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RESUMO

Este estudo objetiva discutir a pratica docente de professoras universitarias no interior
do Amazonas. E um recorte da tese de doutorado intitulada: Os processos
constitutivos da docéncia: trilhas formativas, saberes e praticas no Ensino Superior no
Amazonas (AM), vinculada ao Programa de Pés-Graduacédo em Educacéao (UFPI), ao
Nucleo de Estudos sobre Formacao, Avaliacdo, Gestao e Curriculo (NUFAGEC), e
financiada pela Fundacdo de Amparo a Pesquisa do Estado do Amazonas (FAPEAM).
E uma pesquisa qualitativa (Trivifios, 2008), de abordagem Etnometodologica
(Coulon, 2005) como teoria do social sob a égide das bases epistemoldgicas da
fenomenologia de Schutz (2012; 2018), da teoria da acéo (Parsons, 1974), dos cinco
conceitos-chave de Coulon (2005), entre outros, realizada no Instituto de Ciéncias
Exatas e Tecnologia (ICET), localizado na cidade de Itacoatiara (AM), no periodo de
fevereiro de 2021 a julho de 2024. O dispositivo de producéo de dados utilizado para
esta discussao foi a observacéo participante (Angrosino, Flick, 2009). Realizamos
analise interpretativa-compreensiva (Gomes, 2024), elaborada no percurso do estudo.
Os dados revelam que as professoras desenvolvem sua pratica docente com
intencionalidade pedagdgica e que estas foram construidas e/ou (re)elaboradas nas
vivéncias experienciadas no seu percurso de vida-formacéo e profissdo favorecendo
uma acdo didatica e pedagogica que atende as necessidades formativas dos
estudantes.

Palavras-chave: Pratica docente; Universidade; Intencionalidade pedagogica;
Amazonas.
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ABSTRACT

This study aims to discuss the teaching practice of female university professors in a
regional urban center in the state of Amazonas. It is an excerpt from the doctoral thesis
entitled: The constitutive processes of teaching: formative pathways, knowledge and
practices in Higher Education in Amazonas (AM), linked to the Postgraduate Program
in Education (Programa de Pdés-Graduagdo em Educacdo — UFPI), the Center for
Studies on Training, Evaluation, Management and Curriculum (Nucleo de Estudos
sobre Formacéo, Avaliacdo, Gestdo e Curriculo — NUFAGEC), and funded by the
Amazonas State Research Support Foundation (Fundacdo de Amparo a Pesquisa do
Estado do Amazonas — FAPEAM). It is a qualitative research (Trivifios, 2008), with an
Ethnomethodological approach (Coulon, 2005), as a theory of the social grounded in
the epistemological foundations of Schutz’s phenomenology (2012; 2018), the theory
of action (Parsons, 1974), the five key concepts of Coulon (2005), among others. The
study was conducted at the Institute of Exact Sciences and Technology (Instituto de
Ciéncias Exatas e Tecnologia — ICET), located in the city of Itacoatiara, from February
2021 to July 2024. The data collection procedure used for this discussion was
participant observation (Angrosino, Flick, 2009). We used interpretive-comprehensive
data analysis, prepared by the researchers. The data reveal that the professors
develop their teaching practices with pedagogical intentionality and that such practices
were constructed and/or (re)elaborated through experiences in their life journey, that
is, education and professional practice, thus fostering didactic and pedagogical action
that meets students’ formative needs.

Keywords: Teaching practice; University; Pedagogical intentionality; Amazonas.

RESUMEN

Este estudio tiene como objetivo discutir la practica docente de las profesoras
universitarias en el interior de Amazonas. Es una seccion de la tesis doctoral titulada:
Los procesos constitutivos de la ensefianza: trayectorias de formacion, saberes y
practicas en la Educacién Superior en Amazonas (AM), vinculada al Programa de
Postgrado en Educacion (UFPI), al Centro de Estudios de Formacién, Evaluacion,
Gestion y Curriculo (NUFAGEC), y financiada por la Fundacién de Apoyo a la
Investigacion del Estado de Amazonas (FAPEAM). Se trata de un estudio cualitativo
(Trivifos, 2008), con enfoque etnometodologico (Coulon, 2005), como teoria de lo
social bajo la égida de las bases epistemoldgicas de la fenomenologia de Schutz
(2012; 2018), la teoria de la accion (Parsons, 1974), los cinco conceptos clave de
Coulon (2005), entre otros, realizado en el Instituto de Ciencias Exactas y Tecnologia-
ICET, ubicado en la ciudad de Itacoatiara (AM) de febrero de 2021 a julio de 2024. El
dispositivo de produccién de datos utilizado para esta discusion fue la observacion
participante (Angrosino, Flick, 2009). Analizamos los datos de forma interpretativa-
comprensiva, elaborada por los investigadores. Los datos revelan que los profesores
desarrollan su practica docente con intencionalidad pedagodgica y que éstas han sido
construidas y/o (re)elaboradas, es decir, en las experiencias que han tenido en su
recorrido por la vida, la formacion y la profesion, favoreciendo una accion pedagogica
didactica que responda a las necesidades formativas de sus alumnos.
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Palabras clave: Practica docente; Universidad; Intencionalidad pedagogica; Amazonas.

