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Abstract

This study aimed to understand how the pedagogical practices of non-education-degree teachers contribute to their
professional socialization process. A qualitative study was conducted through semi-structured interviews with eight teachers
from Professional and Technological Education (PTE) who work in Integrated Secondary Education at a federal institution.
Data were analyzed using Content Analysis, with Hughes’ professional socialization model as the theoretical framework, in
dialogue with Dubar, considering three stages: passage through the looking-glass, installation of duality, and adjustment of
self-conception. In the passage through the looking-glass, it was observed that teaching, mostly initiated unintentionally, is
marked by didactic-pedagogical gaps. In the installation of duality, tensions between technical ideals and real work, dilemmas
between university entrance exam preparation (ENEM) and technical training, and institutional barriers stand out. In the
adjustment of self-conception, professional maturity, identity reconfiguration, and expansion of didactic repertoire become
evident. Overall, pedagogical practice emerges as the core of teacher socialization, articulating technique and reflection, and
constituting itself simultaneously as both product and driver of this process. The study contributes to understanding teacher
professionalization in PTE and reinforces the need for institutional policies for continuing education.

Keywords: Pedagogical Practices. Professional Socialization. Teachers. Professional and Technological Education. Integrated
Secondary Education.

Resumo

Esta pesquisa buscou compreender como as prdticas pedagdgicas de docentes ndo licenciados contribuem para o seu
processo de socializag¢Go profissional. Para tanto, desenvolveu-se um estudo qualitativo, no qual foram realizadas entrevistas
semiestruturadas com oito professores da Educacdo Profissional e Tecnoldgica, que atuam no Ensino Médio Integrado, em
uma instituicéo federal de ensino. Os dados foram analisados por meio de Andlise de Contetdo, tendo como lente tedrica o
modelo de socializa¢éo profissional de Hughes, em didlogo com Dubar, considerando trés etapas: passagem através do
espelho; instalacdo da dualidade; e ajuste da concepgdo de si. Na passagem através do espelho, dentre outros resultados,
observou-se que a docéncia, iniciada majoritariamente de forma néo planejada, é marcada por lacunas diddtico-pedagdgicas.
Na instala¢do da dualidade, sobressaem tensées entre ideal técnico e trabalho real, dilemas entre ENEM e formagdo técnica
e barreiras institucionais. No ajuste da concep¢lo de si, evidenciam-se amadurecimento profissional, reconfigurag¢éo
identitdria e ampliagdo do repertdrio diddtico. De modo geral, a prdtica pedagdgica configura-se como nucleo da socializa¢Go
docente, articulando técnica e reflexdo e constituindo-se, simultaneamente, como produto e motor desse processo. O estudo
contribui para a compreensdo da profissionalizagdo docente na EPT e refor¢a a necessidade de politicas institucionais de
formacgdo continuada.

Palavras-chave: Prdticas Pedagdgicas. Socializagdo Profissional. Docentes. Educagdo Profissional e Tecnoldgica. Ensino Médio
Integrado.

Resumen

Esta investigacion tuvo como objetivo comprender cdmo las prdcticas pedagdgicas de los docentes sin formacion pedagdgica
contribuyen a su proceso de socializacion profesional. Se desarrollo un estudio cualitativo, mediante entrevistas
semiestructuradas realizadas a ocho profesores de la Educacion Profesional y Tecnoldgica (EPT) que actuan en el Bachillerato
Integrado de una institucion federal. Los datos fueron analizados mediante Andlisis de Contenido, tomando como marco
teorico el modelo de socializacion profesional de Hughes, en didlogo con Dubar, considerando tres etapas: paso a través del
espejo, instalacion de la dualidad y ajuste de la concepcion de si. En el paso a través del espejo, se observo que la docencia,
iniciada en su mayoria de manera no planificada, estd marcada por carencias diddctico-pedagdgicas. En la instalacion de la
dualidad, destacan tensiones entre el ideal técnico y el trabajo real, dilemas entre el examen de ingreso a la universidad
(ENEM) y la formacion técnica, asi como barreras institucionales. En el ajuste de la concepcion de si, se evidencian madurez
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profesional, reconfiguracion identitaria y ampliacion del repertorio diddctico. En conjunto, la prdctica pedagdgica se configura
como el nucleo de la socializacion docente, articulando técnica y reflexion, y constituyéndose simultdneamente como producto
y motor de este proceso. El estudio contribuye a la comprension de la profesionalizacion docente en la EPT y refuerza la
necesidad de politicas institucionales de formacion continua.

Palabras clave: Prdcticas Pedagdgicas. Socializacion Profesional. Docentes. Educacidn Profesional y Tecnoldgica. Educacion
Media Integrada.
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1. Infroduction

Teacher formation has established itself as a resourceful and strategic field in the realm of education. In the
context of Professional and Technological Education (PTE), this debate has become increasingly relevant, especially after
the creation of the Federal Education Institutes in 2008, which expanded access to technical and technological
formation and led to further reflection on the teaching practice (Machado, 2011). The strengthening of this field reflects
the comprehension that the quality of teacher formation is essential for the consolidation of educational policies, the
development of PTE, and the improvement of teaching and learning processes.

