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Abstract 
This article analyzes the expectations and experiences of teachers regarding continuous 
professional development with a focus on promoting digital culture. Its objective is to 
examine the perceptions and expectations of a group of teachers concerning continuous 
professional development aimed at fostering digital competencies and integrating 
technologies into their pedagogical practices. This is a qualitative and descriptive 
research that used online questionnaires for data collection. The training included 65 
Basic Education teachers from different regions of Brazil, working in the Final Years of 
Elementary Education. The responses were analyzed using the Thematization 
methodology and categorized into four main themes: enhancement of knowledge and 
skills; integration of technology into pedagogical practices; exchange of experiences and 
collaboration; and innovation and improvement of methodologies. The results indicate 
that teachers seek to develop technological competencies, adapt pedagogical practices, 
collaborate with colleagues, and innovate in their methodologies. It is concluded that 
continuous professional development should be comprehensive and dynamic, 
encompassing critical reflection, theory-practice integration, collaboration, and 
innovation, equipping teachers to promote digital culture in their practice. 
 

Keywords 
continuous professional development of teachers; digital technologies in education; 
digital culture; innovative pedagogical practices.  

 

 
 

Professores e cultura digital: expectativas e vivências  

em formações continuadas alinhadas à BNCC 

 
Resumo 
Este artigo analisa as expectativas e vivências de professores em relação à formação 
continuada com enfoque na promoção da cultura digital. Seu objetivo é analisar as 
percepções e expectativas de um grupo de professores em relação a uma formação 
continuada com foco na promoção de competências digitais e na integração de 
tecnologias em suas práticas pedagógicas. Trata-se de uma pesquisa qualitativa e 
descritiva, que utilizou questionários on-line para a coleta de dados. A formação contou 
com 65 professores da Educação Básica, atuantes em diferentes regiões do Brasil, 
predominantemente nos Anos Finais do Ensino Fundamental. As respostas foram 
analisadas pela metodologia de Tematização e categorizadas em quatro temas 
principais: aprimoramento de conhecimentos e habilidades; integração de tecnologia nas 
práticas pedagógicas; troca de experiências e colaboração; e inovação e melhoria das 
metodologias. Os resultados indicam que os professores buscam desenvolver 
competências tecnológicas, adaptar práticas pedagógicas, colaborar com colegas e 
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inovar em suas metodologias. Conclui-se que a formação continuada deve ser 
abrangente e dinâmica, contemplando a reflexão crítica, a integração teoria-prática, a 
colaboração e a inovação, qualificando os professores para promover a cultura digital 
em sua prática. 

 
Palavras-chave 
formação continuada de professores; tecnologias digitais na educação; cultura digital; 
práticas pedagógicas inovadoras. 
 
 

Profesores y cultura digital: expectativas y vivencias  

en la formación continua alineada a la BNCC  

 

Resumen 
Este artículo analiza las expectativas y experiencias de los profesores con respecto al 
desarrollo profesional continuo con un enfoque en la promoción de la cultura digital. Su 
objetivo es examinar las percepciones y expectativas de un grupo de docentes 
respecto a una formación continua centrada en el fomento de competencias digitales y 
la integración de tecnologías en sus prácticas pedagógicas. Esta es una investigación 
cualitativa y descriptiva que utilizó cuestionarios en línea para la recopilación de datos. 
La formación incluyó a 65 profesores de Educación Básica de diferentes regiones de 
Brasil, que actuaban predominantemente en los Años Finales de la Educación 
Primaria. Las respuestas fueron analizadas utilizando la metodología de tematización y 
categorizadas en cuatro temas principales: mejora del conocimiento y habilidades; 
integración de la tecnología en las prácticas pedagógicas; intercambio de experiencias 
y colaboración; e innovación y mejora de las metodologías. Los resultados indican que 
los profesores buscan desarrollar competencias tecnológicas, adaptar prácticas 
pedagógicas, colaborar con colegas e innovar en sus metodologías. Se concluye que 
el desarrollo profesional continuo debe ser integral y dinámico, abarcando la reflexión 
crítica, la integración teoría-práctica, la colaboración y la innovación, equipando a los 
profesores para promover la cultura digital en su práctica. 
  
Palabras clave 
desarrollo profesional continuo de los docentes; tecnologías digitales en la educación; 
cultura digital; prácticas pedagógicas inovadoras. 

 

1  Introduction  

 

The continuous professional development of teachers is a central theme in 

discussions about the quality of education, as it is essential to ensure that educators are 

prepared to address contemporary educational challenges. In Brazil, the National 

Common Curricular Base (Base Nacional Comum Curricular - BNCC) emphasizes the 

importance of digital culture in education, encouraging the integration of digital 

technologies into pedagogical practices (Brasil, 2018). This context demands that 

teachers stay updated and equipped to use these technologies meaningfully to foster 
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learning that meets 21st-century demands (Favarin; Rocha, 2015; Pessoa; Santana, 

2023). Continuous professional development thus emerges as a tool for teachers' 

professional growth, enabling them to innovate and adapt their teaching methodologies to 

new educational realities (Darling-Hammond, 2006; Fullan, 2007; Nóvoa, 2019). 

The relevance of this research lies in the need to prepare teachers to act as 

active mediators in an educational environment permeated by technologies. Studies 

have shown that continuous professional development significantly contributes to the 

improvement of pedagogical practices, promoting critical reflection and the adaptation 

of teaching strategies (Dantas; Rufino; Nakamoto, 2022; Schön, 1983; Souza, 2023; 

Tardif, 2014). Moreover, promoting digital culture in schools is essential to prepare 

students for the demands of contemporary society, which requires technological skills 

and various soft skills such as critical thinking and collaboration (Kenski, 2012; Moran, 

2015; Pessoa; Santana, 2023). The integration of digital technologies in the school 

environment not only enriches teaching and learning processes but also makes learning 

more dynamic and interactive, connecting academic content to students' realities 

(Gewehr; Strohschoen, 2017; Valente, 2014). 

The justification for this research is based on the gap between initial teacher 

training and the practical demands of the school environment. Continuous professional 

development aims to update teachers and foster the continuous improvement of their 

practices (Darling-Hammond, 2006; Oliveira; Amaral, L.; Amaral, C., 2023; Souza, 2023). 