1 Initial Dialogues

The multiple possibilities through which teaching practices are currently
discussed reverberate conceptions that place them in evidence in relation to teachers’
know-how in their professional development process. The considerations developed
in this study permeate the everyday educational context, based on the understanding
that practices occur in social spaces and extend into institutional ones, defining them
in their particularities within the context in which they take place. We place the centrality
of the reflections developed here on teaching practices within the educational field of
university professors, based on a broader study conducted in compliance with the
requirements of the Research Ethics Committee (Comité de Etica em Pesquisa — CEP)
within the scope of the Federal University of Piaui (Universidade Federal do Piaui —
UFPI), in accordance with opinion no. 5.133.812 — CEP-UFPI.

This is a qualitative study (Triviios, 2008), with an ethnomethodological
approach (Coulon, 2005), grounded in social theory and complemented by the
epistemological nuances of Schutz’'s phenomenology (2012, 2018), action theory
(Parsons, 1974), the symbolic interactionism of the Chicago School (Coulon, 2005),
Ardoino’s multireferentiality (1998), Barbier's concept of sensitive listening (1998),
Wright Mills’s conception of the researcher as an intellectual craftsman (1986), and
Coulon’s five key concepts (2005).

We used participant observation (Angrosino; Flick, 2009) as the data generation
method, supported by daily field records in the context where teaching practices
effectively take place. The participants in this study were five female professors
working in different fields at a university in a regional urban center in the state of
Amazonas, each with at least 10 (ten) years of teaching experience in public education;
in this discussion, we present the narratives of two of them. We prioritized the
anonymity of the participants and, therefore, collectively chose pseudonyms based on
personalities from their respective fields of education and/or with whom they have a

subjective connection.
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The data analysis is interpretive-comprehensive, developed throughout the
research process (Gomes, 2024), and guided by five phases: preliminary analysis (1),
data description (2), data systematization and/or organization (3), data interpretation
(4), and data comprehension (5). We initially discuss teaching practices based on
conceptual reflections anchored in theoretical frameworks, followed by a description of
the teaching activities carried out by the participating professors, the analysis of

observations, and, finally, the concluding dialogues.

2 Teaching Practices: conceptual reflections

Teaching practices — educational, pedagogical, and teaching — are articulated
based on theoretical and epistemological assumptions that consider them in relation
to the actions of actors in their social and educational practices. We are part of a
society and, as such, we produce practices that originate from everyday interactions
among social actors mobilized by culture, identity, regionality, among other elements
that characterize the collective. When we refer to educational practice, we can state
that it does not occur “in isolation from the social relations that characterize the
economic and political structure of a society, being subordinated to the social,
economic, political, and ideological interests of social groups and classes” (Libaneo,
1998, p. 26). Social actions woven into processes of personal, formative, and
professional development, established within the webs of meaning of the social and
educational spheres, delineate the spatiotemporal context in which educational
practice effectively takes place.

Educational practices are “practices that occur in order to bring about
educational processes” (Franco, 2012, p. 152), carried out both in school and non-
school institutions; that is, education as a social practice takes place in different
spaces, whether formal or informal. What distinguishes it from others is the way the
specificities and pedagogical intentionalities required by these practices are analyzed
and interpreted. It is important to emphasize “a unit of analysis appropriate for
understanding the scope and interconnection of subjective initiative with social action

involving collective beliefs and institutionalized frameworks” (Fernandes; Grillo apud
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Morosini, 2006, p. 444), so that we understand that transformations in social reality
arise from educational practice, which is interconnected with pedagogical and teaching
practices, thus enabling the construction of society’s educational ideals and the
development of critical consciousness.

The configurations in webs of meaning through which educational practice is
established must be understood in terms of the intentionality and totality in which they
occur. The constant, critical, and reflective dialogue of the actions of these practices
cannot be disregarded but must be considered a relevant aspect for understanding
them within the educational context, since “only practices experienced collectively and
pedagogically structured can give meaning to teaching-learning processes” (Franco,
2015, p. 613). Thus, we may affirm that for social practice to be educational, it is
necessary to establish objectives and purposes that ensure the transformation of social
and educational reality, promoting the reduction of social inequalities and guaranteeing
equity and equality of rights, if we aim to fulfill its socially interventionist function.

