices on Construction Sites, also offered
by the Montmartre Centre, thus demonstrating collaboration between the two training
centres. Since 2000 the Lafayette Centre has had the institutional support of UNESCO.
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The Centre forms part of UNESCO’s Network of Associated Schools (PEA–UNESCO)
which connects more than 500 schools worldwide. In 2007 the United Nations
Development Program (UNDP), part of the United Nations Volunteers Program and
sponsored by the Caixa Econômica Federal, included the Lafayette Centre as an exemplar
in the book 50 Ways of Changing the World: Brazil towards the Millennium Development
Goals.

Supported by AECID, IPHAN, one of the federal universities in Brazil, the Ministry of
Culture, the Ministry of Education and the Fundação de Apoio à Pesquisa e Extensão
(FAPEX), the Lafayette Centre outlined its aims in March 1997 with the focus on
preparing professionals to meet demand in the conservation market. The Centre prioritises
the preservation of traditional arts and know-how, the revitalisation of cultural heritage
conservation, and the permanent support of vocational training. Moreover, the Centre
promotes adult education by engaging students in lifelong education, teaching basic
literacy associated with preserving and restoring cultural heritage, enhancing cultural
awareness and citizenship, and facilitating professional development (Dourado, 2002).

The Lafayette Centre’s day activities take place at construction sites. Basic education
classes are held at night in a public school, in partnership with the Department of
Education. The Centre also provides four classrooms at construction sites, following
advice from the Department of Education.

The Centre’s methodology emphasises ‘learning by doing [the restoration]’, ‘how to do
it?’, ‘why do it?’, and ‘should we do it?’ (Municipal Fundation of Historical Heritage,
FUMPH, 2010). According to Dourado, d`Affonseca & Barbosa (2010), students have
the opportunity to practise their skills at construction sites by working on the restoration
of historic buildings to improve their practical skills.

Evaluation of Lafayette School in its official reports

Dourado (2002) affirmed that the Lafayette Centre was a successful initiative, evidenced
by its positive statistics. Between 1997 and 2002, over two hundred young people
attended the Centre, of which seventy five percent finished the two-year long course. By
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2010, 249 out of 526 students had completed the two-year long course. The 2010 Annual
Report affirmed that, of all the graduates of this course, seventy five percent were
employed in the civil construction industry in their city. It could be said that over 3,600
people indirectly benefitted from Lafayette’s courses. (EOS, 2010).

6. The Notre-Dame Centre

This centre was set up by my team as a part of a local governmental structure in 2006 and
was subsequently closed in 2008 following the graduation of its first class. Similar to
other schools for at-risk youth, this school had aimed to provide disadvantaged youth (18
to 23 years old) at social risk with opportunities for entering the labour market by
undergoing training in cultural heritage conservation and restoration works. Its priority
was to create conditions to empower the community to participate in the revitalisation
process by taking an active part in decision-making processes. Between 2006 and 2008,
the school offered workshops (with twenty students in each) in woodwork, carpentry,
masonry and historical tile restoration. The basic schooling of enrolled students was
complemented with classes in history, mathematics, Portuguese, entrepreneurship, work
safety, and communication skills.

The conception of the Notre-Dame Centre was spurred by two needs in local cultural
heritage management: (1) the lack of skilled workers for cultural heritage works and (2)
the need to generate job and social integration opportunities for young people in
vulnerable social conditions. In addition to vocational training in cultural heritage, the
Centre would promote cultural awareness and citizenship for students, their families,
friends and neighbours. The centre anticipated that by knowing and understanding their
own heritage, people would develop respect for and defend their material and immaterial
cultural assets. By becoming aware of how important preservation is, people would
become more interested in engaging in public discussions and developing social control
of the area.

The centre believed that making teachers, administrative staff, craftspeople, students, and
by extension their social groups, aware of their role in cultural heritage preservation and
management would enable them to engage in decision-making processes about the future
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of cultural preservation. The Centre also recognised that citizenship was founded on
respect, both for cultural properties and the personal experiences of students and teachers.
By taking students’ pre-existing knowledge as a starting point, teachers and masters
would facilitate students’ technical, social and cultural training. That was one of the
differences between this centre and other centres for at-risk youth in Northeastern Brazil:
the modification of traditional teaching methodology to incorporate the sharing of
experiences, respect for the special characteristics of the target students, and discussion
of socioeconomic and political issues. The centre view was that students’ perception of
their social reality was an important part of the content of the educational process.

Unlike the traditional division between theory and practice characterising many training
centres in Brazil, the Notre-Dame Centre held that there was an inseparable relationship
between theory and practice because of the multidimensional aspects of cultural heritage.
This relationship impacted knowledge transmission, which was also affected by how
context-related factors mould individuals, their memories and their territory. Knowledge
acquired by craftspeople over a life-time, students’ personal experiences, technical
procedures and cultural issues – all had the same importance in the training process. Thus,
theory was not just a set of rules; instead, it was based on and affected by practical
experiences. The role of theory was to develop more effective practices in response to
feedback from the field. We believed that the relation between theory and practice was
an indivisible and continuous cycle.

Evaluation of Notre-Dame School in its official reports

For the 2007 report (Prefeitura de Sao Luis, 2007), assessment of students was conducted
every two months in the following areas: knowledge (content), skills (technique),
discipline, safety at work, and interest in the craft (including acquisition of material for
the craft during course time). At the end of the two-year course in 2008, forty nine of the
eighty enrolled students were considered trained for conservation works in one of the
following areas: Historical Tiles, Woodwork, Carpentry, Stonework and Masonry.

The main outcomes of this project listed in the 2008 annual report included the promotion
of social inclusion and generation of job opportunities, an income increase for the trained
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young people and their families, the training of craftspeople and foremen in teaching
methodologies thereby transforming them into skilled educators, and improvement in
students’ basic literacy which enabled them to meet the minimum level of education
determined by the education system. According to the report, such training offered
students the opportunity to reintegrate into the formal education system, thus enabling
them to proceed to university education and seek better jobs. In this way training provided
an alternative route into the labour market. Moreover, the Centre provided information,
education and training in job search techniques, and a graduate employment advice
service. Furthermore, there was support for students wishing to develop their own
business.

What did I learn during the Master’s phase of the study?
After conducting twenty semi-structured interviews during the first fieldwork in 2011, I
did not know what to do with the gathered information. What the participants reported
during the interviews was contrary to what was reported by the same people in the official
written documents. In 2012, after attending classes about paradigms and naturalist
methodologies, I started analysing my data. I began coding under my new supervisor’s
guidance. Coding is a process that organises data into central themes by labelling and
systematising data (Tracy, 2013). I developed themes from the raw data by identifying
important points in the data and organising those points for further interpretation. Strauss
and Corbin (1990) described a set of guidelines for coding data in qualitative analysis:
(1) open coding in which the researcher breaks down, examines, compares,
conceptualises and cathegorises data; (2) axial coding which applies a set of procedures
after open coding to put back data together in new ways by making connections between
categories; and (3) selective coding, a process of selecting the core category,
systematically relating it to other categories, and checking those relationships.
I first transcribed all the recorded interviews. After that I read the texts carefully,
searching for issues, and trying to identify patterns among them. I reviewied these
interview transcriptions a couple of times in order to get the most from this focused
analysis. I demarcated segments pertaining to specific points and labelled each segment
with a code, usually a short phrase or theme that suggested how the data segment informed
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the research objectives (Taylor & Gibbs, 2010). At the conclusion of the first round of
analysis, I had identified several common concerns reported by the participants, which I
then grouped into twenty subthemes which were further categorised under four
overarching themes:
-

Political issues. This includes concerns about how the political system interacts
with the cultural preservation system. The relationship between these two systems
affects how resources are invested in the training centres and defines the direction
the management of the centres have to take. This category’s remaining subthemes
are:

-

•

Political support for cultural preservation

•

Changes in political administration

•

Instability of resources

•

Political interest in cultural conservation

•

Political focus on quantitative results

•

Corruption

Socioeconomic issues. These are the consequence of the poverty, social exclusion,
strict budgets for culture, and governmental systemic problems that are
characteristic of the Brazilian socioeconomic situation. The other subthemes
include:

-

•

Influence of the sociocultural context

•

The lack of subsidies for cultural preservation

•

Conservation programs as instruments for social inclusion

•

Societal involvement in training

Educational issues. These are issues relating to implementing teaching-learning
methodology, curriculum, course scope, and the preparation of educators and
technical staff. The subthemes are:
•

Quality monitoring

•

Continuous training

•

Course curricula
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-

•

Methodological approach

•

Level of preparation of staff

•

Learning issues

Legal and managerial issues. These are managerial and legal problems that
threaten the success of training centres. The subthemes are:
•

Legal framework for cultural preservation

•

Restoration market issues

•

Positive evaluation versus actual learning outcomes

•

Tracking alumni

The diagram below depicts the themes and subthemes:

Figure 25: Scheme of emergent themes from the first phase of investigation

Writing in my reflective journal, I realised that the data from the official reports were
mostly centred on the relationship between invested resources and issued certificates.
Factors discussed during the interviews such as training quality, program effectiveness,
absorption of graduates into the construction market and applicability of course
knowledge in the field were among the qualitative indicators left out of official reports. I
wrote
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At the end of the coding process, I realised that the most important understanding
I gained from this first fieldwork was the identification of sensitive issues I had not
been aware of before. Even though I had worked in that very context for almost
twenty years, I had not perceived some of the issues that emerged from the
interviews. That was when I realised that the context had framed me too. I had been
colonised by the context and the hegemony of the positivist research paradigm. It
had made me ‘blind’ to the negative aspects that are rooted in the Government’s
control of cultural heritage preservation and education systems in Brazil.
(Reflective Journal V. 4, 2013, p. 40)

Reflecting on this insight, I concluded that my initial feeling that there was something
wrong with the training for conservation and preservation in Northeastern Brazil had
turned into a deep concern. What particularly disturbed me were the centres for at-risk
youth that became part of integrated conservation plans for a few years in the cities where
they were implemented. Although the social merit of the educational initiatives is
undeniable and the reported results suggest stunning success in poverty eradication, in
my view poverty is not be perceived merely in terms of resource deprivation, but it is also
be seen in terms of the capacity to invest in sustainable solutions.

In this chapter I have presented the emerged themes I identified during the analysis of the
interviews conducted during the first fieldwork carried out in 2011, at which participants
raised their concerns about context-related factors affecting the training centres’
performance. I coded the emergent issues into four themes and in examining these themes,
I revisited my own experience as a cultural preservation professional and educator, and
added commentary about the research context. I believe my commentary is necessary for
the reader to understand the scenario in which the training centres are immersed. In the
next chapter I invite the reader to learn about the second stage of the first phase of my
study.
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Chapter Five
Waking up: Context-related emergent themes
This chapter presents how I navigated the sense-making process and organised
information arising from the interviews in terms of impacts, effects, consequences,
possibilities, potential risks and perspectives on how future training programs might
prepare conservation and preservation professionals. The purpose of this chapter is to
introduce the reader to the themes I identified during the analysis of the first round of
interviews conducted in 2011, which highlighted some of the concerns and problems of
the participants.

The chapter has four parts: each corresponding to one of the main overarching themes.
The themes are organised into twenty sub-themes. In each section I have included
comments based on my own perception and interpretation of each specific theme.
Morover, I revisit my own experience as a cultural preservation professional and
educator.

Theme 1 – Political issues
Political support for cultural preservation

From the interviews, what I learned is that the training centres’ official reports indicate
that training for preservation was viewed as good investment technically and socially
since the skills taught were considered essential for the construction industry. However,
the participants reported that the centres were negatively affected by political priorities
focusing on solving economic and social problems rather than educational issues. The
director of one of the training centres in the study, Daniele, affirmed that politicians
prioritise other public areas such as economic development and urban infrastructure over
education and culture. For this reason vocational training for cultural preservation was
always at the botton of the political agenda. She said, “I understand that in a country like
Brazil with so much inequality and social exclusion, socioeconomic development is a
priority, but the training centres can help with poverty mitigation, providing opportunities
to socially vulnerable people to search for jobs in the construction market” (I.9, 2011, p.
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4). Paula, another training centre director, voiced a view similar to Daniele’s about the
lack of political support for cultural preservation, stating that, “… the lack of political
priority impacts on the training centres’ performance, interfering with the overall quality
of the professional training as resources for centres and improvement of their
infrastructure are not usually included in political projects” (I.1, 2011, p. 2). She
continued, “…maybe this problem is not observed by teachers or administrative staff, but
when I have to negotiate resources with the Ministries as a director of a training centre, I
can see how Brazilian political tendencies keep preservation, education and culture
outside of governmental political and consequently economic priorities” (I.1, 2011, p. 2).

According to preservation manager Drew, “…what political groups define as a priority is
what the managerial group has to perform, no discussion, otherwise the director is
replaced with somebody else who can obey orders. This is not only seen in the training
centres but it happens in all governmental institutions and public programs in Brazil” (I.7,
2011, p. 2). Faced with this situation, Drew confirmed it had been hard to fight for
resources for cultural preservation (I.7, 2011, p. 3). An aggravating factor pointed out by
Liam, the director of another preservation institution, was that “…decision-makers are
politicians, and politicians are not usually sensitive to cultural heritage issues. [There is
a] high investment [and] low political return, so politicians do not prioritise heritage
preservation” (I.15, 2011, p. 2).
Karla’s interpretive commentary:
In my own experience working in the field, while I heard much political discourse
about how culture and education were important for empowering people, building
citizenship, and giving people an opportunity to have better job opportunities, I
observed that insufficient resources were directed to cultural programs promoting
vocational training. My impression was that not only did political will influence
every aspect of the training centres’ operations, but it also decided which
department was overseeing the management of cultural preservation. Observing
developments in city administration in the cities where I did my research, I saw in
the last eighteen years the cultural heritage preservation sector managed by different
departments, including the Secretary of Culture and the Secretary of Administration
and Planning. The banner under which heritage preservation was managed was
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determined purely by who had power and control over the budget that was allocated
to cultural preservation.

Changes in political administration

Mike, a professor at one of the training centres, and Mark, a preservation manager,
expressed concerns about how programs and projects that had been discussed, planned,
and initiated by one administration were affected by changes in political leadership. Mike
said, “In Brazil, key positions are assigned by the political group in power. After each
election, every four years, when the mayor or the governor changes, many positions in
the upper levels of administration are reviewed and filled by the newly elected political
leader. This disrupts the centres’ administration” (I.17, 2011, p. 5). Mark stated, “Senior
positions are not awarded based on merit; they are assigned based on politics. The
competition for positions is linked to how much money is available for programs and
projects in an institution rather than on a genuine interest in socioeconomic progress”
(I.18, 2011, p. 3).

As a former director of one of the training centres, Luiza affirmed, “The change of elected
officials after every new election is followed by a change of staff. The new staff do not
continue ongoing projects or plans that were set in place by the previous administration.
This causes government departments to undertake short-term projects that can be
implemented and start generating results within a maximum of four years from inception”
(I.5, 2011, p. 6). However, as Mike emphasised, “preservation training is a long,
systematic, and continuous process; the training of apprentices demands time for
familiarising them with the work environment, enculturating them to the practices of
preservation, and the teaching them specific technical procedures. In four years, I am
obliged to conclude two or three cycles of training” (I.17, 2011, p. 4).
Karla’s interpretive commentary:
I personally witnessed four changes in the political leadership of just one of the
cities. With each of the four changes of mayor, I saw many of my colleagues
dismissed and replaced by untrained people employed by the new politicians. For
example, Luiza had worked with me for four years when she was dismissed after
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the election in 2008, when the new mayor decided to close the training centre of
which she was the director. Her team of teachers and technicians whom she had
trained for four years were all dismissed with her. All ongoing conservation works
under her management were halted and the two buildings under restoration where
the students were taking practical lessons were closed and have been abandoned
since 2009. On my last visit to these historical buildings in 2016, I noted the
precarious condition they were left in. All abandoned equipment and furniture had
been stolen, windows had been broken, and parts of the roof were ruined. Millions
of Reais (Brazilian currency) were wasted because the new mayor decided to close
all projects initiated by the former mayor.

Resource instability

“Perhaps it is not surprising that socioeconomic conditions do not improve when
government programs lack consistency. Frequent political changes within the government
hinder training programs as change affects their budgets”, stated Simon during our
interview (I.8, 2011, p. 2). Based on his experience as a director of one of the training
centres, Simon could affirm that “there is no specified budget for training centres within
the Federal Government. Funding depends on how the politicians or leaders in charge
manage the centres.” “With this level of political discontinuity, new leaders abandon
existing projects and create new ones, in the same area and with the same goal, for
achieving, in theory, better outcomes”, Philip confirmed Simon’s point (I.6, 2011, p. 5).
Paula, director of another training centre, agreed with Philip, saying, “In practice, the
‘new’ programs became a way for the new political leadership to leave its mark on the
projects” (I.1, 2011, p. 2). “Consequently, every four years we need to start all over again,
adjusting budgets, replanning conservation works, reorganising the team and often letting
some of the trained staff go. The worst thing is that we know that one or two years later,
after we have convinced the new politicians in charge that it is impossible to continue the
program with the pre-approved resources and a small team, we have to replan all over
again, re-adjusting the budget and hiring the dismissed staff again”, complained Daniele
(I.9, 2011, p. 2). John confirmed Daniele’s concern by saying, “This lack of adequate
consistency of political support and resources generates limited resources, inappropriate
financial and administrative infrastructure, a lack of long-term policies and no defined
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budget. Hence, there is insufficient stability for training centres to provide adequate and
continuing education training” (I.11, 2011, p. 4).
Karla’s interpretive commentary:
I believe that this uncertainty influences not only what resources are available but
also affects managerial tasks and strategies as the centre managers seek to align
their actions with the ever-changing policies established by each new set of elected
officials. Thus, in practice, change of officials leads to changes in policy guidelines,
with consequences for interpretation of heritage policies and allocation of resources
for preservation.

Political interest in cultural conservation

Almost all interviewees reported that they felt a lack of political interest in the field of
cultural heritage preservation and conservation. Daniele commented that in general, “they
[politicians] see preservation as long and costly work where the correlation between
invested resources and the results achieved is not politically advantageous” (I.9, 2011, p.
2). Mark told me he believed that many leaders of educational and cultural heritage
institutions do not seem to be fully aware of the importance of cultural preservation as a
means of improving the quality of life of a society by benefitting material and spiritual
welfare, maintaining cultural memory and promoting citizenship. He said, “This lack of
political interest in preserving our cultural heritage leads to a scenario where few
investments are made into the right things. If cultural training is not a program with the
potential to create high political impact, it doesn’t matter if it is socially important or not;
the money will not come” (I.18, 2011, p. 3).

Jason, the director of one of the institutions that sponsor training centres, explained that
“… given the problems with poverty and inequality in Northeastern Brazil, preservation
is the least important item on the government’s agenda. There are few resources invested
in preservation initiatives. This means that professionals working in the cultural heritage
area have to compete for resources with areas that are considered more important such as
general education, health and infrastructure” (I.19, 2011, p. 7). Roberta, director of a
preservation institution, agreed with Jason on this matter: “In this competition, no money
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is invested in programs which are not deemed fruitful. The degree of success is measured
almost solely by statistics: projects with good results, measured exclusively by
quantitative data, are more likely to receive investments” (I.20, 2011, p. 4).
Karla’s interpretive commentary:
According to comments from preservation managers, vocational training is not
recognised by politicians as part of either the economic or the social system. Jason
and I participated in countless meetings from 2003 to 2006 with the Federal
Government to negotiate the implementation of a particular training centre. I too
observed that politicians did not seem to care about the potential of vocational
training centres to help prepare workers for the construction market and improve
job opportunities, to incentivise the economy of historical centres, uplift the social
welfare of local communities, and promote social inclusion of at-risk youth.
Political focus on quantitative results

Training centre coordinator Sonia raised the issue of pressure from politicians for
‘positive’ quantitative results as an issue affecting training performance: “If we write
what is wrong with the centres, we can be fired, or there is a risk that the money will be
withdrawn from the program” (I.2, 2011, p. 5). Drew added that “in Northeastern Brazil
and other poor regions, training centre managers feel pressured by politicians and
managers responsible for the training program budget to present good results, otherwise
the resources can be suspended and part of the administrative staff dismissed” (I.7, 2011,
p. 3). Mark confirmed that “the political group in charge is much more interested in
positive statistics, like how many certificates are handed out per year. The quality of
learning is not important to politicians. It affects training performance because we do not
have adequate feedback if the training is effective or not” (I.18, 2011, p. 4).
Karla’s interpretive commentary:
When analysing annual reports during my archival research, I noted the tendency
of training centres to assess the centre’s performance largely in quantitative terms.
The pressure to provide quantitative results may be the reason why the official
documents report only good performance without pointing out the problems. I agree
with the interviewed participants that the heavy reliance on quantitative data in the
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reports seem to be the result of immense political pressure to produce positive
statistics, pressure that discourages training centre staff from reporting honest, ,
including negative, results and feedback to their managers.

Corruption

According to Philip, the director of a preservation institution, the political pressure to
report only positive results is often linked to systemic problems such as corruption and
political favouritism: “Corruption affects programs, citizens, and the public sector.
Corruption is not limited to financial matters but also includes abuse of power and
favouritism triggered by where people are from and their social status. In the case of
training programs, corruption generates misuse of resources, over-pricing of restoration
and revitalisation works, and other issues, factors that need to be hidden in the official
reports” (I.6, 2011, p. 5).

Figure 26 – Systemic corruption (Reflective Journal V. 4, 2013, p.20)

Karla’s interpretive commentary:
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The scale of corruption in Brazil is immense and largely under-reported. It is not a
new problem, although the spread of systemic political corruption in the past two
decades has been unprecedented. Political favouritism and nepotism, as I shall
explain later under the subtheme “Level of preparation of staff”, are common as
well as bribery. Bribery in the construction industry, including preservation works,
is one of the most common types of corruption. Construction companies overprice
services and materials for financial gain and split the extra cash between politicians
who help them to win tenders. The Brazilian bureaucracy plays a colluding role in
this process since the budget reports are delivered to specific officials who are
involved in the corruption scheme. Thus, corruption is sustained, under the control
of the bureaucrats involved and never investigated.

Excerpt from my reflective journal:
Participants raised concerns about how the political system impacts the cultural
heritage preservation system. The relationship between these two systems affects
how resources are invested in vocational training, and how the training centres
would be managed. In my new understanding of the situation, preservation issues
are intertwined with a number of problems: corruption, political favouritism,
public policy negligence, inefficient preservation policies with no real long-term
solution of context-related issues. The absence of a consistent political ideology,
politicians’ lack of understanding of preservation issues, a ruling elite using their
socioeconomic advantage to stay in power, and a public service misused to further
the interests of private enterprises: all these factors result in no improvement of
quality of life in the communities where preservation is attempted. Each of these
problems on its own is a significant obstacle to cultural development in Brazil.
However, when they are combined, they create such a powerful negative force that
any progressive and innovative solution is impossible.
I also observed that in Northeastern Brazil there are no cultural initiatives aimed
at making the general population aware of the importance of cultural preservation.
Consequently,

people are unable to exercise much social control over

interventions. Furthermore, local people appear unable to make informed
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judgements about their political representatives. They appear to live in an
environment of relative political ignorance. Political naiveness leads the people to
repeatedly re-elect bad politicians with a history of crime and corruption, who
typically support welfarism and other forms of paternalism and seem insensitive to
the educational and cultural needs of their electorate.
Electoral campaigns are largely sponsored by private organisations, a situation
that can create conflicts of interest favouring the spread of corruption. This, in my
experience, makes it nearly impossible to have a political mandate that is impartial
and untainted by corruption. As Philip said during his interview, “Generalised
corruption is the main issue affecting high levels of government and public
programs, including cultural heritage programs, favouring construction companies
linked to politicians, making the centres unviable if they are not linked to any
corrupt financial scheme. There was a flow of money that we were forced to
respect”, (I.6, 2011, p. 5). (Reflective Journal V. 4, 2013, pp. 50-51)

Theme 2 – Socioeconomic issues
Influence of the sociocultural environment
As mentioned previously in Chapter Three, a large percentage of people living in
Northeastern Brazil share the great difficulty of barely surviving and possessing little or
no education. According to Luiza, vocational training of at-risk youth living in the
historical centres faces specific social problems that affect the teaching-learning process
(I.5, 2011, p. 4). She explained that “approximately half of the residents of historical areas
do not have secondary education. Many cannot read or write well, even if they have
attended secondary school. They find themselves unable to understand the language
pertaining to the technical procedures or the importance of preservation, and the socialeconomic impact of training on their lives”.

Liliam, Aline, and Viviane, teachers at training centres, were unanimous that training
programs for at-risk youth have a strong social appeal, and potentially provide an indirect
way to reduce poverty through training and integration of trainees into the workforce and
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the labour market. However, some concerns were raised by these participants. As Liliam
stated, “Programs of this nature train people from vulnerable, social circumstances. The
question arises of whether these people have the same inclination to pursue knowledge as
those from more privileged backgrounds” (I.14, 2011, p. 2 ) Aline seemed to be more
concerned about the behaviour of students in the classroom when she said, “They
demonstrate a severe lack of social skills when interacting with each other. They are
aggressive with colleagues and disrespectful to teachers. They bring into the classroom
the violent attitudes and behaviours they learnt at home” (I.13, 2011, p. 3). Viviane added
that what concerns her most is “…when students are on construction sites. They have
access to tools which, in the wrong hands, can become weapons. Sometimes they play
with the tools, simulating fights or games during the classes. A misunderstood word or a
sudden movement can lead to a tragedy” (I.12, 2011, p. 4). Luiza agreed with the teachers
and commented, “When in the classroom, students tend to interact and solve conflicts in
the same way they do in their home environment, presenting a lack of manners and
aggressive behaviour”.

To address the anti-social behaviour, Liliam, Aline, and Viviane emphasised the need
for more time dedicated to working on students’ social skills. They were of the view that
it was necessary to include activities to improve students’ social skills and interaction,
and cultivate more group cohesiveness.

