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ABSTRACT - Body, Gestures, and Movement at BNCC: comparisons
with the italian pedagogy. With the assumption that the BNCC Fields
of Experience were inspired by Italian pedagogy, the article aims to
compare the Field of Experience Body and movement contained in the
Italian Decree of June 3, 1991, and the Field of Experience Body, Gestu-
res and Movement at BNCC. A comparison was made between the afo-
rementioned documents and as a theoretical support for conceptual
investigations, books, theses, dissertations, and articles available on
Google Scholar and the Virtual Library of the Federal University of Pa-
rand were used. As a result, proximity was observed between the fields,
with similar nomenclatures, but the terminologies used to explain the
field of experience need to be reviewed.
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RESUMO - Corpo, Gestos e Movimento na BNCC: comparacodes com a
pedagogia italiana. Com o pressuposto de que os Campos de Experi-
éncia da BNCC tenham sido inspirados na pedagogia italiana, o obje-
tivo do artigo é comparar o Campo de Experiéncia o corpo e o movi-
mento contido no Decreto Italiano de 3 de junho de 1991 e o Campo
de Experiéncia Corpo, Gestos e Movimento da BNCC. Foi realizada uma
comparac¢do entre os documentos supracitados, e, como suporte ted-
rico para investigacdes conceituais, utilizou-se livros, teses, disserta-
¢coes e artigos disponiveis no Google Académico e na Biblioteca Virtual
da Universidade Federal do Parand. Como resultado, observou-se pro-
ximidades entre os campos, com nomenclaturas semelhantes, porém
as terminologias utilizadas para explicar o campo de experiéncia ne-
cessitam de revisao.

Palavras-chave: Educacdo. BNCC. Corpo. Movimento. Crianca.
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Body, Gestures, and Movement at BNCC

Introduction

The historicity and influences of the laws that govern the Brazil-
ian educational system must be rescued so we can reflect on the
events and seek explanations for the moment in which we live. About
Early Childhood Education in Brazil, it is known that the debates were
accentuated in the 1990s, a time when Italian pedagogy gained prom-
inence through the pedagogue Loris Malaguzzi (1920-1994)!, mainly
responsible for the approach of municipal schools for children in
Reggio Emilia, Italy.

In this sense, this text aims to contribute to the approximations
already made by other authors/researchers between Italian and Brazil-
ian legislation regarding Early Childhood Education. More specifically,
I choose to enter the Field of Experiences that brings the body into its
centrality. As a basis for the survey of the discussion, the publication As
Novas Orientagoes para a Nova Escola da Infancia de 19917 contained
in the Cedes Notebook number 37, entitled Grandes Politicas para os
Pequenos (Faria, 1995), was used. The original version, in Italian, with
the Decree of June 3, 1991, published by the Ministry of Public Instruc-
tion (Italy, 1991), was also used to compare the Brazilian text.

To be able to carry out a confrontation with the Brazilian nor-
mative, two documents were used: the National Curricular Guidelines
for Early Childhood Education (DCNEI), published in 2009, which
aims to “[...] guide the organization, articulation, development, and
evaluation of the pedagogical proposals of all Brazilian education
networks” (Brasil, 2013, p. 4) and the National Common Curricular
Base (BNCC), which brings the standards and defines the essential
learning in Brazilian Basic Education (Brasil, 2017). To clarify the rela-
tionship between these two documents, it is important to emphasize
that the guidelines are mandatory; even though the BNCC was pub-
lished in 2017, does not replace the Guidelines and is subordinate to
them (Pereira, 2020).

As a theoretical support to deepen the conceptual issues, a
search was performed on research sites such as Google Scholar, the
Library of the Federal University of Parand (UFPR), and articles and
books used for the elaboration of the thesis. The use of these sites was
an option of the author due to the greater familiarity and permissibil-
ity of the documents. Initially, documents that established a relation-
ship between the aforementioned legislations were sought. For the
conceptual deepening, referenced authors of the field of the body, ges-
tures, and movement were used. In addition, I mention the im-
portance of the discussions held in the research group EDUCAMO-
VIMENTO of the Center for Studies and Research in Childhood and
Early Childhood Education of the Federal University of Parand (Ne-
pie/UFPR), which were fundamental for the structuring of ideas and
conceptual discussions about the child body in movement.

It is known that the curricular organization of Early Childhood
Education at BNCC is structured in five Fields of Experiences that de-
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fine the learning and development objectives, considering “[...] as
structuring axes interactions and play, assuring them the rights to co-
exist, play, participate, explore, express themselves and know them-
selves” (Brasil, 2017, p. 40). In this sense, we must know each of these
five fields to be able to provide children with a quality Early Child-
hood Education that respects their rights to teaching.

Of the five Fields of Experiences proposed, for this research, it is
important to observe the indications regarding the child's body. The
BNCC states that the body of children in Early Childhood Education
“[...] gains centrality because he is the privileged participant of the
pedagogical practices of physical care, oriented to emancipation and
freedom, and not to submission” (Brasil, 2017, p. 41).