Because it emerges from a political and intentional act aimed at achieving its
purposes, educational practice as a social practice has been characterized in its
relationship with human nature and with conceptions of human beings and society
within interactional processes, involving ways of being and acting and producing
meanings that directly influence the development of other practices when considered
in the multidimensionality of the educational field; thus, “educational ends must be
social ends, because they can only be social ends” (Charlot, 2013, p. 308).
Understanding the social and educational model in which individuals live and socialize
ensures a broader perspective on life projects, education, and profession, recognizing
the nature of human labor.

We draw on Libaneo (2001, p. 3) in clarifying that intentionally educational
action across “various spheres of social practice, through informal, non-formal, and
formal modes of education, expands the production and dissemination of knowledge
and modes of action (knowledge, concepts, skills, habits, procedures, beliefs,
attitudes), leading to pedagogical practices”. These practices are inseparable and are

socially determined in different contexts — media, religious, scientific, cultural, regional,
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among others — as the author notes, not being restricted to the educational field alone,
but encompassing the broader boundaries of educational interactions.

Pedagogical practices, as they reveal themselves to be synonymous with
educational practices, are constituted as univocal practices (Franco, 2012). It is
appropriate to differentiate them in their definitions in order to situate the field that each
encompasses. In this sense, we state that “they are social practices carried out with
the purpose of concretizing pedagogical processes” (Franco, 2012, p. 152). The
intentionality of pedagogical know-how is a distinctive characteristic of this practice,
which is represented in collective dialogue within the educational context, mobilized
through negotiations and deliberations, based on the everyday reality in which
professional development is woven. It is constituted by a “complex and multifactorial
set” (Franco, 2012, p. 156), determining the expectations of a social group based on
the constructions established in the process of interaction.

For a practice to be pedagogical, it must have intentional purposes, be
previously organized based on teaching planning, and be grounded in educational
theories that support teaching action in order to ensure the full realization of learning
rights. The knowledge mobilized during this process does not occur only within the
classroom context, but also in the spaces where social actors interact and relate,
producing social and discipline-specific knowledge of education.

Establishing the conceptual and characteristic nexuses of pedagogical practice
implies the need to develop reflections on teaching know-how within the university.
Thus, even though it is educational, it is also political, given that educational actions
are elaborated through constant dialogue and intentionalities that foster teaching and
learning, mediated by the worldview in which professors, students, and the university
community influence decision-making for the development of practical action,
grounded in the epistemological, theoretical, and pedagogical assumptions that guide
the work of university professors.

Reuvisiting the reflections of Franco (2015, p. 605), who invites us to delve into
the field of reflections on teaching practices, we affirm that “pedagogical practices must
be structured as critical instances of educational practices, with a view to the collective

transformation of the meanings and significations of learning” (Franco, 2015, p. 605).

Educagdo | Santa Maria | v. 51 | 2026
Available at: https://periodicos.ufsm.br/reveducacao



ulﬁz:ﬁd UFSM c a g 5 15SN: 1904-5444

ISSN: 1984-6444 | http://dx.doi.org/10.5902/1984644492317

The author warns that critique, as a component of the re-signification of teaching know-
how in education and in the profession, must ensure the (re)construction of
epistemological assumptions mediated by ongoing reflection and awareness of
affirmative actions in everyday university life.

Within the dimension concerning theoretical models that underpin pedagogical
practice, Viana (2016) draws attention to the need to view educational action as a
political act that is based on theoretical models of “an epistemological nature (premises
of knowledge), theoretical models derived from auxiliary sciences — Philosophy,
Sociology, Psychology, etc. — and pedagogical models that support pedagogical
practice” (Viana, 2016, p. 70). The relevance of these epistemic foundations enables
professors to perceive themselves as active agents in the teaching and learning
process, increasingly requiring them to keep pace with social and technological
changes, thus fostering the (re)construction of knowledge and practices that respond
to the singularities of social actors in the university field.

Pedagogical practices are woven in the local space-time in which educational
actions take place, shaped by local structures and conjunctures triggered by the
objectives previously defined in teaching planning, in accordance with institutional and
program policies. They are the result of collective action, mobilized through
negotiations among professors, program coordination, and institutional advisory
teams. In this sense, “[..] pedagogical practice is a dimension of social practice that
presupposes the theory—practice relationship, and it is essentially our duty, as
educators, to seek the necessary conditions for its realization” (Veiga, 1992, p. 16).
Every practice has its particularity, as it is carried out by the professor with pedagogical
objectives and purposes, fostering the construction of knowledge in education,
anchored in the pedagogical-political project of the program in which professors work,
as well as in other legal documents that demarcate the formative territoriality of the
field in which these practices are developed.