Karla’s interpretive commentary:
Four of the training centres under investigation have programs for at-risk youth.
The courses are attended by residents of the local historical sites, which in
Northeastern Brazil are also the areas with high crime rates. Poor people live in old
buildings, in ruins or in other precarious situations. I observed in the field how
poverty in the area had a direct negative effect on the students’ behaviour; students
often seemed aggressive and most had socialisation issues. During our
conversations, two students commented that they lived under constant pressure
from their relatives to become members of criminal organisations, a choice that
admittedly could indeed be a more profitable option than working in construction.
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Subsidies for cultural preservation

According to Liliam and Aline, the unfavourable socioeconomic conditions (and class
related issues) have surfaced another issue: some students’ interest in participation seems
to be motivated by the social benefits offered rather than by a genuine interest in learning.
Liliam observed, “Students see the two year course as an opportunity to receive an income
that can help them and their families. They stay committed to the course as long as the
scholarships are not delayed. When there is any problem with payment, even if it is
delayed by just one to two weeks, they disappear from the classrooms” (I.14, 2011, p. 4).
Aline had a similar view, saying that students “attend the classes many times just because
of the tangible benefits of the training programs such as stipends, food, health insurance,
and uniforms. Many of them demonstrated no interest in mastering knowledge or
acquiring skills” (I.13, 2011, p. 3). To Viviane, it seemed that most of the training centres
under investigation were right in recruiting socially disadvantaged youth who were at risk
because of their impoverished violent living conditions. But she also believed that some
level of sociocultural sensitisation was required “The main goal of these programs is
social inclusion, but the students do not always understand that the courses can open new
doors for them in life. We open a door full of new opportunities that are not usually
available to at-risk people; we give them our seal, attesting that they are reliable and
trained workers. Reinforcing the curricula by adding new units on cultural awareness,
citizenship, and entrepreneurship, for example, can help us to open students’ eyes” (I.12,
2011, p. 5).
Karla’s interpretive commentary:
As I see it, the educational issues presented above are characteristic, not just of
preservation training, but of the education system as a whole. The Brazilian
education system is regulated by the Federal Government through its Education
Ministry; the Ministry designs education guidelines that accord with the
Government’s directives. State and local governments, in turn, are responsible for
implementing state education programs and executing the Education Ministry’s
guidelines using financial resources allocated by the Federal Government. The
Federal, State and Local governments manage their respective responsibilities in
matters of public education. Each level of government is also responsible for
managing the human and financial resources for their education programs.
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However, public investment in education is not sufficient to meet the need or to
provide quality education. Furthermore, many of the students did not seem to view
the training courses as an opportunity to acquire new skills and have better job
opportunities in the competitive Brazilian market.

I am aware that training courses can change lives by allowing students to have
access to new scenarios different to the ones they are currently in. However, there
are other issues behind the scenes. In an informal conversation with Paulo, a former
student from one of the training centres, he told me about the pressure from his
family during the time he was studying at the centre: “My mother usually went with
me to the bank on pay day. As soon as I got the money, she took it away. When we
arrived at home, my father, drunk as usual, screamed at her for the money. My older
brother pressured me to steal tools and equipment from the centre and his friends,
our friends, would badger me to tell them the best time to break into the building
and in which rooms equipment and computers were kept.” The picture I get is that
students live in fear of the violence embedded in their environment, leading many
to cave in to pressure from friends and relatives, and give up schooling.
Conservation programs as instruments for social inclusion

The usefullness of cultural heritage conservation training as an instrument for social
inclusion was another issue which emerged from the interviews with participants.
According to Philip, “This political goal has raised concern among managers. The
question is a matter of efficiency, both social and technical, in the use of heritage
conservation programs as a tool for social inclusion” (I.6, 2011, p. 6).
Four of the centres in the investigation aimed specifically at social inclusion of youths
through vocational training in cultural heritage conservation. Three of them used a
workshop school model based on the Spanish model of Escuelas Taller (AECD, 2012).
Their courses were aimed at young people living in environments where violence, drug
trafficking, prostitution, and other risk factors were prevalent. Viviane said, “Students
live oppressed [lives] in areas replete with criminality, which subject them to violence”
(I.12, 2011, p. 5). For John and Liliam, the main challenge seemed to be the staff’s lack
of preparedness for supporting socially disadvantaged students in the classroom and on
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construction sites. John expressed concern about the potential risks the students posed to
the historical buildings when studying under the supervion of poorly prepared teaching
staff. He explained, “Using music or dance for social inclusion invites no risks, but to use
a cultural heritage building as a learning object, that can cause permanent damage to the
building. If the craftspeople are not sufficiently equipped to teach the right technical
procedures, the damage is irreversible” (I.11, 2011, p. 4). Apparently, even the students
who have some skills do not always want a career in heritage conservation and end up
doing sloppy work. Liliam appeared to have some understanding of this social issue when
she said, “I think the professional who will be working with at-risk youths must have the
sensibility to deal with people from difficult social backgrounds. When in the classroom,
such students tend to interact and solve conflicts in the same way they do in their home
environment, presenting with aggressive behaviour, emotional instability, and poor social
interaction skills. Working with these students demands building trust; one wrong move
may destroy the relationship between teacher and students and the foundation of trust
collapses” (I.14, 2011, p. 3). Sonia seemed able to consider both sides of the coin:
“Working with these young people is challenging, difficult and pleasurable at the same
time, because the process involves many problems but the results are rewarding” (I.2,
2011, p. 1).

Social involvement on training

Training centre professionals recognised the importance of local participation in training
processes, and they also seemed to agree that there was minimal interaction between the
training centres and local communities. During our conversation, course coordinators
Daniele and Sonia expressed concern over the difficulty of including the local community
in centre activities. Daniele stated, “In addition to facing political issues, the harsh
socioeconomic environment hinders our ability to work with the students’ social groups.
It is important for student success that the family keep track of their progress and
encourage them to continue the course until the end” (I.9, 2011, p. 3). But the reality is
very different, as Sonia’s story suggests: “I talked to many people in the field and they
said the training is just a way of spending public money on what seems ‘good’, promoting
social inclusion by training poor people; but it seems inefficient since, in the end, the
programs do not guarantee a job.. ‘So why do that?’, asked the mother of one of our
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students” (I.2, 2011, p. 4). To professors Liliam and Aline, the situation is difficult
because of a lack of understanding or interest among the local people in preserving
cultural assets. Liliam said, “Even considering that the interventions affect the social
dynamics of local communities, people do not seem to care about what interventions are
being carried out, and how we are trying to involve youth from the community in this
endeavour” (I.14, 2011, p. 6). Aline blamed the Government’s lack of communication:
“…any preservation strategy must allow for local community participation but the
interventions which we have been engaged in were implemented with no consultation
with the local people. They do not understand why millions of Reais, which could have
been spent on social benefits, are being invested in one single building” (I.13, 2011, p.
3).
Another barrier to overcome was identified by Jason and Roberta. Jason explained,
“People who live in historic centres and are directly affected by political decisions have
difficulty surviving and they have very little education. Approximately half the residents
of historical areas have not completed secondary education. Many cannot read and write,
and are unable to understand either the importance of preservation or the socioeconomic
impact of Government decisions. As such, they are unable to participate in public
discussions” (I.19, 2011, p. 8). Roberta added, “In light of this, time and resources need
to be invested in building social participation mechanisms through training initiatives”
(I.20, 2011, p. 7).
There seemed to be a consensus among the participants that the interaction between the
community and the training centres played a vital role in the survival of both.
“Communities are the main beneficiaries of the training centres because the centres mean
the local youth have better job opportunities”, said Luiza (I.5, 2011, p. 9).

Karla’s interpretive commentary:
Training centres exist to benefit the target local community, and to prepare the
students for a better future. Although in my opinion this is the social role of the
centres, in reality, the centres I studied

were not well connected to their

communities and therefore were not meeting community expectations. The centres
were offering workshops that were not meeting the main interests of local
communities. Communities want training that can prepare students for jobs
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available in the local area. This might mean that the workshop topics would be
suggested by local community leaders as they know best what the employers are
looking for in their area.

Excerpt from my reflective journal:
In my view, although Northeastern Brazil has progressed socially in recent years,
a number of problems with significant effects on the population persist. These
problems are primarily socioeconomic and are the consequence of rampant poverty
and severe inequality which has engulfed the country in recent decades. The
problems are often associated with social injustice, violence, high crime and
unemployment rates, lack of access to basic services such as health, sewerage and
clean water, and the lack of affordable basic housing. This is the context in which
most of the students attending the training centres spend their lives.

Brazil is a country of great social contrast. Income distribution is uneven, that is, a
small proportion of the population is enormously wealthy while the vast majority
live in misery and poverty. In an attempt to address the socioeconomic problems,
the government adopts a paternalistic l approach, with the result that 82% of the
population is dependent on different types of social benefit (Oxfam, 2014). This
welfarism has increased since the beginning of the populist government of Lula.

Although income distribution has improved due to an increase in social welfare
programs which has led to an emerging middle-class in recent decades, unbalanced
distribution of wealth and social injustice remain. Unrelenting poverty is
intrinsically linked to increasing violence, especially in the larger cities, and crime,
which is becoming a part of everyday life. People who are unable to feed themselves
and are neglected by society often see no other option than to turn to crime for
survival. They steal, kidnap or traffic drugs out of desperation. A failure of
organisational effort at enforcing the law is the reason for the incessant
intensification of crime rates in Brazil.
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Figure 27 – Welfarism (Reflective Journal V. 5, 2016, p. 50)

Notwithstanding the growth in job creation in construction in recent times, largely
as a result of economic growth, millions of Brazilians remain unemployed. The
economy has grown but not to the degree that significantly reduces unemployment
rates in the local population of the historical centres. Unemployment can also, in
part, be attributed to the large number of unqualified and uneducated jobseekers,
such as the students trained by the vocational training centres investigated. Many
end up in casual and informal work, which is rarely legally covered by welfare and
social security.

Shortage of public housing, resulting in widespread homelessness, in Northeastern
Brazil affects millions of families. In my target cities, favelas and shanty towns in
the centre of the historical sites are ubiquitous. Homeless people live under large
overpasses, bridges and ruined historic buidings. People endure harsh inadequate
living conditions and challenges to survival. It is rare for these marginalised
residents to achieve any significant progress in their lives or make a major
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contribution to society. The trajectory of their life illustrates the vicious cycle of
crime and related social ills for ostracised individuals. (Reflective Journal V. 4,
2013, pp. 52-53)

Figure 28: What do you want to see? (Reflective Journal V. 4, 2013, p. 53)

Theme 3 – Educational issues
Quality monitoring
During my fieldwork I observed that participants had doubts as to whether the training
programs were effective in preparing people for the local job market. There seemed to be
a perception among interviewees that conservation training programs were not providing
adequate quality training matching the standards set for conservation works. “Instead, the
programs certify students at the end of the courses even if the students fail to demonstrate
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sufficient knowledge and skills”, affirmed Viviane (I.12, 2011, p. 9). According to Liam,
“the purpose of this practice is to generate positive quantitative results. The courses seem
to focus on completing a prescribed list of topics approved by the heritage preservation
institution regardless of whether teachers have enough time to teach the procedures
adequately. The quality of teaching is not monitored by any authority” (I.15, 2011, p. 5).
“IPHAN should be in charge of monitoring the quality of teaching as it is responsible for
the quality of the restoration projects. However, in reality, IPHAN is overburdened with
projects and processes, and does not have available staff to supervise teachers at
construction sites. The managers of the programs should be more engaged in monitoring
their own practices”, affirmed Philip (I.6, 2011, p. 6).

Karla’s interpretive commentary:
The perceived lack of quality monitoring may be the result of political pressure to
showcase the effectiveness of the political group in

power at the time.

Consequently, the success of the courses is measured by reported positive
quantitative results, e.g., construction production, square meters of completed
restoration, and days worked, rather than by evaluating the quality of technical
procedures performed, students’ acquisition of knowledge, and teaching
effectiveness.

Continuous training
According to two craftspersons, Paul and Helio, and Professor Mike, longterm ongoing
training is not given importance or has been replaced by short term training by the centres,
leading to abandonment of traditional training and progressive decline in the transmission
of traditional building techniques. Participants noted that the way construction is taught
has changed from the past: “The traditional practice in which masters and craftspeople
train younger apprentices in a continuous on-site process has been abandoned”, affirmed
Helio (I.4, 2011, p. 2).

He continued, “Preservation students need this traditional

mentorship as much as knowledge about traditional techniques. For centuries, skills were
transmitted from master to apprentice, and for me, this is still the most effective way to
train future conservators” (I.4, 2011, p. 2). “As most knowledge is not recorded in books
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or in any other way and is gradually lost when we die, who will transmit the knowledge?”
asked Paul (I.3, 2011, p. 2). This view was confirmed by Professor Mike who also raised
the issue of whether continuous training was necessary, “I am concerned about the
progressive decline in the teaching of traditional building techniques as more recent
techniques and technology are favoured. With the advance of technology, traditional
materials and procedures are replaced by modern materials and equipment, which are not
always available or are too expensive to use in poor countries. This modernisation affects
the teaching of traditional building techniques as the market requires more flexibility in
construction, mainly because of the Bidding Law, and it takes more time to apply
traditional procedures” (I.17, 2011, p. 8). The Bidding Law (Law # 8666/93) is the legal
framework which governs the civil construction industry in Brazil. According to this law,
three companies should compete among themselves, presenting cost and time schedules
for the conservation work. The company that presents the lowest bid and commits to
finishing the work in the shortest time wins. The quality of the service is not considered
in this process.

Jason was of the view that “an additional challenge affecting continuous training is the
lack of accreditation of the training courses by the Ministry of Education (MEC). The
certificates provided by the training centres and workshop schools do not carry the MEC
seal, meaning that the courses have not been integrated into the official training process.
Without MEC accreditation, the training does not count as formal education that can
subsequently enable the trainee to progress to higher level courses” (I.19, 2011, p. 10).
Echoing Jason, Liam added, “These workshop schools should be approved by the
professional authorities of the country. Until that happens, the workshops will provide an
education that carries no official weight, and does not earn credit which can be transferred
to other institutions” (I.15, 2011, p. 3).

Karla’s interpretive commentary:
Even if the centres are providing excellent education, this is not officially
acknowledged. The qualification students obtain is recognised when they apply for
positions in the local job market or in the centres themselves. However, students
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are unable to use their training centre certificate for public service recruitment or
university admission as it is not accredited by the Ministry of Education. This means
that students receive a certificate, but it is of no value if they wish to pursue further
education at a university. The lack of official recognition of the course kills
students’ motivation.

Course curricula
Having been a conservation professor for more than forty years, Mike had the experience
to point out that “…it is not feasible to aim at teaching a curriculum that covers all current
topics regarding preservation as it seems unlikely that students would be capable of
mastering all the available knowledge in such a limited time” (I.17, 2011, p. 5). Helio
added that “although many skills are learned in practice outside of formal training, the
training courses need to provide a theoretical foundation, enough to enable students to
make sound judgements when applying their knowledge to specific cases, but it is not
always possible for the centres to provide this theoretical grounding in one year” (I.4,
2011, p. 4). Furthermore, in Mike’s view, the theoretical foundation “… needs to
encompass the history of local materials, the evolution of procedures and techniques
related to the specific site where the students will work, and infrastructural problems
linked to the geographic location of the site” (I.17, 2011, p. 10).
Camila reported that her training centre curricula encompassed “… all the information
that students need to execute best practice in conservation projects, and that students to
date had never complained about the provided knowledge” (I.10, 2011, p. 1). On the other
hand, Nathalia and Drew, who were former students at the same training centre, felt this
was not the case. Nathalia said that she had difficulties “…applying technical procedures
in the field as the information provided was insufficient” (I.16, 2011, p. 1). Drew agreed
that he too had experienced many difficulties in managing conservation works. He
believed that his difficulties were due to the incomplete knowledge the course taught
about management skills and the legal frameworks of conservation. He suggested that
“knowledge of conservation principles and approaches should be provided to all those
who work on projects affecting cultural properties and the sociocultural life of
inhabitants” (I.7, 2011, p. 2).
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Karla’s interpretive commentary:
Having been a professor myself for nine years and through listening to colleagues
during the interviews, I realised that training centres are expected to teach a broad
range of knowledge about different types of physical structures and environmental
factors at heritage sites, in order to produce professionals capable of executing
heritage conservation works on any structure while taking into account the
socioeconomic and legal factors. The problem for educators seems to be to
determine just how much knowledge would prepare certificate holders to deal with
a variety of physical structures and contexts, and which topics are essential to the
training centre curriculum.

Methodological approaches
Five interviewees in different cities mentioned teacher reluctance to practice the
pedagogical methodologies prescribed by the Brazilian Government. Nathalia and
Viviane had strong opinions on this topic, “Repeating what is written in the books without
prompting students to think about what they are listening to or reading creates robots
instead of people with critical thinking skills, and I believe this is exactly what the
Government wants: robots who cannot think, just vote!” said Viviane (I.12, 2011, p. 8).

Figure 29 – One person, one vote (Reflective Journal V. 4, 2013, p. 39)
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Lia added that she felt that the Brazilian education system was still holding on to the
model of the teacher as the fountain of all knowledge whose job is to fill students with
knowledge. Operating with a model that does not encourage any analysis or discussion,
the education system employs “…people unable to teach young people to interpret simple
texts, perform basic calculations in arithmetic, understand elementary physics and
chemistry, and learn other things that should be provided in a basic education system”
(I.16, 2011, p. 3).

Some students reported during our conversations that they believed teachers were
withholding integral knowledge for fear of competition from their trained students on the
job market. Paul related to me that once a colleague of his said to him, “Why should I
give away all my knowledge to a student who will then replace me on a construction
site? This is my way of earning my money. I will not raise snakes in my backyard!” (I.3,
2011, p. 2).

Karla’s interpretive commentary:
The teachers’ perception that they are training potential competitors undermines the
whole educational process since it means that masters would provide only partial
knowledge to apprentices. Personally, I have observed teachers on construction
sites not allowing their students to touch the equipment and materials, but only to
observe the technical procedures. “See? How can I learn to perform this procedure
if the instructor only allow me to observe the work?”, some students asked me after
a class I was observing.
Level of preparation of staff
“It is not possible to teach conservation without the relevant knowledge, if teachers are
not equipped with the necessary theoretical and practical knowledge to be delivered to
students. At the end of the course, the students will be certified qualified for heritage
preservation, but will not have acquired the necessary knowledge, or has knowledge not
relevant to the local context or not aligned with global conservation practice”, said
Roberta (I.20, 2011, p. 5). Preservation managers Roberta and Mark agreed that the
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efficacy of the training was dependent on the staff being knowledgeable

about

preservation. As Mark stated, “…this can only come from having the appropriate
knowledge; unprepared teachers can jeopardise the training” (I.19, 2011, p. 3). Philip
affirmed that “lack of knowledge affects technical staff’s decisions regarding what and
how to preserve heritage. Concepts such as authenticity and integrity apply everywhere;
however, the methods must be tailored by professionals to fit the local context” (I.6, 2011,
p. 6).
Most craftspeople agreed that one way to impart knowledge of the craft was to improve
the master-apprentice relationship. According to Helio, improving the quality of
education in the centres “…entails recognising the importance of craftspeople and their
professional role in the educational experience” (I.4, 2011, p. 3). “Craftspeople are the
primary actors in this type of education process, because they are directly involved in the
success or failure of the apprentices’ learning experience”, commented Paul (I.3, 2011,
p. 1). Often students seem unable to comprehend the knowledge of the craftspeople,
despite the fundamental importance of this experience. “Traditional crafts are a valuable
cultural resource, and high-level manual craft skills should be kept alive by training in
conservation work that includes instruction in the history of the traditional craft, historic
details and practices, and the theory of conservation” concluded Mike (I.17, 2011, p. 7).

Karla’s interpretive commentary:
Lack of knowledge among teachers, administrators, managers, and technicians
about methodology, technical processes, and the legal frameworks which govern
preservation practices seem to affect the training. In the training centres under
investigation, I observed teachers and craftspeople teaching in classrooms and on
construction sites without appropriate knowledge and using unsuitable pedagogical
approaches to cultural preservation. I also observed that sometimes technical
procedures of restoration were taught incorrectly. This unsatisfactory situation may
be explained by the fact that many professionals working in cultural preservation
were employed in the training programs on account of political connections, rather
than merit or knowledge of the craft. Using government agencies to employ friends,
family and political collaborators is a typical problem in Brazil. The number of
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commissioned positions in the public service is limited people are appointed by a
politician without the need for following merit-based recruitment procedures.

Without instructor expertise, the efficacy of the teaching is diminished, and
sometimes the training programs provide incorrect information to participants.

Figure 30 – Brazilian nepotistic behaviour (Reflective Journal 3, 2012, p. 99)

Learning issues
The teachers interviewed recognised that the apprentices who identified themselves with
the profession and saw a future career opportunity were the ones with the highest chance
of success after training. “The success of the training is not based solely on the workload,
or the technical and methodological structure of the program”, Aline suggested, “rather,
success depends on the level of interest the apprentices have in the craft coupled with
their ability to execute the work” (I.13, 2011, p. 2). Conversely, apprentices who received
a greater amount of information or better quality education did not necessarily end up
more successful in the trade. Interest in a career work as a restoration professional
distinguished the students who were attending the training centre for the benefits (food,
stipends, or other financial incentives) from those with serious aspirations. “To succeed,
students have to see restoration not just as a qualification, but a future”, stated Viviane
(I.12, 2011, p. 6). According to Liliam, craftspeople play an important role in this process,
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“because they are able to identify potential future conservators. They usually select the
bright students to receive in-depth training in the construction companies where they (the
craft instructors) work” (I.14, 2011, p. 4).

An additional problem I observed when working in the field is spawned by the
governmental guidelines for educational methodology called ‘Continued Progression’.
Continued Progression is a procedure in schools by which students are permitted to
progress through the phases of a course, regardless of their success in the preceding phase
of the course. It was considered an advanced pedagogical methodology by Paulo Freire
(1970a) because it proposes constant, cumulative evaluation. The problem is that, when
applied inefficiently, this methodology produces students who are unable to read and
write by the end of primary education and they graduate from high school as functional
illiterates, unable to interpret a simple text. This problem is reflected in Daniele’s
observation at an interview: “In the past five years, continued progression has created
problems for training as many students cannot learn new skills because of existing
learning deficits from their previous education” (I.9, 2011, p. 6). Luiza added, “Students
find it difficult to develop new mental schema to internalize the knowledge which is
essential for working in cultural conservation. For this reason, they cannot assimilate the
content and skills needed to move on” (I.5, 2011, p. 7).
Karla’s interpretive commentary:
I participated in the student selection process at two of the training centres and had
first hand experience of what participants said about the students’ learning issues.
To compete for a place in a training centre students have to be between 18 and 23
years old and have completed at least Year 9. Some of the students demonstrated
difficulties such as problems with basic mathematics, inability to understand
simple texts, and difficulties in writing a short paragraph. The number of students
reaching the end of primary schooling unable to read or write, and entering
secondary education functionally illiterate and incapable of understanding the
simplest of materials is an outcome of a failed system. Illiteracy has its roots in the
shortcomings in the earlier grades of their education journey. Students have
difficulty developing critical thinking skills which are paramount for the learning
of complex material. The current education system is focused on shunting students
153

Chapter Five – Waking up: Context-related themes

from one grade to the next. This in practical terms means that schools and students
operate on auto-pilot mode, with students moving up without any achievement in
real learning and without obtaining the target mark for passing a grade. Continued
Progression leads to lack of motivation to study or apply effort as students know
they will progress to graduation irrespective of their academic performance.
Continued Progression in the public school system is generating a whole generation
of functional illiterates, people who have inadequate reading and writing skills to
learn essential information that is required to perform tasks in employment. In light
of this flawed system, teachers become powerless and lose their authority as the
responsibility given to them to grade students lacks any relevance. Consequently,
poor discipline becomes institutionalised.
Excerpt from my reflective journal:
In recent years, Brazil has been consistently ranked low in international education
assessments. It even ranks lower than the other countries in Latin America. Data
on the performance of students, especially in the public system, are alarming.
Brazil’s public education system is ranked the lowest among emergent economies
in a study by the World Bank titled “Toward Knowledge Societies” (UNESCO,
2008). Public education faces diverse, inherent problems such as the lack of
adequate physical infrastructure, shortage of teaching resources, untrained
teachers, low salaries, ineffective teaching methodology, and undiscriminating
selection processes influenced by one-size-fits-all policies..

The physical structure of the training centres under investigation mirrors that of
prisons. The centres seem to be designed with the sole objective of instilling
subservience in the masses. They do not have an environment conducive to fostering
innovative thinking and self-directed learning. The desks and chairs as well as other
equipment are outdated and unmaintained. Electrical and plumbing facilities are
unreliable. Shortage of resources is rampant particularly in poorer regions like the
Northeastern region of Brazil. The lack of motivation by students to stay in school
can partly be attributed to these prison-like institutions, with no decent
infrastructure, creating a discouraging learning environment.
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Another problem I observed during fieldwork is that teachers in Brazil are not
prepared by universities to face the reality in public schools. Unprepared and often
caught by surprise, new teachers are unable to deliver good quality education to
prepare public school students for the job market. There is a pressing need for
efficient specialisation training programs for teachers as a large number of them
teach subjects outside their area of expertise. In addition, deplorably low salaries,
lack of recognition, and restrictive prescribed teaching methodologies often lead
teachers to lose all motivation in teaching, resulting in the delivery of poor quality
education. These problems contribute to the current scenario of incessant strikes
that harmfully interrupt children’s education.

Brazil’s public education system as a whole seems to be ineffective in preparing
students to comprehend simple texts and drawings, solve basic mathematical
problems, and understand elementary physics and chemistry. The result is a large
number of high-school graduates with education deficiencies who are unprepared
for real jobs, resulting in a large number of unskilled professionals struggling to
enter the job market. (Reflective Journal V. 4, 2013, pp. 36-38)

Theme 4 – Legal and managerial issues
Legal framework for cultural preservation
“Throughout history, society on cultural sites developed unique traditional techniques
shaped by local economic, social, and other circumstances. Local understanding and
interpretation of a community’s history reflect past events that feed into and are partially
driven by the demands, sentiments, and interests of those in the present”, Viviane said to
students in a classroom. In general, local legislation on restoration, conservation, and
preservation reflects international recommendations established by institutions such as
ICOMOS and UNESCO, and this can be a problem according to some participants.
“Sometimes this legal framework conflicts with the real demands of local communities
since the laws follow the ‘one-size-fits-all policy’: one single solution to be applied to
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different historic sites” said Roberta (I.20, 2011, p. 2). “Maybe this is the issue that needs
to be discussed: to what extent should we strictly adhere to UNESCO’s
recommendations?”, asked Roberta. She added, “It is not possible to expect that the same
policy can be applied successfully at a historic site in Florence and at another in São Luís,
for example. There are significant differences between these two contexts that need to be
respected” (I.20, 2011, p. 3). Adopting contextualised policies seems crucial for cultural
preservation practitioners, specially when considering the importance of cultural values,
traditions, value systems, and related factors to improve local well-being.