Research on teacher formation includes diverse perspectives, with a focus on social and individual nature,
involving psychological and sociological dimensions that articulate in the constitution of teacher identity and in
educational practices at different levels of education: from elementary education to technical and higher learning
(Cunha, 2011). In this sense, becoming a teacher is understood as an educational process of continuous human
formation, which builds itself by means of interaction with other teachers, with institutions, with students, and
pedagogical/scientific knowledge, in a permanent, critical reflection on the practice itself (Veiga, 2014).

In order to understand this process of teacher social and identity construction, the literature highlights the role
played by the professional socialization processes. Dubar (2005, 2012) argues that professional identity is constructed
and reconstructed throughout life, and it is mediated by sociocultural experiences and by the interactions between the
“self” and the “other”. Such factors involve internal and external factors as well, while articulating objective and
subjective realities in interpersonal relations. In this direction, Freitas (2002) emphasizes that professional socialization
is based on beliefs, values, and worldviews that are anchored in an occupational culture. Dubar (2005, 2012), in
agreement with Hughes (1958), describes three stages in this process: the “passage through the looking-glass”, when
individuals decide to enter a certain career; the “installation of duality”, characterized by the confrontation between
expectations and reality; and the “adjustment of self-conception”, the moment when duality is overcome and
professional identity is consolidated.

In the teaching field, professional socialization is intrinsically connected to pedagogical practice, which is
understood as a set of elements that make up the classroom universe, from planning to examinations, and which
articulates with full human formation (Anjos, 2021). It is necessary, before starting this discussion, to define the
pedagogical practice that we refer to. We understand that practice is intentional and permeated by continuous and
collective reflection with the intention to safeguard such intentionality. In addition, there is a corroboration of the words
of Franco (2016, p. 537): “When it is affirmed that pedagogical practices are practices carried out in order to
organize/enhance/interpret the intentionalities of an educational project, it argues in favor of another epistemology of
Pedagogy: a critical-emancipatory epistemology”. In this sense, pedagogical practice according to this study is a
planned, reflected action that is aligned with the educational demands of a given reality and, thus, assumes the sense
of praxis, a practice that leads to transformation.

Based on a pedagogical practice thus delineated, we propose an omnilateral formation that implies considering
the transformation of all dimensions of a human being as well as the objective and subjective conditions for historical
development, according to Frigotto (2024). Omnilateral formation is understood as an educational process that focuses
on full human development, while articulating work, science, culture, and politics in order to overcome the
fragmentation of knowledge and to prepare individuals who are capable of understanding and transforming reality
(Frigotto, 2024). Thus, pedagogical practice plays a pivotal role in the consolidation of an education that is committed
to social transformation (Libaneo, 2009), and that demands from teachers the ethical, cognitive, and technical skills
that will promote the students’ appropriation of knowledge and critical reflection (Tardif, 2014; Tardif; Lessard, 2014),
elements that are in alignment with the PTE proposal.

Santos and Freitas (2025) point out that teaching in PTE is characterized by a hybrid identity, which demands
that teachers articulate teaching, research, and extension amidst structural contradictions in Federal Institutes. In this
scenario, we can highlight the heterogeneity of the body of teachers in PTE. Moura (2014) identifies three major
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profiles: (i) unlicensed teachers, most of them working at private institutions, in the “S” system or in non-governmental
organizations, and whose formation tends to be driven by the market rationale and technical emphasis; (ii) licensed
teachers from assorted areas of basic education, and who need to effectively put together knowledge on work, science,
culture and technology; and (iii) bachelor-degree teachers and technologists, who are the focus of this study and go
into teaching without any specific pedagogical formation. Whereas licensed teachers have access to formation
disciplines (e.g., didactics, pedagogical practices, educational psychology), bachelor-degree teachers and technologists
lack this basis (Moura, 2014) and go through difficulties in mediating technical and scientific content in a pedagogical
manner (Maldaner, 2017).

These challenges became more complex after educational policies that have historically made the requisites
for the teaching practice more flexible. Reforms in the 1990s, for example, led to the creation of professionalizing
disciplines that could be conducted by instructors and monitors. According to Machado (2008), it was a negligent
scenario regarding teacher qualification. Even with the publication of Resolution CNE/CP number 1, from January 5th,
2021, which updates General National Curricular Guidelines for PTE, some significant spaces remain blank, such as the
possibility for teacher practice based on “notorious knowledge” (Art. 54). The result is a weaker process of
professionalization and socialization for teachers.

In the context of professional socialization, Dubar (2005) emphasizes that professionalization depends on
learning that emerges from direct contact with professional activities and on initial formation that enables one to plan
a career sustained by specialization, technical improvement, and stability. Concerning non-education-degree PTE
teachers, the diversity of formations, the different forms of entrance, and the distinct conceptions of education directly
influence their pedagogical practices and the way they build their professional identity (Souza, 2005; Wiebusch, 2019).
Thus, the teacher socialization process is constituted not only by the transmission of knowledge but also by reflection
on practice and by collective interaction in which experiences and the exchange of knowledge mold the “learning to be
a teacher”.