Therefore, there is the Field of Experience entitled Body, ges-
tures, and movement available at the Base. “The Field of Experience
Body, gestures and movements recognizes the children's body as a
privileged member for integration and play in the pedagogical prac-
tices of Brazilian Early Childhood Education institutions” (Zambona-
to, 2020, p. 63).

Thus, it is important to know about the historicity of these doc-
uments and to reflect on this Field of Experience that puts the child's
body in evidence.

Legislation

The debates related to Early Childhood Education have always
been important for the creation of documents that regulate this stage of
teaching. An important milestone that gave rise to the interest in peda-
gogies practiced abroad was the publication of the Cedes Notebook
number 37, entitled Grandes Politicas para os Pequenos, in 1995. It con-
tained different curricular proposals from countries such as Italy, Swe-
den, and Japan. In addition, it brought As Novas Orientagdes para a Nova
Escola da Infdncia (Italy, [1991] 1995), in which the curriculum of Italian
pedagogy from preschool was mentioned (Finco; Robinson; Faria, 2015).
Another important point that aroused the interest in international peda-
gogies was the publication of the American magazine Newsweek in 1991,
which showed the ten best schools in the world with emphasis on the
schools of Reggio Emilia, Italy (Pereira, 2020).

According to the Pedagogical Proposals and Curriculum in Early
Childhood Education (Brasil, 1996), in December 1994, the General
Coordination of Early Childhood Education of the Ministry of Educa-
tion constituted a work team to develop a methodology for the analy-
sis of pedagogical/curricular proposals in force in the education sec-
retariats of the states and municipalities of the Brazilian capitals. A to-
tal of 45 sets of documents were analyzed, 25 from the state systems
and 20 from the municipalities and capitals. Five federation units
were also visited, one per region, where it was sought to evaluate the
implementation of the proposals by the state agencies and the munic-
ipalities of the capitals.
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For Stemmer (2012) it was in the 1990s that a more accentuated
concern arose in the search for a pedagogy for early childhood educa-
tion and the studies of Ana Lucia Goulart de Faria and Eloisa Candal
Rocha were the precursors of this trend, which bring influences of
Italian pedagogy in their works.

It was during this period that important documents (Law of
Guidelines and Bases — LDB, National Curricular References of Early
Childhood Education — RCNEI, National Curriculum Guidelines for
Early Childhood Education — DCNEI) were elaborated to define the
scope of Early Childhood Education in Brazil with discussions cen-
tered on the establishment of the relationship of the child with the
school institution (Barbosa; Richter, 2015). For this reason, we believe
that it is important to mention the BNCC and the DCNEI when we talk
about the Brazilian legislation compared to the Italian one.

Despite the concomitance between the elaboration of the
DCNEI and the already existing Italian legislation for early childhood
education, we did not observe in the former a curricular proposal
based on fields of experience, but only a mention in article 9 (Brasil,
2013). The same document proposes that the curriculum be centered
on interactions and play, “[...] recommending that the proposals
made by the teachers be based on the careful observation of these
same interactions and games” (Silva, 2021, p. 94), and the teacher is
responsible for the task of observation, “[...] listening, researching, re-
cording to be able to propose new interactions and games and, thus,
promote the integral development of children” (Silva, 2021, p. 94).

[...] this curricular proposal is based on the Pedagogy of Listen-
ing, as highlighted by the author Andrea Pagano (2017). This ap-
proach is defended by the Pedagogy of Childhood from the expe-
riences and theorizations carried out in the city of Reggio Emilia,
Italy, since the second half of the twentieth century. We have to
go beyond the interests, cultures, and desires of children to
promote full development. The curriculum does not come from
outside, it is not solved with the adoption of a primer, with the
purchase of a method, or with the elaboration of a list of compe-
tencies; nor is it based on pre-established generative themes or
commemorative dates, which make little sense to children (Silva,
2021, p. 94).

Carvalho (2015) brings other contributions and approximations
between the DCNEI and Italian pedagogy. The author explains that
the first promotes the rupture of an assistentialist approach and facili-
tates the child-child, child-adult, and child-to-child relations with
himself, and adds that

[...] in the guidelines, words such as class, student, teaching,
school, and content are forbidden in the curricular vocabulary,
because they are understood by specialists in the area (whose
studies are based on the Sociology of Childhood and Italian Ped-
agogy) as part of a schooling conception of childhood (Carvalho,
2015, p. 467).
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At the time of the debates about the DCNEI and in the elabora-
tion of the opinions that helped in its construction, Italy had an edu-
cation for children from 3 to 6 years old based on Fields of Experience
that contemplated five fields: 1) the self and the other, 2) the body and
the movement, 3) images, sounds, and colors, 4) the speeches and the
words, 5) knowledge of the world (Barbosa; Richter, 2015).

