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Resumo
O artigo aborda as orientações políticas brasileiras para a escolarização de jovens e adultos no contexto da crise capitalista que se iniciou em 2007. Aborda os desdobramentos das políticas educativas nas propostas de escolarização de jovens e adultos, identificando suas relações com os interesses da burguesia em termos de formação para o trabalho. Na análise das perspectivas educacionais brasileiras intensificadas no período de crise capitalista, afirma que a concepção dominante presente na política educacional acentua a precarização nos processos de escolarização de jovens e adultos. Baseado em uma revisão bibliográfica, o artigo destaca que as orientações da política educativa intensificaram a precarização dos processos de escolarização de jovens e adultos da classe trabalhadora na sociedade brasileira no contexto da crise capitalista a partir de 2007, dificultando o acesso e a apropriação do conhecimento como um legado da humanidade. 
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Abstract
The article addresses the Brazilian political guidelines for the schooling of young people and adults in the context of the capitalist crisis that began in 2007. It addresses the unfolding of educational policies in the proposals for schooling for young people and adults, identifying their relationship with the interests of the bourgeoisie in terms of training for work. In the analysis of Brazilian educational perspectives intensified in the period of capitalist crisis, he states that the dominant conception present in Brazilian educational policy accentuates the precariousness in the schooling processes of young people and adults. Based on a bibliographical review, the article highlights that the educational policy guidelines have intensified the precariousness of the schooling processes of working class young people and adults in Brazilian society in the context of the capitalist crisis since 2007, making access and appropriation of knowledge difficult. as a legacy of humanity.
Keywords: Youth and Adult Education. Formation. Worker.




















Escolarización de jóvenes y adultos: un análisis de las políticas educativas brasileñas (2007-2015)




Rubens Luiz Rodrigues

Resumen
El artículo aborda los lineamientos políticos brasileños para la escolarización de jóvenes y adultos en el contexto de la crisis capitalista iniciada en 2007. Aborda el despliegue de las políticas educativas en las propuestas de escolarización, identificando su relación con la intereses de la burguesía en cuanto a la formación para el trabajo. En el análisis de las perspectivas educativas brasileñas intensificadas en el período de crisis capitalista, afirma que la concepción dominante presente en la política educativa brasileña acentúa la precariedad en los procesos de escolarización de jóvenes y adultos. Basado en una revisión bibliográfica, el artículo destaca que los lineamientos de la política educativa han intensificado la precariedad de los procesos de escolarización de jóvenes y adultos de clase trabajadora en la sociedad brasileña en el contexto de la crisis capitalista desde 2007, dificultando el acceso y la apropiación del conocimiento como legado de la humanidad.
Palabras clave: Educación de Jóvenes y Adultos. Formación. Trabajador.
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Introduction
This article discusses Brazilian political guidelines for the schooling of youth and adults in the context of the capitalist crisis defined by the period between 2007 and 2015. This period is considered to express, as indicated by Chesnais (2017), the tendency of the capitalist system to seek to surpass its historical limits, both in terms of the deepening of the precarization of living and working conditions and in relation to environmental deterioration.
The analysis revolves around the following question: what are the implications of educational policies regarding proposals for the schooling of youth and adults in light of the intensification of the capitalist crisis between 2007 and 2015? According to authors such as Antunes (2018), Rummert (2017), and Kuenzer (2006), the article aims to reveal that these propositions converge with the interests of the Brazilian bourgeoisie, focusing on workforce training.
The article aims to: 1) identify the perspectives of Brazilian education in light of the intensification of the capitalist crisis between 2007 and 2015; 2) analyze the proposals for the schooling of youth and adults in relation to the dominant conception present in Brazilian educational policy; and 3) quantitatively characterize the qualitative precarization in the schooling of youth and adults. 
The methodological procedure consists of a literature review, incorporating official documents that reflect an assessment of the schooling conditions of youth and adults between 2007 and 2015. Based on this literature review, an analysis was conducted regarding educational policy and its implications for the schooling of youth and adults.
The article is organized into three parts. The first part is titled "A Brief Incursion into the Guidelines of Brazilian Education in the Context of the Capitalist Crisis." This section aims to observe the meaning attributed to Brazilian education in light of the technological, scientific, and informational changes brought about by the intensification of the capitalist crisis.
The second part is named "Schooling of Youth and Adults in Brazilian Educational Policy (2007-2015)." This section analyzes the formulations of Brazilian educational policies for the schooling of working-class youth and adults. It portrays the dominant perspective present in these formulations, with an emphasis on the analysis of the adaptation needs of workers to the demands of productive restructuring. It argues that, both in terms of literacy and vocational training, as well as in funding, there has been a prevailing trend of political orientations that have maintained a precarious, fragmented, and superficial approach to the schooling of working-class youth and adults.