It is influenced by contemporary social dynamics, which assign new meanings
to the actions developed in the educational process. In this context, the professor,
through sensitive and attentive listening in interactions with students and other subjects

of the school, contributes to the construction of meanings about everyday reality,
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considering both macro- and microsocial dimensions. This practice is permeated by
the influence of education systems, educational policies, labor market demands, and
other singular factors, which highlight the complexity in which pedagogical practice is
embedded. Teaching work, from this perspective, is collective and depends on multiple
forms of knowledge for the development of pedagogical practices, as well as on
professionals from specific areas and functions, in addition to a structure that ensures
the exercise of the profession, since the professor “cannot work without this
pedagogical substratum that weaves collective intentions within the school; without an
institutional sphere, which we call pedagogical space, that follows the development of
the school’s political project and functions as a critical instance [...]” (Franco, 2012, p.
32). The methodological teaching strategies used by professors activate the theory—
practice relationship, being enhanced as they recall knowledge acquired throughout
their life, educational, and professional trajectories, reconfiguring it for the development
of teaching and learning.

Pedagogical practice, as it is also social, is determined “by a play of forces
(interests, motivations, intentionalities); by the degree of awareness of its actors; by
the worldview that guides them; by the context in which this practice takes place; by
the needs and possibilities specific to its actors and to the reality in which they are
situated” (Carvalho; Netto, 1994, p. 59). As it is a complex practice, we emphasize the
importance of considering the university’s everyday context in which it is carried out in
order to situate its characteristics in relation to linguistic, regional, cultural, social, and
identity-related aspects, with a view to highlighting the elements that compose it in the
Amazonian educational reality.

Therefore, we cannot issue judgments about the values and competencies of
professors based solely on the Curriculo Lattes. On the contrary, it is necessary to
enter the field of teaching practices in order to understand that difficulties are part of
educational action in the university field and to discuss how these challenges may be
addressed. Reflections in this scenario are pertinent at a time when the teaching
profession has been widely debated, as described by Zabalza (2004, p. 105), who
states that the professional identity of the professor revolves “around scientific

production or productive activities that generate academic merit and that result in
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economic and professional benefits”. It is within the context of the school/university
that pedagogical practices are established, whether in the university cafeteria, a space
that brings together professors and students, where they socialize personal and
educational knowledge, or in collegiate meetings and other deliberative councils.

Franco (2012, p. 159) states that “the classroom is organized by the web of
pedagogical practices that surrounds it and dialogues with it”, that is, it is through this
relationship that teaching practice is established, as it has intentionality for action. In
other words, teaching practice can be understood as the practical actions specifically
woven within the classroom context by the professor. Autonomy in the development of
methodological teaching strategies, grounded in systematic planning carried out within
pedagogical practice by the collective, fosters directive, precise, and necessary know-
how to achieve the objectives, skills, and competencies of education. “It is a practice
exercised with purpose, planning, monitoring, critical vigilance, and social
responsibility” (Franco, 2012, p. 160).

The author further adds that pedagogical practice, as it is included among
“social practices that are organized to address certain educational expectations of a
social group” (Franco, 2012, p. 161), can be understood from the perspective of totality,
whereas teaching practice develops within particularity. It is a dialectical relationship
that unfolds within a social, cultural, historical, and ideological conception, producing a
social dynamic between the internal and external dimensions of the educational

context.

3 Teaching practice and pedagogical intentionality in the university

context

The meanings and significations through which teaching practice is woven are
implicated in its mediation between society and the classroom, due to its connection
with pedagogical practice and educational practice. We refer to an interlocution that
registers this dialogue among practices that reverberate the objective reality in which
educational processes are concretized. Pedagogical intentionality in teaching know-
how is a distinctive aspect of teaching practices, as it guides teaching work with social
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responsibility and with the purpose of education and the guarantee of learning rights,
especially since “pedagogical practices must reorganize and recreate themselves daily
in order to fulfill the initial project, which is transformed as life, everyday experience,
and existence permeate it” (Franco, 2012, p. 164).

It is necessary to reflect on the pedagogical conditions in which professors live
and interact within their everyday university realities, and these “are shaped by the
conditions/contradictions of the subjects’ lives and existence, by the space-time
contexts in which education takes place, by the dynamics that involve and create the
educational collective, by the subjectivities that construct the meaning of
teaching/learning in society, among others” (Franco, 2012, p. 218). Recognizing this
movement of knowing and doing in the professional development of social actors within
their spaces of interaction highlights the totality of pedagogical practice for the exercise
of the particularities of teaching practice, in light of directive actions in response to
challenges that emerge in the educational field, mobilized through reflection in which
decisions and pedagogical interventions are materialized, with a view to meeting the
objectives and purposes of teaching proposals.

Teaching practice, in this direction, is grounded in “disciplinary knowledge,
knowledge related to content and its social scope, as well as didactic knowledge,
related to different forms of content management, learning dynamics, values, and
teaching projects” (Franco, 2015, p. 607). It reflects pedagogical practice because
intentionality moves from totality to the objective particularity of teaching action within
the classroom context. Teaching authorship in the development of teaching strategies,
even when guided by management and the education system, is mobilized by
professional autonomy established through a singular perspective on everyday
educational reality.