Implementing professional development programs that address digital culture is essential 

to ensure that teachers acquire the necessary skills to use technologies pedagogically and 

innovatively (Fullan, 2007; Souza, 2023). 

The research problem guiding this study relates to teachers' expectations and 

perceptions regarding professional development programs focusing on the BNCC and the 

promotion of digital competencies. Initial training often fails to prepare teachers to 

effectively integrate digital technologies into their pedagogical practices, creating a 

significant gap that impacts the quality of education. Furthermore, the lack of continuous 

professional development specifically targeted at digital culture limits teachers' ability to 

adapt to new educational demands and fully incorporate technological resources into their 

practice. 
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In this context, the objective of this study is to analyze the perceptions and 

expectations of participating teachers regarding professional development programs that 

focus on promoting digital competencies and integrating technologies into their 

pedagogical practices. The research seeks to understand teachers' views on the benefits 

and challenges encountered during professional development programs (Costa; Matos; 

Caetano, 2021; Pauli; Silva, 2023; Schön, 1983; Zeichner, 1993). 

This study aims to provide an overview of teachers' needs and expectations 

regarding professional development, supporting the orientation of public policies and 

professional development programs (Gatti, 2008; Souza, 2023). Additionally, it seeks to 

identify challenges teachers face in integrating digital technologies, offering parameters 

for improving development programs (Hargreaves; Fullan, 2012; Mallmann, 2023). 

Finally, this research intends to contribute to the academic literature on professional 

development and digital culture, expanding understanding of how to prepare teachers for 

the educational challenges of the 21st century (Borko, 2004; Soares, 2020). 

This article is structured into four main sections, in addition to this introduction. 

The second section addresses the theoretical framework, discussing the importance of 

professional development and its relationship to the promotion of digital competencies. 

The third section details the methodological approach, which employs a descriptive 

qualitative approach to investigate participants’ perceptions. The fourth section presents 

and discusses the results, focusing on teachers' experiences and expectations regarding 

professional development and the potential integration of digital technologies into 

pedagogical practices. Finally, the fifth section provides the study’s conclusions, 

highlighting the implications of the results and recommendations for future teacher 

development policies. 

  

2  Teachers’ continuous professional development: a dialogue among key authors 

 

The continuous professional development of teachers is a central issue in 

discussions about improving the quality of education. Various scholars emphasize the 

importance of professional development that extends beyond initial training, proposing 

reflections on teaching practice, the integration of theories, and pedagogical innovation. 

This text aims to establish a dialogue among key authors who discuss the continuous 
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professional development of teachers, analyzing their contributions and how they can be 

applied in the contemporary educational context. 

The importance of reflection in teaching practice is highlighted by Schön (1983), 

who introduced the concept of the "reflective practitioner." According to the author, 

teachers must develop the ability to reflect on their actions both in real time (reflection-in-

action) and after the fact (reflection-on-action). This continuous practice of reflection 

allows for the improvement of pedagogical strategies and adaptation to changes and 

challenges in the educational environment (Montero; Loyola, 2021; Oliveira; Amaral, L.; 

Amaral, C., 2023). Alarcão (2003, 2010) expands on this idea by emphasizing that 

training should include a strong reflective component based on real practical situations, 

enabling teachers to critically and innovatively face educational challenges. 

For Tardif (2014), the disciplinary structure of teacher training courses presents a 

significant disconnect between the theories taught and educational practice, largely due 

to the lack of experience of university professors in basic education. This disconnect 

hinders the practical application of theoretical concepts by trainees, rendering the training 

less effective. Overcoming this gap requires an approach that integrates theory and 

practice dialectically, promoting critical and contextualized training. In this sense, 

continuous professional development courses should focus on reflective practice, 

enabling teachers to adapt to the demands of their school realities (Plácido, R.; Plácido, 

I.; Alberto, 2022; Souza, 2023). 

Nóvoa (2019) highlights that teacher training should be profession-oriented, 

going beyond the transmission of knowledge to involve managing human relationships in 

the school environment. He advocates for training that promotes the professional 

autonomy of teachers, allowing them to critically reflect and adapt to changes. The author 

critiques the separation between theory and practice, suggesting an integration of these 

aspects for training which values both theoretical knowledge and practical skills, 

connecting with students’ realities (Ferreira; Purificação, 2021). 

Zeichner (1993), in turn, critiques Schön's individualistic approach and argues 

that reflection should occur within a collective of teachers. He proposes training that 

fosters collaborative learning, where teachers can share experiences, reflect on their 

practices, and develop innovative solutions to educational challenges. The author 

contends that collaborative training not only enriches teaching practice but also 
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strengthens the school community. This collaborative approach is essential for creating a 

community of practice that supports the continuous professional development of 

teachers, promoting an environment of mutual support and joint growth (Ferreira; 

Purificação, 2021; Souza, 2023). 

Pimenta (2002) highlights the importance of integrating theory and practice, 

asserting that teaching knowledge is not built solely through practice but also through the 

incorporation of educational theories that offer different analytical perspectives (Oliveira; 

Amaral, L.; Amaral, C., 2023). The author argues that continuous professional 

development should recognize teachers as knowledge agents, enabling them to take an 

active role in their own professional development in a critical and reflective manner, 

essential for consciously understanding and transforming their pedagogical practices. 

Furthermore, critical training empowers teachers to adapt to changes and actively 

influence the educational context, promoting innovations that benefit students (Costa; 

Santos; Martins, 2020; Souza, 2023). 

In a similar vein, Contreras (2002) emphasizes the need for training that fosters 

teachers' professional autonomy. He argues that teacher professionalization must include 

the ability to deliberate and critically reflect on practice, which is essential to dealing with 

the unpredictability and complexity of the school environment. The author suggests that 

training should equip teachers to make informed and ethical pedagogical decisions, 

promoting relevant and meaningful education for students. Thus, continuous professional 

development should provide spaces for reflection and discussion, where teachers can 

collaboratively and critically question and enhance their practices (Costa; Santos; 

Martins, 2020; Ferreira; Purificação, 2021; Souza, 2023). 

