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ABSTRACT. In this reflection text I develop a discussion centered in the tensioning between pedagogical
intentionality and tradition as an important task in teacher action. From theoretical and experiential
teacher training sources, I point pedagogical intentionality as deeper educational tool then tradition when
faced with a tensioning process. By argumentation process, based on facts statements, position taking, and
theoretical articulation, I present qualitative methodology carried out in this text. In this sense, I made
differentiations between pedagogical intentionality and tradition from others authors and the reflection
specificities. Teachers’ actions and school subjects are problematized in terms of pedagogical intentionality
and tradition differentiations to direct the tensioning as educative principle to think about in teaching both
in general education and specifically in science education. In the end, I assume in the reflection the
tensioning process more productive then using pedagogical intentionality and tradition separately and
reassert my intention to problematize and contribute with knowledge production in educational field,
particularly in teacher training.
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Ensaio sobre intencionalidade pedagogica e tradicao: um tensionamento como
principio educativo

RESUMO. Proposto como uma reflexao, desenvolvida a partir da anélise de fontes tedricas e da experiéncia
em formacao de professores, neste texto tenho por objetivo evidenciar o tensionamento necessario entre
as ideias de ‘intencionalidade pedagdgica’ e de ‘tradi¢do’ como elementos potentes a agao docente. Por meio
de uma metodologia qualitativa, baseio o texto no processo de argumentacao, pautado na exposicao de fatos,
explicitacao de posicionamentos e articulacao tedrica para tecer suas propostas. Argumentando em favor de um
trabalho em diregdo a ‘intencionalidade pedagdgica’, apresento, como resultado principal, a proposicao de
colocar essa ‘intencionalidade pedagdgica’ acima da ‘tradigao’ por meio de seu constante tensionamento. Para
isso, na construgdo da reflexao assinalo as diferenciacoes que assumo entre ‘intencionalidade pedagégica’ e
‘tradicao’, trazendo elementos de outros autores e delimitando as especificidades apontadas no trabalho. Na
sequéncia, no processo de reflexao encaminho que o tensionamento entre ‘intencionalidade pedagdgica’ e
‘tradigao’ seja tido como um principio educativo, dadas as potencialidades que ele assinala na educacao em geral
e, em especifico, no recorte apontado na Educagdo em Ciéncias. Ao final, proponho que o processo de
tensionamento é mais produtivo do que a implicacao dessas ideias em separado, assim como reitero a expectativa
da reflexdo de problematizar e contribuir com a produgao de conhecimentos no campo educacional,
especialmente na formacao de professores.

Palavras-chave: formacdo de professores; contetidos da formacao de professores; didética.

Ensayo sobre intencionalidad pedagoégica y tradicion: la tensién como principio
educativo

RESUMEN. En este texto, propuesto como una reflexién, desarrollo del andlisis de fuentes tedricas y de la
experiencia en la formacién de profesores una discusién que busca evidenciar la tensién entre las ideas de
intencionalidad pedagdgica y tradicién como elementos potentes para la accién docente. Con base en una
metodologia cualitativa, utilizo el proceso de argumentacion, lo cual siegue la exposicién de hechos,
explicitacion de posiciones y articulacion teérica, para tejer su andlisis. Desarrollo el texto para marcar un
énfasis en términos de la intencionalidad pedagdgica, y propongo esta sobre la tradicion por medio de su
tension. Para eso, subrayo las diferenciaciones entre la intencionalidad pedagdgica y la tradicion, y trae
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elementos de otros autores y esclarece las especificidades en el texto. A continuacién, senalo la propuesta
de que la tensién entre esas ideas sea comprendida como un principio educativo, dadas su potencialidad en
términos de la educacion (en general) y de la ensenanza de las ciencias (en particular). Finalizo mi
argumentacién proponiendo que el proceso de tensionamento es mds productivo que la tomada de esas
ideas en apartado. Por fin, reitero mi expectativa de problematizar y contribuir con la produccién de
conocimientos en el campo educacional, especialmente en la formacién docente.

Palabras-clave: formacion de docentes; contenidos de la formacién de profesores; didactica.
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Introduction

Literature in the educational field has repeatedly highlighted the importance, in teachers’ work, of the
process of reflection about pedagogical practice (Garrido & Carvalho, 1999; Nunes, 2001; Hoffman-Kipp,
Artiles, & Lépez-Torres, 2003; Brito, 2006; Santos, Gauche, Mél, Silva, & Baptista, 2006; Zeichner, 2008;
Carabetta Junior, 2010; Beineke, 2012; Uhmann & Zanon, 2013; Korkko, Kyro-Ammaéld, & Turunen, 2016;
Loponte, 2017, among others). Recognizing the contributions of the process of reflection with regard to the
qualification of classroom practices, research, and teacher and student education, this paper emerges as a
reflection proposed by me and shared with the community that works in the field of Education in general and
especially in Science Teaching, given the peculiarities and context of this writing.

Thus, in this essay I present a reflection on the constant friction that I have noticed both at the level of my
practice and the level of the practice of other colleagues, based on conversations and reading of works
produced in the field of Education and Science Teaching, related to the relationship — always tense, always
present, and always producing effects on teaching and learning — between ‘pedagogical intentionality’ and
‘tradition’. I understand that the teaching practice has a deeper commitment to the former, while the latter
must always be pushed to the limit and be under a strain. Even though the prerogative of ‘tradition’ leading
and marking the pace of what is given or governed in the teaching process is evident, I propose here that
assuming a productive posture in the educational field and in teacher education implies working so that
‘pedagogical intentionality’ is above ‘tradition’, which in many cases acquires a more ontological feature than
a historical and dated one.

To carry out this proposal, which ultimately intends to be hypercritical (Veiga-Neto, 1995; 2006; 2012) of
the teaching process and of the school curriculum itself, I intend, throughout this text, to initially address the
differences that I notice between ‘pedagogical intentionality’ and ‘tradition’ in order to, subsequently, outline
a proposal in which the tensioning between them is seen as an educative principle. After discussing these
topics, I will seek to reiterate the highlights of my argument in favor of the prevalence of one over the other,
with the aim of problematizing and contributing to the production of knowledge in the educational field,
especially in teacher education.

Necessary definitions, differentiations, and integrations between pedagogical
intentionality and tradition

Not necessarily systematized by a specific field or author, but supported by research (Pastoriza &
Loguercio, 2014; Pastoriza, Loguercio, & Mazzotti, 2014; Pastoriza & Del Pino, 2017a), [ have consistently
resorted to the notions of ‘pedagogical intentionality’ and ‘tradition’ and their tensioning in my Chemistry
Didactics and Resources for Teaching Chemistry courses, which I have been teaching for some time.

