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Abstract
This article aims to know what teachers of public elementary school and student families understand about violence. As sources of information 
had used: questionnaire with teachers and interviews with families. These instruments made it possible to understand the meanings and meanings 
given to violence through the questions: 1) “What is violence?” 2) “Have you ever lived and what did you feel in a situation of violence?”; 3) “What 
actions of referrals in this situation of violence?”. Constructive-Interpretative Methodology analyzed the results and the process of awareness had 
sought through three dimensions: thinking, feeling and acting. The families presented the violence pointing out the types of manifestation, passing 
through their own life history, presenting an ideologically naturalized (re) production. The school perceived violence as directed action to the other, 
as an instrument and typified. Given this, from the perspective of Critical Psychology we perceive a disarticulation of the meanings attributed to 
violence, between school and family, disfavouring the process of integral development of children and adolescents and awareness.
Keywords: Psychology; family; violence.

Escola, Família e Psicologia: Diferentes Sentidos da Violência no Ensino Fundamental
Resumo
Este artigo visa conhecer o que professores de escola pública de ensino fundamental e as famílias dos estudantes entendem sobre violência. 
Como fontes de informações utilizaram-se: questionário com os professores e entrevistas com as famílias. Esses instrumentos possibilitaram 
compreender os sentidos e significados dado a violência, por meio das perguntas: 1) “O que é violência? ”; 2) “Você já viveu e o que sentiu 
em uma situação de violência? ”; 3) “Quais ações de encaminhamentos nesta situação de violência? ”. Os resultados foram analisados pela 
Metodologia Construtiva-Interpretativa buscando-se entender o processo de tomada de consciência por três dimensões: pensar, sentir e agir. As 
famílias apresentaram a violência apontando os tipos de manifestação, perpassando a própria história de vida, apresentando uma (re)produção 
ideologicamente naturalizada. A escola percebeu a violência como ação direcionada ao outro, instrumentalizada e tipificada. Diante disso, pela 
perspectiva da Psicologia Crítica percebemos uma desarticulação dos sentidos atribuídos à violência, entre a escola e a família, desfavorecendo 
o processo de desenvolvimento integral da criança e adolescente e a tomada de consciência.
Palavras-Chave: Psicologia; família; violência.

Escuela, familia y psicología: diferentes sentidos de la violencia en la 
enseñanza primaria

Resumen
Este artigo tiene por objetivo conocer lo que profesores de escuela pública de enseñanza primaria y las familias de los estudiantes entienden 
sobre violencia. Como fuentes de informaciones se utilizó: cuestionario con los profesores y entrevistas con las familias. Esos instrumentos 
posibilitaron comprender los sentidos y significados dado a la violencia, por intermedio de las preguntas: 1) “¿Lo que es violencia?”; 2) “¿Usted 
ya vivió y lo que sintió en una situación de violencia?”; 3) “¿Cuáles acciones de encaminamientos en esta situación de violencia?”. Se analizó los 
resultados por la Metodología Constructiva-Interpretativa y se buscó entender el proceso de toma de consciencia por tres dimensiones: pensar, 
sentir y actuar. Las familias presentaron la violencia apuntando los tipos de manifestación, creando la propia historia de vida, presentando una 
(re)producción ideológicamente naturalizada. La escuela percibió la violencia como acción direccionada al otro, instrumentalizada y tipificada. 
Delante de esto, por la perspectiva de la Psicología Crítica percibimos una desarticulación a los sentidos atribuidos a la violencia, entre escuela 
y familia, desfavoreciendo el proceso de desarrollo integral del niño y adolescente y la toma de consciencia.
Palabras clave: Psicología; familia; violencia.
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Introduction
This article is part of a broader dissertation study, 

inserted in the Project Space of Coexistence, Action and 
Reflection - Ecoar -, a proposal of action of the psychology 
in the public schools, in the confrontation to the violence, 
directed towards the full development of children and young 
people in their life circumstances (Guzzo, Ribeiro, Meireles, 
Feldmann, Silva, Santos, & Dias, 2019).