Regarding such considerations, this study aims to understand how the pedagogical practices of non-education-
degree teachers contribute to their process of professional socialization. To do so, researchers conducted a study with
teachers who work in PTE, especially in Integrated High School (Ensino Médio Integrado- EMI). The research is justified
by the need to understand how continued formation articulates with pedagogical practices and with professional
socialization for non-education-degree teachers, considering the specificities of PTE and the challenges that are caused
by the absence of initial pedagogical formation in order to contribute to a stronger teacher formation and for the
qualification of pedagogical practices, which benefit the development of more reflexive and integrated practices.

The study also stands out for assessing the stages of socialization for these teachers in the federal network of
professional, scientific, and technological education, while analyzing their everyday practices with the objective of
building a critical and transforming pedagogical praxis. It is also possible to highlight the importance of providing
formative input that will guide teacher practice beyond the technical dimension while promoting an omnilateral
education in which teaching articulates with thinking and acting on reality (Frigotto, 2024).

2. Teacher Formation, pedagogical practice, and professional
socialization of teachers in PTE

This section is structured into two topics: the first one discusses teacher formation and pedagogical practice
in PTE while emphasizing its foundations and challenges; the second one approaches professional socialization and
teaching in PTE while focusing on the processes of identity construction and professional development for teachers.
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2.1 Teacher formation and pedagogical practice in PTE

Scientific production on teacher formation, for initial formation as well as for professional-didactic stabilization
processes, and the challenges of continued formation have grown consistently with the recognition that formation does
not cease with the acquisition of a diploma. Rather, it is a dynamic and permanent process (Santos; Marchesean, 2017).
In the specific realm of PTE, such dynamics articulate with the idea that high school should break away from the
historical duality between general formation and professional formation (Gomes; Lima, 2021). To Kuenzer (2007), that
implies re-signifying pedagogical practices beyond mere instrumentalization for employability or human capital by
articulating work, science, culture, and technology.

In this direction, Moura (2014) advocates that teacher formation in PTE must promote technical-scientific
competences, articulated with a historical-critical comprehension of the social relations that are sustained by an ethical-
political commitment to an emancipating education. This perspective converges with the comprehension that
pedagogical practice in PTE implies particularities and demands innovation and student protagonism in the teaching-
learning process in order to constitute new formative arrangements that are guided by the work-education relation and
by a humanization horizon (Castaman; Rodrigues, 2021).

The integrated teaching proposal assumes a central position as a means to provide PTE in high school.
According to Frigotto (2018, 2024), it is a pedagogical proposition that is committed to the utopic vision of a full
formation that rejects cultural fragmentation and defends everyone’s right to a formative process that fully develops
physical and intellectual skills. However, there is no such thing as a one-stop didactic for integrated teaching, which
requires coherence among policies, epistemologies, methodologies, and the societal project that drives the school.
Thus, pedagogical practices that are in agreement with the project of a unitary school do not imply procedure
uniformity, but principles that integrate common objectives and purposes.

In the same sense, Sousa and Maciel (2023) advocate PTE as the means to omnilateral formation, conceived
as a process with defined, feasible stages that are in agreement with implementation and effectiveness. Thus, it
becomes a possible basis for a counter-hegemonic project in the field of education. To Moura (2014), it is indispensable
that teachers have total command of the techniques in their area, but such command is not enough for teachers from
the perspective that is being discussed here. The exclusive appreciation of specific knowledge at the expense of the
pedagogical dimension reduces education to the mere application of abstract models and disregards the complexity of
the pedagogical act, which includes effective, relational, organizational, and social dimensions that demand from
teachers a practical and reflective rationality that targets concrete teaching situations (Gariglio; Burnier, 2014).

This disconnection between technical competence (knowing how) and political competence drains the
complexity of the educational act and compromises integral formation. Implementing integrated curricula in Brazil
demands continued teacher formation with collective and collaborative work among teachers in general formation and
in professional formation, as well as a dialogue with the world of work and interdisciplinary practices for the sake of
student emancipation (Machado, 2011; Ramos, 2010). Historically, PTE has also migrated from a paradigm that was
oriented towards labor to a conception of integral human formation, an education that safeguards the right to
omnilateral formation in order to read the world and exercise citizenship (Frigotto, 2024). Freire (1996) emphasizes that
practice knowledge must lead to critical knowledge and that reflection on practice is a demand of the theory-practice
relation; without it, theory becomes discourse and practice becomes technique.

Pedagogical trends do not succeed each other linearly, the history of education is marked by discontinuity, with
the overlapping of perspectives. Saviani (2021), by discussing the critical-social trend in contents, highlights the role
played by education when it comes to overcoming (social equalizing) and to reproduction (social discrimination). In this
field, teacher formation does not happen exclusively in formal spaces. It happens, primarily, in social relations, and then
it gets institutionalized (Moura, 2014). According to Kuenzer (2010), teachers are, first and foremost, workers who sell
their labor force, and recognize themselves as such. In terms of class consciousness, it is an important presupposition
for their career.
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In his assessment, Machado (2011) produces a list of seven urgencies for teacher formation in PTE:
guaranteeing pedagogical and management sustainability in formation; reviewing legal landmarks that are seen as
precarious; regulating specific licenses for PTE in agreement with curricular bases; amplifying the supply of degrees for
teachers without a license, as in art. 62 of the Law of Directives and Bases; expanding policies of continued formation;
promoting research and knowledge production in the field; and strengthening professional identity and appreciation
of the career in PTE while reducing heterogeneity.