Although it is possible to find numerous works that address the matter of ‘tradition’, its correlates, its
historical position and discuss it from different theoretical perspectives (Cressman, 1930; Stabler, 1977;
Freitas, 2000; Veiga, 2002; Sommer, 2002; 2007; Tezanos, 2012; Pietri, 2019; among others), as well as works
referring to the idea of ‘pedagogical intentionality’ (Krawczyk, 2003; Sdnchez & Munoz, 2008; Vilar & Anjos,
2014; Salgueiro et al., 2015; Torres, 2015; Cerutti & Nogaro, 2017; Costa, Gomes-da-Silva, & Gongalvez, 2017;
and others), I realize that many of these discussions do not assign a clear delimitation or definition for the
use of these terms. More than that, I understand that the proposals outlined in these works place the notions
of ‘pedagogical intentionality’ and ‘tradition’ in a different sense from what I propose when I refer to them
both in class and here, in this textual reflection. Analyzing such materials, I discern that the biggest difference
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to what I have developed is that I acknowledge, in my practice, the necessary articulation between them in
the teaching practice, not considering their potential when analyzed separately, and this implies in seeking
to differentiate them in order to appropriately articulate them.

Aiming at the integration of such proposals, I usually start discussions in my courses by marking the
presence and difference between a notion of ‘pedagogical intentionality’ and one of ‘tradition’. With the
latter, I start the discussion by acknowledging that in school education processes (as well as in many others)
it is possible to perceive the presence of ‘since always, already done, already consolidated’ that has the
function of ‘limiting, organizing, restricting, directing, indicating’ what will or will not be done in the
classroom. And I mention that these understandings are not originally mine but have been pointed out in
various works that analyzed different aspects of the constitution of the school and other systems, identifying
the presence of historically consolidated determinations, guidelines, and practices (Freitas, 2000; Lopes,
2000; Veiga, 2002; Sommer, 2007; Carvalho, 2011; Silva, 2013). These functions, characteristics and marks
highlighted by me here are circumscribed within the idea and the field of ‘tradition’.

It is true that what constitutes ‘tradition’, at a given moment, goes through assemblages, explicit
intentions or not, motivations and determinations of various orders, especially when we acknowledge its role
in terms of curriculum development, which is addressed, selected, and organized under a certain perspective,
with its normative force (Silva, 1999; Sacristan, 2000; Macedo, 2006; Young, 2014). However, not with regard
to its constitution, but to its recognition as an already consolidated element, which has already gone through
these initial moments of organization, such elements (for reasons that are not easily explained, or due to
processes that are not even the scope of this text) have the effect of constituting positions, guidelines,
assumptions and rules that do not necessarily undergo a formal or explicit verification process, but that are
produced in a mechanism of ontological claim of their legitimacy (Sommer, 2007; Pastoriza & Del Pino,
2017a). That is, when it comes to ‘tradition’, we notice a legitimation process based more on a reference to a
custom, to a distant process that has always taken place and which, therefore, is legitimized by the unknown
time of its existence than by account of a rationalized reason (Bachelard, 1977; 1996; 2004; Fonseca, 2008;
Bachelard, 2009). These historical elements and their characterizations, often less logical than ontological, I
have simply called ‘tradition’, which, even before it can be questioned, imposes itself (at different levels and
intensities) on the contents and individuals that operate in the school field.

This definition manifests itself every time I notice some literature in the area of Education or Chemistry
Education or whenever I witness teachers in training or already working say that ‘you must teach this content
because it must be taught’, or they complement such legitimation by the categorical statement that ‘it will be
tested on the ___ ’ (the blank space being filled in here by the usual words ‘GED, SAT’ or other assessment
systems). Every time such justifications — less grounded in reason and more grounded in an ontological basis for
the constitution of a discipline, its contents, and organization — emerge, the process of updating this ‘tradition’
and its intense effects on school subjects becomes clear.

By confronting, differentiating and articulating this notion in the courses I teach and in my teaching
practice, I have worked and fought for a ‘pedagogical intentionality’. When embracing it, I define it as an
‘intentionally intentional, directly directed and consciously conscious process’, as it is certain that the various
activities carried out in the school field are intentional, have some direction or are thought of by a conscious
and cognizant being. However, even if they are thought of, I understand that making the ‘intention’ of some
task ‘intentional’ is something more profound; it requires a more elaborate level of discussion that, in a first
approach, does not necessarily happen. As a counterpoint to ‘tradition’, while the latter acknowledges the
‘since always’ and the ‘immutable’ aspects of a given practice, ‘pedagogical intentionality’ always seeks space
for questioning the validity, legitimacy, coherence, justification, and scope of something. While ‘tradition’
believes in its own value, as a creation to which time has given importance, ‘pedagogical intentionality’ always
wears an ironic smile of doubt, as Bachelard (2008) would say.

This radicalism of seeking intentionality in the intention itself can be appreciated through an example.
We teachers systematically choose to carry out an evaluation in our courses. Suppose this evaluation is of the
‘test’ type. It is undeniable that, among the multiple possibilities of evaluation methods, this model is the
chosen one. However, when the topic of ‘pedagogical intentionality’ is debated, this ‘intention’ of testing is
not enough. There needs to be an ‘intentionality’ in the choice itself, so that it is not justified by ‘just because’,
‘because I like it’, ‘because I prefer it’, ‘because I have always done it this way’, or other less directed
justifications, based largely on a ‘custom’ of inexplicable or immemorial origins - thus, on a ‘tradition’.
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In the line of ‘pedagogical intentionality’, it is necessary to ‘pedagogically’ work on the chosen option. For
example, in this case, I could choose and justify the test-based evaluation model because I want to provide a
time-space in which my students are required to mobilize their knowledge without other external material
interference. Or I could opt for this proposal because I consider it interesting for analyzing students’ ability
to (re)organize the knowledge developed during classes in a situation that requires them to adapt to
unexpected circumstances (questions), in a context of intellectual independence (individually) and under a
certain level of pressure (with a fixed time, under the supervision of teachers, etc.). In this example, not only
the choice of evaluation ‘type’ is contained in the ‘pedagogical intentionality’, but the ‘content’ or ‘design’ of
the test itself and its questions. If I wish my students to exercise abstract thinking in the development of
mathematical reasoning (since I can consider it to be, at that moment, something important for the
understanding of those phenomena studied), I will certainly include questions with this feature. If, on the
other hand, I appeal to the importance of descriptive reasoning, which, as in the case of a Chemistry course,
even without calculations can show the understanding of phenomena and their representations, I will
certainly opt for questions that are more discursive and require textual elaboration.