"A Quantitative Approach to the Precarious Quality of the Schooling of Working Youth and Adults" constitutes the third part of this article. Drawing on official data related to basic education, it discusses how this trend unfolds into a scenario of declining enrollment, as well as domination, non-recognition, and disrespect towards groups of working-class youth and adults who claim their rights through education.   

I- A brief incursion into the guidelines of brazilian education in the context of the capitalist crisis

The capitalist crisis of 2007 found Brazilian society marked by the continuation of neoliberalism, reiterating the guidelines of international organizations such as the International Monetary Fund (IMF), the World Bank (WB), and the Inter-American Development Bank (IDB). Antunes (2018) indicates that, guided by the lens of social-liberalism, these guidelines preserved the hegemony of financial capital, fulfilling the demands for maximizing capitalist profits through the intensification of labor exploitation.
The combination of the global crisis, productive restructuring, and neoliberalism intensified what Antunes (2018) describes as metamorphoses in the working class and its morphology. Online work deepened the precarization of living conditions for the Brazilian population, already severely affected by deregulation, outsourcing, and unemployment.
The author emphasizes that the neoliberal political and economic guidelines have been maintained since the 1990s, preserving the interests of financial capital through the maintenance of a primary surplus. However, during Lula's second term (2007-2010), there were changes that, while not altering the neoliberal political and economic guidelines, allowed for the expansion of their support base. 
Through the Bolsa Família Program, a targeted and assistance-based social policy, the Lula government "reached millions of poor families with low wages who, as a result, received a supplement" (ANTUNES, 2018, p. 223). The following synthesis illustrates what is referred to as the two ends of the social tragedy in Brazil: 
[The Lula government] provided exemplary remuneration to various fractions of capital (especially the financial sector, but also the industrial and agribusiness sectors) and, at the opposite end of the social pyramid, where we find the most 'disorganized' and 'impoverished' sectors of the Brazilian population—who depend on the state for survival—it implemented an assistance-based social policy, along with a slight increase in the minimum wage. It is crucial to add, however, that such measures did not confront any of the structural pillars of the unequal Brazilian society, where wealth continued to increase significantly (ANTUNES, 2018, p. 223).

In this context, it can be considered that the capitalist crisis of 2007 was addressed by the Lula government with measures grounded in both ends of the social tragedy. Economic growth during times of crisis was ensured through tax reductions in fundamental sectors of the economy, such as the automotive industry, appliances, and construction. While favoring bourgeois interests, these measures relied on the incorporation of the labor force, which contributed to the expansion of the domestic market, compensating for the decline in exports (ANTUNES, 2018).
This process contributed to the advancement of educational proposals and actions aimed at the most vulnerable groups of the Brazilian working class. Silva (2015) notes that accountability policies were the central strategy employed by the federal government to enhance training partnerships for the working class, especially with businesses.
According to the author, the education provided to the most vulnerable groups of the working class converged with the project of the Brazilian bourgeoisie, which demanded the adaptation of the labor force to the performance standards required by the increasing capitalist competitiveness on an international scale. At the same time that it played a central role in implementing social programs - such as Bolsa Família, ProJovem, and Primeiro Emprego- that distributed income to the poorest, education was strategically configured so that businesses could advance their socio-economic and ideopolitical interests.
The business sector expanded its capacity for ideological formulation and political action in institutional decision-making spaces at the national level. This capacity for formulation and action facilitated the consolidation of the idea of social responsibility as an educational strategy for social concertation.
The business sector systematized the idea of the collaborating citizen, which is based on the perspective of adapting the working class to social inequalities, neglecting their rights and subordinating themselves to conditions of exploitation. Avoiding social dissatisfaction through awareness provided the bourgeoisie's educational proposals and actions with the purpose of neutralizing class antagonisms (SILVA, 2015, p. 74).

It was in the context of deepening the demands for the adaptation of the most vulnerable segments of the working class to the performance standards required by increasing capitalist competitiveness on an international scale that the Lula government launched the Education Development Plan (PDE) in 2007. According to Saviani (2007), the Education Development Plan (PDE) consisted of a set of 30 actions distributed as follows: basic education with 17 actions; higher education with 5 actions; modes of education with 7 actions (1 action for the education of youth and adults, 3 actions for "special education," and 3 actions for vocational education); and finally, "internships" with one action.
Launched simultaneously with Decree No. 6094 on April 24, 2007, which provided for the "Commitment Goals Plan: Everyone for Education," Saviani (2007) indicates that the Education Development Plan (PDE) was configured more as an action program than as a true plan. This is because the PDE suffered from the “idea of educational plans as instruments for introducing rationality into educational action, understood as a global process that articulates the multiplicity of its constitutive aspects into an organic whole” (SAVIANI, 2007, p. 1242).
Although it was characterized as a program of actions that were already being implemented in the context of the various levels and modalities of education, as well as support measures for infrastructure, the author points out that the uniqueness of the PDE lay in the centrality it assigned to the qualitative problem of Brazilian basic education. He notes that the establishment of the "Basic Education Development Index" (IDEB), "Provinha Brasil," and the "Teaching Floor" revealed the specificity of the PDE. In his analysis, he further considers that the IDEB gave identity to the PDE, with "Provinha Brasil" and the "Teaching Floor" as supporting actions in this process.
