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RESUMO: Identificar elementos que apontem perspectivas pedagógicas inovadoras, sob a
ótica de licenciandos e de professores da educação básica é o objetivo deste estudo, que resulta
das reflexões realizadas pela equipe docente do Núcleo de Didática e Formação de Professores
da UFF e das avaliações qualitativas realizadas com alunos de Didática. Isso nos provocou a
propor uma (re)aproximação com a escola, o que gerou registros individuais e entrevistas com
docentes da escola básica, considerados inovadores pelos licenciandos. Na contramão da
vinculação do conceito de inovação pedagógica à inserção de aparatos tecnológicos, os
licenciandos expressaram preocupações com a construção de uma sociedade mais justa, calcada
em aspectos como autonomia docente, dialogicidade, compromisso e criatividade. O
reconhecimento político e social de que a escola é o principal lócus de formação humana e a
urgência de refletirmos coletivamente sobre outras formas de se pensar e se fazer escola são
perspectivas de nossas discussões.
PALAVRAS-CHAVE: Didática. Inovação pedagógica. Licenciatura.

RESUMEN: Identificar los elementos que señalan la perspectiva pedagógica innovadora, desde
la perspectiva de licenciandos y maestros de educación básica es el objetivo de este estudio es
el resultado de las reflexiones realizadas por la equipo docente del Núcleo de Didáctica y
Formación de Profesores de la UFF y de las evaluaciones cualitativas realizadas con estudiantes
de didáctica. Esto nos hizo proponer un (re)aproximación más cercano a la escuela, los registros
individuales y entrevistas con los profesores de la escuela primaria, considerados innovadores
por los licenciandos. Contra de vincular el concepto de innovación pedagógica la inserción de
aparatos tecnológicos, los licenciandos expresaron su preocupación con la construcción de una
sociedad más justa, basada en aspectos como el compromiso de autonomía, diálogo y
creatividad. El reconocimiento político y social de la escuela es el lugar principal de la
formación humana y la necesidad urgente de reflexionar colectivamente sobre otras maneras de
pensar y hacer escuela son perspectivas para nuestros debates.
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PALABRAS CLAVE: Didáctica. Innovación pedagógica. Grado.
ABSTRACT: Identifying elements pointing basic education and innovative pedagogical
perspectives from undergraduates and teachers is the aim of this study, resulting from teaching
staff reflections by UFF Center for Teaching and Training of Teachers and qualitative
evaluations carried out with students of Didactic Discipline. It promoted a (re)approximation
with the school, generating individual records and interviews with basic school teachers,
considered innovative by the graduates. In contrast to linking the concept of pedagogical
innovation to technological apparatuses insertion, the fellow students expressed preoccupations
with a fairer society construction, based on aspects such as teaching autonomy, dialogue,
commitment and creativity. The political and social school recognition is the main locus of
human formation and community, the urgency of reflecting on other school thinking and
conducting ways are perspectives of the present discussion.
KEYWORDS: Didactics. Pedagogical innovation. Graduation.

Intermingling theories and methodologies we introduce the discussion
The formative spaces are propitious scenarios for the potentiation of transgressive
attitudes (HERNÁNDEZ, 1998), considering the volume and the content of the relations
established in them, crossed by political and social pressures not always consistent with the
demands of the students and the students and teachers.
At university this is no different and the adoption of transgressive practices is an
essential element of academic dynamics, whose production of knowledge requires investigative
posture in the search for unusual methodologies and answers to questions, often still unsolved.
In the case of public universities, besides the mentioned aspects, students, teachers, managers
and servants have been living with pressures resulting from the spread of distorted ideas that
seek to delegitimize their own history and deny their contributions. Immersed in environments
that suffer from the consequences of the sharp budget decrease, the academic community
continues to work in precarious infrastructure conditions, in which teachers unfold in fulfilling
the intense workload while meeting the institutional demands of the most diverse instances.
In the specific case of undergraduate courses, these factors are added to the serious
consequences of fragmented, discontinuous, inconsistent and often incoherent public policies
that feed the social discredit of the teaching profession itself, causing the dropout of students
enrolled in the undergraduate courses, disinterest for its completion and abandonment of the
profession.
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The Higher Education Census (BRASIL, 2016) highlights that in 2014, the level of
dropout in the Pedagogy course, for example, reached 39%, while courses such as Physics,
Chemistry and Mathematics have rates of 57.2%, 52.3% and 52.6% respectively.
If, on the one hand, such a complex scenario can generate stagnation, on the other, it is
conducive to the creation of formative paths that produce ruptures and generate transgressions
due to the challenges posed by the political-epistemological nature of the courses themselves,
which, in general terms, have a responsibility to train the teachers of basic education of our
country.
Driven by this understanding and inspired by field studies (CANDAU, 2012; GATTI,
2013; GAUTHIER, 1998; NÓVOA, 2015; among others), in 2017, teachers of Didactics at the
Fluminense Federal University School of Education (FEUFF) published a text titled Teaching
Didactics: between resignifications and possibilities at FEUFF (DOMINICK et al., 2017). The
text is part of the book called Teaching of Didactics: between resignifications and possibilities,
organized by teachers of the Faculty of Education of the Federal University of Rio de Janeiro
(CRUZ; OLIVEIRA; NASCIMENTO, 2017). In it,
[...] we present the movement that the group of Didactics teachers of the
School of Education of the Fluminense Federal University (FEUFF / UFF),
Gragoatá/Niterói-RJ campus, has been conducting since 2015, seeking the
reorganization of the area from the definition and understanding of its
theoretical-practical specificity in the context of our faculty. [...] It is a
movement of identification and delineation of the possibilities and limits of
Didactics to situate it in the institution and show its importance in teacher
education (DOMINICK et al., 2017, p. 49).3

Rejecting the idea of Didactics as a field of theories that are uncompromised with the
school, the practices and the teaching profession, and in opposition to the understanding that,
from their perspective, teaching techniques based on themselves are based on the same period,
the teachers of Didactics of FEUFF formed the Center for Didactics and Teacher
Training/CNPq. Currently, the Center consists of 10 teachers who work in this area and, every
six months, teach classes to about 400 students enrolled in more than 20 undergraduate courses
at UFF.