I chose the example of a test as evaluation model because it is the most common and most widely adopted
one (Gatti, 2003; Bonamino & Sousa, 2012). It should be noted that either for this evaluation model or others,
as well as for any school practice, classroom dynamics, field trip, etc.,  understand that it is essential to make
the ‘pedagogical intentionality’ explicit. And yes, it is complex! When mentioning, for example, the
intentional process of choosing an evaluation method, it is important to highlight its contributions to the
evaluation process, as well as the negative aspects it may have. I refer here mainly to the models that are
already more consolidated and, therefore, are in need of being discussed more intensively in terms of
‘pedagogical intentionality’. For example, when talking about the test evaluation model, it is clear that “[...]
negative feelings towards tests develop over the schooling years and, undoubtedly, if you want to change
them, it takes some time [...]” (Gatti, 2003, p. 103), and ‘the permanence of a strong predominance of a
conception of evaluation as a measure’ is also revealed (Marinho, Fernandes, & Leite, 2014). Thus, I believe
that the crossing of ‘pedagogical intentionality’ to this model can motivate and catalyze change, since the
‘intentional’ emphasis to the ‘intention’ of this evaluation passes through a complex scenario, which ranges
from the model choice, its association with an educational goal, its construction consistent with this goal, the
recognition of its purpose, until the model implementation and the reflection on its effectiveness in face of
the goals and purposes initially proposed (assessment of the evaluation). It is due to this recursive
characteristic of ‘pedagogical intentionality’, being mobilized both in the initial development of the
educational process and in the mobilization of a new beginning based on what it was able to extract and
produce in the previous process, that I associate to it the notion of hypercriticism, because it sees itself as
radically radical, even in relation to itself (Veiga-Neto, 2006).

Talking about the ‘intentionality’ of an ‘intention’ defined in the educational process means working
towards doubting the return to origin (Pastoriza & Del Pino, 2017b), problematizing the classic dualistic view
of evaluation (Marinho, Fernandes, & Leite, 2014), questioning what comes to us so stable and so clear as the
practice of ‘administering a test’. In this reductionist viewpoint, nothing is as ‘usual’, nothing is as ‘simple’,
nothing is as ‘obvious’ as a resource like this. However, from the perspective of ‘pedagogical intentionality,
the obvious is not obvious’. Not making the options and choices explicit does not mean knowing them from
the beginning, but, quite possibly, it ‘implies not distinguishing them’. And that is why ‘pedagogical
intentionality’ must go to the basements (Veiga-Neto, 2012) of what constitutes our teaching practices and
actions, whether referring to content, strategies, evaluation methods, or others.

Based on such elements, every time I have worked with the systematization of this discussion between the
presence and the action, beyond the teacher figure, of a ‘tradition’ and its needed problematization in a
process that, more than guided by an intention, intentionally guides the intentions and choices themselves,
I have highlighted the possible contributions that the tensioning between ‘pedagogical intentionality’ and
‘tradition’ can bring to teaching practices. Thus, I have been increasingly working to make the tensioning
between these two ideas an educative principle, which can help both in the autonomy and in the qualification
of teaching practice, and it is aiming at understanding more elements of this principle that I propose the next
section.
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Tensioning and pedagogical practice: perspectives from a context of action

It is in this context of remarks and discussions that, throughout my practice, I have been interested in
researching the contents and the ways they are taught in the Chemistry area — the field in which I work and
train teachers. In particular, I have developed a special taste for thinking, analyzing and problematizing one
of the most central elements of school subjects themselves: their concepts. By asking questions in this regard,
I was able to detect a series of recurrences that were/are aroused by the tensioning between ‘pedagogical
intentionality’ and ‘tradition’, so I believe it is valid to insert this proposal of educative principle in the
context of my practice. It is worth pointing out that, by defining this circumscription, I am not denying other
aspects and research interests, whether in the field of Chemistry Education or the broader field of Education,
in the same way that I do not limit the potential of this discussion nor the situations in which I mobilize it
only towards this investigative focus on concepts. If I seek to present what has driven my investigations and
reflections on teaching based on an excerpt of my actions and the setting in motion of the tensioning between
‘tradition’ and ‘pedagogical intentionality’, it is because I identify, through some contextual examples, a great
discussion potential in this tensioning.

Systematically, when reading works produced by the academic community and when having contact with
teachers in initial training and continuing education, I notice that, with regard to the conceptual contents of
Chemistry and its articulations within the school, very little of them is discussed in terms of an effective
‘pedagogical intentionality’ when the choice of the ‘conceptual contents’ at work and their development are
questioned. Few studies present a discussion that intentionally acknowledges the validity, legitimacy, or
effective intentional choice to work with any content in the Chemistry field (and I venture to say that this
statement can be expanded to other areas). Usually, the literature addresses much more the will to improve
the learning about a certain chemical concept than effectively discussing its usefulness, validity, application,
context, etc. For example, see the works of Bertalli (2008), Oliveira, Silva and Ferreira (2010), Campos, Silva,
Ferreira, Ribeiro and Felicio (2017), and Souza, Loja and Pires (2018). In these and many other texts, although
reaching their goals, there is no clear evidence, in the discussion, of the intentions and justifications for
choosing such strategies, excerpts, processes, etc. From this perspective, it is not strange to find the
importance of working with a theme or concept being referred to the endless and immemorial space-time of
the ontological constitution of a discipline such as Chemistry!, mainly due to the fact that, frequently, it is
not necessary to discuss the validity of these concepts, accepted a priori (Pastoriza & Del Pino, 2017a).

At this juncture, my criticism centers on the fact that these justifications attributed to the teaching of one
or another subject or content repeatedly appear coated with a legitimation that takes the entire process of
choice, delimitation, and action ‘beyond the teaching intention’. In this system, these circumstances make
the decision about which elements to teach ‘out’ of the classroom and, worryingly, ‘away’ from the teacher.
Assuming that we are professionals in a certain field and considering our training, practice, and qualification
processes, which indicate our expertise in teaching (Névoa, 1992; 2017), I believe that we should be
diametrically ‘opposed’ to such a scenario.

As 1 seek to apply more and more my ‘pedagogical intentionality’ on my practices, I assign myself, a teacher,
who knows my students, my institution, and its community, the task of ‘choosing’, ‘selecting’ and ‘opting’ for the
teaching methods, contents, approach, and strategies. Obviously, when talking about this choice, I also assign us,
teachers, a level of ‘responsibility’ in the pedagogical action. This responsibility is (or should be) inherent to the
teaching practices, since there is not (or there should not be) anyone more qualified, capable, and knowledgeable
of what is necessary, ideal, preferable to be developed in the real classroom context (Roldao, 2007). From this
perspective, as pointed out in the discussion and criticism by Favero and Tauchen (2013, p. 237):

This is why the teacher, in addition to understanding the content to be taught, needs to be able to analyze and solve
problems; to know how to transform scientific knowledge into teachable knowledge; to select appropriate
methodological strategies that facilitate learning; to organize the knowledge that enables the students’
understanding; to regulate learning processes through evaluation, among other knowledge. These are intellectual
requirements that go beyond the mere mastery of conceptual contents or specific scientific knowledge.