The knowledge and practices mobilized in the classroom carry meanings and
significations that demarcate the territoriality of practice, placing the plurality of
directive actions of the professor with intentionalities that converge toward pedagogical
objectives and purposes. It is within this scenario, therefore, that the theoretical and
practical singularities of professional knowledge are woven, aiming at the development

of skills and competencies inherent to the profession or their re-signification according
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to the everyday reality of the educational context. It is from this perspective that the
following records weave the teaching practices of two of the professors participating in
this study, observed through the researcher’s lens. In this case, we chose to present
epistemological arguments that can anchor the narratives of Amazonian university
professors in order to describe the teaching practices developed in their everyday

practice.

2.1 The teaching practice of Prof. Maria Gaetana Agnesi

By following the teaching practice in the course Calculus I, with a workload of
90 hours, in the first semester of the bachelor's degree program in Production
Engineering, taught by Professor Maria Gaetana Agnesi, on Mondays, Wednesdays,
and Fridays, from 10:00 a.m. to 12:00 p.m., we observed her didactic action in the
content of derivatives and differentials, among others described in the course syllabus.
We followed her lectures and the explanation of the initial content, beginning with a
review of the previous class and continuing with knowledge from Basic Education,
enabling students to recall and apply it in the proposed activities, that is, in the list of
exercises related to the subject studied.

The initial perceptions observed in the context of practice indicate that the
professor carries out her professional activities mediated by planning that guides her
educational action. Menegolla and Sant’Anna (1992) explain that it is through the act
of planning that the teacher establishes directions, outlines pathways, and indicates
goals, purposes, and objectives that underpin teaching and learning. This previously
organized structuring becomes the basic instrument of everyday teaching practice and
can indicate the paths to be unveiled that ensure learning rights within the university
space. These authors add that planning is the instrument that systematizes the

teacher’s action, contributing to the consolidation of the objectives of the course plan.

It is the anticipation of the knowledge and content to be developed in
the classroom, the definition of the most important objectives, as well
as the selection of the best teaching procedures and techniques, as
well as the human and material resources to be used for better
teaching and learning. In addition, the course plan proposes the
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determination of the most effective evaluation techniques and
instruments to verify the achievement of objectives in relation to
learning (Menegolla; Sant'anna, 1992, p. 64).1

The professor, in this direction, understands the importance of planning as a
guiding element of her practice, substantiated in the revisiting of the knowledge of the
content taught, adopting a study routine within her pedagogical time, in which she
grounds and structures her didactic action in order to conduct it in a clear, objective,
and easily understandable manner.

Interaction and attentive observation of students are distinctive characteristics
of the professor who, in addition to demonstrating mastery of disciplinary knowledge,
establishes a mutual relationship with students, especially regarding doubts that arise
during classes, generally encouraging them to go to the board and demonstrate how
they solved the problem under discussion.

Bardagi and Hutz (2012) state that professors are perceived by students
entering the university as role models and sources of support and guidance. It is as if
their formative and professional identity were supported by the practical actions of their
professors. It is not only an influence of content and learning, but also of interactions
that extend beyond the boundaries of knowledge, into social and educational life.

The way students are treated, welcomed, and encouraged makes the initial
university experience highly significant and fundamental for the quality of students’
formative trajectories (Soares; Almeida; Diniz; Guisande, 2006), characteristics of
Professor Maria Gaetana Agnesi that also extend to the other professors. In the spaces
of participant observation, we had the opportunity to engage in dialogue with some
students about the university educational context they were experiencing at that
moment as first-year students, in order to understand everyday reality.

Coulon (2017) notes that entry into Higher Education is marked by ruptures and

the construction of new roles and cultural codes for university students. Thus, students

! Original: “E a previsdo dos conhecimentos e contetidos que serdo desenvolvidos na sala de aula, a definicdo
dos objetivos mais importantes, assim como a selegdo dos melhores procedimentos e técnicas de ensino, como
também dos recursos humanos e materiais que serdo usados para um melhor ensino e aprendizagem. Além
disso, o plano de disciplina prop6e a determinagdo das mais eficazes técnicas e instrumentos de avalia¢do para
verificar o alcance dos objetivos em relagdo a aprendizagem” (Menegolla; Sant’anna, 1992, p. 64).
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pointed out that they are adapting to this new academic scenario, in which they take
seven courses with different professors and their didactic specificities, also recognizing
gaps from Basic Education related to certain content required in the courses.