3

[...] apresentamos o movimento que o grupo de professores de Didática da Faculdade de Educação da
Universidade Federal Fluminense (FEUFF/UFF), campus Gragoatá/Niterói-RJ, vem realizando desde 2015,
buscando a reorganização da área a partir da definição e compreensão de sua especificidade teórico-prática no
contexto da nossa faculdade. [...] Trata-se de um movimento de identificação e delineamento das possibilidades e
limites da Didática para situá-la na instituição e mostrar a sua importância na formação de professores
(DOMINICK et al., 2017, p. 49).
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Since 2017, members meet monthly to discuss, define and evaluate issues in the area,
share the ways they think, organize and implement their classes; exchange information about
the theoretical frameworks with which they work, dialogue about the methodological
procedures they employ and the forms of assessment they implement. On these occasions, they
are willing to listen to criticism and suggestions about their work, talk to their peers about what
they think, how they act and how they justify their choices in the light of the contents of the
subject menu, which referrals and bibliography are quite distinct.
This dynamic has been rich due to the guarantee of the collective listening space and
mutual respect for differences, which has favored the opportunity to know more deeply the type
of work that each teacher implements, as well as the revision of their own practices and inspired
the constitution of varied theoretical-methodological perspectives.
It was at one of the meetings organized by the Center that we had the opportunity to
exchange information with the other members about the work we have been doing in UFF's
undergraduate classes, whose focus is based on the understanding of the idea that teacher
education requires recognition and appreciation of teaching and professional knowledge
(TARDIF, 2014; SCHULMAN, 1987) as foundations of this process. At the time, we had the
opportunity to point out the importance of continuous adoption of referrals aligned with
democratic principles that contemplate horizontality and affection in relationships; the
understanding of school and university as legitimate spaces for knowledge production, teacher
training and empowerment of human emancipation.
In our view, drawing attention to this approach is essential because it highlights its
opposition to the more conservative models of formation, in which “[...] the classroom is a
space of order, from the organization of classes and students to the recognition that some
disciplines are more important than others ” (CUNHA, 2016, p. 90).
The qualitative assessments we have conducted with students during and at the end of
the course lead us to realize that the adoption of this perspective, to a certain extent, transgresses
in different directions when compared to the training processes to which most graduates and
their trainers were linked in the course of their schooling. We consider that by immersing
ourselves in this work and being urged to reflect and act with/about it, it is possible that future
teachers will become professional learning in tune with the principles listed and thus be inspired
to reflect collectively on other ways of thinking and doing the school.
At the same time that it moves us, this assumption raises other questions: to what extent
has this work contributed to the revision of the conceptions of undergraduates around the idea
of school and teacher training? To what extent, the approached content and the adopted
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approach have favored the constitution of professional knowledge that transgress with
conservative approaches? Does transgressing with these approaches mean establishing a
rapprochement with the idea of pedagogical innovation?
For the questions formulated we still do not have strong answers, however, we think it
is important to make some comments about the concept of pedagogical innovation. This is
because, although the production on the subject is not extensive, the little that has spread so far
does not clearly express the authors' understanding of the subject, implying that it is a selfexplanatory concept. Also, it is common to find publications that combine pedagogical
innovation with digital technologies in teaching and learning processes that occur in the school
and/or academic environment.
In opposition to this understanding, the concept of pedagogical innovation with which
we are tuned goes beyond the idea that the use of technological apparatus itself represents
innovation, because we understand that subjects innovate, especially in relation to their
attitudes, and not to objects (VASCONCELLOS; SANTIAGO, 2018). In other words,
pedagogical innovation requires
[...] a paradigmatic rupture that requires teachers to reconfigure knowledge
and recognize the need to work towards transforming [...] 'restlessness' into
emancipatory energy, that is, it is about [...] a new way of understanding
knowledge [...] [causing] a change in the epistemological basis of pedagogical
practice (CUNHA, 2016, p. 8).4

To these clarifications we add the recognition of difference as value and the quality of
social relations that are built with students as preponderant.
Instigated by this perspective, we organized the discipline and proposed to FEUFF's
Didactics students to look at the suggested studies and to perform activities that could provoke
them to think of a transgressive or innovative school, as defined by Cunha (2016).
In this article we discuss and problematize two of these activities, articulated among
themselves, proposed by the two Didactic teachers, authors of this article. They are: 1) (re)
approximation with the basic school, followed by collective debate and individual registration;
2) Interview with elementary school teachers, considered innovative by the undergraduates and
analysis of the testimonials based on the literature.