If, on the one hand, I support and seek to defend teaching autonomy and the various nuances of schools,
decisions and positions on what to teach, how to teach and in what direction to teach, I am careful to point

* Criticisms can still be made when analyzing the relative novelty of the constitution of this Chemistry Education in terms of its organization as a discipline in Brazil. On the subject, |
suggest the works by Schnetzler (2002), Lopes (2005) and Beltran (2013).
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out that, with the idea of ‘pedagogical intentionality’, I do not deny the existence of basic curricular
structures, such as the National Common Curricular Base (Base Nacional Comum Curricular — BNCC) (Brasil,
2018) in Brazil, or other local proposals, whether from states (Parana, 2018), municipalities (Itatiba, 2016) or
school systems. In the context of my propositions, actions and reflection, what I have denied is the
assignment to these curricular structures of decision-making and intentional elements that go ‘beyond what
such structures themselves propose’.

For example, based on my work and research, I have detected that in the current structure of the BNCC
there is no indication that concepts such as isobars, isotones, and isoelectronics should be taught, nor of
enthalpy or entropy. The interpretation of these curricular guidelines, allied to our ‘intentionalities’ and
‘traditions’, is what makes us comprehend that the existence, in the BNCC text, of excerpts such as

To analyze socio-environmental, political, and economic issues related to the current world’s dependence on non-renewable
resources and to discuss the need to introduce alternatives and new energy and materials technologies comparing different
types of engines and production processes of new materials [...] (Brazil, 2018, p. 560),

means that ‘this is’ or ‘requires’ addressing ‘enthalpy’. In this sense, it should be noted that the text does not
address ‘which’ concept should be taught, nor ‘how’, but, ‘intentionally’ or not, someone ‘sees/wants/wishes’
to approach ‘energy technologies’ or the idea of ‘quantification’ via ‘enthalpy’, for example. And this is not
recent. The same reasoning applies to other documents, such as the National Curricular Parameters
(Parametros Curriculares Nacionais — PCN). In them, a passage such as

The physical principle of conservation of energy, essential in the interpretation of natural and technological phenomena,
can be observed in biological processes, such as fermentation, or in chemical processes, such as combustion, relying in any
case on the mathematical instruments for its equation and for its quantification [...] (Brasil, 1999, p. 8),

tends to have its reading directed the same way as when constituting ‘enthalpic’ work, as in the case of the
BNCC.
About documents such as those cited, they

[...] constitute one of the forms of expression of the role of the State in the search for cohesion and order, acting
towards achieving uniformity in the national curriculum, by defining a minimum content list to be taught in primary
and secondary education [...] (Galian, 2014, p. 651),

but it should be observed that the documents per se do not lay out many details, which tend to be filled out by a
‘consolidation’ of what contents an area should teach. Although the focus here is not to be a study on the
curriculum itself, even because there are a number of works that look more closely at the topic (Macedo, 2017,
Silva, 2018; Lima & Hypolito, 2019; among others), to bring such documents and their relationship with a position
widely accepted by Chemistry teachers makes it evident that discussions regarding ‘pedagogical intentionality’ and
‘tradition’ can contribute to the establishment of what will be the object of study in the classroom dynamics and,
therefore, will constitute the curriculum (in the broad sense).

Inspired by Bachelard, I believe that scientific knowledge is distinguished in terms of problems - a notion
that I take to the issue of teaching and education. More than that, I understand that “[...] it is necessary to
know how to formulate problems. And whatever they may say, in scientific life [and I also include teaching
here] problems are not formulated spontaneously [...]” (Bachelard, 1996, p. 18), and thus, my criticism of
‘tradition’ comes from taking it as spontaneous in the act of producing insights and knowledge in an
educational context. It is necessary to establish tensioning, that is, to produce tensions that dislodge or
destabilize stabilities in order to modify a given scenario. However, this must also be intended, which means
bringing the notion of planning and intentionality, of confronting this spontaneity, so that it is possible to
formulate problems that are not spontaneous in that context. In this sense, it is necessary to query the
understanding, in Chemistry, that ‘energy technologies’ or ‘quantification’ ‘must’ be conceived as ‘enthalpy’.
In this direction, Bachelard's scientific pedagogy (Fonseca, 2008) can be a powerful tool (among many others)
for this endeavor, given its perspective of education as a social and historical practice.

Given such confrontation and articulation, I fight for a greater emphasis on the matter of ‘pedagogical
intentionality’ than of ‘tradition’. This is because I believe that delineating our teaching practices mediated
by ‘tradition’ implies both the ‘teacher’s invisibility’ and an ‘impoverishment’ of our field of performance
itself. For example, to this day I see colleagues working in schools and discussing issues such as double
replacement reactions, single replacement reactions, synthesis, and analysis. Systematically, when talking to
these colleagues, the reasoning falls on those ontological approaches already mentioned. By bringing such
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approaches, they do not appropriate existing discussions in the field of Chemistry Education that criticize and
especially present arguments that can guide and help teachers in choosing and defending their choice for not
working on these themes, such as, for example, the work of Lopes (1995). It is necessary that as many chemical
subjects and concepts as possible be discussed and confronted, in order to seek a radically radical critique of
such concepts, subjects, and choices, as well as a critique that falls on and problematizes this critique itself.

In general, I show that there are still few publicized investigations that focus on this aspect of
hypercriticism to the area of constitution, organization, and teaching of a discipline itself. For example, in
Chemistry Education, I could particularly highlight three works that, in a way, although not being the only
ones, refer this questioning of choices to the Chemistry discipline itself: Campos e Silva (1999), Silva (2005),
and Scerri (2019). This hypercriticism, which in the context of my discussion necessarily leads to the
confrontation and tensioning between ‘tradition’ and ‘pedagogical intentionality’, is still little explored in
our area. I acknowledge that this is due to its complexity and the discussions that it ends up mobilizing and
including in its problematization. For example, when discussing the ‘intentionalities of choices’ that
constitute our actions, some elements necessarily arise, ranging from the questioning of the philosophical
basis of our epistemological model and aspects of our own subjectivity, to the questioning of the teacher
training models themselves, of the proposition of elements established in curricular guidelines or
characteristics of teaching systems, among others.

An effort must be made, both intellectual and conjunctural, in relation to the teachers’ practice and
training that we currently have and its possibilities for change. For example, investing more in collective work
(Pastoriza et al., 2017c) and better analyzing the historical aspects of our training to design future actions
(Null, 2009) can be ways to improve actions to better focus on our choices. In addition, I think that a
movement in terms of valuing and recognizing our performance as professionals (N6voa, 1992; 2017) is
another way of qualifying not only the problematization process, but also the very organization of this
universe and other problematizations that arise together with the matter of ‘pedagogical intentionality’ in
order to, from this organization, highlight possible ways of working, dividing and specifying this
problematization.

I think that, given its complexity, taking ‘pedagogical intentionality’ as an educative principle involves, at
first, the organization of the space for action and the ‘intentional choice’ (once again) of ‘where’ to start the
discussions, as well as the level of immersion in the discussion and each of the points it may raise. Although
broad and complex, I believe that it is necessary for us, in this discussion, to start with an excerpt, so that we
can gradually expand our problematization.