Violence: Lifetime Settings

In order to think about the violence manifested in so-
ciety it is necessary, first, to make it evident from the point 
of view of this analysis. The perspective that sustains us is 
through the critical reading that we live in a capitalist society, 
with foundations of reality from the class structures that in-
volve the way of production and exploitation (Tonet, 2005). 
Economic appropriation is one of the factors of belonging to 
a class, it hierarchized by the place that a person occupies in 
the mode of production, its relations and conditions to main-
tain an economic system that generates social inequalities.

In this perspective, violence is involved in the cons-
truction of history and in the way of life of the people, as 
they organize themselves in the face of economic, social and 
political relations. Thus, it has used as an instrument for the 
exploitation of man-by-man himself, in the development of 
labor and life relations. It has perceived that it acts as an 
oppressive force and leads the working class in situations 
that contradict human dignity itself, to maintain a structure 
of society that violently excludes and alienates it (Saviani, 
2013, Guzzo, 2016).

Many sense and meanings pervade violence, so the 
polysemy character of the word demonstrates that each area 
of knowledge treats it in a way. This question has understood 
by the representation of violence as a purpose, which can 
generate a disorder between meaning (action) and significant 
(who has / suffered the action). In this sense, it has seen that 
the violence associated with some type of action that qualifies 
the being that carried it brings about a representative function 
generated by the symbolic function (Pino, 1995, 2007).

There are many directions in conceptualizing vio-
lence. The World Health Organization (WHO, 2002, p.5) 
understands violence as “Intentional use of force or power in 
a form of threat or effectively against itself, another person or 
group or community, which causes or has great likely to cau-
se injury, death, psychic damage, developmental changes 
or deprivation.” According to Saviani (2013), the way human 
being, as humanity, organizes itself and acts on material 
nature to satisfy its needs, allows the transformation of the 
object according to its interest, violating the law that governs 
it, to another legality. Meireles (2015, p.4) addresses as “an 
entity in itself, independent of processes of production and 
social significance.”

Moreira (2012), in his work on characterizing violence 
in language dictionaries, emphasizes that violence, demar-

cated by history, is established by imaginary creations that 
may or may not use force, but also by the motivation of sus-
tained interests in and by the history of social relations, in its 
conditions, to keep existing.

We adopted here the perspective of violence presen-
ted by the psychologist Ignácio Martín-Baró (1985). Faced 
with the history of the country where he lived (El Salvador), 
he realized that psychology was not at the service of most of 
the popular and that it needed to review its social function. 
He presented in his theory a social, epistemological and mo-
ral critique, in which he pointed out (a) lack of contextualiza-
tion and distance from the psychology of the social context, 
(b) generalist concepts without situating the psychosocial 
knowledge, but taking other areas to explain the subject, 
disregarding its cultural and historical context. In addition, (c) 
supposed moral neutrality, a reference to scientific-positivist 
interests (Ibáñez, 2011).

The violence, according to Martin-Baró (1968, 1985, 
1988), is a multiple phenomenon in expressions, with parti-
cularities that must be considered in studies on this subject. 
However, the first is that regardless of whether violence is an 
act of repression or coercion, it needs  analyzed from a his-
torical process, derived from social and ideological interests 
that assume objective and / or subjective forms.

Under this view, it is possible to understand violence 
from psychosocial aspects, that is, it requires a contextuali-
zed understanding in its psychological and social processes, 
of the subjects involved, of the existing situations in which 
the contradictions and potentialities of concrete and real re-
ality have considered (Guzzo, Mezzalira, & Moreira, 2014).

School, Family and Violence

The process of development of children and young 
people occurs in a historical and social context, mediated 
by relationships, considering their physical, emotional, intel-
lectual and symbolic dimensions in everyday life (Guzzo & 
Tizzei, 2007).