Gatti (2008) also contributes to this discussion by emphasizing the need for 

public policies on continuous professional development that are aligned with the real 

needs of teachers. The author argues that continuous professional development must be 

a systematic and sustained process that enables teachers to reflect on their practices, 

share experiences, and develop new competencies. She stresses that professional 

development should be seen as an essential investment in the quality of education, 

promoting teachers' constant updating and the continuous improvement of pedagogical 

practices (Souza, 2023; Vergutz; Pacífico; Sales, 2021). 
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Aligned with this discussion, Darling-Hammond (2006) reflects on the importance 

of continuous professional development that is intrinsically linked to teachers’ needs and 

the educational context in which they work. She argues that professional development 

must be ongoing, incorporating evidence-based practices that promote the improvement 

of teaching and learning. Furthermore, there is a need to emphasize educational policies 

that support professional development by providing teachers with time and resources to 

participate in development programs that are relevant and applicable to their practices 

(Ferreira; Purificação, 2021; Souza, 2023). 

Complementing this perspective, Fullan (2007) addresses the continuous 

professional development of teachers in the context of educational reforms and systemic 

change. He argues that professional development must be an integral part of school 

improvement initiatives, fostering innovation and leadership among teachers. The author 

advocates for collaborative professional development that involves everyone within the 

school and educational community. For Fullan, professional development should focus on 

capacity building and creating a culture of continuous learning within schools (Ferreira; 

Purificação, 2021; Plácido, R.; Plácido, I.; Alberto, 2022). 

Hargreaves and Fullan (2012), in turn, highlight the importance of a professional 

culture based on collaboration among teachers. In this model, teachers work together to 

critically reflect on their practices and continuously share knowledge and experiences, 

aiming to improve both their praxis and student learning. The authors argue that 

professional development must go beyond one-off approaches and be integrated into 

everyday school life, promoting regular spaces for teacher exchange (Costa; Santos; 

Martins, 2020; Vergutz; Pacífico; Sales, 2021). 

Berliner (2001), on the other hand, approaches teachers' continuous professional 

development from the perspective of educational psychology. He emphasizes the 

importance of understanding teachers’ cognitive and motivational processes as learners, 

arguing that professional development must consider these factors to be effective. The 

author discusses the need for professional development programs that are adaptive and 

responsive to individual teachers’ needs, fostering a deeper understanding of the 

principles of effective learning and teaching (Oliveira; Amaral, L.; Amaral, C., 2023). 

 Borko (2004) complements this perspective by discussing the professional 

development of teachers, particularly in the areas of Mathematics and Science. The 



ARTIGO 
EDUCAÇÃO & FORMAÇÃO 

Revista do Programa de Pós-Graduação em Educação  
da Universidade Estadual do Ceará (UECE)  

 

 

 

Educ. Form., Fortaleza, v. 9, e13469, 2024 
DOI: https://doi.org/10.25053/redufor.v9.e13469 
https://revistas.uece.br/index.php/redufor/index 
ISSN: 2448-3583 

8 

 

author argues that continuous professional development should be grounded in empirical 

investigations and reflective practices, providing teachers with a deeper understanding of 

the subjects they teach and the most effective pedagogical methodologies. Furthermore, 

such training should be collaborative, fostering the creation of communities of practice 

where teachers can share knowledge, reflect on their experiences, and develop new 

pedagogical strategies (Florentino, 2016; Sá-Pinto et al., 2014; Vergutz; Pacífico; Sales, 

2021). 

The introduction of the BNCC has brought a new challenge to teachers' 

continuous professional development. By formalizing the relevance of promoting digital 

culture and integrating digital technologies into the educational process, the document 

reinforces the necessity of preparing students for the 21st century (Brasil, 2018). 

Professional development aimed at promoting digital culture should therefore address 

everything from basic technology use to advanced pedagogical strategies that leverage 

digital resources to enrich teaching and learning. This is because digital culture extends 

beyond the use of technological tools to include a critical understanding of their presence 

in society and the ability to integrate technologies in a pedagogically meaningful way 

(Favarin; Rocha, 2015; Kenski, 2012; Moran, 2015). 

Moreover, the promotion of digital culture should involve building a digital ethic, 

enabling teachers to guide their students in the responsible and critical use of technology. 

Teacher training for digital culture should be ongoing, offering educators regular 

opportunities to update their knowledge and practices concerning new technologies and 

digital methodologies. This includes participating in communities of practice and 

professional learning networks where they can share experiences and learn from other 

educators (Almeida; Valente, 2011). Continuous professional development for digital 

culture should be dynamic and adaptive, preparing teachers to respond to rapid 

technological changes and the emerging needs of students (Herdina; Ningrum, 2023). 

Valente (2014) emphasizes that training for digital culture should also address 

pedagogical innovation, encouraging teachers to explore new teaching methodologies 

that utilize digital technologies. Continuous professional development should promote 

experimentation and innovation, allowing teachers to explore new pedagogical 

approaches and integrate technologies in a meaningful and contextualized manner 

(Almeida; Valente, 2011; Brasil, 2018; Pessoa; Santana, 2023; Valente, 2014). 
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The dialogue among the leading authors in the field thus reveals the necessity of 

training that fosters critical reflection, integrates theory and practice, and adapts to new 

educational demands, including digital culture. By recognizing teachers as protagonists of 

their professional development, continuous professional development can significantly 

contribute to transforming pedagogical practices and creating a more innovative and 

effective educational environment. 

 

3  Methodological approach 

 

This research is qualitative and descriptive in nature, focusing on the continuous 

professional development of teachers aimed at promoting digital culture as advocated by 

the BNCC (Brasil, 2018). The descriptive methodology employed strategies to observe 

and describe behaviors as well as identify factors related to the phenomenon under 

study, while the qualitative approach enabled an in-depth exploration of the participants' 

subjective perceptions. This methodological choice was based on the need to understand 

the nuances of teachers' experiences and perceptions regarding the use of Digital 

Information and Communication Technologies (DICT) in the educational context 

(Creswell, J.; Creswell, D., 2018). 

The qualitative methodology facilitated a deep understanding of the participants' 

beliefs and values, enabling reflections on continuous professional development and the 

integration of digital culture in the educational context (Lüdke; André, 2013). This 

methodological approach does not merely describe the observed phenomena but also 

seeks to provide a contextualized interpretation of the teachers' experiences during 

training. The approach contributes to the development of more effective educational 

practices aligned with 21st-century demands, promoting digital culture in an integrated 

and critical manner in schools (Saunders; Lewis; Thornhill, 2016). 