And this is how I believe that conditions arise for a tensioning whose motto is to point out what has already
been studied, what has already been secured in the field (‘tradition’), and to problematize it in its
‘intentionalities’. I think that it is in this process that spaces are created for the expansion, dynamization,
and contribution of teaching to the disciplines related to it and to teaching itself. I believe that, systematically
and repeatedly, after the usual contents of school Chemistry (and of other areas) go through constant
questioning about their (theoretical and contextual) validity, suitability (to the individuals and level of
education), and contributions (explanatory and predictive limit ), etc., we will increasingly be able to speak of
an educational process that was ‘intentionally’ organized to contribute to developing those individuals that
integrate it, implying the idea of forming individuals who are active, informed and capable to make decisions
(Schnetzler & Santos, 2010).

This does not mean ‘denying’ ‘tradition’ or rendering it ‘useless’. In many cases it works as an element
instigating the problematization process and, moreover, nothing prevents the confrontation between ‘pedagogical
intentionality’ and ‘tradition’ to signal that both come together and collaborate in what is discussed. Based on
Young (2014) it is possible to say that the ‘traditions’ (of disciplines, of study types and focuses, etc.) are of
fundamental importance in the constitution of areas and their development trajectories. For example, from this
perspective, Chemistry Education also has its traditions, which we cannot live without, but nothing prevents us
from transforming them, tensioning them, and establishing new relationships based on them. However, adapting
Bachelard’s speech (1996) to this proposal, if ‘tradition’ and ‘intentionality’ are legitimized at a particular point, it
is for reasons other than those that initiate ‘tradition’.

For example, I understand that the ‘traditional’ proposal of teaching certain models of chemical bonds and
the ‘intentional’ proposal of teaching that chemical processes are characterized by atomic reorganization
(which implies changing chemical bonds) are strongly articulated. In this context, I recognize, as a teacher,
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that both the traditional indication of teaching chemical bonds and my intentional choice to address these
models are, in the current context of Chemistry Education, something desirable and to a certain extent
necessary. Obviously, as an unfolding of this thought, analyses of which bonding theories and models to favor
arise and, again, I believe that ‘intentionality’ should select, in each case, the best study frame, recognizing
the needs, characteristics, problems that it wishes to explain, etc. As pointed out by Barreto and Bejarano
(2016), this process can also lead us to a philosophical discussion of its appropriation.

Less problematic than problematizing, making movements towards intentionality tends to contribute to
the organization, knowledge, structuring, and development of the discipline itself, which, instead of being
proposed by others, allows us, teachers, to mobilize a professional protagonism. This way, I believe that
assuming ‘pedagogical intentionality’ as a principle of tension tends to contribute greatly to this scenario of
qualification of our teaching actions.

Final remarks: prospects for pedagogical intentionality

“To put scientific culture in a state of permanent mobilization, to replace closed and static knowledge with
open and dynamic knowledge, to dialectize all experimental variables, finally offering reason reasons to
evolve” (Bachelard, 1996, p. 24). This is one of Bachelard’s proposals to think about the development of the
scientific spirit. Although presenting differences in focus, historical moment, conjuncture, etc., I believe that
his words are capable of making us reflect on our teaching practices, and this was a task on which this text
was based.

In this process, I sought to highlight the necessary mobilization of our experiences (Bondia, 2002), of our
insights and knowledge (Veiga-Neto & Nogueira, 2010) in order to dedicate, with them, to the analysis of our
pedagogical practice. This is what was intended here. There are naturally numerous paths for this process, so
throughout this text, I sought to problematize a possible one at the same time I pointed out others. Not so much
at the level of didactics, not so much at the level of pedagogy; not so much at the level of epistemology, not so
much at the level of Science Teaching, but articulating these fields, I believe that it is possible to find the (mobile,
but initially sufficient) bases for a hypercritical work with the topic of ‘pedagogical intentionality’ and its
tensioning of the ‘tradition’ that reaches our teaching practice.

It should also be noted that my focus is indeed on the teaching actions, although I see them articulated
with student actions, with management, with political issues, and other levels. With regards to ‘pedagogical
intentionality’, we have to embrace our position as specialists, professionals in our areas, experts in the best
ways to promote qualified teaching processes that tend to support and produce more and better learning
processes.

Finally, I cannot fail to point out that the focus of my discussion in this reflection is undoubtedly partial
and self-interested, so other discussions were left aside. Although talking about a tensioning between
‘pedagogical intentionality’ and ‘tradition’ implies a positive emphasis on teachers in terms of responsibilities
and rights, I did not address here the fragile and deficient context that has generated so many demands on
us, education professionals. At this juncture, I did not make here any comment regarding the precariousness
of working conditions, the commodification of education, or the teaching overload and its associated
problems.

I chose not to address broader aspects, although strongly related to the topic of my analysis in this text,
for two main reasons. The first is that discussions regarding these deficient aspects of the educational context,
which I also consider relevant, are discussed more and better by other researchers than I could do here (Borba,
Diehl, Santos, Monteiro, & Marin, 2015; Jacomini & Penna, 2016; Dessbesell, Fabricio, & Kelm, 2018; Moura,
Ribeiro, Castro Neta, & Nunes, 2019; Barros, Silva, Zamboni, Martins, & Cardoso, 2019). The second
motivation is to acknowledge that, although relevant and constituting conditions for the proposed
problematization itself, these questions about fragility, deficiencies, etc. cannot overshadow the other
discussions, because, if we allow it, we will be ‘dangerously’ creating a legitimation for possible stagnation
and involutions. This, re-updating the critique of ontology, could lead to the irresolution of the (inadequate
and inefficient) matter that: ‘first improving general and infrastructural conditions is a way to improve the
educational process, or a better educational process is a means to improving general and infrastructural
issues?’. This question is inappropriate because it is simplistic; it is inefficient because it does not lead to any
action. Questions such as these are more dangerous than helpful, so I thought it more appropriate to detach
from it and to propose a discussion in the direction of what I have here set forth.

Acta Scientiarum. Education, v. 44, 52706, 2021



Essay on pedagogical intentionality and tradition Page 9 of 13

I believe that, in terms of the unfolding of this text, an approach to thinking about ‘pedagogical intentionality’
is established, having implications that unravel beyond itself, such as the reinforcement of teaching responsibility,
qualified training, autonomy, and in-depth knowledge of the field of action. In this sense, through the exercise of
‘pedagogical intentionality’, I think that its basis allows us to mobilize it according to our conditions. In small
steps, in an initial movement, or even in larger steps, in a process that is already more complex and understood by
the specificities of each teacher, the central and biggest contribution of it is to call us to action. And, even if we do
not have the ideal conditions, the ‘pedagogical intentionality’ asserts our duty to constantly think and rethink the
different aspects of our action and professionalization. As a final comment, I see in the tensioning between
‘pedagogical intentionality’ and ‘tradition’ a viable and adequate educative principle in the catalysis of changes in
our teaching action and practice and, therefore, in the educational system itself. For these reasons, I considered it
appropriate and potent, to encourage further discussion, to share the reflections and propositions in this text.