4

[...] ruptura paradigmática que exige dos professores reconfiguração de saberes e reconhecimento da necessidade
de trabalhar no sentido de transformar [...] a ‘inquietude’ em energia emancipatória, ou seja, trata-se de [...] uma
nova forma de compreender o conhecimento [...] [provocando] uma alteração nas bases epistemológicas da prática
pedagógica (CUNHA, 2016, p. 8).
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It should be clarified that the (re)rapprochement with the school was treated by the two
teachers and their 3 respective classes, as a field activity. One of the teachers did not give marks
to the completion or elaboration of records produced by the undergraduates. Even so, the
participation of its two classes was complete (55 students), generating, even, the request of
more than one presentation letter by student, due to the intention of some to integrate more than
one school. 28 of these subjects elaborated and delivered the records that, after careful reading,
led to the selection of 5, caused by the identification of representative aspects of the others. This
done, we organized, described and analyzed the information acquired in line with the objective
outlined and in line with the contributions of the scholars who make up our theoretical
framework.
The other repertoire of data analyzed originates from 13 interviews that the third class
of graduates implemented with teachers from the elementary schools in which the activity took
place. The interviews were filmed and edited by the students of the bachelor degree courses,
later presented during the classes, followed by debate about the concept of pedagogical
innovation, provoked by the interviewees' statements. Among the 13 videos produced and
screened in class, we selected excerpts from 5 teachers of kindergarten, elementary school and
high school, randomly chosen: Maria, Andreia, Richard, Augusto and Adriane.
So, we could review your testimonials, we watched the videos again and dedicated
ourselves to transcribing the shared information. It is noteworthy that the students chose
teachers that they considered to have an innovative practice, but in their interview they did not
ask the teachers what innovation would be, but asked to talk about their pedagogical practices,
the methodologies used, the meaning of teaching for each one. The proposal was for them to
conduct open interviews and that, when interviewing, they would listen to what teachers had to
say, without inducing answers, but, in fact, to show interest and curiosity for what teachers had
to say about their work.
Upon revisiting the interviews, a semester later (May 2019), transcripts were made of
all material, which was analyzed and categorized. Among the categories that had highlight in
the analysis, stands out Pedagogical Innovation as the macrotheme and the subthemes:
listening, dialogicity, creativity and teaching autonomy.
It is based on these two materials - videos with interviews of teachers of basic education
and written records of undergraduates - that our research was conducted, based on studies on
the development of qualitative research (LÜDKE; ANDRÉ, 2004; MINAYO, 2003 ). That said,
we clarify that our intention is to identify elements that point to innovative pedagogical
perspectives, from the perspective of undergraduates and teachers of basic education.
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That said, we inform that in the next item, we will briefly systematize the discussions in
the area of Education around the debate on teacher education, followed by the analysis of the
data collected in the two proposed activities, when we will address the issue of pedagogical
innovation in dialogue with the material selected for this investigation.

Training for innovation or to train innovating?
In doing their job, the teachers often used
[...] their personal knowledge and personalized know-how, they work with the
programs and textbooks, based on school knowledge related to the subjects
taught, rely on their experience and retain certain elements of their vocational
training (TARDIF, 2014, p. 64).5

But it turns out that they are not always aware of the nature of the knowledge they
employ or the motives that led them to adopt it. They act as if their actions walked
spontaneously/autonomously, in a “natural” way, without the need to elaborate explanations to
justify them. That
[...] unconsciousness is not necessarily the product of a refusal, of defense
mechanisms, as psychoanalysis describes them. In general, it is a 'practical
unconscious', according to Piaget's formula, the product of a progressive
oblivion through the formation of routines, or a lack of familiarity, a simple
effect of the impossibility and futility of being permanently aware of our
actions and motivations (PERRENOUD, 2001, p. 161).6

Although often unconscious, the knowledge mobilized by teachers has been modeled
during their life and socialization history (pre-professional and professional) and as they are
rooted, they believe they are part of their personality and are therefore considered “innate” or
“natural”.
This naturalization and personalization of professional knowledge are so
strong that they result in practices that often reproduce the school's
institutionalized roles and routines (TARDIF, 2014, p. 78).7
5

[...] seus conhecimentos pessoais e um saber-fazer personalizado, trabalham com os programas e livros didáticos,
baseiam-se em saberes escolares relativos às matérias ensinadas, fiam-se em sua experiência e retêm certos
elementos de sua formação profissional (TARDIF, 2014, p. 64).
6
[...] inconsciência não é necessariamente produto de uma recusa, de mecanismos de defesa, como os descreve a
psicanálise. Em geral, é um ‘inconsciente prático’, segundo a fórmula de Piaget, produto de um esquecimento
progressivo a mercê da formação de rotinas, ou de um desconhecimento de sempre, um simples efeito da
impossibilidade e da inutilidade de estarmos permanentemente conscientes de nossos atos e de nossas motivações
(PERRENOUD, 2001, p. 161)
7
Essa naturalização e essa personalização do saber profissional são tão fortes que resultam em práticas as quais,
muitas vezes, reproduzem os papéis e as rotinas institucionalizadas da escola (TARDIF, 2014, p. 78).
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This is because the knowledge linked to experience begins to be constituted from the
entrance into the teaching profession and it is precisely in this “[...] beginning of the career that
[its] structure [...] is stronger and more important” (Ibid. , p. 86), because as a result of their
experience, step by step they become certain about what they develop in the school environment
and thus begin to feel integrated and able to perform their work. Commonly, when faced with
adversity, they judge the initial formation and indicate that there is "[...] a gap, a critical
distance" between the knowledge acquired in the formation and the problems they need to face.
In this process, new understandings related to the exercise of teaching are woven (TARDIF,
2014; NÓVOA, 2015) and most of the time this is because
[...] work-related knowledge is temporal, as it is built and progressively
mastered during a variable learning period, according to each occupation, so
it is in the implementation of work that such adversities emerge and make
teachers mobilize specific knowledge in an attempt to overcome it, requiring
them to [...] progressively develop knowledge generated and based on the
work process itself (TARDIF, 2014, p. 58).8

In order to minimize such difficulties, scholars have pointed to the need to involve future
teachers in studies and situations that lead them to understand
[...] the centrality of knowledge of the object with regard to teaching and the
consequences of the lack of this knowledge. [...] need to learn about the core
concepts and the organization of principles of a content (SHULMAN;
GROSSMAN; WILSON, 1989, p. 28).9

The results of some of the research (GAUTHIER, 1998; TARDIF, 2014; TERRIEN,
1993) conducted on the mobilization of the knowledge acquired in the teachers' life history
(especially of school life), are consistent with the information revealed by the investigations
that we have developed about probable relationships between school experiences and the
professional performance of beginning teachers (MACIEL; JAEHN; VASCONCELLOS,
2018; VASCONCELLOS; OLIVEIRA; MENEZES, 2016).
In one of these investigations, it is highlighted in the testimonies that emerged the
understanding that upon entering the career, the participants stated that they came across a
reality quite different from the one they envisioned during the initial training period. Faced with
8