This excerpt is part of a doctoral research project within the Graduate Program in 

Teaching in Biosciences and Health at the Oswaldo Cruz Foundation (Fiocruz). The 

study aims to analyze teachers' perceptions and expectations regarding a continuous 

professional development program focused on developing digital competencies and 

integrating technologies into pedagogical practices, as outlined by the BNCC. The 

extension course, offered in a distance learning (DL) format in partnership with the 
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Federal Institute of Rio de Janeiro, was designed to address gaps in teacher preparation, 

particularly during the Covid-19 pandemic. The study was approved by Fiocruz Research 

Ethics Committee (CAAE nº 58801622.9.0000.5248), adhering to all ethical standards 

and ensuring participants' informed consent (Brazelton, 2023). 

For data collection, online questionnaires were distributed to participants during 

the first and final weeks of the training. Specifically, the questions discussed in this article 

are: 1) "Have you ever participated in any professional development training on the 

BNCC?"; 2) "Have you ever participated in any professional development training on the 

use of technologies in the educational context?"; 3) "Have you ever participated in any 

professional development training on the use of technologies in the educational context 

offered at a school where you worked?"; and 4) "What are your expectations for the 

professional development program you are starting?" These questions were designed to 

gather information about the participants' prior professional development experiences and 

their expectations for the new training. 

The data analysis was conducted based on the Thematization methodology 

proposed by Fontoura (2011), which involves identifying central themes from the 

collected responses. This method aims to systematically organize and interpret the data, 

highlighting patterns and trends in the participants' perceptions. The steps of the process 

include analyzing the material, identifying recurring themes, defining units of context and 

meaning, and interpreting the data based on relevant theoretical references (Fontoura, 

2011). Thematization was chosen for its effectiveness in capturing the essence of the 

data, providing a clear and concise view of the most relevant information. 

 

4  Results and discussion 

 

A total of 65 responses were collected through the questionnaire. Most 

participants were between 31 and 40 years old, although ages ranged from 21 to 70 

years. The Southeast region was the most represented, but there were participants 

from all regions of the country. In terms of academic background, 55 teachers had 

postgraduate qualifications. Among them, 30 were specialists, 22 held master's 

degrees, two were Ph.D. holders, and one had a postdoctoral qualification. Most 
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participants worked in public schools at the final years of elementary education, with 33 

of them having between 11 and 20 years of teaching experience. 

The results below illustrate teachers' experiences with professional 

development, their engagement with educational technologies, and the availability of 

such training within the institutions where they work. Most teachers have not yet had 

adequate access to professional development specifically focused on either the BNCC 

or the use of technologies in the educational context. While there is a nearly balanced 

divide regarding participation in training on educational technologies, a significant 

portion of teachers have not received training provided by their schools. This highlights 

a considerable gap in the provision of professional development opportunities within 

educational institutions (Alarcão, 2003, 2010; Cartaxo; Mira; Gasparim, 2020; 

Mallmann, 2023; Schön, 1983; Tardif, 2014). 

Figure 1 shows that 64.6% of teachers had not participated in specific 

professional development programs on the BNCC. This data underscores a significant 

gap, particularly considering the central role the BNCC assigns to promoting digital 

culture in pedagogical practices (Brasil, 2018). Authors such as Nóvoa (2019) and 

Tardif (2014) emphasize that the disconnect between initial teacher training and the 

practical demands of the school environment can hinder the implementation of new 

guidelines such as the BNCC. These findings suggest an urgent need for policies to 

strengthen the provision of professional development focused on the BNCC, ensuring 

that teachers are prepared to integrate new technologies into their practices. 

 

Graph 1 – Participation of teachers in professional development related to the BNCC 

 
Source: Research data (2024). 
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In addition to training on the BNCC, the study investigated teachers' participation 

in courses focused on the use of technologies. Graph 2 shows that 52.3% of teachers 

participated in some form of professional development on technologies, while 47.7% never 

had this opportunity, highlighting that despite efforts, many teachers still face challenges in 

accessing such training. These findings align with the studies of Kenski (2012) and Moran 

(2015), which emphasize the need to expand professional development programs to 

ensure the effective integration of technologies in teaching. Dantas, Rufino, and Nakamoto 

(2022), Souza (2023), and Tardif (2014) also highlight the disconnect between initial 

teacher training and the technological demands of school practice. 

 
Graph 2 – Participation in professional development on the use of technologies 

  
Source: Research data (2024). 

 
 

Graph 3 reveals that 75.4% of teachers did not participate in professional 

development on the use of technologies offered by their schools, while only 24.6% had 

this opportunity, highlighting a deficiency in internal training provision, which exacerbates 

the disconnect between theory and pedagogical practice (Dantas; Rufino; Nakamoto, 

2022; Souza, 2023; Tardif, 2014). As emphasized by Alarcão (2003, 2010), Cartaxo, 

Mira, and Gasparim (2020), Mallmann (2023), and Schön (1983), professional 

development based on practical situations is essential for teachers' critical reflection. 

Furthermore, the promotion of a digital culture in schools, as discussed by Kenski (2012), 

Moran (2015), and Pessoa and Santana (2023), depends on adequately preparing 

teachers to effectively integrate technologies. 
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Graph 3 – Participation in professional development on the use of technologies in the workplace 

  
Source: Research data (2024). 

 
The results reinforce that the BNCC provides an important framework for 

developing digital competencies, preparing students for contemporary demands (Pessoa; 

Santana, 2023; Valente, 2014). However, the literature also highlights critical challenges 

that deserve attention. The main issue lies in implementing the BNCC’s proposals in 

schools lacking technological infrastructure, as discussed by Souza (2023) and Tardif 

(2014). Moreover, initial teacher training often fails to adequately address digital culture, 

creating a disconnect between the theoretical framework proposed by the BNCC and 

pedagogical practice, as noted by Martini and Hobold (2024) and Nóvoa (2019). 

The analysis of the fourth question, which reveals teachers' expectations 

regarding professional development, highlights the importance of several dimensions in 

teacher professional growth. The responses, presented in Chart 1, were categorized into 

four themes: (a) Enhancement of knowledge and skills; (b) Integration of technology into 

pedagogical practices; (c) Exchange of experiences and collaboration; and (d) Innovation 

and improvement of methodologies. To preserve participants' anonymity, each one of 

them was identified with an alphanumeric code beginning with the letter "P" followed by a 

number. This approach ensures that individual responses can be analyzed and discussed 

without revealing the identity of the respondents, maintaining the confidentiality of the 

information provided. 