Baker and Siryk (1984) contribute to this discussion by stating that the process
of academic adaptation is related to students’ adjustment and/or organization in their
entry into university life. For these authors, the degree of adaptation depends on the
collaborative work of the institution, program coordination, professors, and more
experienced students in welcoming and building bonds at this complex moment in
students’ lives, when they assume a new identity: undergraduate students. Another
aspect mentioned by them relates to the study routine that students have not yet been
able to organize; that is, they are still in the process of adaptation and report that
professors have contributed since their initial reception and also in providing guidance
on how to study at the university, although they still need to plan themselves.

In this direction, the professor’s practice involves group activities for problem-
solving, during which she rotates responses on the board, encouraging participation
and learning through interaction among students, promoting the socialization of results,
in line with Cai and Lester (2012, p. 156), who emphasize that teachers “must develop
a problem-solving culture in the classroom to make problem solving a regular and
consistent part of their classroom practice”. Therefore, the moments observed in the
teaching practice of Professor Maria Gaetana Agnesi allow us to affirm that the
experiences derived from her lived time as a person, student, and professor, for more
than a decade, contribute to making her professional development intentional,
reflective, and critical, in order to meet the specificities of students’ education,

considering the contribution of this knowledge to academic know-how.

2.2 The teaching practice of Prof. Gertrude Belle Elion

Participant observation of Professor Gertrude Belle Elion took place in two
courses: Pharmaceutics 1l (30 hours) and Pharmaceutical Technology (45 hours),
taught on Mondays, Tuesdays, and Thursdays, from 2:00 p.m. to 6:00 p.m., for the 7th
and 8th semesters, with both theoretical and practical classes. We followed a lecture
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on Solid Dosage Forms: powders, granules, tablets, and capsules; semisolid dosage
forms: ointments, creams, gels; as well as liquid dosage forms: solutions and
suspensions, modified-release forms, followed by sterile products, stability, and the
determination of drug shelf life, in addition to other discussions arising from the
courses.

Her teaching practice is woven through a relationship of interaction with
students, in which she questions them about the content taught, establishing
connections with knowledge from previous courses. Lectures and explanatory classes
are illustrated with videos and images so that students can learn the theory and apply
it in laboratory practices.

Limberger (2013, p. 969) explains that the educational context of Pharmacy
students in Higher Education institutions has undergone transformations aimed at
“training professionals suited to the health needs of the Brazilian population and of the
Unified Health System, integrating the effective articulation of health policies with
education”. This context enables spaces for knowledge construction through the
development of autonomy and the insertion of students into practical activities that
support the consolidation of theory, breaking with normative paradigms and enabling
an interpretive understanding of social reality and its phenomena.

The professor, as a mediator of skills and competencies, is also a facilitator of
this process when, in the exercise of her profession, she carries out directive actions
that meet the needs of her students, considering the Amazonian reality; that is, the
discourse and orientation of her classes must ensure this necessary reflection, an
aspect that contributes to the professional development of Professor Gertrude Belle
Elion.

While observing a practical laboratory class involving the production of a yellow-
colored ointment, we noted that the professor made evident the relationship between
theory and practice consolidated in this activity. The professor follows a routine in
guiding the procedure, explaining to students the materials used and the method,
urging them to pay attention to the measurements and calculations required for the

accuracy of the product.
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The observed experience aligns with Limberger (2013, p. 971), who emphasizes
that in laboratories “the students’ approach, at first, may seem simple, but, in practice,
the shift in roles may not be so easily perceived: the professor is no longer the
conductor, but a companion in the search for learning”. In this sense, students are
divided into groups and carry out procedures according to the professor's guidance,
who monitors the results of this initial phase, asking questions about this process in
conjunction with knowledge from previously taken courses. Upon returning to the
classroom, she revisits the practical experience, moving from practice to theory in the
construction of knowledge.

For this reason, when experiencing “the practice setting [...], students perform
tasks according to the level of complexity and autonomy they have reached. This stage
of the process is of fundamental importance, as it will serve as the starting point for the
realization of the pedagogical process” (Silva; Miguel; Teixeira, 2011, p. 80). The use
of illustrative videos in the Pharmaceutical Technology course contributes to the
understanding of content, considering the absence of modern equipment at the
institution and the difficulty of promoting technical visits to factories and other spaces
that meet students’ educational needs, in light of the course objectives.

According to Silva, Miguel, and Teixeira (2011), knowledge is constructed as
future pharmacists engage in problematizing practical activities, that is, through active
participation that expands their learning, configured in the action/reflection/action
relationship, fulfilling the requirements of the program’s pedagogical project and other
legal frameworks that guide the professional competence of future pharmacists,

mediated through experience, theorization, and practice.

3 Interpreting to understand teaching practice from the perspective
of ethnomethodology as a theory of the social

We understand the everyday practices of teaching among the study participants
based on the nuances of qualitative research, the theoretical-epistemological
foundations of ethnomethodology as a theory of the social, and through the lens of

participant observation, highlighting that the professors establish a harmonious
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relationship with students in the classroom, fostering participation and interaction in
both practical and theoretical disciplinary content. We add that all these positive
moments and activities did not diminish the professors’ demands regarding punctuality,
completion of activities, and, additionally, the requirement for appropriate laboratory
attire, as well as in the theoretical assessments conducted by the professors after the
completion of all teaching activities.