The issues surrounding the quality of teaching in basic education had a significant social appeal, but their management within the establishment of the IDEB by the National Education Plan was carried out through the alliance between Lula's government and the business sector. The launch of the National Education Plan, centered on the IDEB, alongside the decree establishing the Commitment Goals Plan: Everyone for Education, reveals that this alliance was defined by the following goals: 1) all children and young people aged 4 to 17 must be in school; 2) all children aged 8 must be able to read and write; 3) all students must learn what is appropriate for their grade; 4) all students must complete elementary and high school; 5) the necessary investment in basic education must be guaranteed and well-managed (SAVIANI, 2007).
The state-business political ties consolidated educational guidelines for what Saviani (2007) refers to as "results-oriented pedagogy." This means that the business demands regarding the fulfillment of targets defined the adjustments to the meaning attributed to quality.
In Silva's (2015) analysis, "results-oriented pedagogy" stimulated competitiveness based on the concepts of competencies and skills necessary for insertion into capitalist productivity. It linked school education to the assumptions that, in light of the crisis promoting unemployment and the precarization of work, it would be necessary to align with the perspectives of updating Human Capital Theory to offer potential employability, entrepreneurial training, and efficiency standards dictated by the market. 
Furthermore, "results-oriented pedagogy" emphasized the importance of rationalization, efficiency, and productivity in the construction of competencies and in defining the quality necessary to "make individuals more productive both in their integration into the workforce and in their participation in societal life" (SAVIANI, 2013, p. 438). Its principles highlighted "the valorization of market mechanisms, the appeal to private initiative and non-governmental organizations, and the reduction of the size of the state and public sector initiatives" (Idem).
Despite combining data related to student performance with that of dropout rates and repetition, and assessing learning by a common national standard, Saviani's (2007) analyses allow us to consider that the IDEB established an evaluation that emphasizes results at the expense of a diagnosis of the pedagogical process involving students, teachers, and schools. The institution of the IDEB, along with "Provinha Brasil," limited evaluation to an episodic nature without a continuity relationship that would allow for understanding literacy throughout the pedagogical process that marks the rhythms and stages of student development throughout basic education.
The analyses by Almeida, Dalben, and Freitas (2013) warn that the IDEB tends to portray the school as solely responsible for its students' performance, neglecting the characteristics of their integration into the education system, educational policies, and the social context. While reinforcing the exclusive accountability of the school and its professionals, it absolves the education systems, educational policies, and social context of influencing the conduct of the pedagogical process.
Without establishing connections with the education systems, educational policies, and the social context, the study by Calderano, Barbacovi, and Pereira (2013) highlights that the IDEB has become a ranking tool for schools, generating feelings of indifference, devaluation, and failure among students, educators, and their families or guardians. In addition to these feelings, it intensified educational work by establishing evaluation as a mechanism of control over the pedagogical process.

II- Schooling of Youth and Adults in Brazilian Educational Policy (2007-2015) 

As highlighted in the previous section, the education of the working class became guided by targeted policies aimed at vulnerable groups whose conditions of unemployment, labor precarization, and withdrawal of rights marked their social relations. These targeted policies facilitated a process of naturalizing inequalities within capitalism, where workers adapted to provisional circumstances and the expectations of social integration. In connection with the ideological and political dimension of naturalizing inequalities, the education policies for workers were implemented through privatization mechanisms, where business institutions took on the responsibility for training in simple, fragmented, and superficial work.
These proposals maintained the historically supplementary nature of the processes of schooling for youth and adults without addressing existing problems in terms of financing, pedagogical proposals, and teacher training. As highlighted by Bomfim and Rummert (2017), archaic relationships tied to the precarization of work were preserved, combined with the scientific-technological-informational modernization that the Brazilian bourgeoisie consolidated in the relationship between social development and economic growth.
Financing for Youth and Adult Education is undoubtedly a fundamental element in preserving these historical characteristics. As noted by Carvalho (2014), the establishment of the Fund for Maintenance and Development of Basic Education (FUNDEB) in 2007 increased financial resources to cater to all modalities of basic education, including EJA (Education of Youth and Adults). Despite this, the provision remained marginal compared to the needs of EJA, as the investments allocated were lower than those for other modalities of basic education, revealing the palliative nature of the policies for young and adult workers who were minimally or not educated in the context of the neoliberal State Reform.
Carvalho (2014) demonstrates that the palliative nature attributed to EJA  was evidenced by two measures in the regulation of FUNDEB. First, there was a limitation of a maximum percentage of 15% of resources for EJA, while for other modalities, the percentage was 20%. In addition to this limitation, the weighting factor for EJA was set at 0.7 (which became 0.8 in 2009), making it 30% and later 20% lower than the standard reference established for the initial years of urban elementary education, which was the lowest among the modalities of basic education.