Involving local participation and their cultural system in the implementation of
appropriate preservation policies seems to be important to participants. Viviane said,
“People are more likely to take part in and become committed to preservation efforts if
they have a direct connection to the project” (I.12, 2011, p. 9). Luiza agreed with Viviane
in that “development efforts that consider or focus on cultural aspects of communities
provide a mechanism for linking local residents to the preservation process. Through such
efforts, local residents can have a role in the preservation of their culture” (I.5, 2011, p.
5). “This is particularly important in development efforts that seek to elicit local
participation, philanthropy, voluntary service, and community action”, added Roberta,
who went on: “In understanding the place of culture in the development process, people
can consider their relationship and interaction with cultural preservation, and understand
the types of development and local action preservation can contribute to” (I.20, 2011, p.
9).

Another concern raised by participants is that training centres seemed to be impeded not
just by political, socioeconomic and educational issues, but also by laws that conflict with
the centres’ educational goals. The Bidding Law is an example. As I explained in the
subtheme “Continuous Training”, the Bidding Law governs the civil construction
industry in Brazil and it is not compatible with the goals of training programs. However,
the Bidding Law promotes quick fix, lowest cost solutions, exerting pressure on
construction companies and professionals to complete projects as quickly and as cheaply
as possible, rendering the traditional model of apprentice training by a dedicated master
impractical. “It is only possible to accomplish training when construction work is exempt
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from this law, which is rarely the case. Even when exemption has been granted the
construction project has finite resources and access to services, leaving little time and
materials for training”, stated Roberta (I.20, 2011, p. 5). Mike confirmed Roberta’s
concern saying, “Training a conservation professional requires the trainee to engage in
lifelong learning with the apprentice staying close to the master, learning the craft and
building up knowledge in a process of continual education. In the training centres,
apprentices are trained on restoration construction sites. This demands time for the
student to engage with the work environment. Time is not always afforded by the bidding
process schedule” (I.17, 2011, p. 2). Paula commented, “If conservation projects for
training students were free of the bidding process, it would be possible to adequately train
them” (I.1, 2011, p. 2). Simon added, “The lowest-price-fastest-time scheme mandated
by the tender legislation creates extreme pressure for both teachers and students; the
former do not have enough time to properly teach even if they are great teachers, while
the latter do not have enough time to absorb all the information even if they are great
students” (I.8, 2011, p. 3).
Paul, Viviane and Nathalia were concerned about the strict national control of
preservation which does not give local programs any reasonable leeway. According to
Nathalia, “poor countries cannot follow recommendations made under a standardised
policy” (I.16, 2011, p. 4). Viviane explained, “The technology and resources available in
France or Italy, for example, are not affordable in Brazil and other countries in Latin
America” (I.12, 2011, p. 5). “In many cases, Brazilian professionals in the field
implement new technical procedures using local materials, but such practices are not
acceptable to local preservation institutions because of the strict laws, and this affects the
feasibility of construction works”, added Paul (I.3, 2011, p. 3).

Another issue in Luiza’ opinion is the overlapping preservation laws that lead to
disjointed management practices. “The efficacy of program is affected by the fragmented
action resulting from the many different laws enacted by the different departments of the
government

of

Northeastern

Brazil.

Shared

management,

interaction,

and

interdepartmental relationships are non-existent”, said Luiza (I.5, 2011, p. 8). “Such a
situation compromises interventions, the legitimacy of
responsibilities”, confirmed Daniele (I.9, 2011, p. 3).
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Karla’s interpretive commentary:
As I explained in Chapter Three, the management of the training centres is expected
to conform to the international guidelines established by

the UNESCO and

ICOMOS charters. These guidelines spell out the principles of conservation and
preservation works for all historic sites while, in my opinion, each site would have
its own set of procedures that specifically reflect local conservation needs and
respectthe local socioeconomic, cultural and political context. Maybe because of
the neglect of the particularities of each local context the current legal framework
seems to be an ill-fitting framework in practice, as I could see in the field: the
outcomes of the preservation policies seemed to be very different from what was
planned. Moreover, the use of the bidding process for restoration and conservation
of historic buildings is also a drawback since this process does not allow in-depth,
long-term involvement of students at historic sites. The pressure to finish the work
as fast as possible, expending as little money as possible, brings a set of problems
with adverse effects on complicate the teaching-learning process: teaching of
superficial content, insufficient practical work, incomplete learning of technical
procedures, and lack of opportunity to work with a large range of equipment and
tools. Turning my attention to the performance of training centres in the preceding
ten years, I noticed that there were successful programs in the past. They were
programs created and managed under a shared management system. In those
programs, various institutional partners sought integration of preservation policies
through the active participation of all stakeholders, social participation in
formulating goals, and financial cooperation of public, private, national and
international partners. My impression is that Northeastern Brazil’s judicial system
is not only disarticulated, but is also overburdened and slow, compromising its
ability to enforce the law to protect social and cultural security.
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Figure 31 – Weight of the Law (Reflective Journal, V. 4, 2013, p. 63)

Restoration market issues
It seems that in my participants’ perception there is no stable restoration market in Brazil.
Almost all the administrative and teaching research participants shared this concern: how
do we prepare apprentices for an unstable market? “Restoration and conservation works
are decided by the Government since ordinary people have no money to engage in such
expensive work”, explained Philip (I.6, 2011, p. 5). In the cities studied, the Government
was the sole decision-maker about what was to be preserved, and when and how the work
was to be done. Thus, according to Mark, professionals and the industry “are subjected
to job fluctuations as the political groups in power decided what had to be done” (I.18,
2011, p. 4). To resolve the issue of market instability, Jason suggested, “It would be
advantageous to establish a partnership between the training schools and the restoration
companies to seek an agreement on what would be the most appropriate curriculum for
meeting the needs of the industry” (I.19, 2011, p. 10). During my engagement in field
work I observed that craftspeople and students seemed to share the belief that the answer
to this problem lies in a more general type of training that includes basic construction
skills rather than just skills needed for restoration works. “Thus, students will be prepared
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not just to enter the restoration market but also the construction market in general”, said
Paul (I.3, 2011, p. 3).

In addition to the issue described above, I observed during my eighteen years working in
the field, that the skills needed in the construction market were not taken into account
when deciding what courses the training centre would offer. My impression was
confirmed by Mike and Philip. “The industry was not consulted to identify the type of
professionals that were required. Instead, conservation training schools selected courses
to be taught based on the availability of craft masters”, said Mike (I.17, 2011, p. 5). “If
there is a master in carpentry available to teach, this course goes ahead even if it is not a
priority for the local construction market”. Added Philip (I.6, 2011, p. 4).

Karla’s interpretive commentary:
According to my participants, restoration works are decided by the political group
in power, as restoration is often a public service in Brazil. This generates an issue
relating to the absorption of students in the restoration and conservation
construction labour market. Historical building works are assigned to large
companies that are able to meet the Bidding Law requirements and that have the
staff and equipment to engage in such demanding construction work. Most times,
graduate students are unable to work in these companies because they lack
sufficient experience in the field. The only way that students can be employed by
the industry is if they exceed expectations during the training course and are
recommended by professionals and craftspeople with links to the large companies
and their human resource department. It is all about connections. Another issue
affecting the restoration industry is that training centres offer courses in
specialisations according to local availability of teachers and masters qualified in
the specialisation. For instance, if there are craft masters in stucco or restoration
painting in the city, the training centre will offer these classes regardless of the
industry’s preference for courses in carpentry or masonry.
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Positive evaluations versus actual learning outcomes
As I explained in the subtheme “Political focus on quantitative results” (under Theme 1),
the general perception of managers interviewed during this investigation was that,
because of the political pressure to produce positive statistics, many cultural preservation
institutions evaluate their courses using mainly quantitative measures, “…such as square
meters of restored building, number of certified students, and number of class lectures”,
said Viviane (I.12, 2011, p. 2). If these indicators are considered ‘good’ by the
preservation institutions, then the course is evaluated as ‘good’, regardless of the actual
quality of teaching and learning or quality of course content. “We spend so much time
and money in our training program looking for the best way to deliver our courses,
investing in teacher training and in assessing student learning. It is unfair to receive the
same evaluation grade from UNESCO as other courses that are assessed only for
quantitative results”, complained Mike (I.17, 2011, p. 11). To make matters worse,
according to Paul, in the pursuit of “positive evaluations, some institutions offer sixmonth to year-long programs in conservation instead of the usual two-year course. Upon
completion of the course, students receive a certificate attesting to new skills. I have thirty
years of teaching experience, and I know six months is not enough to teach a single
conservation procedure because it is necessary to provide students with a theoretical
foundation before they work on an ancient building” (I.3, 2011, p. 2). “After taking these
short courses, students tried to enter the labour market, but employers felt that the
graduates were not sufficiently prepared to undertake intervention work in cultural
heritage preservation. In rare cases, companies accepted a few students as apprentices for
further training”, stated Helio (I.4, 2011, p. 2). During an informal conversation with two
students holding these types of certificates, they revealed to me their frustration, “After
spending up to a year on a dedicated path of study, I found that the acquired knowledge
was almost useless in obtaining employment in the construction market”, said Paulo. For
Aline, this shows that “if certificate holders fail in the marketplace, it indicates that the
training programs were not good enough and a more integrated and effective approach is
required, but who dares to admit it?” (I.13, 2011, p. 5).
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Karla’s interpretive commentary:
Since the beginning of the Lula Era, the Brazilian Government has promoted public
discourse about the importance of education and professional opportunities. It
identified education as the primary means of combatting poverty, promoting social
progress, and attaining the Millennium Development Goals established by the
United Nations in 2000 (see Chapter Three). I believe that it is for this reason that
political pressure is often focused on image over substance. Certificate-generating
practices in training centres seem to aim at creating an illusion of success. When
analysing training centre official reports, I observed that many programs used
quantitative indicators focused on certificate numbers alone to plan, implement, and
evaluate performance. They seem to have little interest in evaluating effectiveness
of teaching and learning. Analysis of these reports revealed that many courses
offered only a reduced and superficial curriculum, leaving out important theoretical
and practical knowledge. These courses seemed to be evaluated using misleading
quantitative indicators (e.g., the ratio of invested resources to the number of
certificates), not taking into account graduate competency or quality of education.
Tracking alumni
One major managerial issue identified by centre directors, Luiza and Daniele, and
Professors Viviane and Aline, was the lack of follow-up of alumni. They affirmed that
none of their training centres possessed a systematic mechanism for monitoring students
after they completed their training, even though all interviewees stressed how important
this was to them. They seemed to agree that it would provide them with essential feedback
on whether the training provided meets market demands. Luiza stated that “…the scarcity
of resources is, in general, the reason for the absence of post-certification evaluation” (I.5,
2011, p. 2). “With the lack of resources in developing countries, funding and
implementing heritage preservation initiatives require strong political commitment and
integrated institutional effort, and even then the provision of resources is limited and
irregular”, remarked Daniele (I.9, 2011, p. 4). Viviane explained that she included the
monitoring of graduate students in the budget. “However,” she explained, “I have been
told that resources were sufficient only for specific training courses, and insufficient to
finance administrative tasks such as post certificate monitoring and evaluation” (I.12,
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2011, p. 9). Facing a similar problem, Aline recommended that preservation institutions
could include follow-up of certificated students as a required condition; “… otherwise we
will never be able to know if we are delivering the knowledge in an effective way. With
no feedback, we do not know if the acquired knowledge is useful to students entering the
local construction market” (I.13, 2011, p. 9).

Karla’s interpretive commentary:
In my view as a cultural preservation manager, not tracking alumni may affect
preservation education training since without feedback from them it is not possible
to measure the effectiveness of the courses. The post-training monitoring of
students would include observing them on the job to check if the knowledge
provided by training programs matches what is required in the industry, to assess if
they are applying appropriate technical procedures, and to identify gaps in their
learning that can be filled by the centres.

Excerpt from my reflective journal:
From my point of view, the observance and management of public legislation in
Brazil, including the preservation policies, is complex and difficult for
professionals and technicians in the field. Reading papers about the social, cultural
and environmental issues of Brazil, I noted some excellent public policies such as
environmental protection, prevention and eradication of commercial sexual
exploitation, and abolition of child labour. However, public policies like these
require ethical and systematic implementation. This seems to me the biggest
challenge: to effectivelly enforce the laws Brazil already has.

The growing uncertainty of the future of domestic politics in Brazil is reflected in
the inconsistent implementation of public policies. Legislation is often ambiguous
allowing for intentional misinterpretation by lawyers and judges, leading to
impunity and corruption. Government administrations in Brazil do not clearly lay
down what the law requires to be done in political, social and educational matters.
This seems to

me to be deliberate! The lack of clarity contributes to the

noncompliance of legislation by public institutions responsible for planning and
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developing public policies that directly affect projects and initiatives of strategic
interest to the country. My impression is that this broken system allows politicians
to practically dictate processes and outcomes. It is a system that allows politicians
to use their power to further their own private interests and personal agendas. In
the absence of clear guidelines and proper enforcement of legislation, public
servants can exert pressure on public projects to obstruct the realisation of desired
goals. (Reflective Journal V. 4, 2013, pp. 62-63)

What did I learn from doing this fieldwork?
Conducting the first round of fieldwork at training centres in Northeastern Brazil helped
me to better understand the general situation in that area. Interviews and observations
allowed me to see in depth various permutations of the political, socioeconomic,
educational, legal and managerial issues that characterise the context of vocational
training.

Ethnographic methods such as observational techniques and semi-structured interviews
allowed me to record events as they occurred, in a naturalistic way (Erlandson et al, 1993).
Interviewing and observations mediated mydiscovery and understanding of the major
themes that emerged from the investigation. The situation seemed different for each
participant and consequently was interpreted differently by each person depending on his
or her level of involvement. The fieldwork raised my level of awareness of the technical
aspects of preservation education and of the implications of choice of theoretical
framework in research. I also became more aware of my own reflections, and the
historical background of the studied problem. Consequently, I began to have a better
understanding of the social and cultural complexities of the field. Initially, my objective
was to identify the contextual factors affecting the performance and quality of the training
programs in three world heritage historic centres located in Northeastern Brazil.
However, the fieldwork made me realise that, if I really wanted to identify the root causes
of the problem, my research needed to evolve. It needed to become an even deeper
investigation into the preservation education system, so as achieve a richer understanding
of the culture that has shaped Brazilian training programs.
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In this chapter I presented emergent issues from the first round of fieldwork I conducted.
The fieldwork consisted of semi-structured interviews, an in-depth review of documents,
and direct observations in classrooms and heritage sites. Because of the conflicting data
that emerged and unexpected issues that surfaced during the first round of fieldwork, I
engaged in a second round of fieldwork in which I changed my methodological approach
in order to investigate the human factors behind the failure of cultural heritage
conservation training programs to prepare the workforce adequately for preservation
projects. In the next chapter, I will tell the story of this methodological overhaul, and how,
when looking for the root causes of the problem, I was able to identify structural issues
in the preservation education system of Brazil.
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Chapter Six
Taking the bait and diving in further
The purpose of this chapter is to revisit the context of the core group of participants,
selected for the purpose of identifying possible root causes of the less than successful
outcomes of preservation education. My expectation was that, by offering this core group
of cultural insiders the themes that emerged from the second phase of my research, we
could, together, co-construct new insights into the context, issues, limits and risks, and
hopefully bring to the fore the social processes involved in training preservation
professionals in Brazil that have resulted in outcomes no one (who cares) wants.
This chapter starts by presenting the methodological overhaul necessary for this new
phase of my investigation. I begin the methodological section by reflecting on my own
transformation as a person and a researcher and I conclude by explaining the personal and
methodological consequences of my choices.

Methodology III: A methodological overhaul

Entering the PhD: Searching for a personal transformation

If we knew what we are doing, it wouldn’t be called research, would it? Albert
Einstein
In the fourth year of my investigation, everything started to look different. I now
identified myself as a ‘naturalistic’ researcher (Erlandson et al., 1993). This approach
stems from the assumption that all subjects in a context are bound together in a complex
web of unique interrelationships. Hence, from 2013 onwards, I abandoned my former
approach of trying to reform established teaching and learning practices of training
centres from within existing curricular structure and gave up trying to identify quality
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standards that would reconceptualise the training curricula based on local contextual
factors. From this point onwards, I sought to reach a fully contextualised and emergent
understanding of my target context.
Back in 2011, when I entered the field for the first time, I was trying to make sense of the
multidimensional facets of my research problem. I emerged from that fieldwork with
more questions than answers because of the inconsistencies I discovered. My mind was
spinning with questions such as: What can I do to improve my country’s preservation
education system? Are we fooling ourselves in believing that conservation professionals
can be adequately trained given the existing heritage preservation education challenges?
These questions prompted me to undertake a major stocktake.

The field as seen from within

After so many years working with cultural heritage, I acknowledge that being a
preservation professional has required me to come to grips with a large array of local and
international legislations, technical recommendations and conservation procedures, and
required me to undergo training in preservation management. It took me years to feel
qualified to make decisions. It also took me years to understand that the traditional way
of training, following UNESCO’s one-size-fits-all framework, may be appropriate only
for preserving certain material cultural heritage such as monuments, archaeological sites
and buildings. UNESCO’s framework, which may be successful in other countries, may
in several ways be unsuitable for world heritage site management in Northeastern Brazil.
This realisation raised more questions within me. If UNESCO’s framework seems
unsuitable, what approach and methods would provide the knowledge and skills
necessary for the vocational training of cultural heritage preservation and conservation
personnel in harsh social circumstances like those in Northeastern Brazil? Whom is the
training for? In the challenging context of Brazil, how is it even possible to meet,
simultaneously, all the requirements of local and international institutions? It seemed to
me that a major challenge was constructing a cultural heritage preservation training
program that was based on global legislation and yet was relevant to local contexts. Rather
than trying to fix the existing curricula, I came to understand that to qualify a professional
in my area, training centres have to teach an array of skills and knowledge, but students
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cannot learn that much because the basic conditions facilitating their learning are not in
place. Eventually, I realised what I needed to do: I had to work towards developing a
culturally-contextualised curriculum based on new standards. The question remained:
which standards? What would they look like?
As explained by Taylor and Medina (2013, pp. 2-6) in the ‘Fish Metaphor Model’ (Box
1), I changed from being post-positivist to trying to become a critical fisherman, aware
that transformation needed to start with myself. So I changed; I noticed the quality of the
water, and I wanted to empower the other fish to better understand their context and to
fight for their rights.

Fish Metaphor
According to Taylor, A positivist fisherman standing on the river bank describes
(without getting his/her feet wet) the social properties of a species of fish by
observing the general tendency of their group behaviour as they swim around,
resulting in prediction of group behaviour. A post-positivist fisherman supplements
his/her observations by wearing a wet suit and conducting structured interviews of
a random sample of fish to ascertain their reasons for swimming in accordance with
the inferred social pattern. Both positivist and post-positivist fishermen look for
objectivity.
The interpretive fisherman enters the water, establishes rapport with the fish, and
swims with them, striving to understand their experience of being in the water. The
interpretive fisherman questions his/her methods of interacting with the fish,
remains doubtful about his/her ability to fully commune with them, and reflects on
his/her own experience of being fish-like in the water. This fisherman looks for
subjectivity. The critical fisherman enables the fish to perceive the pollution in the
water in which they live, to find its source, and to identify its harmful effect on their
being in the water. The critical fisherman empowers the fish to organise themselves
as a lobby group and protest to the Fisheries’ Department, and advocates on their
behalf to have the river cleaned up. This fisherman looks for critical consciousness,
critical voice, agency and praxis.
Box 1 – Fish Metaphor Model (Taylor & Medina, 2011, pp. 2-6)

It seemed that the first step for me was to abandon my own lifelong enculturation into the
scientific method (Freire, 2003). I had been ‘shaped’ by a system where critical thinking
was not accepted which had always led me to being considered ‘the rebel’ for questioning
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the rigid ‘don’t think, just follow’ rule. I was wondering if maybe I was not a lost cause
after all: I was ready for transformation. I was now ready to open my heart and mind to
the world of new paradigms on which transformative learning is based.
What would be a more suitable paradigm to embrace this change be like and how would
it help unlock the potential of the new me that I wanted to be? How could I deconstruct
and reconstruct myself as a person, professional and educator?

Fishing for new paradigms

After reading about transformative learning (Mezirow, 1991; Elias, 1997; Taylor, 2014;
Settelmaier, 2009), I realised that, instinctively, my professional practices were already
based on some of its principles. I had always sought to equip professionals for the task of
constructing a better social environment and promoting social inclusion. My intense
academic journey had gradually helped me understand how some dominant philosophical
concepts had framed my context as well as myself.
As I explained in Chapter One, in 2012 after months of reading about paradigms, I
concluded that constructivism rather than post-positivism seemed tailor-made for this
new stage of my study. My idea at the time was to construct meanings from the data I had
in hand and to better understand others’ views, beliefs and values. Constructivism means
much more than simply saying we construct meanings. The meanings we construct have
an adaptive function, helping us to make sense of our experience and re-orient our
behaviors and actions (Bentley, Ebert & Ebert, 2006). Constructivism centres on how
people “develop narratives and explanations which enable them not only to operate viably
in their everyday lives, but also to participate in the habits and customs of the group they
are members of” (Larochelle, 1999, p. 6). I found a fertile territory to explore. The
constructivist paradigm’s epistemology pushes into the foreground the researcher’s
unfolding subjectivity in shaping the inquiry process, especially the act of interpreting
others’ perspective on meaning (Taylor, Taylor & Luitel, 2012). According to Patton
(2015), the constructivist perspective assumes that social reality is a matter of consensus
among informed ‘constructors’, and not just a personal impression (p. 122). This view led
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me to focus my study on the process of meaning-making, enabling me to build a scenario
more representative of the real context of my training centres.
At that time, two issues raised by my research participants preoccupied me: the culturalhistorical roots of the Brazilian education system, and the fact that cultural preservation
decision-making was in the hands of politicians under-informed about preservation. As
my study involves the cultural-political reality with its social inequality and unequal
power relations and injustice, over the following two years (2014-2015) I gradually made
the link between the constructivist paradigm and critical theory, and consequently
evolved into a critical constructivist researcher. As critical-constructivism is a form of
social constructivism that emphasises the social and political consequences of emphasises
knowledge, I acknowledged the social nature of all knowledge construction and value the
cultivation of critical communities of inquiry and the achievement of a democratic social
order. Thus, critical constructivism assisted me in thinking about engaging teachers,
students and institutions in Brazil critically and imaginatively when making social
decisions, and allowing scope for discussion on the ethical dilemmas and issues that
permeate contemporary Brazilian society (Tracy, 2013).
For the next phase of the investigation I generated a new set of revised research questions
centred on the interrelationship between my knowledge about the cultural preservation
education system, issues raised by the participants and my own experience as a cultural
insider. From 2013 onwards, I re-focused my study on answering the following revised
research questions:
(1) What context-specific factors influence the quality of the educational experience
and outcomes at conservation training centres in Brazil?
(2) How do participants experience the educational procedures at cultural
conservation training centres?
(3) How do I, as a cultural heritage preservation professional and cultural insider,
experience training for preservation and conservation?
(4) How has conducting the study transformed my professional and personal view on
cultural heritage preservation training?

170

Chapter Six – Taking the bait and divng in further

In seeking the bigger picture, I eventually adopted a critical auto-ethnographic approach
for my study.

Critical autoethnography: A new approach for a new me

As a critical autoethnographer, rather than merely reporting events and experiences, I
aimed at arriving at

an understanding of people’s beliefs and practices from the

participants’ own perspectives (Riemer, 2008) and from my own perspective. Given this
goal, I placed strong emphasis on exploring the detailed nature of particular social
phenomena rather than test hypotheses about them. The analysis of data now involved
explicit interpretation of the meanings and functions of human actions. I became aware
that I needed to be open-minded, understanding and respectful of others’ views and
tolerance levels. Since I was a cultural insider I was aware that I had a huge moral
responsibility of investigating and writing critically about certain issues, of interpreting
what I saw and of how I represented my participants. This was a delicate position to be
in as representing others has consequences (Madison, 2005). Guided by my supervisor
Dr Lily Taylor, I decided to include my own impressions from my experience in the field,
becoming in that way an autoethnographer, in order to bring my subjectivity to the fore
rather than trying to conceal it behind ‘quasi’ objectivity. Autoethnography is an
autobiographical genre of writing and, as a research methodology, displays multiple
layers of consciousness and connects the personal to the cultural (Ellis & Bochner, 2000,
p. 739).

Encountering a personal transformational crisis

Working autoethnographically means ‘to turn inwards’. Delving into my personal
experiences has been something extremely difficult as I had to explore my own fears and
doubts about the context – and about myself. Why me? I felt like a failure as an educator;
since I had been moulded by the system, I had helped perpetuate the oppressive way of
teaching. I felt like a fraud as a manager. I had decision-making powers; however, I had done
practically nothing to change preservation education in the past. I felt guilty; how could I
not have seen some of the emergent issues more clearly? I had been blinded by the system–
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and possibly also by having power. And finally, I felt that I had abandoned my people in
Brazil for personal reasons. I had been egocentric, even selfish. I felt I had failed as a person,
as a manager and as an educator!
Becoming an autoethnographer turned out harder than I had thought, because I started to
doubt my capacity to deal with these feelings and my ability to answer the simple question:
“How does my own experience of my culture offer insights about this same culture?”
(Patton, 2015, p. 104). Opening emotional bruises that I had wanted to forget (Ellis, 1998)
whilst trying to find my authentic voice (Patton, 2015, p. 104) discouraged me from writing
for a period of time, and I developed writer’s block.
Maybe this was the reason why I postponed completing the thesis for almost two years. After
opening my heart, I started the painful process of questioning myself, my beliefs, my
attitudes.: Essentially I entered a process of reframing my entire worldview.