In Brazil, the most recent document that establishes the curricu-
lar bases for Basic Education is the BNCC, which had its final version
published in 2017. The BNCC was created from the DCNEI, and the
two documents should be considered in a complementary way. Perei-
ra (2020) explains that the guidelines are mandatory, while the BNCC,
even though it was published in 2017, does not replace the guidelines
and is subordinate to them.

In this sense, the BNCC emerged to operationalize the guide-
lines, with guidelines for teachers, respecting the various dimensions
of childhood and children's rights (Campos; Barbosa, 2015). Regard-
ing its applicability, in an article published by Barbosa and Silveira
(2019), the authors explain that the BNCC cannot and should not be
considered as a curriculum, however, after the creation of the Imple-
mentation Program of the National Common Curricular Base (ProB-
NCC) by the Ministry of Education and Culture in 2018, “[...] what was
supposed to be a reference, became a curricular prescription - tend-
ing to the homogenization of contents and organization of early
childhood education in Brazil —, contrary to the autonomy guaranteed
in the LDB of 1996” (Barbosa; Silveira, 2019, p. 82). Thus, it is under-
stood that the debate on the curriculum in Early Childhood Education
is necessary. And this discussion is quite broad and escapes the pur-
pose of this article, which is to compare the fields of experience, with
greater attention to the body, gestures, and movements.

At BNCC, the curriculum in Early Childhood Education was di-
vided into five Fields of Experiences. They are: 1) the self, the other,
and the we, 2) body, gestures, and movements, 3) traces, sounds, col-
ors, and shapes, 4) listening, speaking, thinking, and imagination, 5)
spaces, times, quantities, relationships and transformations.

It is important to highlight that the concern with educational ex-
periences was present in the DCNEI, and then was resumed and reaf-
firmed in the BNCC “[...] with the proposition of the organization of
early childhood education from fields of experience and not from areas
of knowledge” (Padini-Simiano; Buss-Simon, 2016, p. 81). The authors
explain that the multiple possibilities of expansion and diversification
of experiences, knowledge, and culture that children can experience
within Early Childhood Education should be promoted by a series of
practices that articulate children's knowledge and actions with the
knowledge already systematized by humanity. Thus, the BNCC for Ear-
ly Childhood Education proposes “[...] the organization through Fields
of Experiences to contemplate and detail, in these Fields of Experienc-
es, specificities of the education of children since infants, expressed in
each of the items of Art. 9 of the DCNEI” (Buss-Simao, 2016, p. 186).
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This proposal for the curricular organization of Early Childhood
Education by fields of experience is inspired by the Italian Pedagogy
that, as Faria (1995, p. 81) informs us, indicates “the various spheres of
the child's doing and acting” that are based on specific and individual
competencies from which children confer meanings, develop learning,
and create formative goals developed within established limits and
with active and constant involvement. The fields of experience as a
curriculum for Early Childhood Education organize learning and pre-
sent the objectives, methodological paths, and evaluative indicators.

Thus, a relationship is made between the quantity and the no-
menclature used to name the Fields of Experiences at BNCC, in which
a strong influence of the one established by the Italian legislation and
translated in the text: The New Guidelines for a New School of Child-
hood, of 1991, is perceived.

It should be noted that Early Childhood Education in Brazil is
intended for children from zero to 5 years old and the Italian Decree is
intended for children from 3 to 6 years old, therefore, some considera-
tions in the BNCC that focus on children from 0 to 2 years old, were
not amenable to comparison, apart from pre-existing skills that the
Italian document mentions.

Approximations and Comparisons

Before we delve into the specific Field of Experiences of this dis-
cussion, it is important to show how the documents define this term.

In the Italian Decree, the term Fields of Experience indicates

[...] the different spheres of the child's doing and acting and,
therefore, the specific and individual sectors of competence in
which the child gives meaning to his multiple activities, develops
his learning, acquires the linguistic and procedural instruments,
and pursues his formative objectives, in the concreteness of an
experience that develops within the established borders and
with the constant of his active involvement (Italy, 1991, p. 19)3.

At BNCC, the Fields of Experiences “[...] constitute a curricular
arrangement that welcomes the situations and concrete experiences of
children's daily life and their knowledge, intertwining them with the
knowledge that is part of the cultural heritage” (Brasil, 2017, p. 40).

In general, as Ariosi (2019) reminds us, the Fields of Experience
in Italian legislation are focused on people and their relationships,
while in BNCC the concern revolves around the organization of con-
tent and curriculum.

We do not find the nomenclature Fields of Experiences in the
DNCEIs, however, when the document mentions the curricular organ-
ization, it establishes that it “[...] must be structured in axes, centers,
fields or modules of experiences that must be articulated around the
principles, conditions, and objectives proposed in this guideline”
(Brasil, 2013, p. 95, my emphasis). In addition, the BNCC states that
the DNCEIs contributed to the definition and denomination of the
fields of experience “[...] about the fundamental knowledge and
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knowledge to be provided to children and associated with their expe-
riences” (Brasil, 2017, p. 40).