[...] os saberes ligados ao trabalho são temporais, pois são construídos e dominados progressivamente durante
um período de aprendizagem variável, de acordo com cada ocupação”, portanto, é na implementação do trabalho
que tais adversidades emergem e fazem com que os professores mobilizem conhecimentos específicos na tentativa
de superá-las, exigindo que [...] desenvolvam, progressivamente, saberes gerados e baseados no próprio processo
de trabalho (TARDIF, 2014, p. 58).
9
[...] a centralidade do conhecimento do objeto no que diz respeito ao ensino e às consequências da falta desse
conhecimento. [...] precisam aprender sobre os conceitos centrais e a organização de princípios de um conteúdo
(SHULMAN; GROSSMAN; WILSON, 1989, p. 28).
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the problems that arose and faced with the urgency that the school context required, they made
decisions that were not always “in tune” with their points of view, either because they
contradicted their studies during undergraduate studies or because they were not clear about the
reasons that led them to act that way. This caused anguish and made them feel “[...] good or
bad about this or that way of working in the classroom” (NÓVOA, 1999, p. 16).
To better understand this relationship, we warn that teachers often employ practices
inspired by situations that derive from their academic, school, or life stories (TARDIF, 2014).
By employing those, they “re-actualize” and “reuse” them as a way of coping with situations
arising from the contexts in which they are immersed, without being aware of this resumption.
This resumption, in turn, is related to the fact that even before starting to act, teachers live
together as students with their work environment for a long period of time, providing the
construction of
[...] a background of previous knowledge, beliefs, representations and
certainties about teaching practice that helps to compose a set of preprofessional knowledge that will be mobilized and used in the [...] exercise of
teaching (TARDIF, 2014, p. 68-69).10

Thus, when returning to schools, “[...] at the time of the internships [...], teachers in
training tend to pay more attention to classroom phenomena for which they have strong
expectations or representations” (Ibid., P. 70) that were woven during this trajectory. For this
reason, we believe that the trainers' attention should be focused on this aspect and, in this sense,
they need to implement practices that also focus on what was ignored, in an attempt to favor
the overcoming of the beliefs they carry and the broadening of their knowledge repertoire.
We are aware that we still have a long way to go in order to improve and enhance teacher
education and work, and we believe that one possibility involves the assumption that one of
[...] important roles of initial education would be to change previous reference
frames of future teachers about school activity, pupils, school context, school
content, etc. (MIZUKAMI, 2006, p. 152).11

This might happen through
[...] analysis of the practices, tasks and knowledge of teachers by profession;
[...] through a reflexive approach, taking into account the actual conditioning
10

[...] uma bagagem de conhecimentos anteriores, de crenças, de representações e de certezas sobre a prática
docente que ajuda a compor um conjunto de saberes pré-profissionais [...] que serão mobilizados e utilizados [...]
no exercício do magistério (TARDIF, 2014, p. 68-69).
11
[...] importantes papéis da formação inicial seria o de alterar quadros de referência prévios dos futuros
professores sobre a atividade escolar, os alunos, o contexto escolar, os conteúdos escolares, etc. (MIZUKAMI,
2006, p. 152).
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factors of teaching work and the strategies used to eliminate these
conditioning factors in action (TARDIF, 2014, p. 242).12

Thoughts such as these have influenced our actions as researchers and teacher educators,
leading us to evaluate our practices, either individually; in the meetings of the Teaching and
Teacher Training Center or with the students of the classes involved. This reflection process
led us to realize the need to integrate graduates into the school space more effectively and
through a path that was not only through the compulsory internship.
To this end, step by step the teachers of Didactics were creating space for this
articulation and, currently, 4 of the 10 responsible for this discipline, when elaborating their
respective course plans started to incorporate the (re)approximation with the school as part of
the studies and the activities they develop with their students, as explained in the following
topic.

Back to school from the perspective of future teacher
At UFF, the Faculty of Education (FEUFF) is responsible for offering the compulsory
subjects that make up the Common Core of Bachelor Degrees. According to Resolution
616/2017 published by the Fluminense Federal University (NITERÓI, 2018), this Core
comprises: Didactics (60h), Educational Organization in Brazil (60h), Educational Psychology
(60h) and Libras I (30h). Therefore, attending the 4 subjects is part of the requirements required
for undergraduates to complete their respective undergraduate courses.
In general, the connection with the disciplines occurs during the enrollment period, in
which the Faculty of Education presents to the course coordinators a variety of schedules in an
attempt to meet the demands. Thus, students, according to the organization and curriculum
requirements of each course, try to make their enrollment at the time that best meets their
specificities and thus, the classes are constituted varying in quantity and profile from semester
to semester.
If in compulsory internships undergraduate students join schools with colleagues of the
same course, under the supervision of university and school teachers in the same area/discipline,
in Didactics, the approach to the school occurs from the constitution of groups of students from
different areas (Physics, Cinema, History, Letters, Geography, Biology, Mathematics,
12