Figure 32 – My feeling as a fledgling autoethnographer (Reflective Journal V. 5, 2015, p. 10)
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The new methodological ‘me’

“How does one become a butterfly?” She asked pensively. “You must want to fly
so much that you are willing to give up being a caterpillar.” Trina Paulus
I remember that in 2014 my mind was a mess and so, I believed, was my investigation.
At least that was what I supposed. I was convinced that, because of the constant changes
in paradigms and approaches, my study would end in chaos. My focus had shifted from
cultural heritage towards education, from a post-positivist to an interpretive and then a
critical constructivist paradigm, and from exploratory to ethnographic and, eventually, to
critical auto-ethnography. My research demanded a deeper understanding of the
complexities of the target field. I had been seeking out the ‘why’, rather than the ‘how’,
of training centres adopting certain procedures that can negatively impact local
communities. Exploring the ‘how’ brought to the surface a discussion about public
policies and practices that tend to perpetuate cultural exclusion and social inequality; this
discussion changed my view again. With my mind spinning with new information, I
remembered I had read in ‘Multi-Paradigmatic Transformative Research as/for Teacher
Education: An Integral Perspective’, written by Taylor, Taylor and Luitel (2012), about
multiple paradigms and the need to change the research process according to new
findings. The paper is about integralism and the diagram below is from there:

Figure 33: The integral perspective. Source: Taylor, Taylor and Luitel, 2012, p. 8

I re-read this paper and then I finally understood that my study did not follow a horizontal
or vertical hierarchical design, based only on one paradigm or methodology. I was using
a multiparadigmatic research methodology, based on findings that had emerged in the
different phases of my study. My investigation evolved in holons, my supervisor Lily
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explained. According to Wilber (2007), parties separated from the whole in an absolute
sense do not exist. All entities and systems can be considered ‘whole’ as integrated
structures, and also parts of larger wholes at higher levels of complexity. Holons possess
two basic features: integration and self-assertiveness. With regard to human beings,
integrative forces tend to give individuals a gregarious consciousness that makes them
feel a part of groups, societies and a larger whole. The relationship between people, their
memories and their territories is what generates a sense of cultural identity, the sense of
belonging to a specific sociocultural aggregate. I adopted this holistic perspective as the
basic orientation of effective cultural preservation education.
Then I drew the diagram below to represent my emergent multiparadigmatic research
methodology.

Figure 34: The emerging multiparadigmatic research methodology (Penna, 2014)

After creating this beautiful representation of my research methodology (Figure 34), I
was able to see the ‘whole’ of my research, although in my mind the research journey
developed more or less like this:
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Figure 35: From ‘Me’ to ‘Dr Me’ (Penna, 2015)

I finally felt happy and settled about my final methodological approach. My research
considered the social, practical and educational effectiveness of preservation programs,
and brought to the surface sensitive but essential discussions about public policies,
political stances and ‘sedimented’ ideologies (Freire, 2011). This new understanding can
help my colleagues and myself to build a new view of education as a means to creating a
more diverse, equitable and sustainable world (Taylor, 2013).

‘Mea Culpa’

I concluded my primary and secondary education during Brazil’s military dictatorship, in
a military school that shaped us within a positivist school of thought. We adhered strictly
to the words on our national flag, “Order and Progress”. The principle of order had to be
followed to maintain the status quo in society and all its institutions. Progress would
follow as a result of subjugating ourselves to order. After I finished school, I went to
university to study architecture, a subject distinguished for its elitist students belonging
to the upper class of society. I was taught to turn away from anything that looked ugly or
imperfect and to focus on aesthetic perfection and beauty, a lesson taught by European
and American authors in books promoting this view as “civilised”. The problem was that
I was poor. The world I lived in daily was neither perfect nor beautiful. It was a diseased
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society of starving people, rampant unemployment, precarious schools and public health,
and general social injustice.

When I entered the workforce, I looked for ways to improve the quality of life of local
communities through cultural heritage preservation. I criticised the government for not
prioritising people’s basic needs and I criticised politicians for behaving like power-drunk
gods who had forgotten their role as public servants to serve the public. I also criticised
the public administration and political machine for being elitist in upholding a system
where ordinary people were disregarded and actions were taken on the whim of the local
politician. This rhetoric was the wrong language for those who worked in the public
service like me. In Brazil, getting rid of a professional spewing the “wrong” rhetoric was
like changing a broken lamp: Dispose of the troublesome person and replace them with a
subservient yes-puppet. But because of my exceptional professional achievements very
early on in my career, I was tolerated by the politicians. They needed someone who could
produce successful outcomes that could be used as political fodder in their next election
campaign, even if that someone said things they did not want to hear. And this was how
I survived, for years. The problem was that the higher I climbed the ranks of the public
service to more senior positions, the more my inflammatory rhetoric bothered them. I did
not want just to survive; I wanted to change the game. However, I saw colleagues who
promoted similar ideas being threatened and murdered in front of their own families.
When this threat reached my doorstep and my family, fear prevailed over idealism, and
we decided to move to Australia.

In Australia, I continued to manage projects in Brazil from a safe distance. I continued to
encourage my colleagues to defend the idea that projects would benefit the people and
not politicians. I worked as an international consultant for two years but when a new wave
of politicians took power, I was immediately dismissed. I continued my engagement as a
professor of a post-graduate online course in cultural heritage in Brazil. I was not
surprised to discover that many of the other teachers designed their curriculums to
promote the idea that students needed to meet local political and economic interests if
they wished to survive in the industry. I then realised that I needed to learn to critically
analyse the local context in Brazil and work towards raising social awareness in
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professionals and students in a more astute manner, or I would remain an outcast. It was
then that I decided to join the academic world. I enrolled in a postgraduate program in a
university in Perth, Western Australia with the aim of discovering a new perspective from
which to view my problem. In the first two years at my new university, I became very
disappointed. My supervisor at the time did not allow me to express my views freely, and
even argued that the political and administrative systems in developing countries, even
when wrong, had to be followed. She argued that change should be made at the legal level
and that professionals should preserve order to maintain the status quo. Again, I was
hearing the same discourse drilled into me in Brazil.

Nevertheless, a light bulb went off in my third year. I changed PhD supervisors and my
new supervisor was everything I had dreamed of. She fed my dream of cultural freedom
and awareness, guided my research towards understanding the local context in Brazil and
the behaviour of its people, coped with my fits of rage against the system [in Brazil], and
directed my emotions to a search for new ways to intervene by setting aside activism, and
seeking instead to transform professionals, education and the general population. She was
the advisor, mentor and friend I needed to continue my journey. She introduced me to
naturalist methodologies and new ways of thinking like critical theory, interpretivism,
and constructivism. She taught me to use these as instruments to transform myself first,
and then others in my home country. The transformation process was slow and painful
because it involved having to confront my personal emotions and limitations, especially
because I was, after all, shaped by the system I was criticising. I discovered that I had in
the past, unconsciously and unknowingly, reproduced the same positivist and oppressive
rhetoric of order. I conveyed pre-established concepts to my students which limited their
freedom of thought and expression. I grew so frustrated with myself that I had to take a
break from my PhD studies, a break that lasted three years. I must admit that I felt like a
fraud.

When I resumed my research after much persistence from my supervisor, she led me to
the realisation that the epiphany my conscience had gone through was an important step
in my self-transformation as a professional and educator. The frustration and feelings of
failure were all part of this process. I was not a fraud. I was vulnerable, I was human. I

177

Chapter Six – Taking the bait and divng in further

reached the realisation that transformation is relative, and that everything which is relative
is by nature imperfect, mutable, unfinished and criticisable. This understanding allowed
me to overcome my dissatisfaction with myself and move onwards. Proud of myself, I
believe I was ready to continue writing my thesis.

During my time at university in Australia, I built a bridge between my old self and the
new self I wanted to become. This bridge also connects the positivist world, from which
I had decided to leave, and the naturalist world, which I had decided to join. Willing to
cross the bridge once and for all, I decided to return to Brazil two years ago to immerse
myself in the context about which I was writing, as I believed I was prepared to face the
system which had driven me away. This allowed me to write more assertively about all
that I had uncovered in my research.

When I started writing again, I felt proud. But when I read what I had written, I felt scared.
I did not know if it was fear of the old world I was narrating or the new world I dreamed
of creating. I definitely did not fit in that elitist system of inequality which I witnessed
daily on the streets and in the media. However, if I guided others to develop a libertarian
conscience and to fight against that system, I felt responsible for them. I would be putting
them in harm’s way, like I did to myself during all those years when I was working there.
The difference was, most of them did not have the chance to leave Brazil like I did. I felt
guilty for running away, guilty for having returned, and guilty because my colleagues
thought I had come back to fix the system, but there I was, afraid and making excuses not
to go back to the field. Fear makes us feel strange things. In my case, it made me run back
on that bridge I had built, back to the old world I had left. It seemed easier to live under
the shadow of the government, become subjugated by it and follow orders than to expose
myself and fight a losing battle. Paradoxically, the same context which made me feel
insecure made me feel protected. What could I do? Stay quiet and obey, or fight and
contribute to the destruction of that system? To stay would be cowardice, to move on
meant overcoming the fear of shadows of the past and the uncertainty of the future. It was
amidst this dilemma that I wrote the second part of my thesis, where I presented all the
data I had gathered and the issues that emerged from it.
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When I received feedback from my supervisor about what I had written, I was shocked
as she had understood from it something I had not realised: positivism had caught up with
me! I had presented the data chronologically in the sequence in which it had been
collected, a classic positivist approach. I had also omitted part of the narrative provided
by the research participants for fear of exposing them to risk. I described corruption
schemes deeply embedded in conservation works, but omitted today that being in a
political position in my last few years in Brazil, I had been part of the scheme, knew what
was happening and willfully turned a blind eye to it. That was inconsistent with what I
had learned from interpretivism. I had written up data without realising that I had, once
again, been highjacked by the hegemony of positivism.

This is the reason I decided to write this mea culpa. I feel embarrassed to confess to my
failures. But by sharing with readers that I am vulnerable and imperfect, I have grown in
understanding that transformation is not an event, but rather a process of going back and
forth many times between my past and future. My desire is to apply my new professional
and academic skills to continually develop my work in the sociocultural development of
communities and cultural management, focusing on providing sustainable and
contextualised solutions that meet the social, technical, environmental and cultural needs
of social groups. The guilt about my past, my responsibility in the present, and uncertainty
in my future will always be in my mind. My goal is to be aware of them so that they do
not become obstacles in the pursuit of my dream of contributing to a better tomorrow for
the people in my home country and for others to whose future I am fortunate enough to
contribute.

Returning to the research context

As fieldwork is a central activity of ethnography (Patton, 1987) – and since I have a
natural tendency to interact with people – I returned to Brazil in 2012 for a second round
of fieldwork. I felt I needed clarification of some of my ambiguous results. I conducted a
second round of interviews believing I needed to be close to the local people. Immersing
myself again in the local situation would allow me to make sense of the context-related
issues.
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Hammersley & Atkinson (2007) stated that ethnographic studies can be more effective if
they investigate a small number of cases, perhaps even just one case–in-depth.
Considering the need for depth rather than quantity, my supervisor and I decided to
narrow this phase of my study down to two training centres: the Sacre Coeur Centre and
the Notre Dame Centre. I already had much knowledge about both centres. In both cases,
I identified similar social and legal issues, and some dissimilar educational and political
problems during the initial coding process. Since I wanted to portray the dynamic reality
that plagued these cultural heritage training centres, I engaged in in-depth member
checking with selected participants to ensure I had grasped as many facets of this social
reality as possible.
I believed that observing and gathering information directly from participants through
personal contact was the best way of portraying social realities and render them easily
understandable and rich with description. The process of recreating social reality is an
emergent co-construction, resulting from a joint effort of all group participants. This
approach takes on some aspects of the Fourth Generation Evaluation methodology (Guba
& Lincoln, 1989). My idea was to associate auto-ethnography with a Fourth Generation
Evaluation constructivist approach. My purpose was–assisted by participants’
experiences–to deepen my own understanding of the social values and cultural practices
ingrained in our preservation education culture. I first chose a core group of six
participants who had been part of my first data gathering effort. I contacted the chosen
participants, explained the reasons why I felt it was important to continue my study into
its second phase, and asked them if they would engage in a new round of interviews. I
emailed a description of issues emerged in the first phase (reported in Chapter Five) and
a graphic that I had drawn about the cultural heritage preservation scenario (see Figure
25) to each core group participant. By accessing this material prior to the interview, they
could prepare themselves to provide their opinions, add concerns, reflect on the root
causes of the problems, and possibly identify additional issues. Subsequently, I organised
face-to-face interviews with each person.
I went to Brazil in the second semester of 2012 to conduct these interviews. When I met
the first participant, Professor Mike, I explained to him the discrepancies between the
data reported in the official documents and the data gathered from interviews and
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observations in the field. As a starting point for each interview, I provided excerpts from
my reflective journal. These journal excerpts are presented from the next section onwards
at the beginning of each theme.
After the first interview, I listed the main points raised by Professor Mike and added a
brief description of each of them without giving away his identity. I emailed Luiza, the
second participant, the excerpts from my reflective journal and the main insights provided
by Professor Mike. For the third interview, with Liliam, I emailed her my journal excerpts
and summaries of the themes and insights provided by Mike and Luiza – again without
identifying either of them. The same procedure was repeated for the remaining interviews
with Viviane, Roberta and Jason, respectively the fourth, fifth and sixth participant. This
process led to a spiral of ever expanding knowledge-creation. In the final step, the draft
co-construction was sent to all six participants for revision, comments and new insights.
The final joint construction is presented in this chapter in the sections ‘Considering the
concept of cultural heritage preservation training programs’ and ‘Pre-eminent themes’.

Figure 36 – Joint construction process between the six participants and I. By Penna, 2015

Anonymity of participants was maintained during the entire process. Only I knew who
they were. This second round of fieldwork helped me develop a more holistic perspective
about the social reality of the training centres. All participants had the right to express
their thoughts and to withdraw comments at any time. I was able to continually
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reformulate my initial construction after each interview until I and the participants had
created a shared construction through negotiation and consensus. Together, we identified
the structural causes of the training programs’ unsatisfactory outcomes and made sense
of the issues that surfaced during the first phase.

New emergent themes
In addition to discussing the 2012 cultural heritage preservation scenario and its impact
on training centre performance, my participants and I discussed a list of twenty issues that
surfaced during the first round of fieldwork. As a result, we identified new themes that
are ingrained in Brazilian society and that we believe may be structural problems in
preservation education in Brazil. Aiming to receive feedback on issues that had emerged
previously, I provided participants with excerpts from my reflective journal about what I
thought about certain situations I learned during the fieldworks. From here, I will list the
exceptions followed by new themes emerged during the second round of interviews.

The expansion of the concept of cultural heritage

After all these years working as a cultural heritage manager and educator, I
understand that preservation education refers to the daunting task of preparing a
range of professionals to do the following: identify local issues; use a holistic
approach; critically analyse and solve local problems; and plan, develop,
implement, and manage strategic solutions, aiming for what is best not for everyone
but for most of the context-related stakeholders, always prioritising local
community needs. I believe that, by taking into consideration local cultural
pluralism and respecting the contribution on all levels of other professionals
involved in conservation/preservation initiatives, decision makers can develop a
flexible yet pragmatic management approach based on cultural consciousness,
sound judgment and an understanding of community needs. (Reflective Journal V.
4, 2014, p. 65)
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Considering my concept of preservation education from my reflective journal, Mike
stated during his interview that maybe I was wasting my time conducting this
investigation. According to him, all of us preservation professionals, are aware that the
system is not working, and this is because “…achieving such a level of understanding
about preservation/conservation processes demands lifelong training. It worked in the
past, and it is still the better way to prepare a good restoration professional” (I.1, 2012, p.
1). He continued, “In the training centres under investigation, at least in the centre I run,
I have had limited time and scope to act. The time is [too] short to expect student
engagement. There is not enough time to experience preservation deeply.” Luiza seemed
to agree with Mike in part by saying that two years (or sometimes only one year) is
insufficient time for completing training. She asked me during her interview “How much
time is enough time? Some of us defend an impossible situation: there is no opportunity
to engage students or professionals in life-long training. In two years no professional is
ready for anything. At least, we have two years to work on cultural awareness, citizenship
and social engagement with our students; after that [it all] depends on them to engage in
continuing training” (I.2, 2012, p. 1). “We have to see the training opportunity not as a
technical duty but as a social cause. We can at least help with the social interaction of
those kids to enable them to have a better relationship with the violent context that
surrounds them”, added Liliam (I.3, 2012, p. 1). Viviane explained that, “if the centres
tried to include all the dimensions of cultural heritage, it would be impossible for any
single human being to absorb all the necessary knowledge in such a brief time as two
years or even ten years” (I.4, 2012, p.2). She supported Luiza’ and Liliam’s comments,
saying, “Vocational training is an instrument for alerting professionals to the fact that
being a preservationist/conservationist goes beyond having a set of technical abilities, and
cultural professionals need to have this in mind before [they] plan or execute any
intervention. But this [learning a set of technical abilities] is not the main focus of the
training. We are training people to be citizens, before [they can] be professionals. It is a
social cause and our duty as human beings” (I.4, 2012, p. 1). I agreed with Mike that
lifelong training would be perfect for training preservation professionals. I respect his
viewpoint as a restorer and his concern about the professional quality of
conservation/preservation interventions. However, continuous training requires time and
finance that few people and training centres have. Most students come from poor
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backgrounds whose main reasons for studying in the centres are to receive the stipend
paid to trainees for the duration of the two year course, and to acquire the minimum
certification for entering the construction market. Using this time to also raise students’
cultural awareness and civic consciousness, to develop critical thinking, and to help them
become active participants in their own social context seems to be the most effective way
to contribute to their lives, according to Luiza, Liliam and Viviane. Roberta believed that
“cultural heritage preservation is not only about restoring; it is about respecting the social,
historical and cultural meanings of societies; it is about helping to construct a
contemporary society where local people can look at their cultural heritage as a part of
their own lives, as a part of a living urban area, as economic assets that can be useful if
used properly, and as an essential part of a city’s development” (I.5, 2012, p. 3). Viviane
expected that my investigation “would reveal if educators are using their time with
students wisely to help them develop survival skills, or uncover the opposite: educators
wasting their time repeating pre-conceived information and international, technical
solutions and formulas that will not help local people to grow as citizens and learn to
become professionals” (I.4, 2012, p. 2). Jason seemed to agree with Luiza and Viviane,
when he added, “Pinpointing the main causes of poor training outcomes may also raise
preservation professionals’ awareness of the obstacles through which we, professionals
and decision makers in Brazil, must navigate. It is what I expect you will achieve after all
your effort assessing the terrible situation faced by training centres in Brazil” (I.6, 2012,
p. 4)

Education system as a mirror of the Brazilian society

This morning, I was talking to a group of students in one of the cities under
investigation, when one of the students at the back of the group shouted, ‘Why talk
and whom to talk to? Nothing will change! No one will hear! We are poor and the
poor have no voice or opportunity in this country. We are the children of violence,
and no one will be able to destroy the violence inside us, because it is not possible
to take away something that is part of my soul. There is no solution, but only a small
window like this, which is opened every now and then by someone with pity in their
heart or a heavy conscience because they think that this will make things okay with
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God. Alms is what we receive, revolt is what we feel, and contempt is what you feel
for us. The world is like this, and we are in the world; so life is like this! And in the
end, you come to comfort us and talk about change? What a joke!’ The student left
immediately after delivering this passionate discourse. After a moment of silence in
which the students seemed to be reflecting on his words, they left one by one with
their heads down. I froze on hearing his words and was shocked by the outburst. I
felt that this student was probably the only one among them to truly speak his mind.
(Field note 6, Reflective Journal 1, 2011, p.83)

“Educational problems in Brazil reflect the contradictory nature of its society. Brazil is a
land of riches but poor people, a phenomenon attributed to unequal distribution of
wealth”, explained Jason (I.6, 2012, p. 3). In fact, the lower strata of society, to which the
vast majority of the population belong, is characterised by widespread lack of material
possessions and education, as described in Chapter Three. “Poverty, hunger, endemic
unemployment, and no prospect of change are some of the factors affecting education in
the training centres. When teaching, we should not forget the challenging conditions
under which students live”, stated Viviane (I.4, 2012, p. 1). In 2014, Brazil was the ninth
largest economy in the world, but in terms of socioeconomic indicators, with its 30
million people living in extreme poverty it ranked next to Botswana and Mozambique
(Organisation for Economic Co-operation and Development, OECD, 2014).

The poorer a nation and the worse the
living standard of its lower classes, the
stronger is the oppression of the
aristocracy

over

the

proletariat,

regarded by the former as loathsome,
inherently inferior and a valueless
caste. (Freire, 1996, p. 94).

Figure 37: Oppression (Reflective Journal V. 4,
2013, p. 22)
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According to Luiza, “within this context of poverty and oppression, students feel unable
to criticise the system, completely cowed by

their political impotence and social

vulnerability, or perhaps intimidated by the dominant class into silence” (I.2, 2012, p. 2).
In the current Brazilian regime, under which the ones who work the hardest have the
quietest voice, and a large proportion of the population is unable to find basic
employment, “… the dominant class sustains a monopoly over public discourse, using it
to mystify and control the people” (Freire, 2011, p. 30). To Jason, “the problem is that
the dominant classes are aware that immersion in poverty keeps Brazilians powerless.
The general masses seldom challenge their reality as they believe it is beyond their role
in society” (I.6, 2012, p. 4). The few who become aware of the injustices are afraid to act
and contest the injustice. Luiza believed that “enabling students to reclaim their voice
from those who keep it caged, and teaching them to decide their own future is the primary
mission of educators” (I.2, 2012, p. 3).

Education system as a mirror of its historical roots

In addition to the fact that the Brazilian education system is indelibly shaped by poverty
issues, the historical beginning and development of the Brazilian education system seems
to have created structural problems. I wrote in my reflective journal:
I believe that in Brazil, colonisation and its ingrained effects have created a sick
society in which powerful people legitimise their superiority by exploiting poor
people, and poor people play the role of victim with the collusion of dominant
people. Poor people ask for social reparation for the centuries of injustice they have
suffered, and they wait for alms, paternalistic action, and assistance. This attitude
weakens them as citizens because it keeps them within the trap of domination. The
dominant are strengthened by this attitude and maintain their core belief that they
are superior and therefore the only ones able to provide the protection that the poor
expect. This is what I see in today’s Brazilian society, especially in Northeastern
Brazil, where the societal model still resembles that operating in the days of slavery.
The reality of Northeastern Brazil is marked by cognitive dissonance (Fanon,
2008), existential dualism (Freire, 2000), the incomprehension of needs, and the
impossibility of poor people to become the authors of their own history. This
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disharmony is their reality and their belief. It is a society full of social differences
and distortions, where reparation can be achieved only through the rebalancing of
forces and the relocation of the focus of power, but more than that, through the
transformation of attitudes. (Reflective Journal 5, 2014, pp. 65-66)
From Viviane’s point of view, “it seems that education problems are a consequence of
the way the Brazilian education system was created and consolidated since Brazil was a
colony” (I.4, 2012, p. 2). Brazilian education has its roots in colonialism as I outlined in
Chapter Two. It was designed to mirror the education system of Portugal, the colonial
motherland, with curricula designed to civilise the mestizos–the native Indians who,
through a 500-year process of miscegenation (the interbreeding of people of different
racial backgrounds) with Africans and Europeans, form the anthropological roots of
Brazilian society today. The dominant aim of education was the assimilation of local
people to the cultural beliefs, values and language of the colonisers, with local knowledge
and traditional practices suppressed (Rosevics, 2014).
Today, the mestizo population “has few rights of participation in decision-making
processes and lacks access to decent or even survival-level living conditions; they are
kept powerless, marginalised and under disguised political control”, according to Jason
(I.6, 2012, p. 5). On the one hand, Brazilians present themselves as happy and optimistic
people despite a massive part of the population being overwhelmed by a deep sense of
impotence, and giving the impression of a people paralysed in the face of political,
economic and social catastrophes. On the other hand, Brazilians seem to be frightened
individuals who doubt that the situation can change, and also doubt their own ability to
become actors in their own history (Freire, 1996).
Mike suggested that “this inertia in the face of the problems is rooted in Brazil’s lack of
a democratic experience” (I.1, 2012, p. 2). Viviane added that “our European colonisation
was heavily predatory: it was driven by economic exploitation by landlords who
commanded not only territories but also the people who lived in those places” (I.4, 2012,
p. 4). Personally, I do not think that the situation of seeming paralysis was created by the
absence of conditions necessary for the development of a critical and questioning
mentality which is characteristic of the democratic system. When analysing Brazilian
society in 2012, I observed that not much has changed since colonial times regarding
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social and educational issues. As I see it, it is under the early historical conditions that
the psyche of the Brazilian people was born. Paternalistic ideas adopted by the populist
government that has ruled the country since 2003 are grounded in the colonial past. Our
history also holds the roots of the culture of silence, which can be described as mutism
that is marked not by the absence of a response but by the impossibility of speaking out
for fear of punishment. “We should be striving towards an education capable of
collaborating with students’ reflective learning, thus enabling students to replace the
culture of silence with one of critical thinking” (Freire, 2011, p. 87).