Acknowledgment

I thank the Research Support Foundation of the State of Rio Grande do Sul (FAPERGS) and the Brazilian
Council for Scientific and Technological Development (CNPq) for the financial support to the research and
projects that supported this text.

References

Bachelard, G. (1977). O racionalismo aplicado. Rio de Janeiro, R]: Zahar.

Bachelard, G. (1996). A formacgdo do espirito cientifico: contribuicées para uma psicandlise do conhecimento. Rio
de Janeiro, R]: Contraponto.

Bachelard, G. (2004). Ensaio sobre o conhecimento aproximado. Rio de Janeiro, R]: Contraponto.

Bachelard, G. (2008). A psicandlise do fogo. Sao Paulo, SP: Martins Fontes.

Bachelard, G. (2009). O pluralismo coerente da quimica moderna. Rio de Janeiro, RJ: Contraponto.

Barreto, U. R., & Bejarano, N. R. R. (2016). Modelos de ligacao quimica: uma discussao filoséfica. In XVIII
Encontro Nacional de Ensino de Quimica (p. 1-12). Florianépolis, SC.

Barros, M. E. B., Silva, F. H., Zamboni, J., Martins, L. M., & Cardoso, J. Y. M. (2019). Resisténcias a
precarizacao no trabalho docente: posicionamentos tedricos e metodologicos. Pesquisas e Prdticas
Psicossociais, 14(2), e1650.

Beineke, V. (2012). A reflexao sobre a prética na pesquisa e formacao do professor de musica. Cadernos de
Pesquisa, 42(145), 180-203. DOI: https://doi.org/10.1590/S0100-15742012000100011

Beltran, M. H. R. (2013). Histdria da quimica e ensino: estabelecendo interfaces entre campos
interdisciplinares. Abakés, 1(2), 67-77. DOI: https://doi.org/10.5752/P.2316-9451.2013vIn2p67

Bertalli, J. G. (2008). Ensino de quimica para deficientes visuais. In XIV Encontro Nacional de Ensino de
Quimica. Curitiba, PR.

Bonamino, A., & Sousa, S. Z. (2012). Trés geracoes de avaliacao da educagao basica no Brasil: interfaces com o
curriculo da/na escola. Educagdo e Pesquisa, 38(2), 373-388. DOI: https://doi.org/10.1590/S1517-
97022012005000006

Bondia, J. L. (2002). Notas sobre a experiéncia e o saber de experiéncia. Revista Brasileira de Educagdo, 19,
20-28. DOI: https://doi.org/10.1590/S1413-24782002000100003

Borba, B. M. R., Diehl, L., Santos, A. S., Monteiro, J. K., & Marin, A. H. (2015). Sindrome de Burnout em
professores: estudo comparativo entre o ensino publico e privado. Psicologia Argumento, 33(80), 270-281.
DOI: https://doi.org/10.7213/psicol.argum.33.080.A004

Brasil. (1999). Parametros curriculares nacionais: ensino médio (PCNEM). Brasilia, DF: Ministério da Educacao.

Brasil. (2018). Base Nacional Comum Curricular: educagdo € a base. Brasilia, DF: Ministério da Educacao.

Brito, A. E. (2006). O significado da reflexao na pratica docente e na producao dos saberes profissionais do/a
professor/a. Revista Iberoamericana de Educacion, 38(7), 1-6. DOI: https://doi.org/10.35362/rie3872605

Campos, K. A. F,, Silva, Y. M., Ferreira, A. E. A., Ribeiro, A. C. C., & Felicio, C. M. (2017). Utilizacao do ludismo
como instrumento na recuperacao de conteudos ligacdes quimicas. Revista Debates em Ensino de Quimica,
2(2esp.), 140-146.

Acta Scientiarum. Education, v. 44, 52706, 2021



Page 10 of 13 Pastoriza

Campos, R. C., & Silva, R. C. (1999). Funcoes da quimica inorganica... funcionam? Quimica Nova na Escola,
9, 18-22.

Carabetta Junior, V. (2010). Rever, pensar e (re)significar: a importancia da reflexao sobre a pratica na
profissao docente. Revista Brasileira de Educacdo Médica, 34(4), 580-586.
DOI: https://doi.org/10.1590/S0100-55022010000400014

Carvalho, J. S. F. (2011). A teoria na pratica é outra? Consideragoes sobre as relagdes entre teoria e pratica
em discursos educacionais. Revista Brasileira de Educagdo, 16(47), 307-322.
DOI: https://doi.org/10.1590/S1413-24782011000200003

Cerutti, E., & Nogaro, A. (2017). Desafios docentes no Ensino Superior: entre a intencionalidade pedagdgica
e a insercao da tecnologia. Revista Ibero-Americana de Estudos em Educagdo, 12(3), 1592-1609.
DOI: https://doi.org/10.21723/riaee.v12.n.3.2017.9119

Costa, S. B., Gomes-da-Silva, P. N., & Gongalvez, D. M. O. (2017). Analysis of fluency, space, weight and
time in the walking of the Physical Education teacher during classes. Motricidade, 13(esp.), 25-33.
DOI: https://doi.org/10.6063/motricidade.12893

Cressman, L. S. (1930). The teacher: an old tradition and a new obligation. The Journal of Educational
Sociology, 4(3), 125-128. DOI: https://doi.org/10.2307/2961115

Dessbesell, V. H., Fabricio, A., & Kelm, M. L. (2018). Incidéncia da Sindrome de Burnout em docentes do
ensino superior no noroeste do Rio Grande do Sul. Revista Brasileira de Administragdo Cientifica, 9(2), 50-61.
DOI: https://doi.org/10.6008/CBPC2179-684X.2018.002.0005

Féavero, A. A., & Tauchen, G. (2013). Docéncia na educacao superior: tensoes e possibilidades de gestao da
profissionalizacdo. Acta Scientiarum. Education, 35(2), 235-242.
DOI: https://doi.org/10.4025/actascieduc.v35i2.20074

Fonseca, D. M. (2008). A pedagogia cientifica de Bachelard: uma reflexao a favor da qualidade da pratica e da
pesquisa docente. Educagdo e Pesquisa, 34(2), 361-370. DOI: https://doi.org/10.1590/S1517-97022008000200010

Freitas, M. C. (2000). Pensamento social, ciéncia e imagens do Brasil: tradi¢des revisitadas pelos educadores
brasileiros. Revista Brasileira de Educagdo, 15, 41-61.