For this analysis, and the proximity to the studies related to my
Ph.D. in progress, I chose the Field of Experiences number 2 of BNCC:
“Body, gestures and movement” to compare it with the one proposed
by The New Guidelines for a New School of Childhood (Italy, [1991]
1995), which brought, as the first Field of Experience, the body and
movement.

The importance of the body in school is highlighted by Milstein
and Mendes (2010) when they state that “[...] the work with students
always implies a work with and in the body — more or less explicit —
and that this work is the basis and condition of the other learning”
(Milstein; Mendes, 2010, p. 25, emphasis added). Thus, the relation-
ship established between adult-child, and child-child at school takes
place, firstly, through the body and therefore it becomes important to
know it and understand its possibilities.

For purposes of comparison and understanding of the laws and
strategies outlined for Early Childhood Education, it is also necessary
to understand the definition of child adopted by the documents.

The BNCC relies on the definition established by the DCNEISs,
which clarifies:

[...] historical and rights subject, who, in the interactions, rela-

tionships, and daily practices he experiences, constructs his per-

sonal and collective identity, plays, imagines, fantasizes, desires,

learns, observes, experiences, narrates, questions and constructs

meanings about nature and society, producing culture (Brasil,
2009*apud Brasil, 2017, p. 37).

The Italian document does not provide a clear definition but
mentions that the child is a subject of rights. These rights are “[...] in-
alienable to life, education, instruction and respect for individual,
ethnic, linguistic, cultural and religious identity, on which a new qual-
ity of life is based, understood as the great educational purpose of the
present term” (Italy, [1991] 1995, p. 71).

In the original document in Italian, the text brings complemen-
tation to the one described above: “[...] the child's personality must
also be considered in its being and in its duty to be, according to an
integral vision that aims at the development of the inseparable unity
of mind and body” (Italy, 1991, p. 16, my translation®). About the child
at school, the text adds:

[...] the treatments that define and structure the children's
school in the multiplicity of its pedagogical dimensions (rela-
tional, curricular, didactic, functional and institutional) are
placed as other elements of affirmation and satisfaction of all
these demands and all these rights (Italy, 1991, p. 16, my transla-
tion)®.

It is perceived that the two documents establish that the child is
a subject of rights and that the culture in which the children are in-
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serted must be respected. Your identity must also be stimulated
through the integral development formed by the “mind and body.

About the nomenclatures used for the Field of Experiences, we
noticed that the BNCC promotes the separation of two words that
bring embedded in themselves different concepts: movement and ges-
ture. About the first term used in the title of the Field of Experiences,
we understand that the concept of the body can have different mean-
ings depending on the science that explains it. For example, Le Bre-
ton, a French anthropologist, makes several contributions in this re-
gard. “The body is the semantic vector by which the evidence of the
relationship with the world is constructed” (Le Breton, 2012, p. 7), “it
is a symbolic construction” (Le Breton, 2012, p. 33), “[...] transmits
meanings through manifestations impregnated with ambiguity” (Le
Breton, 2012, p. 53). In a work that deals with the body in school, Mil-
stein and Mendes (2010, p. 28-29) argue that “[...] the human body is
the result of society and history” and that “there is a productive work
of society in the body which consists in producing human nature, so-
ciety.” For the French philosopher Merleau-Ponty, there is “[...] the
subject as body and consciousness incarnated in the body, to over-
come Cartesian dualism” and “[...] it is through the body that the
world is known and the world is incorporated into the body by the ex-
periences lived in an esthesiological relationship” (Mendes; Araujo;
Days; Melo, 2014, p. 1590).

It is known that we cannot think of an education for the child
that is sedimented and that we must seek a human development that
is inserted in a culture and that is part of it. Therefore, it is necessary
to signify and place the role of the child's body as a central theme. As
Garanhani (2005, p. 83) explains, Henri Wallon (1879-1962) under-
stands that an integration “?[...] between the organism and the socio-
cultural environment and an integration between the different sets or
functional domains” for human development. The researcher com-
ments that by functional domains, Wallon exemplifies affectivity,
knowledge, cognition, movement, motor act, and the person who in-
tegrates all the others.

About movement, Wallon associates it with affectivity and emo-
tions, linking movement to muscle activity through kinetic functions
(contraction and relaxation) and postural or tonic. Wallon also states
that “[...] the first function of movement in child development is affec-
tive” (Galvao, 1995, p. 70). In another analysis, Merleau-Ponty divides
movement into concrete and abstract which find a place in the di-
mension of behavior, acting through the body in the world (Dentz,
2008). Following the same perspective of Merleau-Ponty, Nébrega
(2016) explains that movement can modify sensations and reorganize
the whole organism, still considering the mind-body unity.