These guidelines are in agreement with the pedagogical praxis of Freire (1996), conceived as action-reflection on
reality in order to change it. Thus, regarding non-education-degree teachers (i.e., those holding bachelor’s degrees or
technological degrees), technical expertise is not enough, it is necessary to support practice by means of pedagogical and
political principles, in order to form emancipated individuals and orient didactic processes that will integrate planning,
learning objectives, methodologies, resources, time management, assessment, and constant upgrading of pedagogical plans.

2.2 Professional socialization and teaching in PTE

Professional socialization can be understood as a continuous process of identity construction for individuals at
work, with the internalization of values, norms, and knowledge that drive their action and their sense of affiliation to a
professional group (Santos et al., 2021). In this trajectory, individuals internalize values and expectations, consolidating
a professional ethos (Freitas, 2002). As such experiences happen in diverse ways, so do skills and practices among
individuals according to their interactions and trajectories (Ewertsson; Bagga-Gupta; Blomberg, 2017). In Dubar (2005),
professional identity composes the worker’s self-concept in the context of practice and influences decisions and
attitudes at work. In comprehensive terms, professionals are the product of socialization processes that modulate skills,
values, and ethical positions that are progressively mature (Ferreira; Rodrigues, 2019).

Hughes (1958) emphasizes that professional socialization is not linear because it confronts expectations and
realities. It is believed that professional socialization goes through three stages: (i) the “passage through the looking-
glass”, when individuals identify their skills and choose a profession; (ii) the “installation of duality”, characterized by
the failure to meet expectations due to reality; and (iii) the “adjustment of self-conception”, a period of re-signification
that prepares individuals for career consolidation (Dubar, 2005, 2012).

A teacher’s work, on the other hand, displays its own specificity: the intellectual, moral, and cultural formation
of individuals, which implies permanent learning (Tardif; Lessard, 2014). Teacher socialization happens in multiple
environments (e.g., institutions, classrooms, departments), each one with values and norms that influence professional
consolidation to a greater or lesser degree (Ferenc, 2017). Understanding organizational structure, the position
occupied by the teacher, investment spaces, the principles of differentiation, and the power relations that take place at
school help explain the maintenance or the transformation of the teachers’ work (Freitas, 2002).

In PTE, teachers share the same institutional space and socializing process but present heterogeneous
formations and trajectories. Dubar (2005) highlights that socialization articulates biographical (experienced) and
relational (established) dimensions, simultaneously making up the subjective level (i.e., affiliation and identification
with the profession) and the objective (i.e., practice and knowledge). Professional development, in this context,
configures a dialectic movement in which teachers, regarding possibilities, necessities, and precariousness, create
collective solutions in order to amplify their knowledge (Melo, 2020). In general terms, professional socialization in PTE
expresses a continuous and relational process in which teachers' identities are (re)constructed through interaction with
institutional conditions, individual trajectories, and shared values, revealing teaching as a field in permanent formation.

3. Methodological procedures

Itis a field descriptive research with a qualitative approach (Minayo, 2025; Gil, 2019). The study was conducted
at the Federal Institute of Education, Science, and Technology of Piaui (Instituto Federal de Educacéo, Ciéncia e
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Tecnologia do Piaui- IFPI), a decentralized, multi-curricular institution with several campi. It is specialized in professional
and technological knowledge in different modes, while articulating technical and technological knowledge with
pedagogical practice. Created in the terms of Law number 11.892/2008, the IFPI is linked to the Ministry of Education
and is provided with administrative, patrimonial, financial, didactic, pedagogical, and disciplinary autonomy. The
institution is made up of twenty educational units in the State of Piaui and is in a period of expansion with the
construction of three new campi.

The participants in the research are non-education-degree teachers (i.e., those holding bachelor’s degrees or
technological degrees) who work with classes in the integrated high school at the IFPI. Eight practicing teachers
participated. They are connected with the management and business axis, with practice in campi in the capital and in
the countryside. The interviews were recorded in audio, fully transcribed, and submitted to Content Analysis (Bardin,
2016), aiming at the categorization of speeches and identification of recurrent theme axes. As inclusion criteria: (i) work
in integrated high school classes in the investigated institution; (ii) at least two years of teaching experience in PTE. As
exclusion criteria: (i) licensing course and pedagogical formation.

The gathering of data was realized by means of a semi-structured interview with the purpose of: (i)
characterizing the profile of investigated teachers; and (ii) going deeper into the dimensions that are related to the
integrated curricula, professional socialization, and pedagogical practice. The script was organized into theme blocks,
according to Table 1.

Table 1 — Structure of semictructure script

Block Central themes Nature of the questions
e Conception of what it means to be a teacher;
® Necessary characteristics for the profession;
® When they imagined themselves as teachers;
e What is understood by PTE;
e \What it means to work in Integrated High School.
® Passage through the looking-glass
o Motivation to enter the career;
o Manner of entrance into the career;
o Need for specific formation.
e Installation of duality
o Idealization of the profession;
o Reality of the profession;
o Difficulties and obstacles.
e Adjustment of self-conception
o Observed changes;
o Adopted Professional posture;
o Career perspectives.
e Conception of pedagogical practice;
® Elements that make up the pedagogical practice;
e Changes in pedagogical practice;
® Pedagogical practice and teaching as a profession.
Block 4 Finalization ® Orientation for those who are entering the profession.