Another measure highlighted by the author that altered the funding policy for EJA was its division into two groups within FUNDEB: EJA with evaluation in the process and EJA integrated with medium-level vocational education with evaluation in the process. It is important to note that EJA with evaluation in the process remained with the weighting factor of 0.8 until 2020, the year set for the conclusion of FUNDEB, while EJA integrated with medium-level vocational education with evaluation in the process received a weighting factor of 1.20. Despite being a lower increase compared to the integrated medium education, which was 1.30, this development signals that training for work became central in the policies for EJA from the mid-2000s onward. 
In any case, from literacy to vocational training, precarization, fragmentation, and superficiality remained as structural axes of the policies for Youth and Adult Education. It can be considered that these axes defined the schooling of youth and adults between 2007 and 2015. 
In terms of literacy, the Brasil Alfabetizado Program, established by Law No. 10,880 on June 9, 2004, and redefined by Law No. 11,507 on July 20, 2007, aimed to eradicate illiteracy and contribute to the universalization of elementary education through actions directed at young people aged 15 and older, adults, and the elderly in the Federal District, states, and municipalities. This contribution consisted of financial resource transfers to federal entities, as well as monthly benefit payments to volunteers acting as literacy teachers, translators-interpreters of Brazilian Sign Language (Libras), and class coordinators (RUMMERT and VENTURA, 2007).
Criticism of the Brasil Alfabetizado Program (PBA) by educational specialists prompted reforms intended to mitigate its campaign-like character, particularly following the program's coordination by the Secretariat of Continuing Education, Literacy, and Diversity (SECAD) in 2007. Despite the centrality acquired by a literacy proposal for young and adult workers with little or no education, based on the expansion of financial, organizational, and human resources, political visibility, and intensified monitoring and evaluation of results, the adjustments and readjustments maintained the foundations of the emergency conception that underpins the program:
The format of the Program allows public resources to continue being allocated to private institutions, which implies, in line with the theses advocating for a reduced direct state presence in the social sector, a lack of commitment to consolidating Youth and Adult Education (EJA) within public education systems. Furthermore, it disconnects literacy actions from Youth and Adult Education, as there are no public policies ensuring effective coordination between the mobilization phase - represented by literacy - and the continuity phase, which should guarantee universal access for youth and adults to Elementary and High School in the EJA modality.
Additionally, it is important to note that the literacy actions encompassed by the Program, being fragmented, overlapping, and heterogeneous, reinforce a set of practices that align with the characteristics of various forms of precarization to which literacy educators and students are generally subjected
 (RUMMERT, 2007, p. 36).
The aforementioned author emphasizes that the Brasil Alfabetizado Program (PBA) took on the character of a "campaign" due to its difficulties in appropriating "the socioeconomic and cultural context of working-class youth and adults and recognizing the decisive nature of the expansion of increasingly precarious processes of existence" (Idem, p. 37). A similar situation occurred concerning the policies for vocational training within EJA.
The School Factory Project, the National Youth Inclusion Program: Education, Qualification, and Community Action (PROJOVEM), the National Integration Program of Vocational Education with Basic Education in the Youth and Adult Education Modality (PROEJA), and the National Program for Access to Technical Education and Employment (PRONATEC) constituted a set of political actions aimed at vocational training for undereducated working youth and adults, where the marks of precarization were evident. These marks can be analyzed through three interrelated axes: the increase in education levels, the instrumentalization of training, and the valorization of privatism.
The increase in education levels became a central axis of these programs by prioritizing access to education for new generations of workers. Educating the working youth meant producing changes within the school and identifying the profile of students, enhancing the inclusion of groups considered to be in social vulnerability. Generally encompassing youth aged 15 to 24 whose educational trajectories were marked by repetition and dropout, these programs aimed to guide youth toward civic inclusion to alleviate poverty.
Achieving this goal required changes within the school itself. Silva (2015) exemplifies this process in her analysis of PROEJA, which identified educational institutions as the primary responsible parties for maintaining illiteracy and the low educational levels of the Brazilian population. Highlighting the need for democratization of the school to overcome the serious issues that compromised the civic inclusion of poor and working youth, the author notes that PROEJA conducted a diagnosis without considering the economic, ideopolitical, and social conditions that determine the schooling process. By isolating these conditions, PROEJA ultimately ends up blaming educators and students for the social contradictions that permeate education in schoolsr.
PROJOVEM also stands out as a program aimed at increasing the education levels of poor working students. Targeted at young people aged 18 to 24 with educational backgrounds between the 5th and 9th grades, this program intends to reach the most vulnerable groups who are least supported by educational policies (BRAZIL, 2005).
Operating in metropolitan regions of the country with high concentrations of young people deprived of fundamental rights, Rummert, Bilio, and Gaspar (2017) emphasize that PROJOVEM integrates the completion of elementary education, vocational training, and capacity building for community action. Its intention is to promote civic inclusion for these groups based on the appropriation of scientific and technological knowledge, active participation in their communities, and accountability regarding the problems and needs of the country.