The category “Enhancement of knowledge and skills” reflects a desire to expand 

knowledge and abilities. This need aligns with the concept of the “reflective practitioner” 

(Schön, 1983), which emphasizes the importance of continuous reflection on teaching 

practice. When teachers express expectations such as, “I hope to enrich my knowledge 

on the subject and master tools to use in the classroom” (P2), it becomes evident that 
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they are engaged in a self-improvement process that transcends initial training. Alarcão 

(2003, 2010) complements this perspective by suggesting that professional development 

should be grounded in real practical situations, which resonates with teachers’ desire to 

acquire knowledge that is directly applicable to their classrooms (Cartaxo; Mira; 

Gasparim, 2020; Mallmann, 2023). 

 
Chart 1 – Teachers' expectations regarding professional development 

Categories Units of context 

Enhancement 

of knowledge and skills 

• "Enhance my skills regarding the use of digital technology in the 

classroom." (P1)   

• "I hope to enrich my knowledge on the subject and master tools to 

use in the classroom." (P2)   

• "Acquire knowledge about technological processes and improve 

my teaching practice!" (P3)   

• "Broaden my knowledge and pedagogical practices." (P59)   

Integration of technology 

into pedagogical practices 

• "That the content can help me improve my pedagogical practice." 

(P4)   

• "Develop skills to work with technology in the classroom and 

enhance both my creativity and the students' creativity." (P5)   

• "Develop ideas for using technology in the classroom, adapting 

content, broadening horizons, and breaking paradigms." (P6)   

• "Use technology in the daily routine of classes." (P65)   

Exchange of experiences 

and collaboration 

• "I hope to learn and exchange knowledge with colleagues and, in 

addition to learning about technologies, also be able to encourage 

students in this process." (P12)   

• "Share experiences with other teachers." (P27)   

• "Learning and extensive exchange among peers aiming to improve 

my training and application in my daily practice." (P60)   

• "Share and develop knowledge and practices that foster the use of 

digital resources in education." (P62)   

Innovation and improvement 

of methodologies 

• "Expand my knowledge about new technologies in education to 

innovate and transform my methodologies." (P14)   

• "I hope it can open new horizons and allow me to reshape my 

teaching methods through new digital technologies." (P15)   

• "Understanding regarding the production of digital content. On how 

to better use technologies in the educational environment to 

improve the teaching-learning relationship [...]." (P16)   

• "Reflections and new methodologies." (P64)   

Source: Research data (2024). 

 
Furthermore, the expressed expectations demonstrate a commitment to the 

continuous improvement of pedagogical practice. Responses such as "[I hope to] Acquire 

knowledge about technological processes and improve my teaching practice" (P11) 

illustrate an understanding that integrating new knowledge and skills can lead to more 
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effective and innovative pedagogical practices. This aligns with Tardif's (2014) critique of 

the disconnect between theory and practice in teacher training and his advocacy for an 

approach that contextualizes educational practice. In this sense, professional 

development is seen as an essential tool for teachers’ professional growth, promoting not 

only the acquisition of new knowledge but also its practical application within the school 

context. 

The “Integration of technology into pedagogical practices” is a central expectation 

for many teachers, reflecting the growing importance of digital technologies in 

contemporary education. Tardif (2014) notes that the gap between theory and practice 

can be bridged through training that contextualizes teaching practices, emphasizing the 

importance of technology to innovate and enhance teaching. Responses such as "[I hope 

to] Develop skills to work with technology in the classroom and enhance both my 

creativity and the students’ creativity" (P5) highlight the need for training that not only 

introduces new technological tools but also qualifies teachers to use them effectively and 

creatively in their daily practices. 

Nóvoa (2019) reinforces this need by arguing that teacher training should 

promote professional autonomy, enabling teachers to adapt their practices to the 

constantly changing demands of the educational context. Expectations such as "[I hope 

to] Develop ideas for using technology in the classroom, adapting content, broadening 

horizons, and breaking paradigms" (P6) reflect a desire to innovate and transform 

traditional pedagogy, using technology to enrich the teaching-learning process. Thus, 

professional development should focus on the practical and effective integration of digital 

technologies, preparing teachers to face challenges and seize opportunities offered by 

the digital age. 

The “Exchange of experiences and collaboration” among teachers is a 

fundamental aspect of continuous professional development, as evidenced by the 

analyzed responses. Zeichner (1993) critiques the individualistic approach and advocates 

for collaborative training that fosters joint learning and the development of innovative 

solutions to educational challenges. Expectations such as “Learning and extensive 

exchange among peers aiming to improve my training and application in my daily 

practice” (P60) illustrate the importance of interaction and knowledge sharing among 
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teachers, emphasizing that professional growth is enhanced when conducted in a 

collaborative environment (Souza, 2023). 

Pimenta (2002) highlights the importance of critical and reflective training, 

allowing teachers to share experiences and develop a deeper understanding of 

pedagogical practices. The expectation to “Share and develop knowledge and practices 

that foster the use of digital resources in education” (P62) reflects a desire to build a 

community of practice where teachers can learn from one another and apply new ideas in 

their classrooms. Thus, professional development should provide spaces and 

opportunities for collaboration and experience exchange, promoting an environment of 

mutual support and collective growth, essential for the continuous improvement of 

education (Souza, 2023; Vergutz; Pacífico; Sales, 2021). 

“Innovation and improvement of teaching methodologies” is a clearly expressed 

expectation among teachers, highlighting a desire to transform their pedagogical 

practices. Fullan (2007) discusses professional development in the context of educational 

reforms, arguing that it should be collaborative and focused on innovation. Responses 

such as “I hope it can open new horizons and allow me to reshape my teaching methods 

through new digital technologies” (P15) demonstrate the intention to use professional 

development to explore new pedagogical approaches and incorporate technologies that 

make teaching more dynamic and effective (Pessoa; Santana, 2023). 