Regarding differences in students’ learning pace, the professors sought to
reduce these difficulties by revisiting prior content necessary for a comprehensive
understanding of the knowledge taught. All of them used the Google Classroom
platform and posted video lectures related to the studied content, which were worked
on interactively by professors and students. As an example, we highlight activities from
the Calculus | course, which contributed to and encouraged students to study both
individually and collectively, in order to enhance the knowledge produced, acquired,
and shared as strategies to minimize negative impacts that may have arisen in the
process of teaching and learning within the university context.

In dialogue with students during the observations, they unanimously reported
that the professors demonstrate mastery of the content and assist them in their learning
processes, consistently revisiting explanations when clear understanding had not been
achieved, encouraging their academic growth, particularly regarding participation in
scientific events and engagement in research and extension activities.

The writings of Quadros and Mortimer (2014, p. 262) contribute in this regard
by stating that “the class is a human activity carried out through a set of mediated
actions. As an activity, it implies the presence of the subjects, professor and students,
each with their own objectives and differentiated roles”. It is noteworthy that
hypotheses and misunderstandings arising during classes were repeatedly
transformed into spaces for reflection, fostering the construction of knowledge, in which
professors responded with further questions, promoting debate among students,
resolving individual doubts that became socialized and used as learning opportunities
for the entire class.

Regarding the methodological procedures used by the professors, we can affirm

that they employ didactic-pedagogical actions that meet current pedagogical demands.
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We did not observe interdisciplinary activities during the observation period; however,
the mediation carried out by the professors leads to meaningful learning insofar as they
conduct laboratory practices using local resources and the production of materials that
serve as a basis for the consolidation of knowledge in relation to students’ everyday
lives, in social, cultural, and educational dimensions.

With regard to student—student relationships, it was possible to observe a
climate of cooperation among them. When carrying out group work, especially in
laboratory practices, they assist one another, sharing experiences related to the
procedures guided by the professors. In assessment practices, the professors
administer written exams, practical tests, classroom exercises, report writing, and
seminars in order to monitor students’ progress and, consequently, their own teaching
practice.

We observed practice mobilized by sensitive listening to life, educational, and
professional trajectories, substantiated in the sharing of knowledge in discussion
circles and other spaces of interaction in everyday university life, grounded in
narratives recorded in formative and teaching practice memorials. This led us to
perceive that the singularity of each professor was expressed in her didactic action in
lectures and laboratory classes, articulated with the experiences of her formative and
professional trajectories, allowing a perspective on educational reality throughout the
development of teaching practices, as they effectively occur within the university,
through the microsociological lens of social actors, in the inseparable relationship
between the personal, formative, and professional self.

This recognition of the constitution of teaching in Higher Education, grounded in lived
experiences in education and socializing interactions in practice, allows us to state
that becoming a professor involves going beyond theoretical-practical mastery to
include other dimensions that are part of this constitution: technical skill and
competence, interaction with students and colleagues, sensitivity and empathy
toward oneself and others, within a harmonious, ethical coexistence grounded in
social responsibility in the educational field.

The perceptive lenses of teaching practice are the lenses of professional doing,
of a craft that is multiple and, at the same time, complex. Teaching techniques and/or

methodological strategies are carried out based on the educational epistemologies of
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training, constructed and (re)constructed through experiences in/of practice, mobilized
by autonomy, reflection, and specific to the university field. In this process of mediating
teaching practice, nuances of educational action are revealed, underlying the reservoir
of knowledge, producing meaning for professional practice and breaking with
traditional paradigms.

In this sense, the professor, as a transformative intellectual, according to Giroux
(1997), exercises their function not only in the pedagogical field but also in the political
field, in a complementary manner, fostering critical reflections on social and
educational reality and thus promoting citizenship-oriented and emancipatory
education. In this context, teaching practice must ensure ongoing dialogue on relevant
themes that are part of students’ sociocultural context, promoting critical thinking

articulated with content knowledge itself.

4 Final dialogues

By presenting concepts of teaching practices, we intended to characterize their
similarities and particularities as determined within educational reality, whether in the
context of Basic Education or Higher Education, the research field/setting. Social
theory from the ethnomethodological, phenomenological perspective of action theory
and symbolic interactionism engages with these discussions insofar as the practices
woven by social actors in their processes of linguistic and symbolic interaction become
the focus of investigation and interpretation for understanding teaching practices.