Perceptions regarding the profession and

Block 1 )
practice context

Block 2 Professional Socialization

Block 3 Pedagogical Practice

® Formation;

® Campus of practice;
Characterization of participants e Course;

o Age;

® Time of teaching practice;
® Profession before teaching.
Source: Prepared by the authors.

Block 5

The blocks were applied in a sequence. Researchers started with the conception of teaching and PTE and then
proceeded to experiences of entrance and socialization, based on the phases that have already been outlined (i.e.,
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passage through the looking-glass, installation of duality, adjustment of self-conception), advancement into pedagogical
practice, and then researchers finally gathered suggestions for beginners and sociodemographic data, including
continued formation in service and by own initiative. The study was submitted and approved by the Research Ethics
Committee (Comité de Etica em Pesquisa- CEP) of the State University of Piaui (Universidade Estadual do Piaui- UESPI).

Concerning data analysis procedures, Content Analysis was adopted, considering its adequacy to the
investigation of subjectivities and to the rigorous and systematic description of content in social research (Bardin, 2016).
According to Bardin (2016), content analysis consists of a set of techniques that target the systematic and objective
interpretation of communications with the purpose of identifying indicators that lead to the inference of knowledge on
the conditions in which the messages are produced and received.

The analysis process followed the stages that were proposed by Bardin (2016). Initially, researchers conducted
a pre-analysis, which consisted of a fluctuating reading of the transcriptions and organization of the corpus with a
definition of the registration and context units while establishing reading hypotheses that are aligned with the research
objectives. Next, in an exploration of the material, the speeches were codified and grouped into dimensions and
categories that were connected to the theoretical axes of the study, such as professional socialization, pedagogical
practice, and teaching in PTE. Table 2 presents the categorical structure that is a result of this process. It is evidence of
the articulation among the theoretical and empirical dimensions that drive data interpretation.

Table 2 — Analysis dimensions and categories

Teacher conceptions on PTE and EMI

Meaning of teaching | Comprehension of PTE | EMI Challenges
Passage through the looking-glass
Motivations for the teaching ) ) Confrontation with the EMI Initial appropriation of
Pedagogical formation gaps )
career reality knowledge

Instalation of the duality

Discrepancy between ideal and

P ical dil Instituti | | i i
real in teaching edagogical dilemmas nstitutional obstacles Coping strategies

Adjustment of self-conception

) ) ) ) ) Expansion of didactic Career project and continued
Professional maturing Identity reconfiguration ) )
repertoire formation
Pedagogical Practice and Professional Socialization
Learning by experience | Reflection and adaptation of practice | Consolidation of teacher identity

Source: Prepared by the authors.

Finally, in the stage of treatment, inference, and interpretation, researchers proceeded to the theme analysis
of the nuclei of meanings while interpreting them from the theoretical reference perspective. This analytical
perspective, according to Bardin (2016), leads to systematicity, objectivity, and coherence between the empirical
material and the constructed interpretations.

4. Results and discussion

This section is organized into four parts. The first one presents the participants’ profiles in addition to
contextualizing their formations and PTE trajectories. The second one approaches conceptions of the teaching
profession and perceptions regarding PTE and the EMI, while providing evidence of the meanings that are attributed to
education, to the teaching practice, and to the challenges in the context of EMI. The third one analyses the process of
professional socialization based on the three stages that are proposed by Hughes (1958) and Dubar (2005, 2012):
passage through the looking-glass, installation of duality, and adjustment of self-conception. Finally, part four discusses
the articulation between pedagogical practice and professional socialization, while highlighting the simultaneous roles
played by the teaching practice as product and as driver of professionalization in PTE.
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4.1 Participants’ profiles

The interviews were conducted with 8 teachers at IFPl in campi in the capital and in the countryside. All of
them got hired by means of a public tender and work under a regime of exclusiveness, which makes them fully engaged
in teaching, research, and extension activities. The detailed profile of the participants is presented in Table 3.

Table 3 — Research Participants

Cod | Gende . Formation Formation . Post-graduation Teachlng Other
Formation o Title experience .
e. r Institution year area occupations
Bachelor Business
D1 M Degree Public 2013 Specialization Administration 12 years Administratio
n
D2 F Technologic Private 2017 Master’s degree | Administration 8 years Exe;utlve
assistant
al Degree
Bachel
D3 M achetor Public 2011 Master’s degree Teaching 7 years Accountancy
Degree
Bachelor ) Public Legislation
D4 F Publ 201 Master’ 1
Degree ublic 010 aster’s degree Policies 3 years Assistant
D5 F Bachelor Public 2003 Ph.D. Interdisciplinary 17 years Administrator
Degree
D6 M Bachelor Private 2007 Ph.D. Law 16 years Lawyer
Degree
D7 M Bachelor Public 2014 Master’s degree | Administration 2 years Admlmst'raltlo
Degree n Technician
D8 F Bachelor Public 2010 Master’s degree | Administration 10 years -
Degree

Source: Prepared by the authors.