Despite the intention to achieve increased education for young people who are denied the right to education, living in extreme poverty, and subjected to social violence, the authors point out that PROJOVEM perceives the situation of youth as a cause, rather than a consequence, of the social issue. Thus, it reinforces the “association, in social imagination, of ‘poor’ youth with so-called ‘dangerous’ classes” (RUMMERT, 2007, p. 42). The stigmatizing connotation assumed by the propositions and actions related to vocational training for youth further reinforced the elevation of education levels from the perspective historically shaped by the Brazilian bourgeoisie for EJA.
Reinforcing the precarious, palliative, and fragmented condition of vocational training, various programs were created targeting different youth demographics. Building on the experience of PROJOVEM, the Integrated PROJOVEM was structured in 2007, encompassing the following modalities: Projovem Urbano (Urban Projovem), Projovem Adolescente (Adolescent Projovem), Projovem Campo (Field Projovem), and Projovem Trabalhador (Worker Projovem). This fragmentation reveals an emphasis on professional insertion based on the worker's effort to adapt to the constant scientific, technological, and informational changes demanded by capitalism during a period of productive restructuring.
Rummert, Bilio, and Gaspar (2017) demonstrate that this fragmentation entrenched a precarious training system for precarious work. This is because the creation of emergency programs like Projovem Urbano was based on promises protected by long-standing practices of subalternization of the Brazilian working class. Among these practices, they highlight the short duration of training, the reduction of the curriculum, the weak connection to professionalization, the parallelism with the pedagogical processes of the school, and the emphasis placed on certification. 
The superficial nature of precarious training for precarious work requires, as the authors mentioned above indicate, that students submit to national certification exams for skills and competencies related to available jobs. However, this restricts the necessary vocational qualification according to the objectives constructed by EJA based on the historical struggles of the working class. It minimizes the time and space for professional qualification, generating situations that lead to school dropout. In the context of the capitalist crisis that began in 2007, programs such as PROEJA and Projovem framed the elevation of education as:
an amalgam of social qualification understood as community action, learning fragmented aspects of work in the productive space as scientific-technological knowledge, mastery of certain tools of informatics and languages as intellectual work capacity, and discussion of some dimensions of citizenship as social intervention capacity, leading to the understanding that the results of this set constitute education for social inclusion. Although these elements are fundamental for the education of those who live from labor, the superficial and streamlined manner in which they are typically offered often disconnected from quality basic education imparts a formalistic and demagogic character to the proposals, reinforcing the predatory consumption of the workforce throughout the productive chains
 (KUENZER, 2005, p. 18).

The instrumentalization of training points to the adaptation of workers to the demands that capitalist sociability required from EJA in terms of integration into the scientific and technological level of the current phase of capital. From the onset of schooling, the Brazilian bourgeoisie intended for EJA to articulate the discourse of overcoming social debt, with efforts to combat illiteracy and proposals aimed at alleviating poverty, which sought productive inclusion through a notion of citizenship linked to relationships of coexistence, solidarity, and respect.
The formulations by Rummert (2007) and Bomfim and Rummert (2017) contribute to highlighting that programs such as PROJOVEM, PROEJA, and PRONATEC integrated EJA with vocational training, consolidating the education of young and adult individuals with little or no schooling to live in a society marked by structural unemployment. Despite the approach to a comprehensive concept of worker training, the reference to market dynamics serves as a conditioning factor for young and adult workers to adapt to the opportunities presented by the capitalist crisis.
Established within the context of the neoliberal hegemony of State Reform, the merely instrumental, adaptive, and reductionist nature of vocational training is evident when PROJOVEM defines that understanding social processes and the scientific and technological principles that underpin contemporary life (BRAZIL, 2005) is to be achieved in just one year for completing elementary education and vocational training. The facilitation of short courses aimed at simple work, with no connection to basic education, is also evident in PROEJA and PRONATEC.
Regarding PROEJA, the occupational areas available through the Ministry of Labor and Employment offer training with low complexity in the activities to be performed by future professionals, disconnected from the knowledge provided in basic education (SILVA, 2015). Ventura, Lessa, and Souza (2017) corroborate this analysis concerning PRONATEC.
Although they emphasize the increase in workload in this program with courses of up to 400 hours, which is higher than other vocational qualification proposals, the authors note that the majority of enrollments were directed toward low-complexity service sectors such as low-voltage electrician, masonry worker, and receptionist. These roles required either incomplete elementary or secondary education, revealing the dominant sectors' understanding that the schooling of young and adult workers was based on "the prescription of competencies and behaviors necessary to meet the immediate demands of the flexible accumulation mode of capital” (VENTURA, LESSA e SOUZA, 2017, p. 138).
The valorization of privatism constitutes an important point of reference in the vocational training policies within EJA This approach unfolds with the implication of transferring public resources to the education business sector, but it also involves removing the public character from the debate regarding the training of workers. The conclusion is that the training of young and adult workers with little schooling is restricted to the expectations, proposals, and projects of the business sector concerning vocational qualification.