This pursuit of innovation is also linked to the need to adapt teaching 

methodologies to the needs and realities of contemporary students. The expectation to 

increase “Understanding regarding the production of digital content. On how to better use 

technologies in the educational environment to improve the teaching-learning 

relationship” (P16) reflects a commitment to modernizing pedagogical practices. This 

aligns with the ideas of Hargreaves and Fullan (2012) about the importance of promoting 

a culture of innovation and collaboration. Thus, professional development should be 

designed to support teachers in implementing innovative methodologies, effectively 

integrating digital technologies, and addressing the emerging demands of the current 

educational context (Dantas; Rufino; Nakamoto, 2022; Favarin; Rocha, 2015). 
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5  Final considerations 

 

Continuous professional development for teachers is an essential component for 

improving the quality of education. The analysis of the expectations of the teachers 

participating in this study highlights the importance of addressing multiple dimensions in 

teacher professional development. The enhancement of knowledge and skills, integration 

of technologies into pedagogical practices, exchange of experiences and collaboration, 

and the innovation and improvement of teaching methodologies are fundamental aspects 

that must be included in professional development programs. These elements are crucial 

for ensuring that teachers are prepared to face contemporary educational challenges and 

provide quality education that meets 21st-century demands. 

The results of this study indicate that teachers are committed to continuous 

reflection on their practices, constantly seeking new ways to enrich their knowledge and 

skills. Moreover, the integration of technologies into pedagogical practices is seen as an 

urgent need, enabling teachers to adapt their methods to new educational demands. The 

exchange of experiences and collaboration among teachers is equally valued, fostering 

communities of practice where knowledge can be shared, and new strategies 

developed—an essential approach for professional growth and the continuous 

improvement of education. Professional development programs should, therefore, be 

designed to foster these interactions and promote a collaborative and innovative learning 

environment. 

The pursuit of innovation and the improvement of teaching methodologies reflects 

a commitment to modernizing pedagogical practices. Teacher professional development 

should be conceived holistically, encompassing critical reflection, the integration of theory 

and practice, collaboration, and innovation. By recognizing teachers as protagonists of 

their professional growth, continuous professional development programs can contribute 

to the transformation of pedagogical practices and the creation of a more innovative and 

effective educational environment. The promotion of digital culture should be integrated 

into these programs, preparing teachers to actively mediate the use of technologies in 

education as well as discussions surrounding them, fostering meaningful and 

contextualized learning. 
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Despite the contributions of this study, some limitations must be acknowledged. 

The research relied on a limited set of participants, which may not fully represent the 

breadth of experiences and expectations of teachers across different regions and 

educational contexts. Furthermore, the focus on teachers’ perceptions may not capture 

the full complexities involved in the practical implementation of digital technologies in the 

school environment. Future research could expand the scope of the study by including a 

more comprehensive analysis of professional development practices in diverse contexts, 

as well as examining the perspectives of students and school administrators. Addressing 

these limitations could provide a more complete and detailed understanding of the 

effectiveness of professional development programs and their contribution to education. 

 

6  References 

 
ALARCÃO, I. Formação reflexiva de professores: estratégias de supervisão. Porto: 
Porto, 2010. 
  
ALARCÃO, I. Professores reflexivos em uma escola reflexiva. São Paulo: Cortez, 2003. 
 
ALMEIDA, M. E. B.; VALENTE, J. A. Tecnologia no ensino: aprendizagem que 
transforma. São Paulo: Avercamp, 2011. 
 
BERLINER, D. C. Our schools and our future: Are we still at risk?. Stanford: Hoover 
Institution, 2001. 
 
BORKO, H. Professional development and teacher learning: Mapping the terrain. 
Educational Researcher, [S.l.], v. 33, n. 8, p. 3-15, 2004. 
 
BRASIL. Base Nacional Comum Curricular. Brasília, DF: Ministério da Educação, 2018. 
 
BRAZELTON, T. Berry. Ethical considerations in educational research. Journal of 
Education, [S.l.], v. 34, n. 1, p. 45-60, 2023. 
 
CARTAXO, S. R. M.; MIRA, M. M.; GASPARIM, R. Formação de professores da educação 
básica: análise dos processos formativos. Revista da Faeeba: Educação e 
Contemporaneidade, Salvador, v. 29, n. 57, p. 78-94, 2020. Available in: 
https://www.revistas.uneb.br/index.php/faeeba/article/view/8270. Retrieved on: Oct. 14, 
2024. 
 
CONTRERAS, J. Autonomia de professores. São Paulo: Cortez, 2002. 
 

https://www.revistas.uneb.br/index.php/faeeba/article/view/8270


ARTIGO 
EDUCAÇÃO & FORMAÇÃO 

Revista do Programa de Pós-Graduação em Educação  
da Universidade Estadual do Ceará (UECE)  

 

 

 

Educ. Form., Fortaleza, v. 9, e13469, 2024 
DOI: https://doi.org/10.25053/redufor.v9.e13469 
https://revistas.uece.br/index.php/redufor/index 
ISSN: 2448-3583 

19 

 

COSTA, A. L. O.; SANTOS, A. R.; MARTINS, J. L. A formação docente: por uma prática 
educacional libertadora. Revista Ibero-Americana de Estudos em Educação, Araraquara, 
v. 15, n. 3, p. 1193-1204, 2020. DOI: https://doi.org/10.21723/riaee.v15i3.12511. 
 
COSTA, E. M.; MATOS, C. C.; CAETANO, V. N. S. Formação e trabalho docente: 
intencionalidades da BNC-Formação Continuada. Currículo sem Fronteiras, Dourados, 
v. 21, n. 3, p. 1188-1207, 2021. DOI: http://dx.doi.org/10.35786/1645-1384.v21.n3.12.  
 
CRESWELL, J. W.; CRESWELL, D. J. Research design: Qualitative, quantitative, and 
mixed methods approaches. 5. ed. Los Angeles: Sage, 2018. 
 
DANTAS, P. H. R. S.; RUFINO, H. L. P.; NAKAMOTO, P. T. A educação midiática e a 
formação continuada docente. Revista Tecnologia e Sociedade, Curitiba, v. 18, n. 54, 
p. 312-325, 2022. Available at: https://periodicos.utfpr.edu.br/rts/article/view/15010. 
Retrieved on: Oct. 14, 2024. 
 
DARLING-HAMMOND, L. Powerful teacher education: Lessons from exemplary 
programs. San Francisco: Jossey-Bass, 2006. 
 