In this sense, family and school are the first contexts 
of living in society, in which the child relates to adults. There-
fore, the partnership between them is fundamental, and it is 
up to the school to provide more participative spaces. In the 
context of the development of the child, it is not possible to 
treat the family and the school in a dissociated way, since the 
process of developing takes place through the various me-
diations present in the daily life. Thus, school and family form 
important spaces of social relations in the lives of children 
and young people, and investigating how these relationships 
take place is vital in understanding human development (Gu-
zzo, 1990; Poland & Dessen, 2005).

It is important to highlight that understanding the 
process of development of children and young people, as 
subjects of rights, is a recent construction when considering 
the social history of childhood. According to Ariès (1978), the 
adults inserted the children in their dynamic of life and work, 
when they presented themselves with a certain physical in-
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dependence. Thus, the family was not alone responsible for 
the socialization of the child and education had guaranteed 
by the learning of tasks performed with the adults.

The types of social relationships in which schools 
and families are involved make it possible to understand the 
unfolding, paths, perspectives and expectations in this rela-
tionship that still maintains a direction based on disciplining 
and moralizing families and children (Freitas, 2016). In order 
to understand the daily life of the school and the families, 
as they relate, it is necessary to invest time and dialogue, 
allowing the possibility of a strengthened partnership for the 
integral development of children and young people.

In this sense, school and families constitute themsel-
ves as complex social systems that articulate children’s lives. 
A relationship without co-participation exposes weaknesses 
manifested through difficulties in the learning process, beha-
vior or social coexistence making them difficult and troubled. 
Therefore, actions that comprise development involve the 
interdependence of psychological and social processes, 
making it possible to analyze the situations experienced by 
the subjects and their development indicators (Guzzo & Ti-
zzei, 2007).

The education scenario has many challenges in the 
schooling process. One of them is in the relation between 
school and family, which Patto (1992) treats as an unequal 
confrontation, since the school catalogue attributions to the 
low academic performance of the students, directing the res-
ponsibility to families and students, mainly.

The search for the ideal family, present in the ima-
ginary of the professionals of the school, causes that their 
actions are based on the stereotypes or departures because 
they do not correspond to the necessities of the school. This 
expected relationship does not consider families in their par-
ticular histories, nor in their conditions of life (Patto, 1992). 
The school as a space for integral development must be 
attentive to this aspect, through learning, interaction, proces-
ses of changes, mediations. However, the quest to promote 
development becomes difficult without knowing and accom-
panying students and their families.

Frequent notes, such as students’ inability and / or 
disinterest, and family disorganization or disorder, are consi-
derations made by the school. In view of this, the proposed 
solutions are limited, on a number of occasions, to calls from 
families, mostly represented by mothers or grandmothers. 
As well as, the referrals to health services or in search of 
psychological reports to justify or “de-responsibility” by not 
promoting the expected curricular learning process. The 
school thus ends up disregarding the impacts of vulnerabili-
ties experienced and the concrete reality of each child in its 
context, and how much the situations of violence to which 
they have subjected interfere in their well-being and deve-
lopment.

Some children and young people experience a daily 
violence and, therefore, it is essential to seek to understand, 
through the analysis of social life, its development, including 
school. In this sense, the school needs to move towards the 
understanding attributed to violence, both for itself and for 

families, as well as in the school-family relationship, which 
needs addressed.

Understanding violence based on circumstantial and 
isolated events, without relating it to psychosocial aspects 
and their historical processes, makes it impossible to un-
derstand the relationships and configurations that occur in 
school, as well as outside it. It must therefore considered that 
learning, which is a social right, goes beyond the process 
of reading and writing, so must understand including these 
same psychosocial and historical aspects. Psychology in 
school, thus, to understand the process of development and 
learning of children, must break with the hegemonic perspec-
tive of psychological evaluation to develop a psychosocial 
and historical process of evaluation and intervention. This 
hegemonic model, which disregards the totality of social dai-
ly life and legitimizes school difficulties caused by individual 
characteristics and, sometimes familiar, takes on a relevance 
in the maintenance of unequal relations (Guzzo, Moreira, & 
Mezzalira, 2011).