Ventura, Lessa, and Souza (2017) argue that the privatizing nature of PRONATEC is evident in the significant transfer of public resources, particularly to the Sistema S and other private institutions. With the predominance of privatizing partnerships within EJA in conjunction with vocational training, the construction of education based on the intellectual, moral, and political autonomy of workers has been shaped by the interests, demands, and projects of businesses.
Melo and Moura (2016) highlight that 73% of PRONATEC's resources were allocated to private capital, while only 27% were directed to public institutions between 2011 and 2014. Based on data from the 2013 Management Report of the Secretariat for Professional and Technological Education of the Ministry of Education (SETEC/MEC), the authors found that the majority of scholarships financed by PRONATEC were in Initial and Continuing Education (FIC) courses offered by private initiatives (80%), primarily through the Sistema S (70%).
A similar situation can be observed in PROEJA. In this program, private institutions belonging to Sistema S were listed as preferred partners. According to Decree No. 5,840/2006, PROEJA defined the following proponents in the course offerings: federal, state, and municipal public educational institutions, national private entities providing social services, learning, and vocational training linked to the union system, and entities associated with the National Service of Learning (SENAI), the National Service of Commercial Learning (SENAC), the Social Service of Industry (SESI), the National Rural Learning Service (SENAR), and the Brazilian Support Service for Micro and Small Enterprise (SEBRAE). 
Regarding PROEJA, the organizations mentioned above, as well as "any non-profit civil society organizations offering courses" (Brazil, 2007B, p. 58), can be classified as partner institutions. As Rummert (2007) points out, there is a strong intervention of Capital in the educational proposals for the working class presented by the Federal Government starting in 2007.
It was in the School Factory Project that the valorization of privatism took on a more significant ideological character in favor of business action. By emphasizing the social responsibility of companies in including low-income youth, the recognition of production as an educational space linked to the schooling of workers reinforces a supposed overcoming of class antagonisms. This overcoming, characterized by a rhetorically cooperative and supportive nature, aims to strengthen the ideopolitical arguments advocating for the humanization of capital in favor of the working class. 

III- A Quantitative Approach to the Precarious Quality of Education for Working Youth and Adults 

In light of the considerations regarding the priorities and conceptions that shape policies for Youth and Adult Education (EJA), a picture can be presented of the schooling of workers in this modality of basic education. Based on statistical data collected from official sources such as the Statistical Synopses of Basic Education, School Censuses, and Functional Literacy Indicators, the aim is to verify how the trend of treating EJA as a supplementary, precarious, and reductionist education delineates itself within the framework of the capitalist crisis during the period from 2007 to 2015.
From the Statistical Synopses of Basic Education produced by the National Institute for Educational Studies and Research Anísio Teixeira (INEP) between 2007 and 2015, there is a noticeable decline in the total number of enrollments in EJA. During this highlighted period, the total number of enrollments decreased from 5,034,606 to 3,491,869, representing a drop of 1,542,737, or more than 30%.
In the case of EJA at the elementary level, the Statistical Synopses demonstrate that the decline exceeded 35%, falling from 3,415,188 in 2007 to 2,186,611 in 2015. Enrollments in EJA at the secondary level decreased by about 20%, from 1,619,418 in 2007 to 1,309,258 in 2015.
Using data from the 2010 School Census, Ribeiro, Catelli Jr., and Haddad (2015) highlighted that 65 million students aged 15 or older had incomplete elementary education, while 22 million were yet to complete secondary education. Of this population, only 2%, or 1.3 million, attended EJA at the elementary level, and approximately 1%, or 851,000, were in literacy classes. In terms of secondary education, the population attending EJA accounted for 7.2%, equivalent to 1.5 million students. This indicates that "the data show that the provision for the potential audience of EJA is minimal, and that even though part of the demand is being met by regular education, a significant portion - 90.5% for elementary and 77.9% for secondary - is outside of school " (RIBEIRO, CATELLI Jr. e HADDAD, 2015).
The authors also highlight the inadequacy between supply and demand in EJA (Education of Youth and Adults) education at the elementary level when discussing the data from the 2010 School Census. Younger students, particularly those aged 18 to 24, are more represented in EJA, given the availability of educational opportunities, compared to older students, who face more difficulties attending school.
This relationship reverses for older students, revealing a neglected demand in terms of EJA education. Up to the age of 29, the number of individuals with incomplete elementary education who were not attending school was close to 37 million, while for those over 30, it exceeded 80 million. Conversely, individuals up to 29 years old with incomplete elementary education who were attending school numbered approximately 845,000, and for those over 30, the figure was 478,000. It is noteworthy that among the students up to 29 years old with incomplete elementary education who attended EJA, 558,746 were in the age group up to 19 years, accounting for about 65% of the attendance.