[...] análise das práticas, das tarefas e dos conhecimentos dos professores de profissão; [...] por meio de um
enfoque reflexivo, levando em conta os condicionantes reais do trabalho docente e as estratégias utilizadas para
eliminar esses condicionantes na ação (TARDIF, 2014, p. 242).
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Philosophy, etc.), which are at different levels/periods. Most of the time, this is the first
opportunity to return to school that these young people have experienced since graduating from
high school and for their completion will count on the participation and the eyes of colleagues
with personal experiences and varied academic backgrounds.
We believe that it is precisely because we count on this diversity that the activity offers
horizons that go beyond the dimensions provided by the internships, enabling the crossing of
broader points of view about the school and the relationships established there and more
complex analyzes that exceed the debate on teaching and learning specific content.
In this case, the idea is to offer students a collective (re) rapprochement, with a very
familiar environment that under the condition of basic education student has been part of their
lives for over a decade (TARDIF, 2014). Now, upon returning under the lens of a future teacher,
they have access to the nuances that had not been noticed before (VASCONCELLOS; VILELA,
2017). For this and other reasons, this moment of (re) approximation is carefully chosen,
carefully routed and may vary from semester to semester, from class to class, in view of the
demands, the unforeseen events, the variation of the school calendar and the study of the
bibliography preceding this entry.
To make this process happen, we clarify, talk to students about their questions, get
details right and define some points. In general, the following agreement has prevailed: 3
Didactic classes (at UFF) will be available for the accomplishment of the activity; the class will
be organized into groups of 3 and 5 students so that there is no turmoil in the schools; each
group will be free to choose the school and grade/year of their choice; at school, in addition to
attending the classes of at least one teacher of the subject you prefer, it is important to talk to
students and staff, including principals, coordinators, teachers, cooks, porters and others; for
the activity to be formally presented to the school, a presentation letter will be signed by the
Didactics teacher and delivered by the undergraduates to the school board; the Didactics teacher
will give the groups an observation script with suggestions regarding aspects that can be
appreciated at school and, at the end of each day, discussed with their classmates.
At the end of the third day of approaching the school, the activities are resumed at UFF
and a conversation wheel is held to share experiences, learnings, doubts and wishes that are
usually announced with enthusiasm and desire to express the experiences and reveal constituted
perceptions.
In most cases, the statements are accompanied by questions that show interest in the
reports of colleagues and comparisons between experiences. Although all (re) rapprochement
with the school and the conversation circle are carried out collectively, an individual text is
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produced by the undergraduates and delivered to the Didactics teacher, with the purpose of
recording the learning, expectations, fears, hypotheses. and other elements that this process
triggered. If possible, the students were asked that the elaborated text articulate the reflections
raised from this experience, the texts studied in the Didactics classes and/or others read in the
other subjects.
It was the reading of the records produced in November 2018 that gave rise to this
article, considering that the answers provided provide relevant information about the debate on
didactics and teacher education under the focus of pedagogical innovation.
It is worth adding that the two Teachers of Didactics who in the second semester of 2018
proposed this (re) approximation had the intention of causing consequences that would generate
the constitution of teaching and learning perspectives that would provoke other ways of
thinking and doing school. These perspectives would contribute to the professional education
of future teachers, in order to extrapolate the simple observation of the classes and the mere
transcription of mechanical information about each step of a teacher observed under the light
of a fragile lantern, opaque and unable to illuminate the effects, the subjectivity and complexity
inherent in pedagogical action.
To our surprise, the reflections shared by the 28 undergraduates, through the written
material they produced, announce questions and concerns with the school that go beyond the
simple look at the appearances of the pedagogical relations that are established in it and
converge to a position that strives for the valorization of broader, more complex and more subtle
aspects. So that we can perceive such convergence, we present the transcribed excerpts of the
records prepared by 3 of these students, in an attempt to favor the follow-up of the reasoning
expressed.
Denominated in this work by Laura, Tamires and Mariah, the students offer us powerful
information, in the sense of the possibility of glimpsing paths that cause small fissures in the
relations between teaching and learning, triggered from the reflections that the field class
provoked. The 3, elected public schools located in the city of Niterói/RJ, one of them federal
and other two state schools.
Let’s see what the future teachers tell us:
In addition to being there to learn by observing new experiences and
teachings, I was back in that school with a new purpose: teaching. Something
I thought I would never be able to do until I realized that my place is the
classroom. Pointing out that the classroom should not just be a content display
venue, because it must be far beyond that. It should be where teachers and
students can exchange ideas, dialogue and reflect. It must be the space of
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resistance of the teacher and the teacher to be (like me). Before, I saw school
as a punishment, because before it was seen as an obligation and I imagined
that I would never return. Nowadays, with more maturity, I totally changed
my perspective and I see the school as a space of coexistence and social
construction of children, being necessary its presence in the process of
individuation of these children in society. In this space of construction, I want
to act and help to form individuals who criticize and reflect so that we can
build a better, fairer society (LAURA).13
Before talking about the prospects, I would like to talk about the now. It's very
strange to realize how much my view of school has already changed. In this
fieldwork this was very visible. When we get to school, we observe the
environment, how the teacher works, how the students feel and if the
methodology is effective. Concerns about social issues and how students feel
escaped me a little. I thought the important thing was for the teacher to be in
school and to teach the content in the best way (which was generally
approaching well what was in ENEM). Concern about what to do when it was
my turn to be in front of a class was big. The reality of the school, especially
the public one, is very delicate (besides precariousness, competition with
trafficking, teenage pregnancy, dropout, among many other things make this
environment a place in need of change). So far, I think about it: what can I
do? I hope that students will not see physics as a demon, but besides teaching
the content I would like to be able to connect with them, offer new
perspectives, help them. The teacher is not a magician, there are things that
are beyond our reach, but we have access to many and this is too beautiful! I
hope I can share knowledge, experiences and learn a lot, both today with
friends and teachers, and in the future with my students (TAMIRES).14
Presented then to the school and its philosophical and pedagogical structures,
I can now report what it meant for me to return to this school. The first feeling
is a return to the past and going back to the past is not always filled with fond
memories or nostalgia that makes us feel good or embraced by our own
13