Sayao (2002) published a text on the body and movement and m
that describes the gestures, movements, and expressions as possibili-
ties of our bodies. Thus, we perceive that the field of movement is not
restricted to itself but opens possibilities of exploration that allow a
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greater significance of its context. It is in this interaction with the en-
vironment that the gestures will appear, which according to Gar-
anhani (2005, p. 85) happens when “[...] bodily movements are per-
formed from an intention and are made with significance.” In addi-
tion, “Mauss (1974) considered gestures and body movements as
techniques created by culture, capable of transmission through gen-
erations and imbued with specific meanings” (Daolio, 1995, p. 38).

In this sense, we perceive care, in terms of nomenclature, be-
tween what is presented in the Italian legislation mentioned above
and the BNCC. Remarkably, movement is a bodily characteristic, but
the signification of it through gestures brings us other possibilities,
which allow a signification of movement. This interweaving of body-
movement-culture allows for better interaction with the world
through its corporeality’.

Let us then analyze the content brought in the texts to explain
the Field of Experiences under discussion.

In the Italian document of 1991, we find the first paragraph that
describes the body and movement:

The field of experience of corporeality and motor skills contrib-
utes to the growth and integral maturation of the child, promot-
ing awareness of the value of the body understood as one of the
expressions of personality and as a functional, cognitive, com-
municative, and relationship condition, to be developed in all
plans of formative care (Italy, 1991, p. 82-83, emphasis added).

The terms evidenced above: corporeality and motricity, used to
explain the body and movement, stand out.

We understand the need for a conceptual distinction on “[...]
body, corporeality, body-object, body-subject, movement, motricity,
among other concepts,” which consolidated “[...] the socio-
philosophical, cultural and pedagogical subarea” in Education as a
whole (Melo, 2016, p. 8).

We searched for information on the term corporeality in the
Brazilian literature and found the article by Scorsolini-Comin and
Amorim (2008), who sought to find the same explanation. The authors
found the explicit definition in only one text. The other texts re-
searched dialogued with the term but did not define it.

As more than the materiality of the body, than the sum of its
parts; it is that contained in all human dimensions; it is not
something objective, ready and finished, but a continuous pro-
cess of redefinitions; it is the rescue of the body, it is letting it
flow, talking, living, listening, allowing the body to be the main
actor, it is seeing it in its truly human dimension. Corporeality is
existence, it is mine, yours, it is our history (Polak, 1997 apud
Scorsolini-Comin; Amorim, 2008, p. 208).

In addition to the above, we observe Le Breton (2012), who uses
the sociology of the body to establish a relationship with corporeality
and explains that it only happens in the relationship with the other
and has influences of culture and society in the relationship with the
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body, without ignoring the adaptability of the actor to integrate into
another society and define a new model. He adds, “[...] If corporeality
is a matter of symbol, it is not a fatality that man must assume and
whose manifestations occur without him being able to do anything.
On the contrary, the body is the object of social and cultural construc-
tion” (Le Breton, 2012, p. 65). In a published book based on the works
of Merleau-Ponty, N6brega (2016) explains that we are a body formed
by a multitude of sensorimotor possibilities, immersed in multiple
contexts and that cognition depends on the experience obtained in
bodily action, linking to the sensory-motor capacities involved in the
biopsychocultural context. !

Referring to the original language of the term, the Italian Mezzet-
ti (2012) defines corporeity (corporeita) as being an entity constituted
by the integration of four different dimensions: biological, energetic,
cultural, and playful. Based on phenomenology, Tozzi (2012) explains
that corporeality expresses the human and inter-human character of
the body and comprises subjectivity and human behavior.

Bus-Simao (2012, p. 23, my emphasis), in his doctoral thesis, al-
so promotes a debate on the subject and explains
The concept of body has received some differentiated denomi-
nations such as corporeality, which in a broad definition refers to
an abstract idea of body, of being corporeal; corporality, which
in French and Spanish have minimal distinctions from the term
corporeity, but which in the Portuguese language does not differ,
that is, it means the quality of being body or of being material
and; body that has a predominant conception in the history of
Philosophy as an instrument of the soul.

The author draws on the studies of Bryan Turner to explain
corporeality through a socio-anthropological bias. In this way, corpo-
reality brings a body that is both natural and cultural.

In summary, it is noted that the definition of the body brings an
interaction between body-body and body-environment, that is, it es-
tablishes that, in bodily relations with oneself, with others, and with
the world, one has corporeality, and that this relationship is based on
phenomenology. It would also be necessary to make a sociological
study on emotions so that we could approach a more appropriate
terminology since the body inserted in a culture is also a receiver and
transmitter of emotions. But what about motor skills?

Generally, the term motricity is related to psychology, such as
psychomotricity, for example. In the Italian language, the term mo-
tricita is related to motor skill or ability. Picq and Vayer (2002, p. 23,
my translation'?) cite examples of skills and/or capacities that are part
of the concept of motricity, such as “[...] the perception of one's own
body and organization of the body scheme, balance and increased
sense of security, release of the waists (scapular and pelvic), spatial
organization” among others. Concluding what Jean Piaget and Henri
Wallon published on motor skills, Aucouturier (1995, p. 11, my trans-
lation'®) states that “[...] tone and motor skills contain in their devel-
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opment the first outlines of emotional and affective reactions, con-
tributing to the progressive organization of consciousness”.