FAVARIN, E. A.; ROCHA, A. M. Gestão educacional inovadora: o professor na cultura 
digital. Regae: Revista de Gestão e Avaliação Educacional, Santa Maria, v. 4, n. 8, p. 59-
78, 2015. DOI: http://dx.doi.org/10.5902/2318133817610. 
 
FERREIRA, F. L. R. P.; PURIFICAÇÃO, M. M. A formação de professores na/para a 
educação básica: pontos e contrapontos. Revista Científica Novas Configurações: 
Diálogos Plurais, Luziânia, v. 2, n. 1, p. 34-41, 2021. DOI: https://doi.org/10.4322/2675-
4177.2021.004.  
 
FLORENTINO, J. A. A formação continuada e os desafios à (re)construção da 
profissionalidade. Educação por Escrito, Porto Alegre, v. 7, n. 1, p. 74-87, 2016. DOI: 
http://dx.doi.org/10.15448/2179-8435.2016.1.22283.  
 
FONTOURA, H. A. Formação de professores e diversidades culturais: múltiplos olhares 
em pesquisa. Niteroi: Intertexto, 2011. 
 
FULLAN, M. The new meaning of educational change. New York: Teachers College, 2007. 
 
GATTI, B. A. A formação de professores no Brasil: políticas e práticas. Brasília, DF: 
Unesco, 2008. 
 
GEWEHR, D.; STROHSCHOEN, A. A. G. Percepções e hábitos de nativos digitais sobre 
ensino e aprendizagem com TDICs na escola e em ambientes não escolares. Imagens 
da Educação, Maringá, v. 7, n. 2, p. 24-37, 2017. DOI: 
http://doi.org/10.4025/imagenseduc.v7i2.34837. 
 
HARGREAVES, A.; FULLAN, M. Professional capital: Transforming teaching in every 
school. New York: Teachers College, 2012. 
 

https://doi.org/10.21723/riaee.v15i3.12511
http://dx.doi.org/10.35786/1645-1384.v21.n3.12
https://periodicos.utfpr.edu.br/rts/article/view/15010
http://dx.doi.org/10.5902/2318133817610
https://doi.org/10.4322/2675-4177.2021.004
https://doi.org/10.4322/2675-4177.2021.004
http://dx.doi.org/10.15448/2179-8435.2016.1.22283
http://doi.org/10.4025/imagenseduc.v7i2.34837


ARTIGO 
EDUCAÇÃO & FORMAÇÃO 

Revista do Programa de Pós-Graduação em Educação  
da Universidade Estadual do Ceará (UECE)  

 

 

 

Educ. Form., Fortaleza, v. 9, e13469, 2024 
DOI: https://doi.org/10.25053/redufor.v9.e13469 
https://revistas.uece.br/index.php/redufor/index 
ISSN: 2448-3583 

20 

 

HERDINA, G. F.; NINGRUM, A. S. B. Teachers’ perceptions and challenges of 
integrating technology in English reading course: a systematic research review. English 
Education: Journal of English Teaching and Research, [S.l.], v. 8, n. 1, p. 91-101, 2023.  
 
KENSKI, V. M. Educação e tecnologias: o novo ritmo da informação. Campinas: Papirus, 
2012. 
 
LÜDKE, M.; ANDRÉ, M. E. D. A. Pesquisa em educação: abordagens qualitativas. 2. ed. 
São Paulo: EPU, 2013. 
 
MALLMANN, E. M. Conjecturas tecnológicas e formativas nas políticas públicas 
educacionais. Inter-Ação, Goiânia, v. 48, n. 2, p. 562-582, 2023. DOI: 
http://dx.doi.org/10.5216/ia.v48i2.74994.  
 
MARTINI, T. A.; HOBOLD, M. S. Movimento Profissão Docente (PD): concepções sobre 
a formação inicial de professores. Educação & Formação, Fortaleza, v. 9, e12713, 2024. 
Available at: https://revistas.uece.br/index.php/redufor/article/view/e12713. Retrieved on: 
Oct. 14, 2024. 
 
MONTERO, A. J. C.; LOYOLA, H. W. P. La práctica reflexiva como fortalecimiento del 
desempeño docente. Ciencia Latina Revista Científica Multidisciplinar, Ciudad de 
México, DF, v. 5, n. 6, p. 12770-12785, 2021. DOI: 
https://doi.org/10.37811/cl_rcm.v5i6.1281.  
 
MORAN, J. M. A educação que desejamos: novos desafios e como chegar lá. Campinas: 
Papirus, 2015. 
 
NÓVOA, A. Nada substitui um bom professor. São Paulo: Fundação Santillana, 2019. 
 
NÓVOA, A. Os professores e a sua formação num tempo de metamorfose da escola. 
Educação & Realidade, Porto Alegre, v. 44, n. 3, e84910, 2019. DOI:? 
http://dx.doi.org/10.1590/2175-623684910. 
 
OLIVEIRA, T. M. R.; AMARAL, L. H.; AMARAL, C. L. C. A prática pedagógica reflexiva 
em questão: estudo de caso de uma escola brasileira. Revista Portuguesa de Educação, 
Braga, v. 36, n. 2, e23027, 2023. DOI: http://doi.org/10.21814/rpe.24860.  
 
PAULI, R.; SILVA, A. R. BNC-Formação Continuada: diretrizes e tensões na formação 
continuada de professores no contexto educacional brasileiro. Ensino & Pesquisa, União 
da Vitória, v. 21, n. 3, p. 309-321, 2023. DOI: 
https://doi.org/10.33871/23594381.2023.21.3.8180. 
 
PESSOA, R. A. C.; SANTANA, T. N. P. Ensino e aprendizagem na era das tecnologias 
digitais. Revista Ibero-Americana de Humanidades, Ciências e Educação, São Paulo, 
v. 9, n. 6, p. 775-789, 2023. DOI: https://doi.org/10.51891/rease.v9i6.10249.  
 