At the same time, the Statistical Synopses of Basic Education from 2007 and 2015 allow for an analysis of EJA integrated with Vocational Education, where the growth of schooling associated with training for work remains modest, standing at 3.4% of the total 3,491,869 enrollments in this modality. This meager figure, linked to the broadly offered, streamlined, instrumental, and reductionist courses by private initiatives, highlights that the proposals and political actions for integrating EJA with Vocational Education have fallen far short of the demands of a diverse audience striving for better living and working conditions to face the challenges posed by capitalist society.
Despite the prevalence of precarious training for precarious work driven by businesses, the low rate of 3.4% achieved by EJA integrated with vocational education was ensured by the growth of public schooling at the federal, state, and municipal levels. As expressed in the Statistical Synopses of Basic Education, of the 9,979 enrollments in EJA associated with vocational education at the secondary level in 2007, around 60% were in the public education system, with 50% at the federal level.
By 2015, enrollments had reached a total of 106,454 in EJA integrated with Vocational Education, primarily due to its expansion in elementary education, especially through PROJOVEM URBANO. The participation of the public education system in EJA integrated with Vocational Education increased, particularly at the state and municipal levels, with a record of 98,615 enrollments, accounting for 92% of the schooling.
This expansion reveals potentialities in guaranteeing the right to EJA, provided that the ideopolitical condition of reinforcing private initiatives is reversed. One of these potentialities pertains to situating EJA in relation to pedagogical practice, resource utilization, teacher training, and, specifically, sociocultural diversity and training for work from a perspective that transcends the streamlined, instrumental, and privatized conception aimed at the market.
It is worth noting that the National Education Plan (2014-2024) aims to offer at least 25% of EJA enrollments in an integrated form with Vocational Education, at both the elementary and secondary levels. Considering that between 2007 and 2015 there was a trend toward stability in the number of enrollments in EJA integrated with Vocational Education, at a level much lower than established in the PNE (2014-2024), it is possible to conclude that significant efforts will be required to meet this goal. This is because expanding the availability of slots requires, as a principle, involving EJA in discussions about pedagogical practice, the use of financial, material, and pedagogical resources, teacher training, sociocultural diversity, and training for work. 
It is essential to recognize that EJA constitutes a modality of education where sociocultural diversity and training for work are marked not only by the condition of young and adult workers but also by gender and racial issues of the groups attending school. The statistical data from the Basic Education Yearbook indicate a trend toward equilibrium between men and women in the number of EJA enrollments from 2007 to 2015, with a slight shift in favor of men by the end of the period.
In 2007, the total of 5,034,606 enrollments included 2,551,038 women and 2,483,568 men. By 2015, out of the total 3,491,869 enrollments, there were 1,717,741 women and 1,774,128 men enrolled in EJA. The comparative data from the Statistical Synopses of Basic Education indicates that the decline in enrollment rates occurred among both sexes.
Although the enrollment relationship remained balanced, this decline was more significant among women (33%) than among men (29%), reversing a previous trend of a higher number of enrolled women compared to men during the period. Nonetheless, as noted by Ribeiro, Catelli, and Haddad (2015), it is important to consider that women tend to attend EJA more effectively than men.
Regarding racial conditions, the statistical data from the Basic Education Yearbook revealed 374,929 enrollments of women who identified as white and 654,261 enrollments of women who identified as black or brown out of the total of 2,551,038 women enrolled in EJA in 2007. For men, there were 314,373 enrollments of white men, while 613,752 black and brown men enrolled in EJA out of a total of 2,483,568.
In 2015, the statistical data from Basic Education showed that 269,237 white women and 715,324 black and brown women enrolled in EJA out of a total of 1,717,741 enrollments. Among men, there were 264,368 self-declared white men and 718,440 who identified as black and brown from a total of 1,774,128 enrolled in EJA.
The decline in EJA enrollments was observed among self-declared white individuals during the period from 2007 to 2015, with a reduction of 50,005 for men and 105,692 for women. However, the period recorded an increase in enrollments among self-declared black and brown individuals, with an increase of 104,688 for men and 61,063 for women.
This means that EJA remains predominantly occupied by black and brown women, reinforcing the position of Ribeiro, Catelli, and Haddad (2015) that young, female, and black individuals effectively attend this mode of basic education.
It is important to highlight the perspectives on literacy placed in the educational processes within EJA. The Functional Literacy Indicator (Inaf) allows us to observe the significance of educational advances and difficulties among workers aged 15 to 64.
Between 2007 and 2015, Inaf Brazil indicates that there was a reduction in functional illiteracy for people aged 15 to 64, from 34% to 27%, a decrease of 7%. Conversely, functional literacy increased from 66% to 73%.
In terms of literacy, the indices related to rudimentary levels of literacy and numeracy remained stable, with a slight reduction of 2%, from 25% to 23%. Ribeiro, Catelli, and Haddad (2015) warn that the progress in reducing illiteracy and literacy at rudimentary levels occurs mainly due to the increase in the adult population reaching a basic level. This information is corroborated by the observation that literacy at the basic level of reading and numeracy increased slightly from 38% in 2007 to 42% in 2015, marking a 4% rise.