Involvement of students’ family in school and educational centres

While social problems are challenges to be solved by governments, I believe there is an
important role to be played by the family in education. I reflected on the involvement of
the family in children’s schooling and wrote in my reflective journal this excerpt:
During a parent-teacher meeting at my sons’ private school in Brazil, I observed
that many parents expressed the desire to have better teachers and fewer students
per classroom. However, they were not willing to take ownership or responsibility
for their children’s educational activities themselves; nor were they willing to allow
an increase in school fees. If parents are unable to recognise the unreasonableness
of demanding a service which essentially replaces them as the primary educators
of their children while requiring teachers to provide higher quality education
without parental involvement, how can they expect their children to understand the
importance of social responsibility and building a sustainable civil society? While
working in historic centres and their communities, I observed that many parents do
not believe their children’s education is affected by the examples set by them as role
models. Rather, they place the onus of their children’s education entirely on the
education system and do not see the importance of the role parents play in enacting
social change. (Reflective Journal 4, 2014, p. 67)
I observed over time that the Brazilian government tend to blame teachers for the quality
of education delivered at the training centres and fails to see the impact of politics on
preservation initiatives. “This impact is reflected in thepoor physical infrastructure and
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problematic teaching methods at training centres” said Liliam (I.3, 2012, p. 2). It seems
to me that the Government tries to solve these problems by implementing quick remedies
in the form of inefficient policies with little to no effect. “Thus, politicians exempt
themselves of any blame and place the blame on teachers instead”, concluded Roberta
(I.5, 2012, p. 2). Of the government’s remedies, Viviane said, “In the last ten years, I
observed that the Brazilian Government has gone to great lengths to provide teachers with
better training through reflective training courses. This myopic approach reduces
educational problems to the individual abilities of each teacher and neglects the bigger
problem of the effect of ineffective policy-making on teaching and learning” (I. 4, 2012,
p. 4). The govenment’s efforts gave me the impression that teachers were regarded by the
Government as Messiah-like beings of endless strength and stamina, expected to be
always accessible to students in their educational quest. However, as Luiza commented,
“It is imperative that everyone does their part to improve the quality of education.
Educational issues cannot be solved by the sole effort of individual teachers and local
communities” (I.2, 2012, p. 4).

Physical infrastructure and methodology in public education

Many educational drawbacks came to my mind during the interviews with participants.
Two factors that limit the successful delivery of education were repeatedly discussed
among us: the physical structure of public schools and the application of traditional
teaching methodology. The physical conditions of some training centres are deplorable.
Reflecting on the environment where I had been, I wrote in my reflective journal after a
visit to one of the training centres:
I was watching the students in a classroom this morning. It was the first time I had
spent more than two hours inside the centre. During the first hour in class, they
seemed aggressive to each other and were restless–like caged animals. After that,
their behaviour changed, and they appeared [even more] inattentive, unmotivated,
and distracted. The teacher’s voice was low and monotonous as he listed the items
and sub-items of a conservation budget worksheet, and it was pissing me off. It was
hot in there, and it must have been impossible for the students to focus on anything.
The building where they were all day long resembled a military structure, with
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small rooms, high windows affording no view of the outside, and no proper
ventilation (the temperature outside was 32°C!). The toilets…oh Lord! This is what
I saw: unsuitable installations, broken taps, no toilet seats, no lockers (I am sure I
saw lockers in the budget a few years earlier!), no showers (how can they go
straight from the training centre to their school at night without having a shower?),
and generally unhygienic conditions. Some learning activities were conducted in
the patio where they ate. The patio was a horrible closed space that was dirty, hot,
and filled with leftover construction material. The students were confined in these
two places all day long, like prisoners. (Field note 5, Reflective Journal 1, 2011, p.
82)

I believe that training centres require better physical infrastructure to better engage
students: more green areas around the campus, better equipment, classrooms with AVfacilities, a space for doing art and sports, and a decent library. Liliam was of the same
view: “Training centres need a pleasant and engaging environment for improving
students’ learning experience” (I.3, 2012, p. 4). The large number of students being held
back in their learning, the low retention rates for students of lower socioeconomic
backgrounds, and the large number of students dropping out of courses due to poor
academic performance can all, to some degree, be attributed to lack of motivation which
is, in part, caused by the unconducive learning environment. Viviane thought that the
heavy reliance on outdated teaching methods such as “…pop quizzes, entire lessons
written on the whiteboard, and overly theoretical lessons without class participation create
a disconnect between students and their teachers and their wider community” (I.4, 2012,
p. 5).

Observing teachers in the centres’ classrooms, I noticed that they rarely exchanged ideas
with their students. Teachers impart theories but do not debate local issues. Applying this
same criticism to me as an educator, I can see that I currently teach ‘to’ the students not
‘with’ or ‘for’ them. “Teachers create a learning environment where students become
accustomed to receiving ready-made information”, suggested Roberta (I.5, 2012, p. 4). In
the words of Freire, the current practice of traditional methods of education does not
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develop students’ independent thinking because traditional schooling provides them with
ready-made formulas for everything (Freire, 2001, p. 21).

Figure 38: Freire’s banking model of education. Source: http://3.bp.blogspot.com/d73HJyVB6S0/TohjUoJELdI/AAAAAAAAABk/LYdSs34aazg/s1600/paulofreire4.png

For Luiza, a significant concern about vocational training is that teachers have to work
within the mainstream education system, “although this model of learning is not ideal for
at-risk students” (I.2, 2012, p. 5). In my view, Luiza’ concern stems from the observation
that at-risk students’ aspirations, value systems, and socio-economic backgrounds are
distinctly different from those of mainstream students who are from financially and
socially stable functional families headed by married well educated parents subscribing
to establishment social standards. “In the classroom, we can observe these nuances and
differences in students’ behaviour and their social interaction with each other. As
educators, we can attest that trying to fit at-risk students into traditional learning systems
usually results in ill discipline, disorder and disrespect for teachers and colleagues, and
consequently, produces an unpleasant and low-productivity learning environment”
explained Mike (I.1, 2012, p. 3). Jason added, “Vocational training needs to be more
engaging for students, like a program designed to connect them to their community, their
territory and their cultural heritage, a program aimed at encouraging creativity and
innovation, stimulating social interaction, and promoting an environment of respect,
cordiality and friendship” (I.6, 2012, p. 6).
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Education as a cultural problem and the lack of social participation

It seems to me that the issues of poor school infrastructure and inappropriate teaching
methods are public knowledge. This seems to be a cultural problem: Brazilians are aware
of the situation but do nothing to improve the education system because the traditional
Brazilian behaviour is to accept what the Government has to offer without contesting.
Considering this, I wrote in my reflective journal:
I believe that the poor quality of education at training centres is also, in part, a
cultural problem. By and large, members of society are not sufficiently involved, or
often, are not educated enough to question and criticise the education system. Like
public schools, vocational training centres suffer from the absence of school boards
and school councils, which promote transparency and social engagement in the
school system. I believe that this social exclusion may be in part a consequence of
the Government’s inability to create participatory opportunities. But perhaps this
is not all. I feel inclined to believe that part of the reason is that people want to stay
in their comfort zone as victims. This can be described as ‘interested blindness’
(Memmi, 1974), that is, they wish to remain in their role of victim and do not want
to take on the politically important role of social agent.Thus, they abstain from the
work of participating in their own history. (Reflective Journal 5, 2014, p. 68)
I noticed in the field a general perception among professionals, managers and policy
makers that the Government had no interest in fostering social participation. My
impression was confirmed by Mike, who explained, “Obviously politicians do not want
educated people around! Social participation interferes in decision making; people may
demand explanations about the budget and policies, and contest self-interested political
decisions” (I.1.1, 2013, p. 3). I agree with Mike. Social intervention would deprive
politicians of the freedom to make unilateral decisions on resources, and thus reduce their
power. As Freire (1996) stated, “If awareness paves the way for expressing social
dissatisfaction, it is because this dissatisfaction is a component of real oppression.” (p.
20). Roberta noted that to keep dissatisfaction under control, “politicians often prefer to
keep people out of the decision-making process, and they use the education system for
this purpose” (Roberta, I.5.1, 2013, p. 2).
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Moreover, I believe that the central government’s disinterest in education resonates
throughout the entire country. Viviane commented, “A society which does not value
knowledge is a society without history, without memory” (I.4, 2012, p. 6). Luiza added,
“It is impossible to deny that the lack of social participation in decision-making processes
is a consequence of a culture based on political paternalism in which former landowners,
now heads of political oligarchies, kept the masses in silence and obedience, under
complete social and political control” (I.2.1, 2013, p.3). According to Freire (1979), this
paternalism generated a kind of ‘political narcotic’ that survives on the political naiveté
of people who have acquired the habit of being led (p. 45).
I believe that preparing local people to practice culture in a democratic way is the only
way to enable them to identify and transform unjust social structures, policies, beliefs,
and practices. Social participation as a whole ought to be the foundation of our education
and not merely a complement of the formal educational system. Social participation must
underpin the construction of our culture, acting as a shield against ideological groups
manipulated by political interest (Shor & Freire, 1987).

Legal framework guiding cultural heritage preservation

Although community involvement in schools is an indispensable element of a quality
education, I learned from field observations that social participation runs up against the
rigidity of Brazilian laws. Taking the case of cultural preservation laws as an example,
my professional experience and field observations have made me realize that the strict
implementation of international standards is almost unachievable in developing countries
with their pressing socioeconomic issues. Roberta supported my suspicion by saying that,
“Rigid, inflexible laws and, in many cases, descontextualised policies and legislation, are
necessary to meet the UNESCO and ICOMOS ideals of preservation of World Heritage
Sites. However, our role as preservationists is to find ways to push the system along and
to design contextualised policies that respect local social values and cultural practices.
For this, we need to listen to what local people have to say” (I.5, 2012, p. 6). Fostering
participatory mechanisms in education and cultural preservation public policy making
will encourage contributions from local communities, and avoid the constant tension
between the ideal in the law books and the reality in the field.
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Jason suggested that the challenge for planners and managers is “…to integrate
established national and international systems of heritage protection and management into
local contexts, as there are certain principles of heritage management that transcend the
ascribed status of the site” (I.6, 2012, p. 8). For me, preservation entails adaptation of the
natural and built environments to meet a changing society’s needs. Adaptation means
change, which “conflicts with the concept of heritage conservation defined in UNESCO’s
international recommendations as the maintenance of the authenticity and material
integrity of a cultural asset with no interference in the fabric (material)”, Mike explained
(I.1, 2012, p. 1). In the field, this conflict can be observed at construction sites, where
battles often occur between contractors responsible for carrying out adaptations in
intervention projects and preservation institutions responsible for implementing the
protection legislation. The disharmony between restoration (maintaining the original
fabric) and adaptation (modifying the old buildings to the new uses of contemporary
society) is so intense that in many instances, conservation projects have come to a
standstill.

The Bidding Law and corruption
Another issue raised by the first round of participants is that Brazil’s Bidding Law seems
to be an obstacle for preservation management and education. On this matter, Mike said,
“I understand that in Brazil, some mechanisms have been put in place to combat
corruption in the public system. Historical restoration, for example, is governed by
bidding regulations which make it practically impossible to situate training in the
construction work due to the short time frame the successful bidder had set for completion
of the work” (I.1, 2012, p. 1). As I outlined in Chapter Five, the Bidding Law is an
administrative procedure for hiring services and for the acquisition of products by public
administration institutions. This process is regulated by Legislation # 8666 which
stipulates that public works and services must be preceded by a bidding process to ensure
the selection of the most advantageous proposal for the public administration. The right
to execute the work is granted to whoever offers the best price and the fastest execution
(Arts. 21, para. 2º, I).
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I see two problems arising from Bidding Law. (1) Although the bidding process may be
dispensed with in certain cases of “acquisition or restoration of works of art and historic
objects with certified authenticity” (Art 24, para. V), this does not apply to the case of
sites used for training apprentices. If a training centre bypasses the bidding process, it
raises suspicions of fraud or of overpricing of services by project partners, and generates
technical and institutional conflicts which can negatively affect project management. (2)
Since training for conservation works requires long-term engagement of apprentices in a
work environment, it is not possible to develop an effective training scheme if a training
centre is under pressure to accept the lowest price and/or the shortest execution time
Luiza described another problem caused by the bidding process for restoration work,
“When working with restoration and conservation projects, we have witnessed the use of
unscrupulous procedures by contractors. Only a few of the construction companies have
the required profile to engage in restoration works in Northeastern Brazil. The directors
of these companies usually know each other and come to an agreement to divide up the
conservation projects among themselves” (I.2, 2012, pp. 6-7). This is what happens in a
typical agreement: three companies get together and scheme to win three bids (they will
be referred to as Project A, Project B, and Project C). They choose which one among
them will ‘win’ the bid for Project A. In consultation with each other the CEOs of the
three companies establish the cost of the project, and one of the companies presents its
proposal with the agreed price while the other two present a price that is slightly above
the pre-agreed cost. The company that wins the bid is required to pay a bribe to the other
two to compensate them for their ‘loss’. For Project B, one of the companies that did not
win the former project is allowed to win, and this time, it is the turn of this company to
bribe the other two. A similar arrangement is followed for Project C. In this way, all the
companies win a project and receive two bribes for the two bids they lost. The cost of the
bribery is factored in to the project budget as overpriced services, material of inferior
quality, and reduced construction time. Although I am aware that this kind of deceit is
common in the field of construction worldwide, its occurrence in restoration and
conservation works is particularly worrying, because such dishonest practices

are

detrimental to conservation and to students under training. The quality of conservation
procedures, services provided and materials used are affected negatively by the bribery.
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The quality of training that students receive is adversely affected by the shortness of time
they can spend on a construction site to gain practical experience.

Political and administrative discontinuity

As I reported in Chapter Five, there is constant concern among preservation professionals
and educators about the political discontinuity after every election, which often disrupts
training programs. I have a bad personal experience to share about this:
When I received this message in the middle of the night, at first, I thought it was a
joke: ‘The new mayor of São Luís closed the Workshop School. Call me as soon as
you are up!’ But when my phone started ringing incessantly at 4:00 AM (Australian
time), my heart skipped a beat. On answering the call, I learnt that it was true! The
local Government of São Luís had closed the Workshop School! I calmed myself,
thinking ‘It is not possible…the Workshop School is not subject to change by
political will…it is protected by a law. Nobody can overrule a law’. As I could not
sleep anymore, I decided to call my team in São Luís to check on what was
happening. This was when I received the news that the new mayor had not only
closed the centre, but had also terminated its activities by donating its equipment
to another educational centre, distributing its furniture to several public
departments, shutting down the building where the centre was located, dismissing
the technical staff, and closing off students’ access to the ‘First Job Program’ (a
municipal program that helps young people enter the labour market through certain
agreements that the city made with some public and private companies).. Moreover,
the partners of the centre were informed, not consulted, about all the changes, so
they had no time to prepare any responses. At least four laws were broken in the
entire process! This happened in 2008. What happened in São Luís was illegal but
totally foreseeable in Brazil. When the politician in charge changes, the new
political group ends any project or initiative that would give credit to the former
politician in power, without worrying about the legality or consequences of the act.
(Reflective Journal 5, 2014, pp. 101-102)
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Frequent political changes within the Government impacting on preservation
management was an issue identified during the first phase of this investigation. A study
conducted in Brazil in 2011 involving public schooling, including vocational centres,
indicated that continuity of public policies may be compromised by frequent management
changes (National Council for Secretaries of Education – CONSED, 2011). I observed
that the instability created within the education sector during these changes has also been
prevalent in the cultural and heritage preservation area. Mike remarked, “In the
preservation area, new leaders tend to abandon existing projects and create new ones–in
the same area, with the same goal–for achieving, in theory, better desired outcomes. In
practice, the programs are a means for the new political leadership to leave its ‘stamp’ on
the projects” (I.1, 2012, p. 5). Roberta added that political changes impact on cultural
heritage preservation policies, “…as the preservation system depends on public
government decisions and funding. As part of the preservation system and

being

administratively and financially dependent on the government, training centres are
exposed to this discontinuity” (I.5, 2012, p. 8). In addition, the changes impact on
management tasks when preservation training centres and their managers have to adopt
new strategies to align their actions with the ever changing policies. “Thus in practice,
changing political managers means changing policy guidelines and consequently the
interpretation of heritage policies and the allocation of resources within the preservation
system”, said Luiza (I.2, 2012, p. 8). This lack of adequate consistency of political support
and resources seems to affect training centre management strongly. With limited
resources, inappropriate physical and administrative infrastructure, no long-term policies,
and no defined budget, there is insufficient stability for training centres to provide
adequate and sustained education and training.

Certifying versus qualifying students

Are training programs qualifying or merely certifying students? This was a question that
emerged during the first stage of the fieldwork. In fact, it was posed by some participants
more like a reflection than a proper question. I brought the question to the table to be
discussed in the second round of interviews with the participants and shared with them
my personal impression on this theme:
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I observed a common perception among conservation professionals that
conservation training programs may not be providing the quality training required
for conservation work. Instead, training centres appeared to be certifying students
at the end of courses even if the students did not demonstrate sufficient knowledge
and skills. The purpose of this practice was obviously to generate positive
quantitative results due to political pressure to demonstrate the effectiveness and
capability of the political group in power. The resulting problem was that graduates
were not adequately equipped with the skills for securing employment in
construction work. Talking with students during the second phase of fieldwork, I
gathered how frustrated they felt. After spending up to a year in a training course,
they found that, in the end, the acquired knowledge was practically useless for
gaining a foothold in the construction market, as only a few of them found
employment as restoration apprentices. (Field note 4, Reflective Journal, V. 5,
2014, p. 103)

Liliam asked me, “How do we identify indicators of training quality and effectiveness? It
is necessary to consider the social environment where the training programs are run. The
traditions, legislation, and administrative and socio-economic context of the cultural
region will play a major role” (I.3, 2012, p. 5). In fact, local context issues impact on
training quality. With respect to human resources, Viviane opined that there needed to be
a twofold consideration: the teaching of professionals and the profile of the target
audience. “The teaching professionals should have technical and pedagogical capabilities,
and a flexible yet pragmatic and culturally aware approach that is evident in all their
practical work sessions. At the same time, we have to consider the target audience for
whom the course is intended. Both the profile of the future student, and the student’s
cultural perceptions at the point of enrolment matter” (I.4, 2012, p. 7). For the purpose of
undertaking a conservation course, in my view, it is recommended that the future
apprentice has: (1) basic-knowledge levels, (2) previous know-how, (3) potential to learn,
(4) an interest in the profession, and (5) manual skills. However, if we apply these criteria
to select students for the courses, nobody will qualify. I understand that the social context
limits potential students’ social and educational abilities, leaving preservation educators
with the need to be flexible in selecting future students.
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It appears that the aim of the training centres, which have been endorsed by UNESCO,
IPHAN, AECID, local governments, and the main management partners of the vocational
training centres, is to create the illusion of a qualification. “As many programs use
quantitative indicators to plan, implement and evaluate their performance, little interest
has been shown in the quality of teaching and learning, and in the effectiveness of the
training”, commented Viviane (I.4, 2012, p. 7). I observed that institutions–like IPHAN,
for example, the main organization responsible for directing and monitoring preservation
initiatives in Brazil–offer six-month to year-long courses on conservation. On completion
of one of these courses, students receive a certificate attesting to their new skills. After
this, the students enter the labour market where employers feel that the graduates are not
sufficiently prepared to undertake intervention work in cultural heritage preservation.

Consequences of what have been told by us, participants
It was hard for me to write the detailed description presented in the last chapter, firstly
because of my frustration, as a professional, at being blind to so many of the emergent
issues described by the participants. Secondly, as the Secretary of Cultural Heritage, I
was part of the described context, therefore personally contributing to the problem. How
could I not see what was happening before my eyes? I feel as if I was an accomplice in
the problems I reported. In the situation presented in this chapter, I detailed many
problems in which I stood by and practically did nothing. I felt a rollercoaster of emotions
when writing the following entry in my reflective journal:
I feel guilt and dirty and dread deep in my core. I fear for my life as the
repercussions of publishing these findings, for both myself and my participants
could potentially be dire. I put them at risk the minute we started this investigation.
They have been immensely brave in reporting all of these issues. I have already
experienced, firsthand, what the consequences of a perceived betrayal could be for
actions that were much less than this extensive investigation. Many of my
colleagues were murdered in the past ten years after they dared to point out some
of the problems in their cities. Many of them were murdered at home, assassinated
in front of their own families. Northern and Northeastern Brazil are still lawless
lands. There are specialised groups of outlaws that can be hired to ‘delete’
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information, documents or people with impunity. I know this from experience as I
myself received a clear warning in 2005 when someone broke into my office and
car with the intent of destroying any evidence that I had collected on such problems.
Between 2003 and 2006 I received multiple threats for trying to bring to light issues
of corruption and injustice. Because of this I decided I had to leave Brazil. I fled to
Australia with my family in tow. I built a new life in Perth, full of security and
opportunity. I built a life where I felt safe to leave my children. Only now, in 2016,
have I been able to return to Brazil to live. Watching the daily news I now notice
how the Federal Government has corrupted the political structure, which is slowly
being dismantled. I am bombarded every day with the ugliest face of Brazilian
reality: seeing people suffer in extreme poverty, witnessing a level of criminality I
have never seen before, and consoling colleagues and their families as friends are
being murdered each month.
After twelve years away my perspective is so different. I am not desensitised to the
conditions in which the Brazilian people live. In analysing the Brazil of today, I can
now clearly see that the problems outlined in my research are just consequences of
the root causes ingrained in the political and cultural systems of Brazil. Nobody
here knows about my research. Nobody knows what I have written but even so I am
afraid to leave my home. I have stopped publishing. I have stopped discussing my
thesis issues. I am afraid to go back to work in the preservation system again. It is
impossible to work in cultural preservation without being engaged in governmental
institutions and their policies. I have received many offers to go back into the field,
to work with Brazilian preservation organisations. My answer has always been the
same, ‘Thanks but I am still working on my thesis. We can talk again after I finish
this.’ But what I have come to realise is that I am hiding behind this thesis. After
embarking on this journey of personal transformation, I no longer fit into the
system. I do not know how to explain my predicament to my colleagues, who have
continued waiting for me, hoping I can help. But maybe the fearless warrior they
are expecting to come back into the field and confront the politicians as I used to
do twelve years ago no longer exists. For how long will I be a coward? This interior
struggle is destroying my mental health! I live with this dread, and I am
disappointed in myself. I have laid many plans for living here again. Unfortunately,
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the former me, impulsive and fearless, has now been replaced by the new me who,
aware of the consequences of my actions, needs to be mature and careful in
navigating the obstacles. I know it is time to put on my boots and go back into the
field. May God bless me and make me strong enough to move forward! (Reflective
Journal 5, 2016, p. 119-121)
I wrote this excerpt in my reflective journal in April 2016, on my birthday. Nonetheless,
it took almost one year before I gathered enough courage to resume the writing of my
thesis. I grappled with myself; I contemplated many times giving up. I battled depression,
and became sick. I travelled back to Australia many times in an attempt to find further
inspiration to write. I gave up many times, assuming the position of a coward. It was only
in February 2017, after starting to see a psychologist, that I decided it was time to move
on. After six months, I am here finishing this thesis in a matter of weeks. When it is
finished I will have no shield to hide behind, and I will have to make my decision: will I
ever work in Brazil again as a preservation manager, trying to ‘fit’ myself into the
problematic system, and work directly on the issues? Or do I move back to Australia,
keep serving as an international consultant and visiting professor, and continue work as a
‘bug’ in the system, manipulating pieces behind the scenes? What is next, Karla?

Overview of this chapter and link to the final chapter
In this chapter, I presented the theoretical and methodological overhaul of my research in
2012. I gave a detailed description of the preservation context as perceived by the second
cohort of participants of this investigation, and I discussed preeminent issues of
preservation education and their effects on the quality of teaching and learning in
Northeastern Brazil. The next chapter presents the conclusion of this amazing academic
and personal journey, revisiting the main themes that contributed to my growth as a
transformative learner.
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Chapter Seven
The need for closure

The purpose of this final chapter is to symbolically close a chapter of my life with the end
of this academic journey. In this chapter I turn my attention to how I have evolved as a
researcher and as a person, and made sense of the various and competing narratives I have
experienced during the past seven years, and to reflecting upon my own position as a
cultural manager and educator. My experience in writing this thesis has been an enriching
and painful process of self-knowing, reflexivity and understanding how the experience of
walking the professional path I chose has shaped me.
The chapter is structured as follows: First, I revisit my hero’s (heroine’s in fact) journey,
highlighting the challenges I found in developing this investigation. Following, I revisit
the research questions and discuss the findings in light of the current literature. Parallel
to that, I propose educational strategies that may serve as the basis for new curricula for
vocational training centres in Northeastern Brazil. I am aware that these suggestions may
be an idealistic vision, but if considered, these educational tools may have the potential
to lead preservation education to a new level of effectiveness. Vocational training in the
contemporary era, free of the bonds of colonialism and oppression, is the dream. I
conclude this chapter – and this journey – by exploring possibilities for new research
necessary to continue raising awareness of strategies to improve vocational educational
processes in Brazil and maybe even in other countries with a similar context.