Sisrgio (2022, p. 19) dissociates movement from motricity and
explains that

The passage from the physical to the motricity that is not con-
fused with movement only (instead of some scholars), arises as
the change of place of the human body, in a determined space
and time, with the characteristics of an objective process. I try to
ground human motricity in phenomenology, or rather: in inten-
tionality and the world of life.

Nébrega (2016) relies on Merleau-Ponty to explain motricity, in
which the movement of the body indicates a possibility and states that
motricity “[...] it is a form of language that reiterates the meanings of
acts of expression and increases the summary power of words in en-
suring experience” (N6brega, 2016, p. 46) and that the use of language
produces meanings.

In this sense, analyzing the nomenclatures used (corporeality
and motricity), we understand that they were named to establish a re-
lationship with the name of the Italian Field of Experience the body,
and the movement. The word corporeality also appears in the explana-
tion of the Field of Experiences body, gestures, and movement in the
BNCC, as we observed in the citation below, and the DCNEIs, do not
appear connected to Early Childhood Education.

With the body (through the senses, gestures, impulsive or intention-
al movements, coordinated or spontaneous), children, from an early
age, explore the world, space, and the objects of their surroundings,
establish relationships, express themselves, play, and produce
knowledge about themselves, about the other, about the social and
cultural universe, becoming progressively aware of this corporeality
(Brasil, 2017, pp. 40-41, emphasis added).

The same is not true of the word motricity. In addition, in the
DCNEIs, although the document does not bring a clear separation be-
tween the Fields of Experiences, in item 9, the text says that Early
Childhood Education should promote:

Activities that develop motor expression and ways of perceiving
their own body, as well as those that enable them to build, cre-
ate, and draw using different materials and techniques, expand
the child's sensitivity to music, dance, theatrical language, open
rich possibilities of experiences and development for children
(Brasil, 2013, p. 94, my emphasis).

Another passage that draws our attention to Italian law is the
following: “The evolutionary stages stem from the domain of the body
experienced to the prevalence of perceptual discrimination and the
mental representation of the static and moving body itself” (Italy,
1991, p. 19, emphasis added)."

Conceiving that a correspondence of the text is not found in the
BNCC, there is a fragment that complements this idea and brings a
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broader concept about the static and moving body, transporting to

the field of potentialities based on the child's gesture and movement.
Children know and recognize the sensations and functions of
their body and, with their gestures and movements, identify
their potentialities and their limits, developing, at the same time,
awareness about what is safe and what can be a risk to their
physical integrity (Brasil, 2017, p. 41).

Regarding the learning objectives, the texts converge on the idea
that the proposed activities should have a playful character and pro-
mote socialization. The BNCC states that the child must “[...] discover
various modes of occupation and use of space with the body” (Brasil,
2017, p. 41) while Italian law establishes that the child must “[...] to
know and experience all practicable forms of motor content play”
(Italy, 1991, p. 82).

Another point that seems to be somewhat in conversation with
the BNCC is: “To this field are also linked contents of a semiological
nature whose alphabets are indispensable for subjective expression
and interpersonal and intercultural communication” (**Italy, 1991, p.
81). At BNCC we find: “Through different languages, such as music,
dance, theater, make-believe games, they communicate and express
themselves in the intertwining between body, emotion and language”
(Brasil, 2017, p. 41). We believe that here there is a harmony of ideas
between subjective expression and communication with communica-
tion and expression using body, emotion, and language. Maturana
(1998, p. 92) explains that “[...] emotions are bodily dynamics that
specify the domains of action in which we move” and adds, “[...] hu-
man living takes place in a continuous interweaving of emotions and
language as a flow of consensual coordination of actions and emo-
tions.” The author calls these consensual coordinations to talk and
further explains that “[...] we live in different networks of conversa-
tions that intersect in their realization of our bodily individuality”
(Maturana, 1998, p. 92, my emphasis). In this explanation, we under-
stand that emotion enables human action and that the different lan-
guages are directly connected to subjective expression and interper-
sonal and intercultural communication.

Regarding biological maturation, it is important to note that
I[talian law establishes these parameters for children over 3 years of
age, while the BNCC creates the document and the Fields of Experi-
ences for children from zero to 5 years of age. Thus, we perceive in
both texts that the expectations about motor activities diverge.