The initial formation of the participants is concentrated in business administration areas (D1, D3, D5, D7, and
D8) and Law school (D4 and D6), coming from bachelor's degree courses. Only one teacher has graduated from a
technological degree course (D2) in the area of Business Administration. None of the teachers has a license, a
condition that constituted a selection criterion in this study. Although the group has a high level of academic
formation (i.e., two doctors, five master's, and one specialist), it is possible to observe the low incidence of formation
in postgraduate programs in education or pedagogy. Most of the participants had their formation trajectories based
on technical and vocational fields, such as Business Administration, Law school, and Public Policies. This
predominance draws our attention to the absence of formal pedagogical formation. It is evidence that the teachers’
knowledge is, to a great extent, based on everyday practice and on the experiences and interactions that are
established in the context of work, according to Tardif (2014) and Névoa (1995).

According to Tardif (2014) and Tardif and Lessard (2014), teachers’ knowledge is a result of the articulation
among formation, experience, and context. It is provided with meaning as teachers reflect on their practice. When it
comes to bachelor's degree holders and technologists, their knowledge emerges, especially, from experience and
professional socialization, rather than an initial structured formation for teaching. Such condition reinforces the
importance of the role played by shared experience and of interaction among peers as pivotal elements in the
professional development of teachers.

Despite the high level of academic qualification among participants, the teaching practice in PTE demands
competencies that are different from those developed in previous trajectories. This realization is in agreement with
Huberman (1992) by indicating that teachers, in the initial and intermediary stages of their careers, tend to seek
experimentation and meaning in their professional activities, which translates into efforts for adaptation and
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resignification of the teaching practice. In the federal institutes, such search is potentialized by the verticalization of
teaching, which requires teachers to take actions at different levels (i.e., from high school to postgraduation),
demanding integration among technical, scientific, and humanistic knowledge. In this context, according to Frigotto
(2018, 2024), teaching in PTE presupposes an interdisciplinary and reflexive stand that is capable of articulating theory
and practice in a critical and emancipating way.

4.2 Conceptions of the teaching practice and perceptions on PTE and the EMI

Based on an analysis of the interviews, there was the emergence of categories that were related to initial
perceptions of the teachers regarding the exercise of their profession and the context of the PTE and the EMI. These
categories synthesize the participants’ representations regarding the meaning of teaching, comprehension of PTE, and
the challenges posed to Integrated High School (Ensino Médio Integrado- EMI). Table 4 presents a scenario of these
perceptions, along with illustrative excerpts from the interviewee’s speeches.

Table 4 — Teachers’ conceptions on PTE and EMI
Category Synthesis of the perceptions Participants’ speeches
“Being a teacher means providing guidance to contents and
experiences.” (D1)
“Being a teacher means transforming the students’ reality, and
not only transmitting content while sharing experience and
citizenship.” (D2)

The teaching practice is understood as
an act of social mediation and
transformation, which targets the
students’ full formation.

Meaning of teaching

PTE is most often perceived as
education that targets the job market
and employability with the incipient
recognition of full human formation.

“PTE is an education that focuses on the demands of the job
market.” (D8) “The proposal of PTE [...] is beautiful in theory
but it does not function the way it should.” (D3)

Comprehension of PTE

“The kids in EMI, they live exclusively for the ENEM. It is
confusing to me, you see?” (D3)

“There are a few issues that are punctual and structural
sometimes. Yes. Like, when, sometimes, the room is not large
enough or there is not a suitable laboratory, or the school lacks
the resources for a technical visit.” (D1)

The most important challenges refer to
the conciliation between preparation for
the ENEM and technical formation, in

addition to the structural conditions of | ) e ) )

, ) I believe that the greatest difficulty in the educational process
the teachers’ heterogeneity and the lack . ) ) )

) [...] is the lack of a repertoire of previous readings, of
of teacher formation. ) ) ”
experience itself [...]” (D2)

“If you work in the classroom and you feel the need for some
specific formation promoted by the institute” (D4)

Source: Prepared by the authors.

EMI Challenges

The results point out that the meaning of the teaching practice is to be understood by non-education-degree
teachers as a process of social mediation and transformation, targeting the students’ full formation. The speeches reveal
an amplification of the teachers’ role, which goes beyond the transmission of content. This comprehension converges
with Freire (1996) by conceiving teaching as a dialogical and emancipating dialogue, and with Saviani (2021), who
defines it as mediation between systematized knowledge and social reality. Even without initial pedagogical formation,
teachers recognize the ethical and humanizing dimension of the teaching practice, which understands teachers as
drivers of learning and agents of transformation.

Regarding comprehension of PTE, there is a predominant, instrumental vision that targets employability while
reflecting the historical hierarchy of Brazilian professional education, which focuses on the formation of a labor force
(Frigotto, 2015; Ciavatta, 2010). Although some teachers recognize the importance of a more comprehensive formation,
which integrates technical and human dimensions, this conception is not consolidated in practices. The speech by DS,
by associating PTE with “formation for the job market”, provides evidence of the persistence of a technicist conception.