It is worth noting that there were changes in the criteria established by Inaf for identifying literacy levels. The full literacy level of 2007 was divided into two levels in 2015: intermediate and full. For analytical purposes in this text, an approach was adopted that combines the two levels from 2015 to check its alignment with the full literacy level of 2007.
Nesse sentido, pode-se notar que se elevaram os níveis de alfabetismo pleno em 3% no período de 2007 a 2015, passando de 28% para 31%. Ribeiro, Catelli e Haddad (2015) consideram que o alfabetismo em nível pleno se mantém em torno de um quarto da população de 15 a 64 anos, expressando um lentíssimo crescimento, confirmado no período de oito anos que abrange esta pesquisa.
In addition to the decline in enrollments, the processes of schooling in EJA face difficulties in materializing in terms of teaching quality, especially for the working young and adult population aged 15 to 64, whose precarious living and working conditions underscore the urgent need for continued studies. When relating literacy and schooling within this age group, there was a slight decrease in rudimentary levels during the early years of elementary education, from 52% to 49%, a drop of 3%, between 2007 and 2015. However, in the final years of elementary education and in high school, there was an increase of 6% and 3%, respectively, in rudimentary literacy levels. From 2007 to 2015, rudimentary literacy levels rose from 26% to 32% in the final years of elementary education and from 8% to 11% in high school. 
In terms of elementary literacy levels, the situation was similar, with a decrease of 3%, from 30% to 27% in the early years of elementary education. The percentage remained stable at 53% and increased by 3% for the final years of elementary education and high school, respectively, during the same period.
In terms of full literacy, the early years of elementary education maintained a level of 5% between 2007 and 2015, but declined in the final years from 20% to 13%, and in high school from 47% to 40%. Despite the changes in the criteria for identifying literacy by Inaf, the educational records for individuals aged 15 to 64 showed that overcoming rudimentary levels still represents a long struggle, necessitating the centrality of EJA as a right. At the same time, the eight-year period defining this research revealed a worsening of the difficulties faced by schooling processes in providing full literacy levels, highlighting the precariousness of EJA in meeting its audience's needs.
It is important to note that, according to Inaf, more than two-thirds of individuals aged 15 to 64 who did not attend school or had at most four years of schooling remained in a state of functional illiteracy. Among those who enrolled in or completed elementary education, achieving a basic level of schooling (53%), the equivalent of 34% could still be classified as functionally illiterate. The unrestricted ability to comprehend and interpret texts in everyday situations and to solve problems involving multiple steps, operations, and information was only achieved by 9% of those who attended or completed high school.
In relation to age, the 2015 Inaf data highlights a higher incidence of illiteracy (52%) and rudimentary literacy (38%) among individuals over 50 years old, with a low percentage of this age group in the higher proficiency levels, including intermediate groups (13%) and proficient (7%). At the same time, young people aged 15 to 24 are found in lower proportions in the low levels of illiteracy (8%) and rudimentary literacy (17%). Therefore, the condition of functional illiteracy affects 25% of young people aged 15 to 24, although it should be noted that some are still in the process of completing their education.
Regarding color/race, the 2015 Inaf data shows that 77% of the Black or Brown population aged 15 to 64 are in a state of illiteracy, with only 48% in the proficient group. In contrast, the white population has an illiteracy rate of 19% and a proficiency rate of 48%, despite making up 38% of the Brazilian population.
The Inaf data reveals that advances in absolute illiteracy and rudimentary literacy skills have stabilized at very low levels as of 2015. The slow progression of the population reaching a basic level of literacy and the lack of advancements in terms of full literacy levels indicate, among other factors, that obstacles to the schooling processes in EJA persisted during the research period.

Final considerations

It can be considered that the capitalist crisis that marked Brazilian society from 2007 expressed itself in EJA contributing to the expectation that only one-fourth of the population would achieve full completion of primary and secondary education. The comparison of Inaf data revealed a complex issue that points to the values and conceptions that animated the policies for EJA between 2007 and 2015.
The willingness to attract demand, expressed through a sense of precarization, intensified in the conditions of schooling due to the focus on meeting specific training needs for work and the favoring of private groups, which ran counter to emancipatory claims for EJA. Understanding the reality of EJA from its constitution in different formats, integrating a diverse public with various needs and specific life experiences—such as their relationship with work, regional, age, racial, and gender affiliations—implies a deeper commitment to social and educational quality for workers.
The condition of young and adult workers who are poorly or uneducated reflects what Rummert (2017) analyzes as the distribution of education levels within the working class and the segmentation of partial access to knowledge in the second decade of the 21st century. This indicates that the dominant political option is to limit full access and quality retention in a public school system that is universal, free, and genuinely committed to comprehensive education.
The historical duality of education present in Brazilian society intertwines with the crisis, resulting in significant repercussions for access to the schooling of young and adult learners, as well as denials of the appropriation of knowledge as a legacy of humanity that serves the working class. The decline in access to educational processes between 2007 and 2015 suggests that the precarization of living and working conditions tends to interfere with the demands for guaranteeing the right to Education for Young Adults.
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