In this perspective, violence is understood in its causal 
essence, which has as its guiding thread the unequal system 
of social classes in the logic of the capitalist mode of pro-
duction that exploits, dominates and violent. Thus, violence 
begins to be analyzed putting it in the context its structural, 
social and economic roots as pillars of maintenance of this 
system, in which the people who make up this scenario are 
related and tend to (re) produce the social relations imposed 
by the interest of capital (Martín-Baró, 1988). One of the gre-
at challenges, especially for professionals of Psychologists, 
is to understand how these conditions have articulated in 
everyday life.

According to Oliveira and Marinho-Araújo (2010), the 
relationship between school and family manifests itself with 
postures characterized sometimes by defensive discourses, 
sometimes accusing, in the search to justify and find reasons 
for the behavior and coexistence of their children in school. 
For these relationships has modified, it takes a process of 
awareness raising involving all actors responsible for the 
development of children. When these individuals understand 
the reality in which they live, how they are living conditions 
can act to change individually or collectively.

For Vygotsky, consciousness has related to the higher 
psychological functions bringing elements of the affectivity, 
the experience and the thought that has its origin in the social 
context of development. The process of awareness would 
relate to language (Toassa, 2006). Thus, one can think that 
the process of conscience seeks to establish a dialogue be-
tween subject and reality, through the ability to think, feel and 
act reflected in the commitment to understand their condition 
of life. People, through a critical analysis of the conditions in 
which they live, begin to understand their place in society, 
therefore how they can act to change that reality (Freire, 
1980, 2003).

The Psychology at school, through a critical perspec-
tive, seeks to identify and analyze the social and psycholo-
gical context for the construction and interpretation of violent 
events, considering the scenario and the actors involved. 
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This makes it possible to know the subjective meanings attri-
buted to the situations experienced, as concrete conditions 
(Guzzo, 2015).

In addition, Psychology in the public school, in contact 
with the community and its social dynamics, can perceive 
social rights denied or violated, which makes it possible to 
confront development contexts that are distinct among social 
groups, as well as their impacts on the form to live and learn. 
However, however complex this reality may be, the school 
and family need to devote themselves to the development 
and implementation of actions to promote spaces of partici-
pation with democrat conditions (Guzzo, Mezzalira, Weber, 
Sant’Ana, & Silva, 2018).

Objectives

This article aims to understand the different meanings 
of violence presented by school professionals and the fami-
lies of students in a public elementary school.

Method
It is an Participatiõn – Action –  Research (PAR), 

founded on praxis, on ethical, political and social commit-
ment. This kind of research that has the researcher involved 
as part of the process, reflecting and transforming with 
the others. In PAR, subjects transform reality through par-
ticipation. This type of research assumes a process of social 
change whose goal is to overcome oppression (McTaggart, 
1997; Diéguez, 1987).

The researched scenario was a municipal public 
school, in a city in the interior of the State of São Paulo. Par-
ticipating subjects were teachers and students› families. The 
criteria for participation of the families were: a) having a child 
attending elementary school; b) accept the invitation made by 
the researcher at the Family and Educator Meetings (FEM); 
and c) fill out a form that included information such as: full 
name, relationship, telephone number and name of the child, 
date and time interview scheduling. This information had 
given at the time they became available to participate in the 
survey, 14 mothers or grandparents attended, totalizing the 
representation of participating families.

For teachers, the criterion of participation was to tea-
ch in elementary school and to make up the professional staff 
of the school unit. The invitation had made in daily school 
and in Collective Teaching Work meetings (CTW). The tea-
chers arranged to participate, being scheduled the day and 
the time for the information search, which happened in the 
own school and was carried out in person, 12 teachers parti-
cipated in the research.

Two instruments had used to search for information: 
for the teachers, the professionals present answered a ques-
tionnaire at the school; for the families whose contact was 
individual, a semi-structured interview script had applied. 
These instruments were sources of information, before a 

practice in qualitative research. This strategy sought a better 
approximation and understanding of the object of study, be-
fore the questions of the social reality in which it is inserted 
(Minayo, 2001).