Revisiting the Hero’s Journey
As I mentioned in Chapter One, my academic journey turned into a Hero’s Journey
(Campbell, 1968) or, more aptly, a Heroine’s Journey. In concluding this academic
journey, a journey during which, as described by Campbell, a common person – me – in
an ordinary world – Brazil – is called to an adventure, crosses the threshold into the
unknown, faces tasks and trials (with the assistance of a mentor with supernatural skills)
and, after a decisive crisis, wins a victory, coming home changed and ready to transform
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her world. This fantastic saga is surprisingly close to the description of my academic
journey, as demonstrated in Figure 38.
This academic journey was inspiring. Over and above the academic achievement, I see
my personal transformation as the main outcome of this endeavour. It was a painful
process of questioning myself, challenging myself, believing, and often not believing in
myself. By struggling with my feelings, pre-concepts and old paradigms of thought
deeply ingrained in my mind, I finally met a new me, transformed, sensitive to the
nuances of the context and more aware of others and of myself than ever. This selftransformation was not listed in the initial objectives of this thesis but I found, in the end,
that this new me was the major outcome of my academic journey.
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Figure 38: My heroine’s journey (Penna, 2015)

The hero’s last test before the return
I was ready to write this thesis in 2014. The fieldwork was done; the collected data was
in order and I had time and the will to write. However, it was at this moment that
unexpected personal problems arose. In 2014, I was diagnosed with cancer at the same
time that I was informed of a relocation to the United States for my husband’s work. It
was a tough battle against the cancer but after successive painful treatments, I managed
to beat it and regain my health. It was a hectic time in my life as I grappled with
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overcoming illness, and organising my children’s affairs so as to leave them in Australia
to start afresh in the US. There were multiple competing demands on my attention and
energy between February and December 2014.
I was healthy and settled in the US by the end of 2014. It was then that I thought I was all
organised for a while and had found a time of peace and productivity. But no, God had
decided not to give me a break! In January 2015, we were preparing for another transition,
this time to Spain. Spain was great! I was ready to restart my life there when, in April
2015, the cancer reared its ugly head again. I returned to Australia for few months of
treatment in a new fight against the disease. Progress in treatment led to another
successful outcome, hopefully to stick this time. What is this peace that people speak of?
The saga of 2015 concluded with a third and final move back to Brazil with a, hopefully,
clean bill of health.
I was exhausted from being sick, being away from my children in Australia, and
continually uprooting our lives in different countries. It was not until the end of 2016,
after a bout of deep depression, that I finally had the opportunity to refocus on my thesis.
I had overcome so many physical hurdles that it was not until these stressors subsided
that I recognised that I had other emotional demons to contend with before I could be
declared truly healthy. During 2016, I thought about giving up the PhD. Life had been
hard on me, why stress myself with professional problems? That was when a light came
into my life: I unpacked my reflective journals. I remembered how my supervisor, Lily
Taylor, had strongly emphasised the importance of keeping on writing these journals.
Even with all the upheaval of constant changes in my life, I never abandoned the habit of
writing my reflective journals. I believe these journals, illustrated by my drawings, have
been the primary source of mediating my personal transformation. I re-read everything I
wrote: my questions, my anguish, the moments when I doubted myself, my agony at
seeing the people of my country desperate and hopeless in the current Brazilian situation,
and my frustration at not being able to be at work helping my colleagues. Everything was
there, so I finally decided to resume writing my thesis in 2017. I needed closure.
Fighting against exclusion and injustice is my main goal, and all this transformation had
been necessary for me to engage in a new approach to fighting. Entering academia in
Australia was not an easy decision. Changing myself, adopting a new lifestyle, and
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adjusting my thinking to align with my research paradigm in order to find answers to my
questions were not easy undertakings. But life is like this: ‘What does not kill you, makes
you stronger.’ I used to be a dreamer; now I am a dreamer with the credentials to be a
great educator who can teach others about becoming transformative agents, and teach
students how to be instead of just ‘to know’ and ‘to do’. For eighteen years, I was a
political activist, defending my team, my community in Brazil, our projects, our dreams.
I had to leave Brazil before starting this journey, in order to be free to think about how to
solve the problems of preservation education, because I, like my colleagues in the field,
was oppressed by the system. First I felt guilty because I felt I had abandoned the battle
field. But now I understand it was necessary, just as it is necessary to go back to Brazil
and resume the battle. My first goal now is to educate people – professionals, managers,
planners, communities – to make them aware that there is an urgent need to revise and
reconceptualise preservation education policies in Brazil and in other countries labelled
as ‘developing’. But this is just the beginning. After this academic journey, I really hope
I will be able to contribute my two cents’ worth to making our tomorrow better.

Revisiting my research questions: Lessons learned on this journey
I have learnt a lot during this journey at both a personal and professional level. I will
discuss the lessons learnt with reference to my research questions.
Research Question One: Research Question One asked if there are context-specific
factors that influence the quality of the educational experience and outcomes at
conservation training centres in Brazil.
From conducting this research, I have learnt that all aspects of the context affect the way
the training centres perform. The political situation exerts significant influence on
heritage education; training courses seem to be developed to meet political expectations,
before community and market needs are considered. Often, this is the only way to be
included in the governmental budget. I was aware of this political influence but I did not
see the extent to which political interests dictated the practical and theoretical structure
of the courses delivered by the heritage centres. I do not know if I was blind to the
situation because I was educated to accept the political framework, or because I was
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fogged by the power of my position. Although I had the power to build a different
structure in at least one of the six centres in the study, I just subordinated myself to the
status quo and established a training course along the lines of the traditional Brazilian
educational system. This was a valuable lesson: I was vulnerable to the context, so I need
to be aware from now on about my own fragility.
This academic experience also showed me that identifying educational issues is essential
to understanding how the educational context constrains educators. The issues identified
unveiled the overriding and oppressive effect of traditional education on training
programs in Brazil. The power of bringing about change is in political hands. Politicians
have the power to decide how the educational system runs. Unfortunately, in Brazil
providing an enlightening education to the populace is not viewed by politicians as
politically beneficial. Political interests are rarely aligned with the interests of the local
community because educating people encourages social participation and could lead to
inclusion of people who turn out to be dissident. The participatory approach to politics
demands ethics, transparency and clarity, practices that politicians do not want in Brazil.
The socio-economic context may affect the most sensitive part of training: livelihood
skills. How do we sensitise people to the need to preserve heritage when they do not have
enough food to eat? According to international recommendations, the most important
role of training is to prepare cultural agents to preserve their heritage. But how do we talk
about aesthetical, historical and social values when all that the trainees see around them
is the ugliest face of poverty? The main lesson I have learnt about the role of training
centres is that, in the face of day-to-day economic hardships, the centres should take on a
new task: the provision of livelihood skills. Before starting days of lectures on ancient
history and conservation approaches, the centres can provide work training, starting with
skills training for masons, carpenters, blacksmiths, painters, plumbers and electricians, so
that trainees are equipped with at least the minimum qualifications to earn a livelihood.
After this basic training, the next step can be the specific training for restoration and
conservation works. But first, to enable trainees to meet the challenge of their harsh
environment, it is a paramount to provide survival skills.
The economic context presents a range of issues unnoticed by me when I was working in
the field. Two points came to my notice: the lack of professionals in the market and the
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absence of joint planning between heritage institutions and industry. Firstly, poor people,
the target audience of half of the heritage training courses in Brazil, have few
opportunities in the market. There is, generally in society, prejudice against people from
poor environments, because of the association of poverty with violence. For example, if
a student from a workshop centre for at-risk youth is assigned to work in a middle class
house, he or she may have difficulty in being accepted. On the other hand, heritage
professionals, the other half of the centres’ audience, look to work at government
institutions because the restoration market is too unstable. As a consequence, I can find
only a few trained restorers, managers and workers in the market. The second point I have
learnt is that the needs of the heritage market are not being met also because the
qualifications and skills of those employed in preservation institutions are not in line with
construction companies’ needs. Little or no effort has been made to address the
construction industry’s needs, so when a construction company requires a specialised
service, it has to find someone from South or Southeastern Brazil, or sometimes from
another country. I believe that before designing any training course, the first step is to
identify the real demands of the context and then design the courses to address these
demands.
About the legal and managerial context, I have learnt that the main problems seems to be
the strict legal framework and the application of inappropriate approaches to heritage
conservation. With regard to the legal issues, the strict legislation prevents professionals
from developing projects that meet contemporary needs by equipping houses with toilets
and kitchens, and electrical, water and sewage installations. In addition, the bidding
process makes the execution of quality conservation works difficult and training on work
sites impossible, as explained in Chapter Six. This legal framework makes it difficult to
renovate and allocate new uses to historic buildings. I understand that authenticity and
integrity values need to be upheld, but without a certain flexibility, buildings will be
abandoned and fall into ruin instead of being used. Regarding conservation approaches, I
believe that professionals, the old me included, are arrogant in thinking that we are the
gods of restoration whose approach, whatever it may be, cannot be questioned. What I
have learned is that the conservation approach does not depend on me, but rather on the
context. Each context will demand a specific approach adjusted to local resources,
available professionals and materials, and community needs. It would be more
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appropriate for the managerial team to take these factors into consideration from the
feasibility study stage to the completed execution of the proposed intervention.
My analysis strongly suggests that the above context-related factors have a direct impact
on the heritage preservation situation and consequently on the training centres’
performance. I understand now what lies behind the positive results reported in official
reports from the training centres and why people close their eyes to the issues. People
under political pressure generate flawed official reports, transmitting the impression that
everything is going well, when clearly it is not. Courses are positively evaluated because
they are aligned with the educational policy inherited from a discriminatory political
system that originated in Brazilian colonial times, rather than because they are properly
empowering and emancipating students from the chains of poverty. Programs are
financially supported if they bring political benefits to local managers, and not because
they are important for local workforce training. Furthermore, a certain level of corruption
permeates the entire process. Thus, the needs of communities and local industry are
sacrificed for a political group’s interests. Therefore, I believe in the importance of
qualitative data in educational performance assessments. As it is clear from this study,
providing education is not educating. Certifying is not educating. Educating is building
social capital beyond human capital, and it is concerned with emancipating people by
building civic conscience, ethical values and social agents who can work collaboratively
and are critically prepared to deal with our current changing world. Analysis of the
performance of training centres requires alternative approaches that seek a social and
humanistic assessment of the teaching-learning process rather than serving the statistical
obsession with generating positive numbers. Schools are made up of real people who
influence and are influenced by the environment in which they live. I can see now that
the problems I have with my students merely mirror what they see and live in their socioeconomic context, because their ill environment has adversely affected the way in which
they relate to education and learning.
Identifying context-related factors that affect the performance of training centres is
probably the most important task of educators who need to have the ability to diagnose
and analyse practical problems because, like doctors, we cannot prescribe a treatment
without a proper diagnosis. Identifying symptoms and investigating the causes is essential
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to understanding the disease and proposing effective remedies for the ineffective heritage
preservation system.
To depict my new-found understanding of the heritage preservation scenario, I created a
graphic to illustrate how I believe the cultural heritage preservation system in
Northeastern Brazil was operating with regard to context-related issues. It is in Appendix
C of this document.
The question I raise at this point is, given the contextual factors described above, how
the heritage preservation curriculum should be designed to serve its purpose. I offer a few
points the teacher participants and I discussed during an informal conversation we had in
2017 (Field Note 6, 2017). First, as I explained in Chapter Two, there has been a massive
expansion of the concept of heritage. Consequently, the first task of heritage educators is
to define what they want, or can teach, based on what students need and without getting
into conflict with political interests. The second task of educators is to define the type of
approach suited to preparing students for a rapidly changing world. We need to be
courageous in changing teaching methodologies to promote dialogue and debate in the
classroom so as to encourage students to discuss and analyse local issues and real
problems with open minds and hearts.
Considering that dominant worldviews shape our education system (Shor & Freire, 1987;
Freire, 1976; Giroux, 1993), our curricula may be under-representing and under-valuing
the perspectives and experiences of our students. Deconstructing pre-established concepts
and reconceptualising curricula based on local students’ values seem to be necessary. Our
curricula cannot ignore the diversity of cultural and ethnic identities of the student
population. An additional problem ingrained in the existing curricula is that it reproduces
inequalities. The curriculum and its assessment system determine who gets admitted, who
thrives, who survives, and who fails, mirroring the historical and current unequal
distribution of educational resources in the broader society (Enslin, 2017; Grosfoguel,
2011), It is a devastating legacy of colonialism (Freire, 1970b). Educators have the
responsibility to deconstruct myths that were disseminated by colonisers about colonised
people, myths such as “the indigenous are lazy people”, and “assistentialism is an act of
help and charity to relieve poverty” (Freire, 2003, pp 188-189). Our new curricula
designers have to re-evaluate educational policies to eradicate prejudice, and ameliorate
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the destructive effects of colonialist education such as loss of cultural identity, inversion
of values, and adoption of decontextualized practices in day-to-day work. Finally,
educators need to promote open friendly environments in which students’ voices are
heard. They are the ones best qualified to attribute meaning to their local cultural assets.
Educators can teach concepts but, in practice, heritage conservation has to be undertaken
by locals in the field (Enslin, 2017). Opening up space for the possibility of a cultural
hybridity without an assumed or imposed hierarchy is likely the most important step
(Bhabha, 1994, p. 4). Denying the space to students would probably nullify everything
else that has been achieved.

Research Question Two: Research Question Two proceeds from the first question by
asking how this study’s participants experience the educational procedures of the
conservation training centres.
Throughout this study, it was surprising to see how the questions and problems raised by
the participants about preservation education coincided with my own preoccupations. All
of us, from our experience working in Northeastern Brazil, brought I surface issues
associated with the political, legal, educational and sociocultural scenario of the region,
issues that

deeply impact

the performance of the training centres. Together, my

participants and I uncovered the limitations of the education system in the broader context
of Brazilian social practices. They helped me reach the conclusion that that the primary
function of a new, critical and contextualised curriculum would be to unpack the
dominant ideology framing Brazil’s education system (Mignolo, 2007). The question I
ask myself is how to dismantle a strong and old tradition of knowledge transmission,
which requires students to submit themselves to studying long texts, expository classes
and tests in order to be trained to respect authority (Freire & Shor, 1987, p. 23). Freire
suggested that this fight needs to start by “utilising an active method of education, a
method of dialogue” that invites

critical thinking, thus modifying the content of

educational programs (Freire, 1980, p. 52).
According to the participants’ account of their experience, the vocational training centres
currently deliver a traditional education, where courses emphasise technical training
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rather than developing a critical view of reality. In their perception, and now in my
perception, the traditional education seems to prevent students from being able to
critically analyse their

socio-political environment. Consequently, students remain

excluded from their own sociocultural context, unmotivated in the classroom, and
unassertive when facing the daily struggles of their life.
I have learned that critical pedagogy can be a useful tool to engage students in a new
participative, motivated scenario. Critical pedagogy is a philosophy of education and
social movement that combines education with critical theory (Freire, 2003). First
described by Paulo Freire in his book ‘Pedagogy of the Oppressed’ (2003), it aims to help
students develop consciousness of their role in society awareness of authoritarian
tendencies, and ability to take constructive action. It includes consideration of the
relationship between teaching and learning, and posits a continuous process of learning,
reflecting, evaluating of traditional schooling, and if necessary, unlearning, relearning,
and reconceptualising educational methodologies and their impact on students’ lives.
Critical pedagogy aims to help students develop awareness of freedom, recognize
authoritarian tendencies, connect knowledge to power, and develop the ability to take
constructive action (Giroux, 2006). Kincheloe (2004) stated that critical pedagogy may
help educators to
“…reshape their lives, become better scholars and social activists, realise their
cognitive potential, re-create democratic spaces in an electronically mediated
global world, and build and become members of communities of solidarity that
work to create better modes of education and a more peaceful, equitable, and
ecologically sustainable world.” (p. 64)
In education, critically conscious teachers and students build personal and social
meanings from life experiences. Themes, texts and issues are studied in a context related
to the students’ everyday lives. With critical consciousness, students are able to actively
resist oppressive power

structures, see society as being fundamentally divided in

relations of unequal power, and are able to analyse the social dimensions and historical
contexts of events (Burbules & Berk, 1999)
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Another experience shared by my participants pertains to motivation. I observed that the
standard curriculum in Brazil seems to approach student motivation as if it were an
external factor in education. Additionally, I learnt by talking to teachers about their
classroom experience that current forms of testing, and imposition of discipline and
punishment engender a motivation based on rewards that is generally superficial and
momentaneous. For the participants and me, motivation ought to be intrinsic to the act of
learning, stemming from the students’ own realisation of what knowledge represents and
means to them in their real lives (Freire & Shor, 1987, p.15).
I understand that the challenge for us, heritage educators, is to replace the traditional
approach with a different one aimed at developing key social competencies, such as social
and civic consciousness, cultural awareness and entrepreneurship. I have learnt that
preservation education curricula can adopt the method of active learning in realistic
situations, as recommended by Lakerveld & Gussen (2009, pp 18-19). These authors
believe that there are standards that can be used to contextualise new curricula. For
instance, students can learn to respect local values and practices in meaningful contexts
that educators create so that students can experience the relevance and meaning of the
competencies to be acquired in a natural way. The adoption of a multidisciplinary
approach can also turn the experience in the classroom into a more holistic and integrative
experience through the inclusion of themes such as integrated governance, stakeholder
and community involvement, long-term planning, and sustainability monitoring and
evaluation (Hargreaves, 2008). I would like to highlight here that by sustainability I am
not talking about education about sustainability but education for sustainability. Teachers
can offer experiences where students deal with real issues afflicting our world today such
as waste disposal and climate change.
Another point I perceived was that some participants wished to change the current
teaching and learning scenario. They viewed learning as a process whereby students
construct knowledge in interaction with other students and with their environment, rather
than as a process of absorbing pre-arranged knowledge transmitted to students. I share
the same perception. I believe that by fostering co-operative, interactive learning,
educators can help learners to develop and construct their own knowledge, and make
optimal use of other peoples’ competencies in their learning itinerary (Lakerveld &
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Gussen, 2009). In the 1980’s, Paulo Freire tried to implement this social constructivist
approach in some schools in Brazil. However, as this approach was educating people to
give voice to their opinions, it was not well accepted by the military government, and
Freire was jailed and exiled.
Teachers and craftspeople also reported that they felt overburdened with long hours of
teaching, high student numbers, over-bureaucratic administrative tasks, and political
pressure. Additionally, with low salaries and virtually non-existent political or social
recognition, teachers became unmotivated. They confided in me that if at least the time
in the classroom was pleasant, it would compensate for the difficulties of working in an
unrewarding education system. The worrisome flaws in the education system demand a
new approach which can only be delivered by teachers. It is essential that the motivation
to teach and to learn be symbiotic, and that there is a continuous process of exchanging
experiences whereby knowledge is constructed and not simply transmitted via readymade formulas handed down through the generations, which involve teachers and
students in a tedious process of teaching and learning. In this regard, I see that changing
the traditional scenario requires an open approach involving dialogue between learners
and educators about needs, goals, choices, and expectations. By encouraging discovery
learning, teachers can turn the learning process into an experience of active discovery, as
opposed to receptive learning. This means not only that course content is made more
meaningful and accessible, but also that the way of acquiring knowledge and competences
is more than a process of being provided information (Lakerveld & Gussen, 2009).
By listening to the participants’ experiences, I came to understand there is much political
pressure in Brazil to teach in the traditional paradigm. There are two reasons for
resistance to change. Firstly, the traditional method is a familiar practice that continues to
work in the view of the establishment, and there is hope that it will bring progress, even
if at the end of courses we know it has not prepared students to face the challenges of a
world of information overload and constant change. Secondly, if teachers distance
themselves from the status quo, they may be labelled ‘rebellious’ or ‘anarchic’ (since the
military dictatorship these labels in Brazil are synonymous with chaos), and the teachers
will be subject to punishment or even termination. Therefore, most of participants feel
powerless to change the situation.
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I have learnt that there are ways to fight the system by transforming students’ minds in
the classroom through changing the teaching methodology to one grounded in
transformative learning theory. Applying this theory would create a learning environment
that encourages students to think how the world can be more just, peaceful, diverse and
sustainable (Mezirow, 1991; Taylor, 2013). Teachers cannot change the course content,
but if each theme in the course is presented with opportunities for transformative learning,
I believe that the result would be expansion of students’ consciousness, and
transformation of their worldview and specific capabilities of ‘being’. Transformative
learning can be facilitated through processes consciously directed by the individual
learner at accessing the symbolic contents of unconscious underlying assumptions and at
critical analysis (Elias, 1997). If both educators and students familiarize themselves with
certain transformative learning processes, cultural heritage preservation education would
reach another level of connection between classrooms and local realities.
Taylor (2013) describes five qualities of transformative learning, or five ways of
knowing. Firstly, to help students more fully understand their worldview, especially
values, ideals, emotions, premises, and frames of reference residing in the subconscious,
cultural‐self knowing can be cultivated in the classroom with the aim of connecting
students to the collective unconscious, where habits of mind, cultural/individual identity,
and social interaction and actions reside. The second quality posited by Taylor, relational
knowing, can help students to understand and appreciate the value of reconnecting with
the natural world and with culturally different learners’ and teachers’ ways of knowing,
being, and valuing in the world. The third quality, critical knowing, is a valuable approach
to understanding how economic and organizational power has historically structured
sociocultural reality, especially, class, race, gender, and the conventional scientific
worldview, and thus governs (i.e., controls, restricts, limits, and distorts) identities and
relationships with the natural world and with culturally different others. Fourthly,
visionary and ethical knowing is important for it allows students to envision through
idealization, imagination, and dialogue with culturally different others what a better world
this could be. Finally, the quality of agency knowing is indispensable to helping students
to realize that contributing to making the world a better place is feasible, desirable, and
necessary, and that everyone has the capacity and commitment to do so.
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By studying the transformative learning approach and by going through a personal
transformation myself, I have learnt that transformation is dependent on the individual’s
construction of knowledge. This knowledge has to be viable, accessible, and has to fit in
with the pre-existing knowledge, values, and lifeworld of an individual for it to make a
difference. Learning from a constructivist point of view was an active process that fully
involved me as an individual, unlike the passive “information transfer” envisioned by the
behaviourist’s approaches I grew up with. Transformative education is by definition
firmly grounded in the critical constructivist paradigm which puts the onus of learning–
in this case, transformation–in the hands of the learner. “If Mezirow was right and
changes in our attitudes and values are the result of transformative learning, then this
means that transformative learning is dependent on our capability for critical selfreflection” (Taylor, 2009, p. 358). Consequently, transformative educators, seeking to
transform themselves, can become facilitators of constructive learning, offering a wide
range of learning opportunities in the classroom that allow students to transform
themselves (von Glasersfeld, 1989).
I believe that the transformative learning approach to preservation education has the
potential to greatly enhance heritage preservation training programs, due to its emphasis
on the factors that impact on preservation work: active theoretical and practical
knowledge construction, professional integrity through attention to values, development
of resilience, and a holistic awareness of social and cultural contexts. Furthermore, the
use of competency-based learning situated in real situations may cultivate, in students,
reflective thinking on their own needs, approach, progress, results, and motivations;
students can develop learning strategies in the process of learning to learn (Lakerveld &
Gussen, 2009). By nurturing personally constructed learning, learning can be conceived
as a process of constructing students’ own personal competencies. Knowledge, strategies,
and information are meaningful only if they become an integral part of one’s body of
knowledge and competencies. In heritage education, this implies that our students need
to be able to identify with contexts, people, interests, and situations that constitute the
domains of conservation and preservation.
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Research Question Three: Research Question Three asked how I, as a cultural heritage
preservation professional and cultural insider, experienced training for preservation and
conservation.
Throughout my life, I experienced the training programs in different ways. My first
experience was as a student in 2001, when I began a specialisation course in cultural
heritage that was integrated with urban planning at the Centre for Advanced Studies in
Integrated Conservation (CECI). My experience as a student was revelatory in terms of
the heritage conservation principles I learnt. I had craved a deeper knowledge of cultural
preservation since moving to São Luís in 1997, but due to pressure of work, I never found
the time to do a course. When I started at the CECI, a new world opened up to me. I was
able to access information, exchange experiences with other preservation experts, and
present my efforts to manage São Luís’ historical centre to the public, receiving useful
feedback. On returning to São Luís, I felt very alone. I missed the guidance of and
exchange of ideas with the experts. I overcame this problem by keeping in touch with a
network of experts in cultural preservation management, meeting them often at national
conferences. In 2007, I gained another specialised qualification at the CECI in the
management of restoration and conservation works, which augmented my skills as a
project manager for cultural preservation.
However, I wanted more than new knowledge; I wanted to apply and test the knowledge
in the field. Then came my second experience with training centres in 2003 when the
Spanish government invited me to tailor the Spanish Escuelas-Taller (Workshop Schools)
programme to fit the needs of São Luís. I led a team in charge of designing the new
programme, training teachers and staff, organising physical and administrative
infrastructure for the centre, and fundraising. Thus, I became a training centre manager
before working as a preservation educator.
My third experience with training centres was in 2008, when I was invited to be a
professor at the CECI. Being considered an excellent student, and given my extensive
experience with cultural preservation interventions, shared management, a participatory
approach and fundraising, I was invited to become a professor in the cultural
entrepreneurship unit in 2008. I had already started lecturing when I was appointed
professor. Teaching became a vocation for me after a lifetime spent as an avid learner. In
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my new position I started to ask questions such as: ‘How can I use this knowledge in my
real life? How will this knowledge help me in my future career?’ I questioned the fixed
and repetitive way of teaching that was demotivating and a barrier to creativity. As a
student, I was forced to learn in the traditional teaching–learning paradigm, but as a
professor, I had the option of replacing this inflexible pedagogy. I introduced new
strategies such as an interdisciplinary, holistic and participatory approach, with
entrepreneurship and learning for sustainability embedded in the whole unit and not as a
separate subject.
Nonetheless, with time I became demotivated by system constraints. Students liked the
freedom to express their thinking, but professors and managers criticised my approach. It
was then that I decided to undertake further university study in Australia to search for a
better approach that might help me to navigate the limitations of the system, as I knew I
could not change the Brazilian educational system. Then the real learning started. First, I
had to learn how to deconstruct my previous paradigm of thought, liberate myself from
the bonds of positivist thinking and seek new horizons. Soon I realised that learning how
to unlearn beliefs set in concrete in my mind required a life-long effort. Nevertheless,
every walk starts with a first step forward, and so here I am, a perpetual apprentice.
As a researcher, analysing my own behaviour as a teacher and my colleagues’ behaviours,
I need to admit that, by and large, we use to reduce the act of teaching and learning to a
mere “transfer of existing information”. We disassociate the act of receiving knowledge
(when we receive information which has already been produced) from the act of
producing knowledge (when we produce knowledge as a result of discussion of existing
knowledge). Thus, we allow students to simply know the knowledge already created by
others rather than allowing them to produce it. I have learned during this journey that the
transmission method of a passive curriculum is not only a poor pedagogical practice, but
it also contributes to the consolidation of a dominant authority in society as well as the
suppression of students’ creative potential. The passive curriculum deprives students of
important benefits of the experience of knowledge production such as critical reflection,
restlessness, uncertainty, curiosity, questioning, analysis, and, consequently, the
motivation to explore new territories. “Knowledge is normally produced outside the
classroom, by researchers, academics, textbook authors and official curricula committees,
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but it is not created by and re-created by students and teachers in a classroom” said Shor
(1992, p.19). Education may seem more manageable when teachers follow a standard
curriculum and students take the teacher’s word as gospel truth and the only source of
knowledge (Freire, 1980, pp 78-79).
The large amount of knowledge required to do conservation works is a challenge that
seems to overwhelm teachers. I am aware that the extensive knowledge required is more
than what teachers and students can handle in heritage education courses. Lifelong
learning, the recommended approach to preparing conservationists, is not feasible given
the strong pressure from the construction market for skilled workers to be trained in a
short time. Short term courses in heritage conservation are a necessity rather than a
choice. That being the case, meaning-centred education may be the ideal approach for
preservation education as it places meaning-making at the centre of the teaching-learning
process (Kovbasyuk & Blessinger, 2012). The meaning construction process focuses on
our experiences as individuals and the relationship between our inner world and the
external world, providing humans with the consciousness that they are part of the world–
part of a sociocultural dynamic whole (Fischer, 2005). This approach seems suitable for
cultural heritage studies under the integral holistic approach, as sustainability in
preservation relates directly to the meanings that people attribute to cultural assets
(Gilmour, 2006). Meaning-centred education calls on teachers and students to reflect on
questions such as: What is the purpose and aim of education? What are the proper roles
for instructors and students? Why and how is personal meaning related to human
learning? (Kovbasyuk, & Blessinger, 2012, p. 3)

Observing teachers and students in the classroom, I realised that what motivates learners
to engage in certain themes is the relevance of those themes to their real lives. Discussing
authentic contexts is thus critical for students to understand that what they learn is
meaningful to them, and, as a consequence, relevant themes, topics or issues can be
explored as multidimensional situations representative of their real-world tasks and
problems. The learning process becomes a joint construction of knowledge between
teacher and students, in which both work on attributing meanings to everyday tasks and
events, using their own experiences as a base for learning. Making meaning in this way
allows teachers and students to become authors of the learning process, negotiating what
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is important within their context, and understanding what matters to them in a broader
sense. Educators cannot teach everything, but it is essential that their students acquire
sound information about what heritage means and how to make proper decisions to
preserve local culture.