As an example, the BNCC presents that the child should use his
body to explore the environment and its possibilities through the “[...] sit-
ting with support, crawling, crawling, slipping, walking leaning on cots,
tables and ropes, jumping, climbing, balancing, running, somersaulting,
stretching, etc.” (Brazil, 2017, p. 41), while the Italian document states that
the child must “[...] acquire the ability to discriminate the perceptual
properties of objects and to control the basic dynamic and posture
schemes (walking, running, jumping, playing, staying in balance, etc.)”.
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Finally, in the curriculum proposal brought at BNCC, they find
the learning and development objectives for the stages that constitute
Early Childhood Education. About the field of the body, gestures, and
movement, the text (Brasil, 2017) says:

Figure 1 - Learning objectives and development of the field of experience
body, gestures, and movement

LEARNING OBJECTIVES AND DEVELOPMENT

Babies (zero to 1
year and 6
months)

(EI01CGO1) Move
body parts to
bodily express
emotions, needs,
and desires.

(EI01CGO02) Experi
ence bodily possi-
bilities in games
and interactions in
welcoming and
challenging envi-
ronments.

(EI01CGO3) Imitat
e gestures and
movements of
other children,
adults, and ani-
mals.

(EI01CGO4) Partici
pate in caring for
your body and
promoting your
well-being.

(EI01CGO05) Use
grasping, fitting, and
throwing move-
ments, expanding
your possibilities for
handling different
materials and objects.

Very young children (1
year and 7 months to 3
vears and 11 months)

(EI02CGO1) Appropria
te gestures and move-
ments from your cul-
ture in self-care and
games.

(EI02CG02) Move your
body in space, guided
by notions such as
forward, behind, above,
below, inside, outside,
etc., when engaging in
games and activities of
different natures.

(E102CGO03) Explore
ways of moving
through space (jump-
ing, jumping, danc-
ing), combining
movements, and fol-
lowing directions.

(EI02CG04) Demonstr
ate progressive inde-
pendence in caring for
your body.

(EI02CGO5) Progressiv
ely develop manual
skills, acquiring con-
trol to draw, paint,
tear, and leaflet,
among others.

Young children (4 years
to 5 years and 11
months)

(EI03CGO1) Create with your
body diverse ways of express-
ingfeelings, sensations, and
emotions, both in everyday
situations and in games,
dance, theater, and music.

(EI03CG02) Demonstrat
e control and appropri-
ate use of your body in
games, listening to and
retelling stories, and
artistic activities, among
other possibilities.

(EI03CGO03) Create
movements, gestures,
looks, and mimes in
games, games, and artistic
activities such as dance,
theater, and music.

(EI03CG04) Adopt self-
care habits related to
hygiene, nutrition, com-
fort, and appearance.

(EI03CGO05) Coordinate
your manual skills to
meet your interests and
needs in different situa-
tions.

Source: Adapted from Brasil (2017, p. 47).
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The BNCC text explains that the learning and development ob-
jectives comprise behaviors, skills, knowledge, and experiences that
must be achieved through interactions and games and that despite
being subdivided by age groups, it is important to observe the rhythm
of the learning and development of each child (Brasil, 2017). On the
other hand, the Italian legislation establishes that the objectives must
be achieved through the development of sensory and perceptual ca-
pacities, in addition to the basic postural schemes such as walking,
running, jumping, etc., and mentions the progressive acquisition of
motor coordination in the interaction with the environment (Italy,
1991) and does not establish a division by age groups as in the
BNCC!.

Final Considerations

The BNCC emerged in the national scenario to operationalize
the DCNEIs and not impose a curriculum, however, what we perceive
is that it imposes a curricular prescription contrary to the autonomy
guaranteed in the LDB. In addition, we highlight that the BNCC for
Early Childhood Education brings the essential learning that must be
developed, and about the fields of experience, we perceive proximity
to Italian pedagogy.

Although significant evidence of Italian pedagogy is found in the
Field of Experience “Body, gestures and movements”’, we perceive
that its content is differentiated. One hypothesis for such a discrepan-
cy is about the target audience of each text, and the BNCC is aimed at
the curriculum to children from 0 to 5 years old, while the Italian doc-
ument researched targets children of a different age group, that is, 3 to
6 years old. Thus, it is understood that these points of convergence
and divergence may result from economic, and social factors and the
biological and cultural development of children.

The similarity of nomenclature between the Fields of Experienc-
es established by the BNCC and those indicated by Decree I of 1991
stands out. Although there is no reference to the document in the
BNCC itself, it can be stated that the names attributed to the Fields of
Experiences are quite like those found in the 1991 Decree.

About the Field of Experience “Body, gestures and movements”,
there is a generalist approach by the BNCC in its description and a di-
vision by age groups when it establishes the learning and develop-
ment objectives, however, the text does not elaborate important con-
cepts for the field of studies of the body in movement. From this per-
spective, we propose a reflection on the time in which the texts were
published. The Italian Decree I of 1991 appeared amid Italian cultural
conformations where early childhood education schools ceased to
have a welfare characteristic and began to have a pedagogical objec-
tive, permeated by contributions from Italian scholars and educators.
On the other hand, it is observed that in 2017, the year in which the
BNCC was published, Brazil already had numerous study groups
based on the movement of the child's body. Thus, being the central
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body in the education of the young child, it is understood that the text
brought in the field of “Body, gestures and movements” could have
received more influences from these researchers.