PIMENTA, S. G. Formação de professores: saberes da docência e identidade do 
professor. São Paulo: Cortez, 2002. 

http://dx.doi.org/10.5216/ia.v48i2.74994
https://revistas.uece.br/index.php/redufor/article/view/e12713
https://doi.org/10.37811/cl_rcm.v5i6.1281
http://dx.doi.org/10.1590/2175-623684910
http://doi.org/10.21814/rpe.24860
https://doi.org/10.33871/23594381.2023.21.3.8180
https://doi.org/10.51891/rease.v9i6.10249


ARTIGO 
EDUCAÇÃO & FORMAÇÃO 

Revista do Programa de Pós-Graduação em Educação  
da Universidade Estadual do Ceará (UECE)  

 

 

 

Educ. Form., Fortaleza, v. 9, e13469, 2024 
DOI: https://doi.org/10.25053/redufor.v9.e13469 
https://revistas.uece.br/index.php/redufor/index 
ISSN: 2448-3583 

21 

 

 
PLÁCIDO, R. L.; PLÁCIDO, I. T. M.; ALBERTO, S. A profissão docente: uma abordagem 
a partir da formação continuada. Olhar de Professor, Ponta Grossa, v. 25, p. 1-21, e-
17417, 2022. Available at: https://revistas2.uepg.br/index.php/olhardeprofessor. 
Retrieved on: Oct. 14, 2024. 
 
SÁ-PINTO, X.; FONSECA, M. J.; PONCE, R.; OLIVEIRA, P.; CAMPOS, R. Evolução 
biológica no dia a dia das escolas. Revista de Ciência Elementar, Porto, v. 2, n. 3, 2014. 
DOI: http://doi.org/10.24927/rce2014.055. 
 
SAUNDERS, M.; LEWIS, P.; THORNHILL, A. Research methods for business students. 
7. ed. Harlow: Pearson, 2016. 
 
SCHÖN, D. A. The reflective practitioner: How professionals think in action. New York: 
Basic, 1983. 
 
SOARES, C. V. C. O. Interfaces e letramentos digitais na formação continuada de 
professores. Revista de Ciência da Computação, Rio de Janeiro, v. 2, n. 1, p. 35-42, 
2020. DOI: https://doi.org/10.22481/recic.v2i1.6555. 
 
SOUZA, L. B. P. Formação continuada: qualificação profissional docente. Revista Ibero-   
-Americana de Humanidades, Ciências e Educação, São Paulo, v. 9, n. 5, p. 2249-2261, 
2023. DOI: https://doi.org/10.51891/rease.v9i5.9969. Acesso em: 14 out. 2024. 
 
TARDIF, M. Saberes docentes e formação profissional. Petrópolis: Vozes, 2014. 
 
VALENTE, J. A. Formação de professores e cultura digital: repensando a prática 
pedagógica. Educação & Tecnologia, [S.l.], 2014. 
 
VERGUTZ, S. A. B.; PACÍFICO, M.; SALES, A. Conquistas e desafios para a formação 
continuada docente a partir do plano municipal de educação em Ponta Porã/MS 
aprovado no ano de 2015. Revista Prática Docente, Confresa, v. 6, n. 2, e074, 2021. 
DOI: https://doi.org/10.23926/RPD.2021.v6.n2.e074.id1272. 
 
ZEICHNER, K. Formação reflexiva de professores: ideias e práticas. Lisboa: Educa, 
1993. 
 
 

 
Luciana do Amaral Teixeira, Oswaldo Cruz Foundation (Fiocruz), Foundation for the Support of 
Technical Education (Faetec) 
i https://orcid.org/0000-0002-0437-4291  
Ph.D. student in Teaching in Biosciences and Health at Fiocruz. She is a Computer Science teacher in 
Faetec, working in Professional and Technological Education. Her areas of expertise include digital 
culture and computational literacy, with a focus on teacher training.   
Author contribution: Project administration, formal analysis, conceptualization, data curation, writing – 
original draft, methodology, validation, and visualization. 
Lattes: http://lattes.cnpq.br/9514154959649139 
E-mail: luciana.doa.teixeira@outlook.com 

https://revistas2.uepg.br/index.php/olhardeprofessor
http://doi.org/10.24927/rce2014.055
https://doi.org/10.22481/recic.v2i1.6555
https://doi.org/10.51891/rease.v9i5.9969
https://doi.org/10.23926/RPD.2021.v6.n2.e074.id1272
https://orcid.org/0000-0002-0437-4291
http://lattes.cnpq.br/9514154959649139
mailto:luciana.doa.teixeira@outlook.com


ARTIGO 
EDUCAÇÃO & FORMAÇÃO 

Revista do Programa de Pós-Graduação em Educação  
da Universidade Estadual do Ceará (UECE)  

 

 

 

Educ. Form., Fortaleza, v. 9, e13469, 2024 
DOI: https://doi.org/10.25053/redufor.v9.e13469 
https://revistas.uece.br/index.php/redufor/index 
ISSN: 2448-3583 

22 

 

 
 

Maria de Fátima Alves de Oliveira, Oswaldo Cruz Foundation (Fiocruz), Graduate Program in 
Teaching in Biosciences and Health 
ii https://orcid.org/0000-0002-1906-5643  
Ph.D. in Teaching in Biosciences and Health. She has served as a teacher for the Municipal Education 
Department (SME) of Rio de Janeiro and as a faculty member at various higher education institutions. 
She has experience in teaching Science, Health, and the Environment. She is a permanent faculty 
member of the Graduate Program in Teaching in Biosciences and Health (IOC/Fiocruz).   
Author contribution: Project administration, supervision, writing – review and editing. 
Lattes: http://lattes.cnpq.br/3047876834714077 
E-mail: bio_alves@yahoo.com.br  

 

 

Responsible editor: Lia Machado Fiuza Fialho 

Ad hoc experts: Jucieude de Lucena Evangelista and Leonardo Zenha Cordeiro 

Translator: Luciana do Amaral Teixeira  

 
 
How to cite this article (ABNT):  
TEIXEIRA, Luciana do Amaral; OLIVEIRA, Maria de Fátima Alves de. Professores e 
cultura digital: Expectativas e vivências em formações continuadas. Educação & 
Formação, Fortaleza, v. 9, e13469, 2024. Available at: 
https://revistas.uece.br/index.php/redufor/article/view/e13469  
 

 

Received on June 30, 2024. 

  Accepted on October 16, 2024. 

Published on November 21, 2024. 

https://orcid.org/0000-0002-1906-5643
http://lattes.cnpq.br/3047876834714077
mailto:bio_alves@yahoo.com.br
https://revistas.uece.br/index.php/redufor/article/view/e13469