The Research Question Four: Research Question Four was how, through conducting
my study, I have transformed my professional and personal views, and involvement in
cultural heritage preservation training.
I would like to share an excerpt from my reflective journal to show how my
transformative journey has unfolded.
Since 2006, I have worked as an international consultant with cities recognised
as World Heritage sites by UNESCO. I am constantly invited to give lectures, and
run seminars for cultural preservation professionals and managers around the
globe. I am taking a break now to reflect on my growth as an educator over the
past ten years. I realise how much I have changed as an educator during the
course of this academic journey. I remember that as a product of the traditional
system of education in Brazil, I too behaved like a ‘pot’ filled with knowledge,
ready to ‘fill’ my audience during lectures (Freire, 2003) with my unquestionable
knowledge. While observing my students in the classroom, mainly since I started
my academic journey in 2010, I noticed their resistance to transmit information.
They were almost rejecting the knowledge the teacher had, as if questioning its
relevance to their countries, oftentimes an underdeveloped country. I was like
this when I was a college student, so I know the feeling. I realised I needed to
change my teaching approach. Now, when starting a course, I attempt to discover
what motivates my students. I try to establish an environment where students feel
free to say and do what is authentic to them. I hold back initially to give them
more space. Only then, can I discover what truly motivates them. In this way, as
stated by Freire and Shor (1987), “the starting point for their education also
becomes the starting point for my education” (p. 17). I trial shorter readings,
debates and reflections, while maintaining flexible and open-ended lesson plans,
a practice frowned upon and often not permitted in Brazil’s public education
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system, but one which in international courses is strongly encouraged. My
objective is to learn with my students the extent of their true cognitive potential,
the degree of alienation they bring to the classroom, and the conditions under
which they live outside the classroom. I believe this information is essential for
the teacher to have so that motivation is sustained on both sides, and stimulating
questions and dialogue ensue. In this way, students and teacher learn and grow
together, and the expectations of both are met by the end of the course. (Reflective
Journal V. 5, 2016, p. 121)

The text above describes the trajectory of my learning and transformation which
continues to evolve. I have endeavoured to learn from each course I delivered and each
new group of students, who are always eager to share their experiences and learn from
mine. I have learnt that educating students about preservation concerns not only benefits
students, but also generates synergies among teachers, students, technicians, managers,
industry professionals, business owners, academics, politicians, and the broader local
community. I believe that stakeholders involved can teach, learn and cooperate within a
new comprehensive, integral educational paradigm. As an avid dreamer, I continue to
fight the iron shackles binding me to the existing colonial-capitalist-positivist system
which shaped me personally and professionally. I feel incapable of designing manuals or
guidelines for any meaningful reconceptualisation of Brazil’s preservation education,
mainly because I feel as if I am an unfinished project. I will therefore limit my rhetoric to
the sharing of ideas.

I like narratives by Fanon (1961, 1967), Memmi (1967), Said (1979), and Bhabha (1994)
about the colonial heritage that we, people of former colonies, all carry. My true
inspiration, however, is in the works of Paulo Freire (1970a, 1970b, 1980, 1987 with
Shor, 1996, 1998, 2001, 2003, 2011), Ira Shor (1987 with Freire, 1992), Henry Giroux
(1993, 1997, 2006), and Joe Kincheloe (2004, 2008a, 2008b) about pedagogy for
freedom, critical consciousness and civic courage. I have also found inspiration in the
work of Walter Mignolo (2005, 2007, 2008) and Ramon Grosfoguel (2008, 2011) about
coloniality of power and de-colonial thinking, both of whom adopt an approach to their
narrative that focuses not on the victimisation of colonised peoples but rather on the need
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of these peoples to build a new future for themselves. Notwithstanding the effects of
coloniality of power, we must become active citizens in our homelands, actors in our own
histories, and agents protecting and promoting our culture. We must also be critical in
redefining concepts such as citizenship, democracy, human rights and economic relations
to go beyond the conventional definitions imposed by European modernity which
continues to influence contemporary society in former colonized states (Grosfoguel,
2008).

During my journey through academia I have come to understand that education has
personal, contextual, relational, integrative, holistic and dialogical aspects directly linked
to students’ personal contexts. My question is how to build effective curricula that apply
this multidimensional approach to the building of better people who can become better
professionals. Delors et. Al. (1998) suggested that effective educational training is
grounded on four elements. The first is teaching how ‘to know’ through theory,
methodologies, and constructive techniques used at international and national levels, but
with an overriding focus on the local. The second is training in how ‘to do’, to prepare
graduates to apply skills to address market demands. The next is teaching how ‘to live
together’ by discovering and respecting the other, sharing and valuing others’
experiences, and developing communication and conflict resolution skills. The final
element is teaching how ‘to be’, essential learning that integrates the three preceding
elements. The above four pillars of learning focus on turning students into social actors
who know, respect and defend their own culture, and are thus able to establish a different,
sensitive relationship with their heritage. Delors and colleagues’ four ways of knowing,
in fact, constitute only one, given the interconnection between them. In my perception,
applying this approach in the classroom would expand students’ vision to transcend the
traditional, purely instrumental vision of education, and empower students to face the
challenges of the 21st century.
One of the core beliefs of Delors’ philosophical framework is that quality education
founded on the four pillars of learning can provide the cognitive, moral and cultural
strengths that enable society and individuals to surmount the obstacles faced and to grasp
the opportunities provided in the globalization process (De Lisle, 1998). When combined,
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the four pillars constitute a different approach to traditional learning that may make
preservation education in Brazil more vigorous and flexible.
By analysing the data gathered during this investigation, I have learnt that the traditional
system of preservation education in Northeastern Brazil has focused basically on learning
how to know, extending sometimes to learning how to do, depending on course content,
available resources and teachers’ preparedness. However, education focusing on the
domain of learning how to know and, to a lesser extent, learning how to do cannot be
considered complete without the other two domains of learning, which are more
complicated to teach due to their subjective nature and the rigidity of the educational
system in Brazil. In preservation education, the pedagogical practice should be to provide
continuous training to achieve the integrated learning indicated by Delors’ four pillars.
Learning how to live together is essential because the social dynamics in and out of
classrooms is shaped by interaction between the students and the social environment in
which they are immersed. It is necessary, then, to learn to understand the different cultural
other, develop sensitivity to the other’s needs, be ready to manage crises, and participate
in common projects while respecting the point of view of others. In the case of the centres
under investigation, learning to avoid aggressive behaviour is particularly important for
building a peaceful learning environment.

Suggestions for future studies. What is next?
I understand now that, despite the title of this chapter, this thesis is not the end of my
learning and professional journey. On the contrary, with all of the findings and guidelines
clear in my mind, it is time for me to act. I am ready to implement the new approaches I
have learnt in education in and outside Brazil, and in any context that presents me with
the opportunity to work with local communities. However, before implementing or even
suggesting any changes, my first step is to convince traditional-minded teachers,
managers and professionals of how a transformative approach to education – based on
critical

pedagogy,

Delors’

pillars

of

education,

meaning-centred

education,

transformative learning theory and learning of competencies – is important for helping
students to construct a better tomorrow for themselves.
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With the above intentions in mind, future studies would encompass the following:
Designing guidelines for developing new cultural preservation education strategies
based on transformative education.
This study will suggest new strategies for cultural preservation education and policymaking based on transformative learning and associated educational methodologies
mentioned in this chapter. The proposed guidelines would be aimed at sensitising
teachers, managers, technicians and professionals at vocational training centres and
related institutions to the issues inherent in improving cultural preservation in Brazil and
other Latin American countries. The study would determine how the guidelines might be
formulated so that they can be adjusted for each local context according to its specific
characteristics identified through naturalistic inquiries.
Designing mechanisms for promoting a participatory approach to cultural
preservation.
The participatory approach in shared management has been shown, through various
experiences in Latin America, to be appropriate for promoting social awareness for
decision-making, and consequently places more effective social control in the hands of
the local population. A study is needed to design mechanisms that empower local people,
and promote shared management and capacity building for social inclusion can help
people, who live oppressed under imbalanced power structures in an old, consolidated
political context, to fight against ‘acceptable imbalance’ (Markle, 2014).
Designing curricula for vocational education that can defeat myths rooted in
colonial societies.
It seems necessary to produce new curricula that can reconceptualise vocational education
in all areas, including cultural heritage preservation, in order to deconstruct myths that
were established by the dominant class when Brazil and similar countries were colonies
(Freire, 1980). The study would consider how the following dominant myths might be
deconstructed through education: the myth that the oppressive order is an established
order to maintain social peace and protect people from anarchy; the myth that all people
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have equal opportunities, and that just by working hard, everyone can become
entrepreneurs or have the job they want; the myth that there is unrestricted access to
education for all when the proportion of the population who enter primary school and
manage to advance after it is derisory; the myth of the charity of the dominant class, when,
in reality, this class engages in welfarism, granting false aid in return for which what
people must, as a gesture of gratitude, accommodate the elites by accepting their
mandates; and finally, the myth of the ontological inferiority of the lower socioeconomic
class and the superiority of the dominant class (Shor, 1992; Freire, 2003). Demystifying
such mind-rooted beliefs is not an easy task, but it is necessary in order to achieve
education for freedom.

Conclusion of this journey
The insights from the fieldwork helped me to develop an in depth understanding of my
research context, including how cultural values, socio-political factors and key
stakeholders’ practices were affecting the training programs’ outcomes. The joint effect
of fieldwork and reflection led me to a deeper understanding of the field’s social and
cultural complexities, and introduced me to the sensitive balance between politics,
policies, politicians, and the preservation system.
This study took on the interdisciplinary character of cultural studies, seeking to
understand social relationships and cultural practices through critical analysis. In this
context, an understanding of contexts and phenomena through the meanings local people
ascribe to them was essential to further development of reliable preservation initiatives.
The new approach and new paradigm chosen by me at the beginning of the second phase
suited my purpose of engaging in a deeper examination of the Northeastern Brazil
context, as I sought to reveal aspects of training practices that might otherwise go
unnoticed by practitioners and that might help them understand and reflect on their
practices.
As I mentioned before, the most important result of my thesis was my personal
transformation. Everything is different now. I believe my perceptions are now more
holistic, and my analysis more accurate. But my self-judgement is killing me! I believe
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this academic journey from 2010 to 2014 and the personal problems I faced from 2014 to
2016 helped me to rethink my ‘self’ as a critical, yet emotional and deeply involved,
researcher. I feel ready to work on developing new policies for preservation education to
promote the attitudes and values that I believe students would adopt to become better
professionals. I feel ready to use all my political influence – that I realise I still have in
Brazil–to help draw up new curricula for preservation courses. I am aware that my
colleagues are closed to change, but one thing that I have learnt in twenty years working
with all type of stakeholders is to manage egos! I am aware that working within the
current Brazilian context is discouraging, but I feel the hope is still there, and that I can
rescue my colleagues from inside the system by working alongside. I believe that new
learning theories will enable the centres to provide holistic and more contextualised
learning environments. Helping to construct this new training environment and
overcoming the setbacks is my professional and personal goal in this new stage of my
life.
Considering my experience with training centres and what I have learned during this
academic journey, I believe that in Latin America thinking about sustainable educational
development means thinking about the development of social capital. If the goal of public
institutions (directly) and private institutions (as supporters of public policies) is to
develop social capital, these institutions must uncover the covert processes operating in
society. I argue that it is impossible to have an accurate understanding of these processes
without utilising quality indicators to assess teaching and learning outcomes. Quality
indicators can reveal how society manages cultural values and ethical issues, and how
covert social processes impact reality. They also help professionals to understand the
reality that is often hidden behind cultural behaviours, and legitimised by society, such
as the corruption, impunity and social inequality found in Brazil.
Training centres for preservation personnel should aim to develop social capital, which
is different from human capital. Social capital refers to how educated and healthy
societies are capable of developing effective strategies for sustaining themselves (OECD,
2010). In contrast, human capital is directly linked to the level of health and education
existing in a community (Silva & Puziol, 2009). What I have learned is that social capital
means empowering people with civic awareness so that they can take responsibility for

226

Chapter Seven – The need for closure

everything that is of collective interest, from green areas to cultural heritage. To the extent
that they have a certain level of education and collective consciousness, local people can
participate in public debates and be engaged in making proposals, defending their rights,
upholding their ethical values and fighting for what they want (De la Mora, 2002). The
goal of my new style of education is to imbue students with civic awareness, preparing
them for the market, for society and for life. The training centres will be agents that
prepare people for their realities by considering the needs and desires of real people, so
that we can reverse the vicious cycles that are responsible for the tragedies of
development (Sen & Kliksberg, 2009).
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Final thoughts
Mankind humanises itself by working together to make the world a place where our
conscience mediates the sustained existence of our freedoms. To those who take it
upon themselves to build the human world, it is their responsibility to give it shape
and direction. In making your voice public, you willingly assume, as an operator,
the function of being the subject of your own history in collaboration with other
operators, the people. The people, in turn, are responsible for the direction of their
historical-cultural process. If the rational direction of such process is political, then
to become aware is to become a political agent. And finally, popular culture is
mediated by popular practice; there can be no culture of the people without the
politics of the people. (Fiori, in Freire, 2003, p. 8)

In order for teachers to be transformed, we educators need, first of all, to understand the
social context of teaching and then ask how we can distinguish traditional education from
the education I consider ‘liberating’ (Freire, 2003), the kind of education able to promote
social inclusion, reduce injustice and inequality, and dismantle the culture of silence.
Delivering training programs for restoration, cultural conservation and preservation in the
traditional way, as is the current practice in Brazil, has not sufficiently prepared
preservation professionals to face the challenges present in contemporary Brazilian
society. The new approach to preservation education requires a teaching methodology
that can promote social change, and bring about transformations within each social class.
Different kinds of transformation are needed until individuals can adopt a critical and
more accurate view of their realities.

At the end of this journey, I understand that it is not education that shapes society but
rather society that shapes education, based on the interests of those who are in power. As
such, it would be naïve of me to expect that an education system shaped by the dominant
class would serve as a channel for sociocultural change. It would be foolish of me to
expect that the governing class in Brazil would implement any educational practice which
would jeopardise their interest. The key issue in Brazil’s education is that the relationship
between the education system and the cultural system is not mechanistic. It is a historical
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relationship where the function of the education system is to reproduce the dominant
ideology.

Our job as educators is to reject, denounce and work against the perpetuation of a rooted
ideology in Brazil’s education system. This undertaking must start with us, teachers, who
dream of reinventing society by using schools, and the institutional, cultural and social
spheres inhabited by and belonging to the people who are the true heirs to the
sociocultural legacy of historical sites.

For that to happen, fear must be conquered. During this research, I heard teachers speak
about their fears. They feared for their jobs when practicing an approach opposed to the
outdated mode of direct and repetitive knowledge transmission. They spoke of the risk to
their career of applying an ideology contrary to that of the dominant class. They feared
the embarrassment of having to discipline their colleagues for using innovative
approaches. I understand the task of reinventing education is intimidating. It intimidates
me as well. However, fear would not deter educators from committing to the mission of
building a new curriculum that seeks to change the current reality and promote social
mobility for the masses through freedom of access to education. And this is where my
work sets its sights now: raising awareness and mobilising students, teachers,
professionals, managers, politicians and local communities to build a new, fairer and
more inclusive education system.
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APPENDIX A
Outline of the interview schedule

INFORMATION SHEET

PROJECT: Evaluating the effects of training programs on cultural heritage conservation
performance at world heritage sites situated in developing countries: case study of the
Northeast Region of Brazil
The Researcher
Karla Nunes is a researcher in the Master of Cultural Heritage at Curtin University in
Australia WA. This research project is part of her master thesis.
The Project
This research proposes an analysis of the conservation efforts developed by training
programs in World Heritage Historic Centres located in the Northeast Region of Brazil,
where developing conservation projects face severe political, economic and social issues.
The analysis results will demonstrate the effects, consequences, possibilities, risks and
perspectives of the conservation and training programs that have been implemented. By
investigating these World Heritage Sites’ experiences, the research aims to demonstrate
the strengths and weaknesses of the conservation system. It also proposes
recommendations for improvement actions regarding the international recommendations
of sustainable urban development.
Aims of the Project
The objective of this research is to analyse the preservation actions in specific cities situated
in the Northeast Region of Brazil by observing the ongoing preservation efforts developed
and implemented by training programs in those cities. This research aims:
• To develop an analysis of the actual conservation system in the target cities;
• To identify positive and negative aspects of conservation and training programs;
• To create a framework within which successful integrated conservation practices
can be carried out;
• To provide a set of recommendations for private and governmental institutions
regarding a conservation system, aiming to improve current conservation practices.
Doing the Research
• The researcher will use semi-structured interviews and surveys, entirely
confidential, recorded by video- or audio-tape depending on the participant’s
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•
•

arrangement. No participant will be informed of the identity of other research
participants. Interviews will be conducted in secrecy, at a suitable time for the
participants, away from their workplaces.
The observation of normal institutions activities will be conducted at the time the
director of the institution sees suitable, without interfering in any of its operation.
Official documents will be collected according to previous consent from the related
institutions.

Risks and Benefits
The participation in this research is entirely voluntary. Participants will not be physically or
psychologically harmed through this research project. Participants are allowed to withdraw
from the research at any time. Participants’ identities will be protected at all times through
the use of numbers. Data will be accessible only to the researcher and her supervisors.
Results of the research will be publish, keeping participants’ confidentiality, and may be
presented at national or international conferences.
Requirements from the Participants
Participants who agree to participate in the research will be required to be available for a
two hour interview. Time and place will be negotiated with each specific participant.
Confidentiality
All data collected, including video- and audio-tapes, hard copies of notes, transcripts and
electronic data CDs and DVDs, will be stored in the researcher’s office home for 5 years.
After that period the data will be destroyed appropriately. No one will have access to the
participants’ information and the data received will be kept confidential.
Research Approval
This research has been approved by the Human Research Ethics Committee of Curtin
University – Ethics Approval Number: BE-07-2011

Should you have any question, please do not hesitate in contact anytime:
Karla Nunes
Researcher
School of Built Environment
Curtin University
karla.nunes@postgrad.curtin.edu.au
karlacsn@hotmail.com
Phone: 61-0448200034

Elisabeth Settelmaier
Supervisor
School of Education
Curtin University
e.settelmaier@curtin.edu.au
Phone: 61 08-92662257
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Curtin University
jennifer.harris@curtin.edu.au
Phone: 61 08-92664135

Appendices

FICHA DE INFORMAÇÃO

PROJETO: Avaliando o desempenho dos programas de formação sobre os trabalhos de
conservação do patrimônio cultural em cidades consideradas patrimônio mundial
localizadas em países em desenvolvimento: estudo de caso do nordeste do Brasil
O pesquisador
Karla Nunes é arquiteta pesquisadora do mestrado em Patrimônio Cultural da Curtin
University na Australia WA. Esse trabalho é parte de seu projeto de pesquisa para a tese de
mestrado.
O projeto
Essa pesquisa propõe uma análise dos trabalhos de conservação desenvolvidos por
programas de formação em centros históricos patrimônio mundial localizados no nordeste
do Brasil, onde os projetos de preservação enfrentam sérias dificuldades políticas,
econômicas e sociais.
Os resultados dessa análise buscam demonstrar os efeitos, consequências, potenciais,
riscos e perspectivas dos trabalhos de conservação e dos centros de formação que estão
sendo desenvolvidos nas cidades em estudo. Investigando essas experiências, a pesquisa
visa demonstrar os pontos fracos e fortes do sistema de conservação. A pesquisa final
também incluirá uma série de recomendações para a melhoria das ações de preservação,
seguindo as recomendações internacionais para o desenvolvimento urbano sustentável.
Objetivo do Projeto
O objetivo da pesquisa é analisar as ações de preservação em algumas cidades do nordeste
do Brasil, partindo da observação dos trabalhos de preservação realizados por centros de
formação de profissionais nessas cidades. A pesquisa visa:
• Desenvolver uma análise do atual sistema de conservação e dos centros de
formação;
• Identificar pontos fortes e fracos dos trabalhos de conservação e dos centros de
formação;
• Criar um quadro de práticas de conservação integrada bem sucedidas que
poderiam ser implantadas e executadas por instituições de preservação;
• Criar um conjunto de recomendações que podem ser usadas por instituições
públicas e privadas, visando a melhoria das atuais ações de preservação.
Sobre o trabalho de campo
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A pesquisadora usará entrevistas semi-estruturadas, que serão mantidas em total
sigilo, gravadas em som ou video de acordo com o consentimento do participante.
A nenhum participante será informado quem serão os outros particpantes da
pesquisa. As entrevistas serão mantidas em sigilo e serão feitas no melhor tempo
estabelecido pelo participante e fora do seu local de trabalho.
Será feita o observação in loco do funcionamento dos centros de formação, durante
o tempo permitido pelo director de cada instituição, sem interferir nas atividades
cotidianas da instituição.
Documentos oficiais serão coletados de acordo com o prévio consentimento de
cada instituição relacionada.

Riscos e Benefícios
A participação nessa pesquisa é inteiramente voluntária. Os participantes não serão
prejudicados física ou psicologicamente por esse projeto. Os participantes podem se retirar
da pesquisa a qualquer tempo. A identidade dos participantes será protegida todo o tempo
e seus nomes serão substituídos por números. Os dados coletados só serão acessíveis pela
pesquisadora e seus supervisores diretos da universidade. Os resultados dessa pesquisa
serão publicados, mantendo sempre a confidencialidade dos participantes, e podem ser
apresentados em conferências nacionais e internacionais.
Requerimentos do participante
As pessoas que concordarem participar dessa pesquisa serão requisitadas para uma
entrevista de cerca de duas horas. A hora e o lugar serão negociados diretamente com o
participante.
Confidencialidade
Todos os dados coletados, incluindo as gravações por audio ou video, anotações e
documentos escritos, transcrições e dados eletrônicos em CDs ou DVDs, serão guardados
no escritório da pesquisadora por um período de cinco anos. Depois desse tempo o material
será destruído apropriadamente. Nenhuma pessoa conhecerá as informações fornecidas
pelos participantes e os dados recebidos serão mantidos todo o tempo em sigilo.
Aprovação para a pesquisa
Essa pesquisa foi aprovada pelo Comitê de Ética para Pesquisa com Humanos da Curtin
University – Ethics Approval Number: BE-07-2011

Se você tem alguma dúvida, por favor não hesite em entrar em contato a qualquer tempo:
Karla Nunes
Researcher
School of Built Environment
Curtin University
karla.nunes@postgrad.curtin.edu.au
karlacsn@hotmail.com
Phone: 61-0448200034

Elisabeth Settelmaier
Supervisor
School of Education
Curtin University
e.settelmaier@curtin.edu.au
Phone: 61 08-92662257
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Curtin University
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INTERVIEW GUIDE

PROJECT: Evaluating the effects of training programs on cultural heritage conservation
performance at world heritage sites situated in developing countries: case study of the
Northeast Region of Brazil
I study aims to demonstrate:
•

Results and impacts;

•

Best practices and weak points;

•

Risks and main pressures;

•

Perspectives of improvement;

•

The apllied methodology and the target audience attendance.

Important points to find out:
•

The efforts’ impact on the built, cultural and social environment;

•

The centres’ interactions with local communities, their perception of whether the
programs are being culturally assimilated;

•

Their degree of attendance of local legislation and international recommendations;

•

Their technical and theoretical efficacy;

•

Their documentation storage processes, as well as the use and access to the same;

•

The interrelationship between the training programs and the political and
institutional context;

•

The absorption of graduated professionals into the civil market;

•

Their interaction with other related systems in which they are implemented.

•

For the personnel involved, what would be the best training centre profile?