The everyday educational life of university professors is a dynamic field that
moves dialectically in the relationship between theory and practice, mobilized by
interactions among social actors in their communicative acts underlying personal and
professional education. Immersing oneself in this field, in which teaching practices are
woven, developed, and laden with meanings and significations, reveals how
knowledge is constructed in the context of action within the university, considering the
sociocultural reality and benefiting students, professors, and others who are part of this

educational collective. The records of everyday life, in this study, are configured in the
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apprehension of social facts that can be seen and/or observed microsociologically
through students’ daily activities and practical actions.

The assumptions of Schutz’'s phenomenology (2012; 2018), Goffman (2002),
Garfinkel (1967), Simmel (1983), and other authors who at various moments converge
with the dialogues proposed here, anchor these reflections. Symbolic constructions
and intersubjective relations, in this sense, are characteristic elements of
phenomenology and assist us in these arguments because they “start from the
conception that society is constructed in concentric circles from simple interactions and
consider everyday life as the domain in which the meaning of the social is created and
understood” (Teixeira, 1991, p. 11).

The university, as a space/place for the production of knowledge and
dissemination of scientific knowledge, contains in its daily activities multiple teaching
practices, as well as different social, cultural, ethnic, and other manifestations that
reveal much about who the “selves” and the “we” are that are constituted, educated,
and teach within it. When we look at this plurality with the aim of interpreting its
singularities as practiced by university professors in their processes of social and
linguistic interaction within their teaching work, we seek, in fact, to apprehend what is
said and unsaid, with a view to understanding the daily routine in Higher Education
mediated by teaching know-how.

These actors, in their processes of interaction and socialization, in different
spaces and places, make use of “[...] all their senses, all their intellectual capacities,
their manipulative skills, their feelings, passions, ideas, and ideologies” (Heller, 1992,
p. 17). Thus, attention to the everyday life of teaching is justified because it is a field
for identifying the subijectivities expressed by professors, that is, the details, “[...] the
minute and obscure aspects of daily life, or aspects considered superficial of existence”
(Sodré, 1998, p. 7). For these attitudes to be perceived, it is necessary that the
researcher, in addition to being a member, makes use of sensitive listening, attentive
to the indexical expressions articulated in interactional discourse across the multiple
spaces in which professors move, teach, and interact.

The studies of Agnes Heller on everyday life have stood out in seeking to

understand social life, “[...], especially with regard to the study of everyday life as a
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privileged locus for apprehending the historical process” (Patto, 1993, p. 121). Entering
the universe of university teaching is to traverse paths that reveal knowledge arising
from educational practices that drive processes of education and professional
development.

Everyday life, “a word that comes from the Latin cotidie or cotidianus, means
every day, the daily, the day-to-day, the common, the habitual” (Guimaréaes, 2002, p.
11). It is the common daily activities of university professors that produce their different
ways of being and doing in professional practice, enabling new knowledge about their
educational reality. For the author, “everyday life is the constitution of the reproduction
of the individual itself and, consequently, of society itself, through obijectifications”
(Guimarées, 2002, p. 12). Human action upon the object, as a foundational aspect of
objectification, produces meanings and significations about the intentionality toward
which this action is directed.

Language, customs, and other aspects that demarcate the territoriality of
objectification highlight its importance for social coexistence. Perceiving these nuances
within the university becomes relevant because everyday life has its particularities, and
the social actions and facts that arise from it, from a subjective perspective, take these
studies into account.

The educational practices established in the development of the teaching
profession are multiple; therefore, there is a need to select which of these are most
appropriate for this study. Thus, we chose not to limit the analyses of the everyday life
of Higher Education professors, but rather to identify the teaching practices woven in
their daily know-how. Recognizing the trivialities (Certeau, 1998) expressed in
moments of interaction, whether in the classroom context or in other environments,
makes everyday life an indispensable element for qualitative research, because the
classroom in which teaching practice is carried out is not limited to that structure
culturally categorized by society, but expands beyond the four walls into different
spaces/places in which teaching and learning can, in fact, be realized, re-signifying the
traditionally established concept of the place where knowledge is taught.

Everyday life, from this perspective, can be conceived as the period in which

social actors “within a time and space, carry out their lives and assign new meanings
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to individual desires, allowing the researcher to distinguish the challenges posed
through the narratives of their lives, where these individuals are inserted and act in the
world and in the group to which they belong” (Spindola; Santos, 2003, p. 121). To
understand the everyday life of university professors, it is important to consider their
personal, educational, and professional life histories, mobilized by their cultural roots,
so that we may understand the various ways of acting, expressing thought, memories,
and experiences arising from these trajectories.

Therefore, teaching practices, in their theoretical conceptions, have a
multireferential articulation (Ardoino, 1980) because they are linked to different
approaches, allowing the researcher, depending on their intentionality and/or interest,
to discuss their purpose and objectivity with the aim of providing multiple reflections
and the (re)construction of new concepts.
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