Rev. Didlogo Educ., Curitiba, v. 26, n. 89, abr./jun. 2026 1112


https://creativecommons.org/licenses/by/4.0/
https://doi.org/10.7213/revdireconsoc.v16i1.XXXXX

Pedagogical practices and professional socialization of non-education-degree teachers
in Professional and Technological Education

- J SN0l

According to Ramos (2012), such expression. Expresses the challenge to overcome the dualism between action and
thinking, a necessary condition to unite work, science, culture, and technology in the formation of individuals.

The category challenges to EMI provides evidence of the structural and pedagogical tensions that are present
in the teaching profession. The difficulty to conciliate the preparation for the ENEM with technical formation reinforces
curricular fragmentation, which is contrary to the proposal of omnilateral formation defended by Frigotto, Ciavatta, and
Ramos (2005). In addition, the lack of laboratories, pedagogical resources, and teacher continued formation programs
limits the development of integrated, contextualized practices. Such conditions corroborate the argument by Moura
(2014) on the necessity for institutional policies of support and permanent formation that strengthen a critical, integral,
and socially committed PTE.

4.3 Professional socialization

Regarding professional socialization, the construct was analyzed from the perspective of Hughes (1958) and
Dubar (2005, 2012), considering three dimensions: (i) passage through the looking-glass; (ii) installation of duality; and
(iii) adjustment of self-conception. The table summarizes the dimensions, analytical categories, perceptions, and
illustrative excerpts related to the passage through the looking-glass dimension.

Table 5 — Passage through the looking-glass

Category

Synthesis of perceptions

Participants’ speeches

Motivations for the
teaching career

The insertion into teaching happened
mostly in an unplanned way, motivated
by  opportunity or  professional
opportunity or stability, but re-signified
by identification with practice.

“I never imagined becoming a professor. However, when |
entered into the classroom, | realized it gave me a sense of
fulfillment.” (D3)

“I cannot see myself doing anything else.” (D4)

Pedagogical formation
gaps

The absence of didactic-pedagogical
formation (i.e., planning, examinations,
classroom management) appears as a
challenge in the beginning of the career,
while demanding learning that is based
in support among peers.

“In the beginning, | had a lot of difficulty because, as a bachelor
degree holder, | did not have the same basic disciplines as
licensed teachers do.” (D4)

“We get started in a raw state... and learn with time. We keep
improving. But it there was a didactic formation in the
beginning, it would have made things much easier.” (D1)

“We try to do our best, but it would be important to have
something planned for the teaching practice.” (D3)

“When | got started, it was difficult. | did not know anything,
at all. I really learned a lot with the help of colleagues, and with
the help of my husband [...] and doing a lot of research.” (D2)

Confrontation with the
EMI reality

The encounter with teacher
heterogeneity, the simultaneousness
between general formation and
technique and limitations in
infrastructure intensify the clash with
reality, stressing out initial expectations.

“The problem is also the size of the classes, 40 students in high
school...” (D1)

[...] it is beautiful in theory (the PTE proposal), but it does not
work.” (D3)

Initial appropriation of
knowledge

Entrance into the profession promotes
autonomous studying, Exchange with
colleagues, and trial and error attempts.
There is an emergence of the conscience
of the emotional work involved in
teaching and the need for constant
reflection.

“In the beginning, | was a bit clueless, you see, everybody is in
the beginning.” (D1)

“You get started, you keep learning... It is not only about
teaching [...] It is an intellectual job.” (D6)

“Today | can see that being a teacher is making content get
closer to the reality of students, make them think.” (D8)

Source: Prepared by the authors.

The motivations for entrance into the teaching profession reveal trajectories that are marked by professional
circumstances, rather than initial desire. However, experience in the classroom leads to a re-signification of the teaching
role, how being a teacher assumes a sense of personal fulfillment and social commitment. The speeches indicate a
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process of identity construction in which the teaching profession goes from opportunity to conscious choice, in
consonance with Dubar (2005, 2012), to whom professionalization implies the transition from idealization into a
situated praxis, mediated by concrete work conditions.

The pedagogical formation gaps appear as an initial challenge, especially among teachers with a bachelor's
degree. The absence of knowledge in planning, examinations, and classroom management demands a learning that is
situated and collaborative. According to Tardif (2014) and Tardif and Lessard (2014), these professionals resort to
experience knowledge, which is constructed at and for work. Without institutional spaces of mediation, however, such
learning tends to be slow and unequal. In this sense, practices of reflection on and about action (Schén, 1991) and the
times of study and collaboration among peers (Ndvoa, 1995) configure strategies that change individual experiences
into shared professional knowledge.

Confrontation with the reality of EMI accentuates the so-called “clash with reality” (Tardif; Raymond, 2000;
Huberman, 1992), which is a result of the simultaneity between general and technical formation and structural
limitations. Such conditions stress out expectations and reveal the persistence of structural dualism between
propaedeutics and technical formation (Frigotto; Ciavatta; Ramos, 2005). The overcoming of this fragmentation requires
institutional conditions, time for integrated planning, suitable infrastructure, and the academic management that will
promote interdisciplinarity, according to Costa (2012) and other authors in the area.

Initial appropriation of knowledge is the result of a process of self-formation and collective learning, based on
trial and error attempts, exchanges with colleagues, and reflections on the practice. When supported by a collaborative
environment, this learning turns into a collective professional repertoire, while amplifying the comprehension between
teaching and learning (Tardif, 2014; Schon, 1991; Névoa, 1995). demonstrates that teacher
development is also affective and ethical, involving the management of emotions, careful consideration regarding

Such movement

students, and the recognition that “graduating” is a continuous part of the teaching profession (Névoa, 1995).