Além de estar ali para aprender observando novas experiências e ensinamentos, estava novamente naquela
escola com um novo objetivo: ensinar. Algo que achei que nunca seria capaz de fazer até perceber que meu lugar
é a sala de aula. Mostrando que a sala de aula não deve ser apenas um local de exibição de conteúdos, porque
ela deve estar muito além disso. Deve ser o local onde professores e alunos possam trocar ideias, dialogar e
refletir. Ela deve ser o espaço de resistência do professor e do futuro (como eu). Antes, eu via a escola como um
castigo, pois, antes era vista como obrigação e imaginava que nunca mais voltaria. Hoje em dia, com mais
maturidade, mudei totalmente minha perspectiva e vejo a escola como espaço de convivência e de construção
social das crianças, sendo necessária sua presença no processo de individuação dessas crianças na sociedade.
Nesse espaço de construção quero atuar e ajudar a formar indivíduos que critiquem e reflitam para que possamos
construir uma sociedade melhor, mais justa (LAURA).
14
Antes de falar das perspectivas gostaria de falar do agora. É muito estranho perceber o quanto minha visão
sobre a escola já mudou. Nesse trabalho de campo isso ficou muito visível. Ao chegar à escola ficamos observando
o ambiente, como o professor trabalha, como os alunos se sentem e se a metodologia é efetiva. As preocupações
mais voltadas para o social e para como os alunos se sentem me escapavam um pouco. Achava que o importante
era o professor estar na escola e ensinar o conteúdo da melhor forma (que geralmente era abordando bem o que
caía no ENEM). A preocupação com o que fazer quando chegasse a minha vez de estar diante de uma turma foi
grande. A realidade da escola, principalmente a pública, é muito delicada (além da precarização, da concorrência
com o tráfico, da gravidez na adolescência, evasão, entre tantas outras coisas fazem desse ambiente um lugar
necessitado de mudanças). Até o momento penso nisso: o que poderei fazer? Espero fazer com que os alunos não
enxerguem a Física como um demônio, mas além de ensinar o conteúdo gostaria de conseguir me conectar a eles,
oferecer novas perspectivas, auxiliá-los. O professor não é um mágico, existem coisas que estão além do nosso
alcance, mas temos acesso a muitos e isso é lindo demais! Espero que eu consiga compartilhar conhecimentos,
experiências e aprender muito, tanto hoje com amigos e professores, como futuramente com meus alunos
(TAMIRES).
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history. There are many confused and / or even dramatic or traumatic feelings
that appear at these times without being asked. My relationship with the
school I studied most of the time, wasn't really a very satisfying experience
most of the time. I believe it to be a very strict school, focused on results,
exams and tests. We had little creative stimulation, and we were often called
'mediocre' because we simply kept the grades on average (7). Therefore, the
return for me is the possibility of reframing the idea of school. Undoubtedly
the undergraduate degree provided me with this more libertarian and
inclusive view of education, far from old and exclusionary teaching
methodologies. Today, I recognize the laboratory of potentialities of this
space, that can create a new perspective on society and important paradigms.
In addition, despite many contradictions, it is good to witness a school that
puts itself differently from most extremely meritocratic and dubious formats.
It's at least a sigh in the chaos. So for me, going back to school is going back
to the past and opening up to the future. If this is the profession I have chosen,
which my colleagues have chosen, the prospects are meant to be endless, for
I truly believe that every corner has a way out (MARIAH).15

Faced with the richness of information revealed in the excerpts, what can we still say
without being redundant? Without falling into the temptation to say the obvious? We cannot
guarantee that we will not make this slip, but we will ensure that we will strive to move a little
further.
Faced with this challenge, we began our analysis by resuming the discussion on
pedagogical innovation, which requires us to reiterate that, in addition to the insertion of various
technological devices, innovating pedagogically requires qualitative changes in school
practices. These changes always demand “[...] a critical position, explicit or implicit, in view of
traditional pedagogical practices [...]. If we want to raise the issue in terms of disruption [...]
pedagogical innovation presupposes a leap, a discontinuity” (FINO, 2008, p. 01).
When talking about discontinuity, we are referring to "[...] the old and ubiquitous factory
paradigm [...] that takes place locally in the physical or virtual space where learners and teachers
move, working deliberately as agents of change". This requires “[...] the creation of learning
15

Apresentada então à escola e às suas estruturas filosóficas e pedagógicas, posso relatar agora o que significou
para mim voltar a esta escola. A primeira sensação é de retorno ao passado e voltar ao passado nem sempre é
algo repleto de boas lembranças ou nostalgias que nos fazem sentir bem ou abraçados pela nossa própria história.
Há muitos sentimentos confusos e/ou até dramáticos ou traumáticos que aparecem nesses momentos, sem que
sejam solicitados. A minha relação com a escola em que estudei na maior parte do tempo, não foi de fato uma
experiência muito satisfatória na maior parte do tempo. Acredito que por ser uma escola muito rígida, focada nos
resultados, exames e provas. Tínhamos o lado criativo pouco estimulado e muitas vezes, éramos chamados de
‘medíocres’ por simplesmente mantermos as notas na média (7). Portanto, o retorno para mim é a possibilidade
de ressignificar a ideia de escola. Sem dúvida o curso de licenciatura me proporcionou essa visão da educação
mais libertária e inclusiva, longe de metodologias de ensino antigas e excludentes. Hoje, reconheço o laboratório
de potencialidades desse espaço que pode criar uma nova perspectiva de sociedade e de paradigmas importantes.
Além disso, apesar de muitas contradições é bom presenciar uma escola que se coloque de maneira diferente da
maioria de formatos extremamente meritocráticos e duvidosos. É no mínimo um suspiro no meio do caos.
Portanto, para mim, voltar a escola é voltar ao passado e se abrir para o futuro. Se essa é a profissão que escolhi,
que meus colegas escolheram, as perspectivas se pretendem infinitas, pois, eu realmente acredito que a cada
esquina há uma saída (MARIAH).
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contexts, unusual in relation to those usual in schools, as an alternative to the insistence on
teaching contexts (FINO, 2008, p. 01).
And why do we resume discussions about pedagogical innovation at this very moment?
To what extent does this subject dialogue with the information offered by the 3 undergraduates?
In order to delve deeper into these issues, we draw from Laura, Tamires and Mariah's
records the main elements that compose them, in which the school they aspire to help reframing
is conceived as the environment of:
•

resistance and professional performance;

•

overcoming practices that value the mere transmission of content;

•

exchange of ideas, reflections and dialogue between teachers and students;

•

coexistence, individual and social formation;

•

building of a fairer society to the detriment of the meritocracy valorization and
exclusionary processes.