Galian, C. V. A. (2014). Os PCN e a elaboracao de propostas curriculares no Brasil. Cadernos de Pesquisa,
44(153), 648-669. DOI: https://doi.org/10.1590/198053142768

Garrido, E., & Carvalho, A. M. P. (1999). Reflexao sobre a pratica e qualificacao da formacao inicial docente.
Cadernos de Pesquisa, 107, 149-168. DOI: https://doi.org/10.1590/S0100-15741999000200006

Gatti, B. A. (2003). O professor e a avaliacao em sala de aula. Estudos em Avaliagdo Educacional, 27, 97-114.
DOI: https://doi.org/10.18222/eae02720032179

Hoffman-Kipp, P., Artiles, A. J., & Lopez-Torres, L. (2003). Beyond reflection: teacher learning as praxis.
Theory into Practice, 42(3), 248-254. DOI: https://doi.org/10.1207/s15430421tip4203 12

Itatiba. (2016). Curriculo do Ensino Fundamental II: ciencias. Itatiba, SP: Secretaria de Educacao.

Jacomini, M. A., & Penna, M. G. O. (2016). Carreira docente e valorizacdo do magistério: condi¢oes de
trabalho e desenvolvimento profissional. Pro-Posi¢ées, 27(2), 177-202.
DOI: https://doi.org/10.1590/1980-6248-2015-0022

Korkko, M., Kyro-Ammald, O., & Turunen, T. (2016). Professional development through reflection in teacher
education. Teaching and Teacher Education, 55, 198-206. DOI: https://doi.org/10.1016/j.tate.2016.01.014

Krawczyk, N. (2003). A escola média: um espaco sem consenso. Cadernos de Pesquisa, 120, 169-202.
DOI: https://doi.org/10.1590/S0100-15742003000300009

Lima, I. G., & Hypolito, A. M. (2019). A expanséo do neoconservadorismo na educacao brasileira. Educacdo e
Pesquisa, 45, €190901. DOI: https://doi.org/10.1590/s1678-463420194519091

Lopes, A. C. (2005). Discursos curriculares na disciplina escolar Quimica. Ciéncia & Educagdo, 11(2), 263-278.
DOI: https://doi.org/10.1590/S1516-73132005000200009

Lopes, A. R. C. (1995). Reac¢oes quimicas: fendmeno, transformacao e representagao. Quimica Nova na Escola, 2, 7-9.
Lopes, E. M. T. (2000). Relacdes coloniais como relagoes educativas. Revista Brasileira de Educagdo, 15, 62-69.

Loponte, L. G. (2017). Tudo isso que chamamos de formacao estética: ressonancias para a docéncia. Revista
Brasileira de Educagdo, 22(69), 429-452. DOI: https://doi.org/10.1590/51413-24782017226922

Acta Scientiarum. Education, v. 44, 52706, 2021



Essay on pedagogical intentionality and tradition Page 11 of 13

Macedo, E. (2006). Curriculo: politica, cultura e poder. Curriculo sem Fronteiras, 6(2), 98-113.

Macedo, E. (2017). As demandas conservadoras do movimento Escola Sem Partido e a Base Nacional Curricular
Comum. Educagdo & Sociedade, 38(139), 507-524. DOI: https://doi.org/10.1590/es0101-73302017177445
Marinho, P., Fernandes, P., & Leite, C. (2014). A avaliacao da aprendizagem: da pluralidade de enunciagoes
a dualidade de concepcoes. Acta Scientiarum. Education, 36(1), 151-162.

DOI: https://doi.org/10.4025/actascieduc.v36i1.21018

Moura, J. S., Ribeiro, J. C. O. A., Castro Neta, A. A., & Nunes, C. P. (2019). A precariza¢ao do trabalho
docente e 0 adoecimento mental no contexto neoliberal. Profissdo Docente, 19(40), 1-17.

DOI: https://doi.org/10.31496/rpd.v19i40.1242

Névoa, A. (1992). Formacao de professores e profissao docente. In A. N6voa (Ed.), Os professores e a sua
formagao (p. 13-33). Lisboa, PT: Dom Quixote.

Névoa, A. (2017). Firmar a posicao como professor, afirmar a profissao docente. Cadernos de Pesquisa,
47(166), 1106-1133. DOI: https://doi.org/10.1590/198053144843

Null, W. (2009). Back to the future: how and why to revive the teachers college tradition. Journal of Teacher
Education, 60(5), 443-449. DOI: https://doi.org/10.1177/0022487109344433

Nunes, C. M. F. (2001). Saberes docentes e formacao de professores: um breve panorama da pesquisa
brasileira. Educagdo & Sociedade, 22(74), 27-42. DOI: https://doi.org/10.1590/S0101-73302001000100003

Oliveira, L. M. S., Silva, O. G., & Ferreira, U. V. S. (2010). Desenvolvendo jogos didaticos para o Ensino de
Quimica. HOLOS, 5(26), 166-175. DOI: https://doi.org/10.15628/holos.2010.567

Parand. (2018). Referencial Curricular do Parand: principios, direitos e orientagdes. Educagao infantil e
componentes curriculares do ensino fundamental. Curitiba, PR: Secretaria da Educacao.

Pastoriza, B. S., & Del Pino, J. C. (2017a). A Educacao Quimica em discurso: uma andlise a partir da revista
Quimica Nova na Escola (1995-2014). Quimica Nova na Escola, 39(2), 204-219.

DOI: http://dx.doi.org/10.21577/0104-8899.20160077

Pastoriza, B. S., & Del Pino, J. C. (2017b). Breve ensaio sobre o tempo, o sujeito e os modos de olhar para a histéria:
Foucault e Cortazar. Perspectiva, 35(3), 803-816. DOI: https://doi.org/10.5007/2175-795X.2017v35n3p803

Pastoriza, B. S., & Loguercio, R. Q. (2014). Conceitos para uma arquitetura das representagoes escolares.
Educagdo e Filosofia, 28(56), 683-710.

Pastoriza, B. S., Loguercio, R. Q., & Mazzotti, T. B. (2014). A delimitacao do conceito de representacoes
escolares aplicada a educacao em ciéncias. Acta Scientiae, 16(1), 153-163.

Pastoriza, B. S., Sangiogo, F. A., Azevedo, A. V. S., Terra, K. S., Duarte, S. V., Garrido, A. S. C., ... Rodrigues,
T. (2017c). A producdo da coletividade: olhares imbricados na producao da cotutela no PIBID-Quimica da
UFPEL. Educagdo e Fronteiras, 7(21), 73-87. DOI: https://doi.org/10.30612/eduf.v7i21.80611

Pietri, E. (2019). A funcao da escrita na formagao inicial de professores: a tradicao e a inovagao no ensino de
lingua portuguesa. Perspectiva, 37(2), 673-694. DOI: https://doi.org/10.5007/2175-795X.2019.e54151

Roldao, M. C. (2007). Fungao docente: natureza e constru¢ao do conhecimento profissional. Revista
Brasileira de Educagdo, 12(34), 94-103. DOI: https://doi.org/10.1590/S1413-24782007000100008

Sacristan, J. G. (2000). O curriculo: uma reflexdo sobre a prdtica (3a ed.). Porto Alegre, RS: Artmed.