After explaining the voluntary nature of participation 
and signing a free and informed consent form, the requi-
rements of the Research Ethics Committee1 had met. The 
questionnaire had nine questions, divided into two parts. The 
first one had a socio-demographic survey, with participants’ 
characteristics regarding age, race / ethnicity, sex, teaching 
time, school time and level of schooling. In the second part, 
there were three open questions about the objectives of this 
study, considering three dimensions - thinking, feeling and 
acting - in situations of violence.

For the families, a semi-structured interview script 
had used with three questions, the same ones made for te-
achers in the second part of the questionnaire. According to 
Minayo (2001), the interview makes it possible to understand 
the perspective of the subject, his way of life, valuing the 
language, but also all other expressions in this encounter.

The information obtained in the interviews occurred 
individually, with each family member. They had recorded 
after authorization and deleted after the transcripts. Each 
interview had an average duration of 40 minutes. Psycholo-
gical listening and observation as tools in practice during the 
interviews had highlighted.

The steps to analyze the data from the two sources of 
information: questionnaires and interviews are described in: 
1st stage: transcription of the data, followed by the readings, 
which enabled the familiarization and appropriation of the 
material to be worked; step 2: analysis, with the objective of 
organizing the answers that composed each question. The 
information obtained in each group had analyzed separately 
and later integrated into common categories; step 3: From 
the previous elaboration, the categorized responses had 
interpreted for the final synthesis. At this stage, we sought 
to identify and know the singularities and similarities in the 
contents expressed by the two groups of participants.

As pointed out by González-Rey (1997), the analysis 
of the data in the qualitative epistemology is a theoretical-
-methodological perspective that is destined to the resear-
ch of psychological processes. This perspective, based on 
historical-dialectical materialism, reveals the limits of theo-
ries that aim to describe phenomena not articulated to the 
context of the research subjects. It is a dynamic process, 
because in the interpretation, the researcher must seek to 
understand the context and the contradictions expressed by 
the participants.

Results and Analysis
The analysis had established in three dimensions for 

the two groups (Teachers and Families) participating in the 
research: “Think”, “Feel” and “Act” on violence. In view of 

1	   Process 2.033.253/2017 - Research Ethics Committee.
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this, we outline the results and reflection by categories, by 
unit of meanings, for an understanding of the distinctions or 
similarities in the views presented by teachers and families.

Teachers’ perspective

As they answered the first question, “What is violen-
ce to you?”- Thinking dimension - teachers presented in 
their answers three categories: a) action directed at the other 
(58.3%), b) typical actions (33.3%) and c) relational action 
(8.3%). In view of this, we perceive an instrumental value 
of violence, in which the action is destined to the other with 
intentionality. Thus, we consider there is a relationship of po-
wer that has instrumented by violence, showing the unequal 
way of treating the other. By typifying the phenomenon of 
violence, based on the nature of the acts, they responded by 
qualifying as: verbal, psychological, emotional and physical.

In this direction, accessing what they think is impor-
tant to know how the process of consciousness has cons-
tituted. Thinking can be materialized by language and, as 
Vygotsky (1934/2001) says, “Thought is not expressed in the 
word but is realized in it, so it would be possible to speak of 
the formation of thought in the word” (p.409).

The second question, “Have you ever lived and what 
did you feel in a situation of violence?” - Feeling dimen-
sion - allowed knowing the senses attributed by teachers, 
analyzed by a psychological perspective, understanding 
and identifying how they have affected by violence. In these 
responses, all of them affirmed that they had experienced 
a situation of violence and teachers presented the catego-
ries of feelings: a) impotence (21%), b) rape (5.2%), c) fear 
(10.5%), d) revolt D) anger (10.5%), e) sadness (15.7%), f) 
uncomfortable (10.5%), g) humiliation (15.7%); h) revenge 
(5.2%). One notices how much and how teachers feel affec-
ted by violence, failing to associate violence with others and 
bringing it to themselves in their professional work space, 
portraying violent school space that generates humiliating 
and impotent experiences.