If we take as reference the clarifications of Fino (2008) and Cunha (2016) and compare
them to the data resulting from the testimonies of the 3 undergraduates, we will verify the
prevalence of common aspects that point to the desire for the formation of a truly human society.
Among other things, this requires the consolidation of principles that involve dimensions of
affection, listening, dialogue, commitment and solidarity, as well as the political and social
recognition that the school is the space for its realization and, therefore, the main locus of this
formation.
In short, what the theoretical and empirical data offer us are not elucidations about the
relevance or not of the school in our society. Conversely, they provoke us a lot to redefine the
policies, the contents, the choices, the referrals, the type of communication and, especially, the
quality of the relationships that are instituted in it and with it.

Pedagogical innovation from the perspective of elementary school teachers
The approach with the space of the elementary school has been a constant demand of
the graduates. Students during Didactics classes are emphatic in stating that they do not feel
prepared to teach, that there is a distance between the actual school and what they learn
throughout the teacher training course. Their demands for a formation closer to the reality of
schools are echoed in the research dedicated to studying teacher education, as stated by Cruz
and Campelo (2016, p. 96).
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Research on this subject has raised many concerns about current patterns of
teacher education. In dealing with initial teacher education for basic education,
many studies have found a distance between the initial teacher education
process and the reality found in schools, which concerns the gap between the
theory studied in universities and the practice developed in the environment.
between training and work (COCHRAN; LYTLE, 1999; ROLDÃO, 2007;
ZEICHNER, 2010).16

Listening to the demands of the undergraduates, provoked the teachers of the Didactics
Center to seek strategies that would contribute to the reflection/action on the school space, as a
privileged place for the problematization of issues involving the profession. Thus, the field
classes held in schools have served as input for discussions about being a teacher and about the
anguish that surrounds them. Although permeated by doubts, we have noticed in our classes
that most students want to be a teacher and see (re) rapprochement with the school as an
important part of their education.
To broaden this contact with the elementary school, in the first semester of 2018, in
addition to the proposed (re) approximation, we asked the graduates of one of the three groups
involved to interview the teachers they accompanied, provided that in their points of view they
presented pedagogical practices that considered innovative.
Still without previous theoretical discussion about this concept, we take this initiative
because we intend to provoke initial reflections, based on the conceptions of undergraduates
and teachers of basic education aiming at its review and the composition of knowledge on the
subject. Thus, it was possible to foster discussions and advance the subsequent processes of the
discipline, especially in studies and workshops conducted with them on didactic planning.
Therefore, upon returning from school, we refer to the intersection between the teachers' point
of view, the conceptions of the undergraduates and the literature that discusses pedagogical
innovation (FINO, 2008; CUNHA, 2016).
So, organized in groups of 4-5 students on average, the graduates left for the field eager
to interact and listen to what their chosen teachers had to say.
It is noteworthy that, although the interest was to interview teachers that students
considered to develop innovative practices, the questions focused specifically on the practices.
It was not asked what innovation is, but how the teachers interviewed work, how their classes

16

As pesquisas que se dedicam a essa temática têm suscitado muitas preocupações sobre os atuais moldes de
formação docente. Ao tratar da formação inicial dos professores para a educação básica, muitos estudos têm
constatado uma distância entre o processo de formação inicial dos professores e a realidade encontrada nas escolas,
que diz respeito à lacuna entre a teoria estudada nas universidades e a prática desenvolvida no ambiente
profissional, entre a formação e o trabalho (COCHRAN; LYTLE, 1999; ROLDÃO, 2007; ZEICHNER, 2010).
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are, their pedagogical choices. This choice was fundamental so that the answers were not
restricted to trying to conceptualize innovation, but listening to what they had to say about their
practices.
The main theme addressed by the teachers interviewed was the importance of listening
to the student as a way to teach teaching. When talking about this issue, teacher Maria, for
example, who works in kindergarten, provides us with information that illustrates this
understanding: “It is an always reflective practice, we become teachers every day and every
moment, studying and listening to each other”.
About this learning, Andreia, another kindergarten teacher, makes a statement that
complements the previous understanding. In your words,
What the child says matters, her curiosity matters, that is the contribution of
childhood. It is the differentiated look of someone who is seeing the world for
the first time, who is unaware of what we are already used to see. So this is a
principle strongly held here in early childhood education, the issue of
listening. It is what the child says and the child's interests that will make the
direction of our work (TEACHER ANDREIA).17

As Cunha (2016, p. 97) points out, the teachers interviewed seek, through attentive
listening to the students' demands, “[...] the authorship and the protagonism of the students in
an emancipatory perspective”. Professor Richard, who teaches High School Philosophy,
highlights the importance of instigate students to listen to each other:
As a teacher I encourage my students to listen to others. This is very difficult,
ultimately, I cannot force anyone to listen to each other. I can only try to create
stimuli for this. One such stimulus needs to be: Me, myself as a teacher need
to stimulate this on a daily basis and give this example that the student can
talk and be heard. If he feels heard, he will be more likely to listen too
(TEACHER RICHARD).

We cannot ensure that the teacher's example is sufficient for a sensitive conduct to
listening the other effectively reverberates among the students. In any case, we agree with the
interviewed teachers' understanding about the relevance of this subject and warn that we
consider urgent the adoption of practices that cause ruptures with the predominance of speaking
to the other, due to the development of processes that envision listening to the listening of the
subject. other.