Salgueiro, M. A., Galante, M. L., Ray, M., Gordillo, F., Acebedo, F., & Percaz, L. (2015). Tecnologias virtuales
y digitales en la ensefianza: condiciones, alcance y sentidos de su inclusién en escuelas secundarias con
orientacion en comunicacién. Question/Cuestion, 1(48), 510-527.

Sanchez, I. L., & Munoz, R. V. (2008). La Doble Intencionalidad Pedagégica desde la formacién inicial
intensiva. EduSol, 8(25), 36-47.

Santos, W. L. P, Gauche, R., M6, G. S., Silva, R. R., & Baptista, J. A. (2006). Formacao de professores: uma
proposta de pesquisa a partir da reflexdo sobre a pratica docente. Ensaio Pesquisa em Educagdo em
Ciéncias, 8(1), 69-82. https://doi.org/10.1590/1983-21172006080105

Scerri, E. (2019). Five ideas in chemical education that must die. Foundations of Chemistry, 21(1), 61-69.
DOI: https://doi.org/10.1007/s10698-018-09327-y

Schnetzler, R. P. (2002). A pesquisa em ensino de quimica no Brasil: conquistas e perspectivas. Quimica
Nova, 25(suppl. 1), 14-24. DOI: https://doi.org/10.1590/S0100-40422002000800004

Acta Scientiarum. Education, v. 44, 52706, 2021



Page 12 of 13 Pastoriza

Schnetzler, R. P., & Santos, W. L. P. (2010). Educagdo em quimica: compromisso com a cidadania (4a ed.). ljui, RS: Unijui.

Silva, C. A. A. (2013). Experiéncia moderna e as dificuldades para a educacao formal. Revista Brasileira de
Educagao, 18(55), 1035-1052. DOI: https://doi.org/10.1590/51413-24782013000400012

Silva, J. L. P. B. (2005). Por que nao estudar entalpia no Ensino Médio. Quimica Nova na Escola, 22, 22-25.

Silva, M. R. (2018). A BNCC da reforma do Ensino Médio: o resgate de um empoeirado discurso. Educagdo em
Revista, 34, e214130. DOI: https://doi.org/10.1590/0102-4698214130

Silva, T. T. (1999). O curriculo como fetiche: a poética e a politica do texto curricular. Belo Horizonte, MG: Auténtica.

Sommer, L. H. (2007). A ordem do discurso escolar. Revista Brasileira de Educagdo, 12(34), 57-67.
DOI: https://doi.org/10.1590/S1413-24782007000100005

Souza, L. C. M., Loja, L. F. B., & Pires, D. A. T. (2018). Bingo periddico: atividade lidica no ensino de tabela
periddica. Revista Thema, 15(4), 1277-1293. DOI: https://doi.org/10.15536/thema.15.2018.1277-1293.1044

Stabler, E. (1977). Teacher education in scotland: a tradition under stress. Comparative Education, 13(3),
181-190. DOI: https://doi.org/10.1080/0305006770130104b

Tezanos, A. (2012). ;Identidad y/o tradicién docente? Apuntes para una discusion. Revista Perspectiva
Educacional, 51(1), 1-28. DOI: https://dx.doi.org/10.4151/07189729-Vol.51-Iss.1-Art.71

Torres, L. A. M. (2015). Estrategias pedagogicas mediadas con las tic-tac, como facilitadoras del aprendizaje
significativo y autébnomo. Palobra, 15(15), 214-241. DOI: https://doi.org/10.32997/2346-2884-vol.15-
num.15-2015-844

Uhmann, R. I. M., & Zanon, L. B. (2013). Diversificacao de estratégias de ensino de ciéncias na reconstrugao
dialdgica da acao/reflexao docente. Ensaio: Pesquisa em Educagdo em Ciéncias, 15(3), 163-179.
DOI: https://doi.org/10.1590/1983-21172013150310

Veiga-Neto, A. (1995). Michel Foucault e educacao: hé algo de novo sob o sol? In A. Veiga-Neto (Org.),
Critica pds-estruturalista e educagdo (p. 9-56). Porto Alegre, RS: Sulina.

Veiga-Neto, A. (2006). Dominacao, violéncia, poder e educagao escolar em tempos de Império. In M. Rago,
& A. Veiga-Neto (Eds.), Figuras de Foucault (p. 13-38). Belo Horizonte, MG: Auténtica.

Veiga-Neto, A. (2012). E preciso ir aos pordes. Revista Brasileira de Educagdo, 17(50), 267-282.
DOI: https://doi.org/10.1590/51413-24782012000200002

Veiga-Neto, A., & Nogueira, C. E. (2010). Conhecimento e saber: apontamentos para os estudos de
curriculo. In A. Dalben, J. Diniz, L. Leal, & L. Santos (Orgs.), Convergéncias e tensées no campo da
formacgao e do trabalho docente (p. 67-87). Belo Horizonte, MG: Auténtica.

Veiga, C. G. (2002). A escolarizacao como projeto de civilizacao. Revista Brasileira de Educagdo, (21), 90-103.
DOI: https://doi.org/10.1590/S1413-24782002000300008

Vilar, J. C., & Anjos, I. R. S. (2014). Curriculo e praticas pedagogicas na Educacao de Jovens e Adultos.
Revista Espacgo do Curriculo, 7(1).

Young, M. (2014). Teoria do curriculo: o que é e por que é importante. Cadernos de Pesquisa, 44(151), 190-202.
DOI: https://doi.org/10.1590/198053142851

Zeichner, K. M. (2008). Uma analise critica sobre a “reflexao” como conceito estruturante na formacao docente.
Educagdao & Sociedade, 29(103), 535-554. DOI: https://doi.org/10.1590/S0101-73302008000200012

Acta Scientiarum. Education, v. 44, 52706, 2021



Essay on pedagogical intentionality and tradition Page 13 of 13

INFORMATION ABOUT THE AUTHOR

Bruno dos Santos Pastoriza: Professor at the Federal University of Pelotas (UFPel), he has a degree in Chemistry, a
master’s, and a Ph.D. in Science Education from the Federal University of Rio Grande do Sul (UFRGS). He works with the
training of Science teachers, circulating in the area of philosophy focused on Science Teaching. He teaches different
courses in the Undergraduate Program in Chemistry Education and the Graduate Program in Science and Mathematics
Education and the Graduate Program in Chemistry. Coordinator of the Chemistry Teaching Laboratory (LABEQ-UFPel),
he is also currently coordinator of the Undergraduate Program in Chemistry Education and is a researcher of
Methodological Strategies and Educational Resources for Science and Chemistry Education.

ORCID: https://orcid.org/0000-0002-5824-306X

Email: bspastoriza@gmail.com

NOTE:
The author was responsible for the design, analysis, and interpretation of the data; writing and critically reviewing the
content of the manuscript, and also approving the final version to be published.

Acta Scientiarum. Education, v. 44, 52706, 2021