To know the actions – Act dimension – in front of the 
situation of violence has used the question “Which actions of 
referrals in this situation of violence?”. The answers obtained 
had interpreted considering the referral and organized into 
four categories: a) dialogue (35.71%) as the most frequent 
action presented by the teachers, which precedes the refer-
ral to the school management. The action of dialogue as a 
referral in situations of violence has a preventive character, 
generating processes of awareness; however, the way it 
had presented, shows that this dialogue has directed at the 
student so that he makes the mistake and changes the beha-
vior, in many cases having as consequences a punishment 
with warning or suspension. Another category was elabora-
ted through what the teachers named as: b) “legal means”2 
(28.57%) in which they associated the police making police 
report in the police station for events that happened outside 
2	   This category has enclosed in quotation marks, since it was the 
term used by school professionals and families.

the school and inside they requested aid of the management 
team (director, deputy director and pedagogical advisor) in 
conflict resolutions. Other actions such as c) conformism 
(21.42%) realized by the action of silencing, ignoring or not 
being able to do anything in the face of violence, and d) 
confrontation (14.28%) in order to attract attention, discipline 
and ask students to assume the practiced action had carried 
out by teachers in their professional practice when they ex-
perienced situations of violence.

The teachers who indicated actions for dialogue or 
referrals to management as a form of accountability of stu-
dents for the acts committed, observed that the behaviors 
persisted. Even when strongly corrective strategies had 
the character of repairing a situation and ended up taking a 
punitive tone, such as not participation of practical physical 
education classes, or reduced recreation time, or suspen-
sions. This allows us to reflect on the need to seek the cause 
of actions, through the existing context and perspective of 
each subject in action. For Martin-Baró (1988), violence 
must be reflected by its causal roots in the constitution of the 
subject, since it must be considered through the relations of 
the mode of production and consequent social relations. The 
effects produced by violence have to consider in the face of 
the complexity of those who experience it daily in oppressive 
sociocultural confrontations, which generate psychological 
problems, which are different from those that have not lived 
directly situations of vulnerability and violence.

For Martin-Baró (1988), violence had reflected by its 
causal roots in the constitution of the subject, since it has to 
consider through the relations of the mode of production and 
consequent social relations. The effects produced by violen-
ce must considered in the face of the complexity of those 
who experience it daily in oppressive sociocultural confron-
tations, which generate psychological problems, which are 
different from those that have not lived directly situations of 
vulnerability and violence.

Thinking about violence, from its context, makes it 
possible to act in the causal focus and thus to collaborate 
with the process of awareness of the people involved in vio-
lent action. It is necessary for the professionals of the school 
to advance through this process, because the school spa-
ce, which is development, enables links and strengthening 
of social relations generating support, partnership and thus 
transformations in everyday life. This task is not immediate. It 
requires the collaboration of Psychology professionals, spe-
cialized in human development, who, in partnership with the 
educational actors, enable the school to deal with situations 
of conflict and violence.

Family Perspective

When asking families “what is violence for you?” - 
Thinking dimension - the responses had organized into two 
categories a) typified as violence and b) domain relationship. 
In the category of typified as violence (64.28%), physical, 
verbal, emotional and psychological violence were cited, 
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citing corresponding words such as: assaulting, beating, 
spanking, maltreating, cursing and discussing, in which all 
had associated with the community context , neighborhood).