Another consideration about the documents used is that the
translation made in the Cedes Notebook of 1995, mentioned earlier in
this text, leaves gaps. Added to this is the need for discussion of some
translated terms, such as the one mentioned earlier in the text, “semi-
ology” rather than “signs”.

Finally, this article intended to instigate more debates about the
text brought in the Field of Experience “Body, gestures and move-
ments” and to seek concepts and terminologies that are closely con-
nected with the studies of the child's body in movement.
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Notes

I Loris Malaguzzi was an Italian pedagogue and psychologist, mainly responsible for
the pedagogy used in municipal children's schools in Reggio Emilia, aimed at chil-
dren from 3 months to 6 years of age. After a stint as a child psychologist, Loris Ma-
laguzzi He also worked as a pedagogue for municipal schools, but it was through the
creation of his own space that he was able to put into practice his innovative ideas
centered on the creativity and spontaneity of children (Rossi, 2018). Malaguzzi
based education on three pillars: school, child, and family.

2 Ttalian legislation published in 1991 concerning children's schools had been in the
works since 1914.

3 From the original: “I diversi ambiti del fare e dell'agire del bambino e quindi i
settori specifici ed individuabili di competenza nei quali il bambino conferisce
significato alle sue molteplici attivita, sviluppa il suo apprendimento, acquisendo
anche le strumentazioni linguistiche e procedurali, e persegue i suoi traguardi
formativi, nel concreto di una esperienza che si svolge entro confini definiti e con il
costante suo attivo coinvolgimento.”

4 BRASIL. Ministério da Educacao. Conselho Nacional de Educacao. Camara de Edu-
cacdo Basica. Resolugao n° 5, de 17 de dezembro de 2009. Fixa as Diretrizes Curricu-
lares Nacionais para a Educacao Infantil. Didrio Oficial da Unido, Brasilia, 2009.

5 From the original: “La personalita infantile va inoltre considerata nel suo dover
essere, secondo una visione integrale che miri allo sviluppo dell'unita inscindibile
di mente e corpo.”

6 From the original:"I Tratti che definiscono e strutturano la scuola dell'infanzia nella
molteplicita delle sue dimensioni pedagogiche (relazionali, curricolari, didattiche,
funzionali ed istituzionali) si pongono come altrettanti elementi di affermazione e
di soddisfazione di tutte queste esigenze e di tutti questi diritti.”

7 The term subject of rights is also used in the Sociology of Childhood. “The figure of
the child as a subject of rights is expressed in research that questions the place of
the child in the configuration of the legal order, with special emphasis on the con-
fluences and contradictions between rights of participation, provision, and partici-
pation (Fernandes, 2009; Tomads, 2012), or in the international assessment of the
state of application of children's rights (Tomads; Fernandes, 2012; Araujo; Fer-
nandes, 2016)” (Sarmento, 2018, p. 390).
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8 Henri Wallon was a French philosopher, physician, and psychologist who devoted
much of his life to the study of children and education.

9 The differences between corporeality and corporeality will be treated later in the
text.

10 POLAK, Ymiracy de Souza. O Corpo como Mediador da Relagdo
Homem/Mundo. Texto & Contexto em Enfermagem, Florianépolis, v. 6, n. 3, p. 29-
43,1997.

1 In this context, cognition is expressed in the understanding of perception as move-
ment and not as information processing.

2 From the original: “percezione del proprio corpo e organizzazione dello schema
corporeo, equilibrazione and aumento del senso di sicurezza, liberazione dei cinti
(scapolare e pelvico), organizzazione Spaciale.”

13 From the original: “Il tono e la motricita contengono nel loro sviluppo i primi
lineamenti delle reazioni emozionali e affettive contribuendo all'organizzazione
progressiva della conoscenza”.

14 Comparing the text published in Caderno Cedes n° 37 and the Italian Law in its
original language, we perceive a difference in translation. That is why we opted for
the direct translation of the document into Italian.

)

In the original document, the text is: “[...] contenuti di natura Segnica i cui alfabeti
sono indispensabili per I'espressione soggettiva e la comunicazione interpersonale
ed interculturale” (Italia, [1991] 1995, p. 19, emphasis my). We see that in the origi-
nal text appears the word Segnica, which derives etymologically from the word Se-
gno and means, sign. However, it is noticed that in the translation the author pre-
ferred to use the word semiological, which derives from the word semiology. For
Ferdinand de Saussure (1857-1913), semiology means “[...] a science that studies
the life of signs within social life” (Bento, 2006, p. 410, my emphasis).

16 T chose to use the original document in Italian since the translation differs from the
original. In the text published by Ana Liicia Goulart de Faria, the objectives were di-
vided into psychomotor profile and sociomotor plan (Italy, [1991] 1995).
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