17

O que a criança diz importa, a curiosidade dela importa, esse é o contributo da infância. É o olhar diferenciado
de alguém que está vendo o mundo pela primeira vez, que desconhece isso que a gente já tá muito acostumado a
ver. Então, esse é um princípio fortemente defendido aqui na educação infantil, a questão da escuta. É o que a
criança diz e os interesses da criança que vão fazer a linha de direção do nosso trabalho (PROFESSORA
ANDREIA).
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About this, Freire (1996) adds:
If, in fact, the dream that animates us is democratic and supportive, it is not
talking to others, from top to bottom, above all, as if we were the bearers of
the truth to be transmitted to others, that we learn to listen, but it is by listening
that we learned to hurt with them. Only those who listen patiently and
critically to the other, talk to him (1996, p. 43).18

For Paulo Freire, student listening is a necessary learning for teaching and, although we
do not have a predominantly school trajectory guided by this approach “[...] it is not difficult to
understand how there are so many qualities that legitimate listening demands from its subject.
Qualities that are constituted in the democratic practice of listening” (1996, p. 45).
Listening to our students and making room for them to listen is first and foremost an
important part of an exercise that tends to provoke learning about democracy through processes
that in themselves can be democratic. However, in everyday life, we have noticed the
predominance of the imposition of one way of thinking over another in which, regardless of the
defended point of view, there is no interest in listening to anyone who thinks or speaks in a way
other than mine (FREIRE, 1996). The problem is that maintaining this stance feeds oppression,
silences voices, strengthens social inequalities and injustices, and endangers the construction
of a democratic society - and school - project. Thus, such an expensive and relevant topic for
any society in our country has been suppressed by conservative rhetoric that
[...] has sought to spread fear and insecurity through moralizing discourses, as
a way to open the way for political conservatism, to explore the possibilities
of social and democratic advancement built in the last fifteen years in Brazil
(MACIEL; JAEHN; VASCONCELLOS 2018, p. 1505).19

This attempt at action, through the expansion of conservative discourse, which aims to
nullify the critical discussion of classroom space, clashes with the students' desire to understand
the complexity of this political moment and the role of the school itself, as stated by the High
School History teacher, Augusto:
What has happened a lot today, for example with this climate of political
instability that we live in, is often students come up with questions about how
politics works, what democracy is like in practice, what fascism is. Questions
of this kind that I think I, the teacher, cannot ignore (TEACHER
18

Se, na verdade, o sonho que nos anima é democrático e solidário, não é falando aos outros, de cima para baixo,
sobretudo, como se fôssemos os portadores da verdade a ser transmitida aos demais, que aprendemos a escutar,
mas é escutando que aprendemos a ferir com eles. Somente quem escuta paciente e criticamente o outro, fala com
ele (1996, p. 43).
19
[...] tem buscado espalhar o medo e a insegurança através de discursos moralizantes, como forma de abrir
caminho para o conservadorismo político, devassar as possibilidades de avanço social e democrático, construídas
nos últimos quinze anos, no Brasil (MACIEL; JAEHN; VASCONCELLOS 2018, p. 1505).
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AUGUSTO).20

To develop attitudes committed to respect for the other, recognizing and valuing their
singularities, the variation between the times and the knowledge of each one, the teacher of
Early Childhood Education, Adriane, emphasizes that school planning is a contemporary
challenge, considering the prior organization of the teacher is essential, however, in order to
make sense it is necessary to consider that "In everyday life children are conducting our work."
Even though it is a common practice for teachers, the planning and organization of
teaching work has still been thought, primarily, from an ideal of distant child, the real child
(FAGUNDES, 2011). For the teachers who were part of our research, it is precisely the
proximity with the young people and the children present in the school institutions in which the
future teachers will work that it will be possible to establish bonds of affection and dialogue
that encourage us to perceive the different nuances that emerge in the classroom.
As stated by Fino (2008, p. 5) “[...] pedagogical innovation can only be put in terms of
change and transformation”, it is not a technology that matters or something that can be
quantified in terms of pedagogical effectiveness. What the interviewed teachers show in their
speeches is that, beyond a question of method or didactic planning, pedagogical innovation goes
through teaching autonomy, dialogicity, creativity and listening to the other.

Final considerations
Approaching the space of the elementary school has been a constant demand from
undergraduates, who claim that the teacher training course has not been able to prepare them to
teach, in part because of the distance between the real school and what they learn about school
at the university. Discussions that are in keeping with this perspective have instigated us and
provoked us to review and change our practices as teacher trainers, responsible for the Didactics
discipline, at the UFF School of Education, as explained in the text.
The processes and results of this work prompted us to revisit the material produced by
the undergraduates, under the focus of the literature that discusses pedagogical innovation. This
movement occurred due to the fact that, in our Formar Research group21, as well as in the group

20

O que tem acontecido muito atualmente, por exemplo com esse clima de instabilidade política que a gente vive
é, muitas vezes, os alunos chegarem com questões sobre como funciona a política, como é a democracia na
prática, o que é fascismo. Questões desse tipo que eu acho que eu, professor, não tenho como ignorar
(PROFESSOR AUGUSTO).
21
Research Group in Didactics, Teacher Training and Pedagogical Practices/CNPq
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of teachers that constitutes the International Observatory of Inclusion, Interculturality and
Pedagogical Innovation, this concept has been widely studied (FINO, 2008; CUNHA, 2016;
among others).
Thus, inspired by the clarifications of these scholars, we focus on the material produced,
in order to identify elements that point to innovative pedagogical perspectives, from the
perspective of undergraduates and teachers of basic education.
Through individual records and interviews with teachers of basic education, raised by
the field class called (re)rapprochement with the school, we identified elements of the
investigated pedagogical practices that reveal the attempt by teachers to provoke discontinuities
in a traditional teaching practice and overcome the mere transmission of knowledge in the
classroom space. The materials produced also express, even on a small scale, the assumption
of schools that have sought to prioritize aspects such as listening to others, affectivity, teacher
autonomy, dialogicity, commitment and creativity.
For the students, the contact with teachers of the elementary school was a unique
opportunity to exchange ideas, reflection and dialogue within the future professional space.
It is highlighted in this text that the search for an innovative pedagogical practice,
essentially, involves the political and social recognition that the school is the main locus of
teacher education and the urgency to reflect collectively - university and school - on other forms
of thinking and doing school, but also about other ways of thinking and doing teacher education.
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