Some mothers, when thinking about the phenomenon 
of violence, cried and this indicates how affected and vulne-
rable they are, suffering from situations that are part of their 
daily lives. In one of the reports, during the first minutes of the 
interview, when asked about violence, a mother (F01-2017) 
reported the difficulties she faced in keeping her teenage 
daughter in a professional team because of the treatment 
for eating disorders, because of bullying suffered at school. 
She reported the entire psychosocial trauma she experien-
ced, the distance from her home hospital, her unfavorable 
financial situation, which led her to ask for food and help her 
neighbors to get on with her daughter’s treatment outside of 
school. Even with so many apparent indicators, it was not 
possible for this mother to identify that her daughter had li-
ved other stories of situations of violence still in childhood. In 
relation to her overweight, responding to the understanding 
of violence, only as physical aggression (“I do not know ... 
beating “/ F01-2017), a socially naturalized construction that 
qualifies action whether violent or not), seeking to unders-
tand the motives and not only the acts.

Another category of this dimension was the domain 
relationship (35.72%) - revealed by situations such as thre-
ats, punishment and naturalization of violence. These mani-
festations have imbricated in the interviewees’ discourses, 
involving a historical process through the relations of power, 
class struggle, structure and social relation, configured by an 
ideological impregnation resulting from the interests of one 
particular group over the other.

The violence, as an instrument of domination within an 
unequal relationship of power, assumes a value of the class 
struggle. Thus, conformism and fatalism meet as a human 
response to a cycle of unperceived suffering. The fatalism 
reveals a sense of conformism and negative or indifferent 
passivity, in the sense of not taking responsibility for the dy-
namics of socially experienced violence (Martin-Baró, 1987).

In the second question “Have you lived and what did 
you feel in a situation of violence?” - Dimension feel - feelings 
about violence had involved with daily living. 86% of the mo-
thers and grandparents interviewed reported having experien-
ced a situation of violence. The following categories of feelings 
related to violence had found: a) fear (44.44%), b) sadness 
(27.7%), c) loneliness (16.6%), d) disappointment (5.8%) and 
e) revolt. The propagation of violence, as an instrument of 
control, constitutes a representation characterized by these 
feelings. This is because feelings had embedded in social 
relationships. The fear category was the most evident in the 
answers presented. The experiences had related to the family 
context of conflictive relationships, school fights when they 
were of school age, as well as assaults and attempted rape.

According to Martín-Baró (1985), from a social or-
der of violence, everyone has oppressed by the fear that 
produces the action. The culture of violence that produces 
subjective and social insecurity begins produced to achieve 
a purpose in social control. Thus, to maintain the social struc-

ture, psychological repression has used to paralyze and op-
press, inhibiting coping actions. In view of this, the meanings 
attributed to social relations reflect behaviors that may be of 
conformity and passivity in life itself. Therefore, feeling sad, 
lonely, disappointed or angry implies a suffering condition.

For Minayo (2005), violence, in its familiar or institu-
tional expressions, has represented in four ways: physical, 
psychological, sexual and abandonment. It has understood 
as physics, one that uses force in the production of dama-
ge to the other. Psychological violence has in its context the 
intentionality of hurting or dominating emotionally, damaging 
the development and well-being of the other. Sexual violence 
imposes sexual practices through force, through grooming or 
threats. Abandonment refers to the absence or refusal of ne-
cessary care in a social relationship necessary for full human 
development. Therefore, the feelings generated by the violen-
ce involve social impacts present in the relations of the school.

In the third, question “What actions of referrals in this 
situation of violence?” - Action dimension - The categories 
“legal means” (35.29%), silence (29.41%), dialogue (18.3%) 
and did not know how to respond (17%) had raised. Fami-
lies who sought the police in situations of robberies, as a 
possibility of action for the violent event, did not find a figure 
of protection or welcome which can lead to a situation of na-
turalization of violence. In relation to the school, as a legal 
means to act in the face of violence, we perceive the action 
after the conflict installed and not in a preventive way, be-
cause of a process of awareness of the conflict. With regard 
to domestic and / or family violence, mothers and grandmo-
thers reported that they often use the strategy of silence or 
isolation, but when conflict involves their children, they seek 
to guide them. The silence was one of the main factors in the 
maintenance of violence in the family context, therefore, it is 
fundamental to understand this state of those who are silent 
or refrain from speaking. The action in not communicating is 
a reaction to the current model of society, in which one fears 
the relation with the other or even by erroneous understan-
dings of the religiosity, used as instrument of alienation and 
dominion. When they brought questions about the school, 
the families pointed out to seek dialogue with management, 
especially in situations of conflicts involving their children. 
Freire (1980) understands that dialogue provides human 
relations, in contact with the other and their reality enables 
the action of listening, speaking and reflection in the process 
of awareness.