Points for discussion:

1. Tell me about your experience in regards to the heritage training programs.
Gather general information.
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 Tell me about the different conservation initiatives that you have participated
during your career;
 In your opinion, what is the active role of training programs and what is the
efforts’ impact on the built, cultural and social environment? And about your
training centre specifically?
 Do you think the centres’ interactions with local communities are being culturally
assimilated? How about local community’s perception about the program?
 What is your target audience? Do you think the target audience has been
achieved?
 Tell me about the level of interaction with local and national preservation policies.
 Tell me about the interrelationship between the training centre and the political
and institutional context – Official and actual situation.
(1) What is the functional and administrative structure of your training centre?
Attention for different perceptions from different staff levels.
 General context in which the training program was created.
 Theoretical and practical structure.
 Where methodology and technical procedures are from. Who supervises the
procedures?
 How teachers and instructors were formerly?
 Efficacy and coverage of the program. Personal analysis.
 Attendace of local legislation and international recommendations.
 How the documentation is produced, evaluated and accessed.
(2) About former students.
 The absorption of graduated professionals into the civil market.
 Do you think the former student got appropriate skills to attend the market?
 Do you have any official or informal follow-up of former students?
(3) Identification of best practices, weak points and main problems faced by the training
centre.
(4) The interaction of the training centre with other related systems in which they are
implemented.
• How do you see your training centre relationship with the cultural system/ social
system/ economic system/ political system?
• How do you think the training centre would be kept working independently of
political changes?
(5) Facing the political, economic and social issues, what would be the best training centre
profile for you?
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QUESTIONÁRIO

PROJETO: Avaliando o desempenho dos programas de formação sobre os trabalhos de
conservação do patrimônio cultural em cidades consideradas patrimônio mundial
localizadas em países em desenvolvimento: estudo de caso do nordeste do Brasil
Essa pesquisa propõe uma análise dos trabalhos de conservação desenvolvidos por
programas de formação em centros históricos patrimônio mundial localizados no nordeste
do Brasil. Os resultados dessa análise buscam demonstrar os efeitos, consequências,
potenciais, riscos e perspectivas dos trabalhos de conservação realizados por esses centros
de formação.
A pesquisa também visa esboçar qual seria o melhor perfil para um centro de formação que
atendesse as necessidades dessas cidades e que sobrevivesse de maneira mais sustentável
dentro do dificíl contexto econômico e político que encontramos nessa região.
Para isso, seguem as questões para discussão:

1. Conte sua experiência em relação a cursos de formação de profissionais de
patrimônio.
Pretende-se saber :
 As diferentes iniciativas de programas de formação ao longo da sua experiência;
 Sua opinião sobre os impactos das ações de conservação realizadas pelos centros
de formação no patrimônio construído e no contexto cultural e social;
 A interação entre os programas e as comunidades locais;
 Você acha que o público alvo está sendo alcançado?
 A relação entre programas de treinamento e as políticas locais e nacionais.

1. Qual a estrutura funcional e administrativa do centro de formação no qual você








está envolvido atualmente ou esteve envolvido?
Como surgiu o centro? (Contexto geral que motivou a iniciativa);
A base teórica de estruturação do curso;
Os métodos e procedimentos técnicos utilizados no módulo prático;
O corpo docente: origem dos professores e instrutores, como foram ou são
preparados.
A eficácia e a abrangência do programa;
O atendimento à legislação local e às recomendações internacionais;
A identificação, armazenagem e avaliação da documentação.

1. Quanto aos profissionais formados pelo centro:


Os profissionais formados estão sendo absorvidos pelo mercado de trabalho?
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O profissional capacitado está atendendo a demanda do mercado?

1. Identificar os pontos fortes do programa e os principais problemas enfrentados
(acertos e desacertos).

1. Como os programas podem manter-se funcionando independente das mudanças
políticas?

1. Diante das experiências anteriores e do cenário sócio-político e econômico atual,
como você formularia hoje um novo programa?
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CONSENT FORM

PROJECT: Evaluating the effects of training programs on cultural heritage conservation
performance at world heritage sites situated in developing countries: case study of the
Northeast Region of Brazil

Please sign and return to the researcher
Date:
Name:
Position:
Email:
Phone:
I have read the information sheet and I consent my participation in this research.
I understand that participation in this research project is voluntary, anonymous, and will
not result in future coercion or pressure.
I permit the interview to be recorded by video- or audio-tape.
I understand that confidentiality will be maintained at all times.
I understand that I can withdraw from this research anytime.
I understand that ethics clearance has been obtained through Curtin University.
I understand that all data will be available only to the researcher and her supervisors.
I understand that the publication of this research will not include my name or any
reference to my personal opinions.

Having read the information and understood the implications, I agree to participate in the
research project ‘Evaluating the effects of training programs on cultural heritage
conservation performance at world heritage sites situated in developing countries: case
study of the Northeast Region of Brazil’.

Signature:
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FICHA DE CONSENTIMENTO

PROJETO: Avaliando o desempenho dos programas de formação sobre os trabalhos de
conservação do patrimônio cultural em cidades consideradas patrimônio mundial
localizadas em países em desenvolvimento: estudo de caso do nordeste do Brasil

Por favor assine e devolva ao pesquisador:
Data:
Nome:
Cargo:
Email:
Tel:
Eu li a ficha de informação e autorizo minha participação nessa pesquisa.
Eu entendo que minha participação nesse projeto é voluntária, anônima, e não resultará
em futures coações ou pressões.
Eu permito que a entrevista seja gravada em audio ou vídeo-tape.
Eu entendo que a confidencialidade das informações será mantida todo o tempo.
Eu entendo que eu posso retirar minha participação dessa pesquisa a qualquer tempo.
Eu entendo que uma permissão ética para o desenvolvimento dessa pesquisa foi
concedida pela Curtin University.
Eu entendo que todos os dados coletados só serão acessíveis à pesquisadora e seus
supervisores.
Eu entendo que a publicação dessa pesquisa não incluirá meu nome nem qualquer
referência às minhas opiniões pessoais.

Tendo lido as informações e entendido as implicações da pesquisa, eu concordo em
participar do projeto “Avaliando o desempenho dos programas de formação sobre os
trabalhos de conservação do patrimônio cultural em cidades consideradas patrimônio
mundial localizadas em países em desenvolvimento: estudo de caso do nordeste do Brasil”.

Assinatura:
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Historical background of UNESCO, ICOMOS AND ICRROM’s cultural
heritage training programs over the past 50 years
(based on ICCROM, 2009)
•

•
•
•

•
•
•
•

•

•
•
•

•
•

1964 – The ICCROM, established by UNESCO in 1956, is involved in the
drafting of the Venice Charter as well as salvaging the monuments of the Nile
Valley, including the Temples of Abu Simbel, the first modern experience in
preservation intervention.
1965 – The first course on Architectural Conservation (ARC) is held (ICCROM)
1968 – The first course on the Conservation of Mural Paintings (MPC) is held.
1971 – Paul Philippot becomes director of the Rome Centre, established in 1957,
changes its name to “International Centre for Conservation”, and establishes the
first training for specialists in conservation.
1973 – The first course on Conservation Science (SPC) is held.
1975 – The first course on Preventive Conservation in Museums is held.
1976 – The first course on Stone Conservation in Venice is held. Recovery work
is done in the wake of the earthquake in Friuli, Italy.
1982 – The Technical Assistance Programme is launched by ICCROM, initially
providing minor equipment and supplies, didactic material, conservation
literature, annual subscriptions to conservation periodicals and photocopies to
public institutions and non-profit organizations.
1985 – Regional Programs were launched with the PREMA program (Prevention
of Museums in Africa), a long-term incentive to train sub-Saharan African
professionals in preventive conservation.
1988 –The first course on Wood Conservation is held in Trondheim, Norway.
1991 – The Media Save Art campaign begins; its objective is to raise awareness
among school children regarding the fragility of cultural heritage.
1993 – The NAMEC (North Africa and the Near and Middle East Countries)
program for conservation training in Maghreb countries begins. ICCROM’s
statutory functions are revised to include advocacy.
1994 – ICCROM goes online. The PREMO Program for conservation in the
Pacific is launched. The Nara Document on Authenticity is drafted in Japan.
1995 – The Integrated Territorial and Urban Conservation (ITUC) Project begins.
1996 – The first PAT (Pan American Course on the Conservation and
Management of Earthen Architectural and Archeological Heritage) is held at the
archaeological site Chan Chan in Trujillo, Peru.
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•
•

•
•
•
•

•

•
•

•
•
•

1997 – The ITUC International Training Workshop, is launched in Rome. In
Brazil, the 1st edition of ITUC’s training is held by CECI.
1998 – The AFRICA 2009 Program is launched, offering training courses on the
conservation of immovable heritage in sub-Saharan Africa. An agreement is also
signed between ICCROM and the National University of Benin, creating EPA
(Ecole du Patrimoine Africain).
1999 – The first Conservation of Urushi (Japanese lacquer) course takes place.
2000 – The Program for Museum Development (PMDA, now referred to as
CHDA) begins operating in Mombasa, Kenya.
2002 – The Internship and Fellows Program is established by ICCROM. The first
Sharing Conservation Decisions course is held.
2003 – The first course on Architectural Records, Inventories, and Information
Systems for Conservation (ARIS) begins. The 1st Brazilian Post-graduation course
in Management Conservation and Restoration Works is held by CECI
2004 – The ATHAR (conservation of heritage sites in the Arab region) and
CollAsia 2010 (conservation of heritage collections in Southeast Asia programs
are launched.
2005 – The first Reducing Risks to Collections Course takes place in Rome.
2007 – The first course on Safeguarding of Sound and Image Collections
(SOIMA) takes place in Rio de Janeiro, Brazil. The first course on the
Conservation of Built Heritage (CBH) takes place in Rome. It is an evolution of
the ARC course.
2008 – The LATAM Program for conservation in Latin America and the
Caribbean is launched.
2009 – The AFRICA 2009 Program concludes. ICCROM celebrates 50 years of
operations.
2010 – The CollAsia 2010 Program concludes. CollAsia provided capacity
building in the Asia Pacific region for the conservation of movable heritage and
taught the importance of integrating communities and intangible heritage into the
conservation process.
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APPENDIX C
The cultural heritage preservation system in 2012

After the lessons I have learned, as an outcome of my fieldworks I created a graphic to
illustrate how I believed the cultural heritage preservation system in Northeastern Brazil
was operating with consideration given to context-related issues.

The main stakeholders

Figure 40: Cultural heritage preservation scenario in 2014: Stakeholders (Reflective Journal V. 4, 2014, p.
35)
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Politicians in charge
Circle A in Figure 40 shows politicians in charge. The first cohort of participants opined
that the political changes which occur every four years because of the elections seem to
disrupt the technical and administrative functioning of the training centres. In Mike’s
opinion, this disruption occurs but is not caused by the election alone: “every four years,
Brazil faces a political hurricane. The process of disruption starts well before the
elections, during the electoral campaigns” (I.1, 2012, p. 2). I observed in the field that
politicians-to-be rely on the promising of political favours to ensure their victory. I have
seen them promising everything for votes: to people, they promise small benefits such as
food, bricks, cement, dental services, medication, medical appointments, bicycles,
electrical devices and small amounts of money. To managers, they promise senior
positions and funding for their institutions from the public budget. With other politicians,
they make agreements involving key positions in government in return for all sorts of
bribes: money, political influence for approving projects, and personal benefits such as
house renovations and international trips. Roberta confims that this happens in all areas
of government, “…including the Ministries of Culture and Education, to which the
training centres are generally linked” (I.5, 2012, p. 2). This generates a disruptive
overhaul of decision makers, administrative staff and budgets. As a consequence,
professionals in the training centres are faced with new co-workers, new projects and new
management philosophies, creating a situation in which “the new people are not always
prepared to deal with cultural heritage issues; the projects may be based on political
demands rather than cultural and social demands; and management philosophies do not
always respect the social and technical authenticity and integrity of cultural assets”, said
Luiza (I.2, 2012, p. 2).

Leaders and decision makers
Circle B in Figure 31 refers to the leaders and decision makers of governmental cultural
and preservation institutions. In my experience, the Brazilian management system seems
to be mostly composed of managers and planners, not all of whom are knowledgeable
about cultural preservation but who are linked to professional politicians. Good or bad,
these decision makers never leave the government: they simply change positions. As
Jason commented, “for example, today’s Secretary of Agriculture might be tomorrow’s
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Secretary of Culture, depending on his or her relationship with the political group in
charge. When this person moves to another department, they will take their administrative
staff with them. As a result, the team of professionals who are responsible for policies in
agriculture today, will be in charge of cultural preservation tomorrow” (I.6, 2012, p. 2).
If managers are sensitive to cultural issues and have the intention of promoting and
safeguarding cultural assets, they hire specialists to ensure that preservation policies are
properly created and implemented. Otherwise, the preservation of the country’s cultural
heritage is left in the hands of unqualified managers and technicians. Luiza was concerned
because “this movement causes all sorts of managerial, legal and technical problems, such
as inappropriate interventions, inefficient policies and the exclusion of the local
community from the decision-making process” (I.2, 2012, p. 2).

Academic community
Circle C in Figure 40 depicts the academic community working on preservation issues in
Brazil in 2012. I believe in the importance of the Academy and, more recently, have come
to value the role of cultural ethnographers in identifying and discussing issues and
proposing context-related solutions affecting cultural heritage management and
preservation education. According to Viviane, however, “…academics are a strict and
closed group that come up with unfeasible solutions for the harsh circumstances that we
face in Northeastern Brazil” (I.4, 2012, p. 2). Like the experts behind UNESCO’s
international recommendations and IPHAN’s national legal framework, the academics in
Brazil tend to propose one-size-fits-all solutions, believing that these can be adjusted and
applied to solve local problems. Furthermore, Mike pointed out, “as they usually base
their findings on literature reviews or superficial ethnographies, their findings reflect only
specific aspects of a given problem. Their findings lack the perspective of a holistic
analysis of the whole preservation system” (I.1, 2012, p. 3).

Preservation initiatives
Circle D in Figure 40 represents preservation programs, projects, mechanisms and
management tools for cultural heritage preservation. The main problem here is that these
tools sometimes serve political interests rather than sociocultural interests. “Over the last
two decades, most of us who have been working in the field of preservation have seen
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only a few government interventions that have efficiently attended to the cultural and
social needs of local people”, Roberta noted (I.5, 2012, p. 3).

Preservation professionals and technicians
Circle E in Figure 40 represents preservation professionals and technicians. In observing
the preservationists, conservators, technicians and craftspeople that compose the
community of cultural professionals in Northeastern Brazil, I could not help but notice
that only a few had specific training in cultural heritage preservation – and these were
mainly technicians. In Mike’s view, “few professionals have had training in preservation
education, which means there is no formal preparation for teaching cultural heritage
preservation theory and practice. Their knowledge is valuable, built up over years of
experience in the field, but their lack of teaching experience seems to cause
communication problems in the classroom and at construction sites” (I.1, 2012, p. 4).

Local communities
Circle F in Figure 40 highlights the situation of local communities in the process. I
observed that, in all of the world heritage sites under investigation in 2014, the local
population was totally excluded from the preservation decision-making process. “In the
past twenty years, the Government has attempted to promote social participation a few
times, but all of these attempts have failed”, commented Liliam (I.3, 2012, p. 2). By
contrast, most of the participants from the second phase seem to believe that direct
involvement with local communities was essential, given that preservation is affected by
what local people believe is worth preserving. “The problem is that the process of
preservation management often does not originate where it should: from the local
community affected by the intervention”, confirmed Viviane (I.4, 2012, p. 3).

The money flows the wrong way

After creating this first image, I analysed the flow of resources for preservation (the
yellow arrows), from investments to outcomes in visual form in Figure 41.

260

Appendices

Figure 41: Cultural heritage preservation scenario in 2012: Flow of invested resources
(Reflective Journal V. 4, 2014, p. 35)

(1) Resources for preservation initiatives are given by the Federal Government to the
politicians in charge–governors and mayors–who distribute the resources to preapproved programs. (2) The content of these programs is decided by the managers
and planners in charge and the leaders of preservation institutions. (3) Each
program is dratted by professionals and technicians, who are supposedly closer
than the managers to the local community. (4) The professionals and technicians
divide the programs into projects, which include mechanisms and management
tools necessary to guarantee the efficiency of preservation management of local
cultural assets. (5) The projects, mechanisms and tools are supposedly developed
to reflect and meet the needs of local people, what they feel is worthy of
preservation, and what interventions they suggest that would not interfere with
local social dynamics and would accord with their cultural practices. (6) Meeting
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the needs of local people while maintaining their culture is meant to be the main
outcome of this process, and the purpose of the invested resources.

In this diagram and studying the profiles of stakeholders, I have been able to gain a deeper
understanding of how political interests interfere with the processes of conservation and
restoration. I believe that politicians in power often only support programs with high
political impact, whether or not they are crucial for the welfare of local people. In some
cases I saw in the field, I suspected that, before politicians direct resources to managers,
a ‘present’ is negotiated between them. Without it, which, in the preservation system is
generally given in the form of personal services such as house renovations, rather than
money, the program would not be supported in the first place. By working in the field I
analysed some projects where I saw ‘presents’ hidden in program budgets by overpricing
materials, taxes and services. As there is neither an evaluation of the program on
completion nor social control of the budget by the community, which is excluded from
the decision-making process, the presents are rarely discovered.

I believe that most professionals like me involved in the cultural heritage system are
aware of the bribery scheme since professionals and managers know how the budget is
applied. Of course professionals cannot reveal any information about this corrupt process
to the public because they fear punishment as Luiza and Viviane revealed during an
informal conversation. Jason and I believe that on the one hand, the desire to have their
projects approved causes managers, professionals and technicians to omit from their final
reports any information about the flaws in preservation initiatives They know that a
project that does not produce positive statistics will never be approved by politicians, and
with no resources, there is no possibility of getting any work done, good or bad. On the
other hand, fear of punishment causes professionals to blindfold themselves in the face
of corruption. I also believe that professionals and technicians approve overpriced
materials and services and omit financial discrepancies in the official reports. In the end,
for me, whether a community’s needs are addressed depends on two factors: (1) the
degree of concern of the professionals and technicians to the local community, and (2)
the degree of likely political impact of a sociocultural project for politicians seeking
reelection.
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In the last two decades, short-term programs aimed at immediate positive, quantitative
results have been common. Due to this, the quality of conservation training, the need for
continuous sociocultural work with local people, and the constant attention that must be
paid when working on ancient buildings which need periodic maintenance have been
neglected. Invested resources can contribute to local heritage preservation or they can
disrupt years of good management, as happened with heritage management in São Luís
after 2008 (see Chapter One).

Interaction between stakeholders

In a similar way that the flow of money impacts on the performance of training centres,
interaction between stakeholders affects the outcomes of the centres.

Figure 42: 2014 Preservation scenario: Stakeholder interactions (Reflective Journal V. 4, 2014, p. 35)
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Interaction between academics and other stakeholders
The first interaction I analysed was between academics and the local community (see #7
in Figure 42). Academics (Circle C) can potentially contribute to the empowerment of
local people, the development of control mechanisms, qualitative evaluations and indepth critical ethnographic studies, but Brazilian academics in cultural heritage seem to
be on the outside of the preservation management process. Nonetheless, academics seem
to have a close relationship with local communities and their cultural assets, allowing for
social analyses, cultural inventories and historical studies to be conducted, urban
renovation projects to be proposed, and restoration projects and studies on new
technologies for conservation to be implemented. According to Viviane, “the problem is
that the outcomes of academic studies are not usually used by the governmental
preservation management team because academics do not typically share their research
findings unless directed to do so by the government. The fear of sharing analyses and
assessments that may point out the problems of the preservation process is ever present.
Thus, the academic community seems to prefer to keep itself out of the spotlight” (I.4,
2012, p. 4). In my reflective journal I wrote:

I had never understood this attitude of academics. They could be important partners
of managers if they joined with the latter in searching for proper solutions to
community needs. After this investigation, I realised that not only my job but my life
too would be at risk. Retaliations occur for much less than that in my case. In 2003,
when I was a cultural manager in São Luís, I started to question political decisions
and pinpoint problems, writing reports to UNESCO and IPHAN about key issues
that I had witnessed in the field. On the same night that I finished the 2003 annual
report, my office was broken into, and all documents and my computer were
destroyed. My house was broken into at dawn, and the windows of my car were
smashed while my family and I were sleeping inside the house. It was just a
warning; they could have harmed my family. How can I live with this constant
danger? This is why, though everyone is aware of corruption, no one will talk.
(Reflective Journal V.4, 2014, p. 66)
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Academics could play a significant role in governmental cultural programs (see
interaction #10 in Figure 42) as academics usually have a solid relationship with local
communities in Northeastern Brazil. However, as noted above, they often prefer to keep
themselves away from public management. Although academics and politicians do not
seem to have a good relationship, over the past two decades, academics and
professionals/technicians (see interaction #11) have worked together more closely,
mainly because many professionals and technicians committed to sociocultural issues
have decided to engage in academic investigations to improve their technical or
management abilities.

Interaction between politicians and managers
I now move on to the interaction between politicians and managers (see #8 in Figure 42).
As identified in the first round of interviews, politicians are usually only interested in
outcomes that can be used in electoral campaigns. “Managers tend to present quantitative
results that will generate good statistics. In general, they hide negative results, fearing
administrative punishment and losing the budget for their programs”, suggested Luiza
(I.2, 2012, p. 11). I believe this is the reason why programs presented to politicians by
managers (interaction #9) are designed to be executed in less than four years. This strategy
allows managers to present positive results before the next election, and raise the chances
of securing more funding for future projects. “The maximum time professionals and
technicians have to conduct sociocultural analyses, produce maps of risks, and do
historical and economic studies is usually no more than one year. Within this timesframe,
it is almost impossible to build a strong enough relationship with the local population
(interaction #12) to identify local needs and require social inclusion” said Liliam (I.3,
2012, p. 3). Jason added that “… local people are tired of programs aimed at utopic local
development and promising to improve the quality of their lives (interaction #13). Such
promises are made every four years but they never happen because of disruption by the
administration” (I.6, 2012, p. 3).

Interaction between government and the local community
According to Liliam, “there is no interaction between government and the local
community (see #14 in Figure 42). In conversing with local people, I have observed that
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they do not seem to believe in politicians at all” (I.3, 2012, p. 3). “It seems evident to
them that, if those in power have the intention to include communities in the preservation
process, time and resources should be invested in long-term participatory strategies that
are stable enough to resist political discontinuity”, observed Roberta (I.5, 2012, p. 8).
Although governmental discourse regarding social inclusion and participation is strong
on the political stage, unfortunately the reality is that current strategies continue to
exacerbate the power imbalance, social injustice and the people’s sense of powerlessness.
The big picture is an ugly reality that we in the field of preservation must face every day.
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APPENDIX D
The cultural heritage preservation system in 2018

In my point of view, the figures presented in this section and following explanations
summarise how the cultural heritage preservation scenario seems to be working in 2018:

Figure 43: Current scenario of cultural preservation education. By Penna, 2018

According to the research participants, and my own experience as a cultural manager and
educator, we are training local people with inappropriate methodologies focused on
traditional colonial standards, too few resources and no focus on teaching-learning
quality. Then, we provide this training to students focused mostly on knowledge about
material conservation rather than critical thinking and social-cultural sensitisation.
Finally, we follow universal one-size-fits-all policies instead of developing policies that
respect local contexts, usually doing lousy work because we are under pressure by
politicians to provide quantitative results to help them in the elections. And in the end,
we have just a few restored buildings, used as museums or institutions, protected by a bell
jar.
To me, there are some missing links in this process. First, before qualifying professionals,
we need to qualify people. Our trained professionals first need to become citizens, in
order to understand and respect the meaning of heritage. And not only do our students
need to have this understanding but so do the teachers, the staff, the professionals and the
institutions. Nowadays I see all of them unprepared to deal properly with heritage issues.
Second, the trainings need to be based first on cultural awareness, appropriation and
identity, before technical procedures. Our trainees need to be sensitive to meanings and
values, before concerning themselves with the material conservation of the fabric.

Furthermore, conservation is not carried out by one single institution. Conservation
demands a multidimensional approach which involves all stakeholders working together,
making decisions and establishing strategies together. In order for cultural heritage
management to succeed, it is essential to create negotiation forums intended to encourage
shared management, social participation and the preparation of social actors for decisionmaking processes. The ability to mediate conflicts and the interests of various
stakeholders involved in the conservation process of a city’s cultural property is
fundamental to the construction of a consensus and of political coalitions aiming to form
partnerships between governments, actors, companies and institutions seeking to
operationalise interventions and make conservation planning effective and efficient
(Pontual, 2012). In that sense, strategic planning and the shared management of cultural
heritage would use managerial instruments that may generate many positive results,
despite the vast political effort they demand. Shared management of cultural heritage
requires: (1) the establishment of new policies of integrated preservation, (2) effective
participation of all institutions, (3) participation of social stakeholders, (4) new strategies
and (5) convergence of actions and approaches.
Because, in the end, cultural heritage is not about being displayed in bell jars.

Figure 44: Stakeholders of cultural preservation education. By Penna, 2015

Historical centres are living places for people. Cultural heritage is made not by buildings
but by people. That is what is missing: we have to train people to take care of people. The
first and foremost task of cultural preservation is to attend to local people’s needs.
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In that way, I believe that the new standards for training policies could be focused on
building and strengthening sustainability, identity and meaning.

Figure 45: New standards for cultural preservation education. By Penna, 2018

I believe there exists a conceptual dualism between cultural heritage conservation and
sustainable development, not just in developing countries but in World Heritage Sites in
general. I consider a good definition of culture is stated by Paulo Freire in his book
‘Awareness: Theory and practice of liberation (Freire, 1979) in where he said “Culture is
all the result of human activity, from the creative and re-creative effort of men, of their
work to transform and establish relations of dialogue with other men”. Thus, culture is
related to human experience, not to a juxtaposition of information stored in books but
related to all things incorporated in the full life of men. In terms of sustainability,
according to the Brundtland Commission Report (WCED, 1987), humanity has the ability
and responsibility to make development sustainable to ensure that it meets the needs of
the present without compromising the ability of future generations to meet their own
needs. Sustainable development, in that sense, does not mean stopping development;
rather, it means the rational adaptation of the natural and built environments to meet a
new society’s demands. Taking these two concepts into consideration, cultural
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sustainability, for me, is about using and adjusting cultural assets today for attending to
contemporary societies’ demands and keeping them in the best condition possible to be
enjoyed by people in the future. Nonetheless, people will preserve and transmit only what
they feel is meaningful and useful for them, things they identify as theirs. So conservation
training cannot be just about materials and procedures. It is – first of all – about making
sense of the importance of cultural assets to communities, attributing meanings to cultural
production made every day and changed constantly to meet new social demands. It is not
just about taking care of the legacy that our ancestors have left to us; it is about taking
care of us, as users of this heritage. The buildings have been there for about 400 years.
They are not just part of our history; for a little while, we are part of their history. After
we are gone, the buildings will remain there, testifying to the future of our societies.

Local culture provides a sense of identity for communities and residents. This identity
facilitates common understandings, traditions and values that are central to identifying
plans of action to improve well-being. Culture contributes to building a sense of local
identity and solidarity (ICOMOS, 2008). It influences the confidence that communities
have when coming together to address specific needs and problems. This local
commitment among residents, regardless of economic or political conditions, can serve
as a valuable tool in shaping the effectiveness of development options and local actions
(ICOMOS, 1999b). Such commitment, based on culture and common identity, can be
seen as an important tool in sustaining local government, development and social
improvement efforts.
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