The families make sense of the school as a trusted 
space for education, teaching, mentoring, and caring for 
their children. Thus, dialogue, combined with the planning of 
shared actions, can contribute to the mediation of conflicts 
and, in a preventive and collective way, to change the rela-
tionships manifested by acts of violence.

The representativeness of those who did not know 
how to respond had related to the doubt about what to do 
or even the situations of violence presented by the media 
communications that use this phenomenon as perverse 
entertainment, allowing events of damage to the other  as 
something common.
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Final considerations
We consider as objective to know how the school and 

the family understand violence and as a synthesis, we con-
clude that violence is represented by the stories and daily life 
of families bringing a personal and subjective character to 
the phenomenon. For the school, represented by some of its 
professionals, violence had reported as an action of violation 
directed at the other in their rights, which shows a distance 
from their concrete reality experienced daily in society.

Feelings such as fear, sadness and revolts pointed to 
experienced suffering, both by school professionals and by 
families. On the other hand, the actions taken in situations 
of violence considered the search for “legal means”, such 
as the police station, when it was about violence outside the 
school, and the management, to resolve conflicts related to 
the school context.

The forms of action against violence had approached 
through dialogue as the first attitude by teachers and a better 
option, but for families, legal means and silence were the 
first actions carried out, and the dialogue third action carried 
out in situations of violence. We understood that the mea-
nings presented diverged because, while the school sought 
dialogue, in order to the students assume the “mistake” or 
generate a punishable path, families sought the school for 
collaborative guidance on how to educate their children in 
situations of existing conflicts.

When the school and the family refuse the dialogue to 
each other, placing the responsibility on the other in situations 
of violence, they end up allowing the naturalized violence. 
Given this, we understand that the relationship between the 
school and the families, as it has configured, does not favor 
the development and learning of children and young people.

The school knows the families through formal proce-
dures, fulfilled by schedules of family meetings and educators 
whose purpose is the delivery of bulletins or complaints of 
student behavior. There are also calls for these reasons. How-
ever, we understand that this relationship configuration does 
little to reflect or discuss the concrete needs of the school and 
the families in the development of children and young people. 
This type of relationship does not bring closer and, in face of 
daily violence, can trigger the (re) production of it.

Thinking about the school and family relationship, 
strengthening actions are necessary, in partnership and colla-
boration with possible participative practices, since violence 
in the school is an issue that needs faced with the complexity 
demanded by this phenomenon and still better understood.

The Psychology committed to its ethical-political cha-
racter, inserted in the school, can collaborate in preventive 
plans for coping with violence. It could be through actions 
such as: a) raising the presence of risk indicators for the de-
velopment of children and young people, with families; b) to 
plan actions with the teachers to know the families, characte-
rizing the social and psychological aspects; c) know children 
and young people and their living conditions, to understand 
their development processes. In addition, d) instigating dis-
cussion spaces between school and families; e) participate 

in school activities to develop a bond and understand the 
dynamics of the school.

We know that the possible path of change to the foun-
dations of this unequal society can  overcome by education. 
We understand that Psychology, contributing to the process 
of development and learning, provides a link between scho-
ol and family relationships. As a result, we emphasize the 
defense of Psychology as part of the technical team of the 
school, contributing in the spaces of discussion about human 
development and assisting in the investigation of the concre-
te reality of the school context and its surroundings. Thus, 
pedagogical activity, in its causes and subjective effects, 
would have tools belonging to Psychology in the unders-
tanding of human development and relationships involving 
school and families, to manage the situations of violence that 
occur with their students.
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