In the second stage of socialization, teachers face the discrepancy between expectations and concrete work
conditions. It is the moment for the revelation of structural tensions in EMI, institutional limitations, and pedagogical
everyday dilemmas, demanding a permanent negotiation between the ideal and the possible. Table 6 presents the
categories related to the installation of duality stage.

Table 6 — Installation of duality

Category

Synthesis of perceptions

Participants’ speeches

Discrepancy between
ideal and real in teaching

Everyday life in classroom reveals the
disconnection between the idealized
teaching, based on technical command,
and the complexity of teaching in EMI,
marked by multiple formation demands
and diverse contexts.

“It is not enough to have content. You need to learn to teach,
to handle students, and to deal with difference.” (D8)

We still practice an education from last century [...] that
bothers me a lot.” (D3)

Pedagogical dilemmas

The teaching practice is marked by the
challenge to bring balance to the
preparation of students for the ENEM
with technical formation. It is also
marked by the lack of previous
knowledge that will have an impact on
learning.

“The kids in integrated mode live for the ENEM... that is
confusing to me, you see?” (D3)

“The greatest difficulty [...] is the absence of a reading baggage
[...] many of them have this difficulty.” (D2)

Institutional obstacles

limitations and the
systematic  continued
formation compromise curricular
integration and restrict the
effectiveness of integrated pedagogical

practices.

The structural
absence of

“The problem is also the size pf the classes, 40 students in high
school [...] sometimes, the room is not large enough, there is
no suitable laboratory and no resources for technical visits.”
(D1)

“If you work in the classroom, you feel the necessity for some
specific formations promoted by the institute. [...] in the
beginning, | had a lot of difficulty.” (D4).
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The confrontation of difficulties takes
place by means of gradual adjustments
of  planning  and methodology,
continuous reflection and exchanges
with peers, configuring a situated
learning and the construction of
experience knowledge.

Source: Prepared by the authors.

“We learn with our mistakes. With time, you learn with the
students, you learn what works and what does not work. You
do the adjustments as you go.” (D7).

“Today, | can see that being a teacher means making content
more relevant to the students’ reality, and makings students
think. That is what | learned with practice.” (D8).

Coping strategies

The stage of installation of duality reveals the disconnection between idealized teaching, based on technical

ol

expertise, and the concrete complexity of EMI education. It is the moment of the emergence of the profession’s “public
secrets” (Hughes, 1958; Dubar, 2005, 2012), such as: time management, rhythms and relations, handling
heterogeneous classes, and transforming technical content into meaningful experiences. Technical competence
remains necessary, but it is not enough, and professional identity starts to organize itself around a practical-reflexive
logic that is situated and contextualized (Dubet, 1994).

The dilemma between preparing for the ENEM and promoting technical formation reiterates the historical duality
in Brazilian education. Conciliating both dimensions demands integrating didactic designs, which articulate a conceptual
basis with technological application, supported by activities of contextualization and problem resolution related to the
professional world (Frigotto; Ciavatta, Ramos, 2005). Student heterogeneousness imposes language adaptations,
strategies, and examination formats that lead to a balance between theoretical density and practical relevance.

The duality also manifests itself institutionally, by means of structural and organizational obstacles. Crowded
classrooms, lack of laboratories, and scarcity of resources for practices and technical visits hinder curricular integration,
placing efforts into individual and punctual solutions. According to Costa (2012), the effectiveness of EMI depends on
institutional and cultural conditions that will sustain the integration between general and technical education. In such
conditions, integration tends to remain normative, and the everyday life of the teaching profession leads to defensive
choices such as prioritizing propaedeutic content in the face of external pressure.

The coping strategies articulate three main movements: negotiating expectations, progressively adjusting
planning, language, and methods, and seeking support and formation. These processes convert difficulties into
experience knowledge (Tardif, 2014; Tardif; Lessard, 2014) by means of cycles of action and reassessment (Schon, 1991).
When shared among peers, such practices turn into collective professional capital (Névoa, 1995) and benefit the
identity stabilization of initial phases in the career (Huberman, 1992).

When it comes to the adjustment of self-conception, this dimension focuses on the moment at which the
teachers regain balance between expectations and real work conditions, reconfiguring identities and practices by
means of accumulated experience. Table 7 presents the categories that were identified in this stage.

Table 7 — Adjustment of self-conception

Category Synthesis of perceptions
The advancement of the
teaching experience generates
confidence to handle classes, to
regulate expectations, and to
make pedagogical decisions
without disregarding the
awareness that evolution is
continuous.

Participants’ speeches

“[...] the first time | walked into the classroom [...] | had more questions
than answers, and nowadays things are undeniably safer, there is
classroom experience, there is professional maturity, and there is also
more maturity outside the classroom. (D6) -

“I believe that | can still improve a lot. There are a lot of details | still
have to adjust in my teaching techniques.” (D6)

“Today, with the readings, the exchanges, and the practice, i feel
confident. But | keep studying. That is what teaching is, a process.” (D2)

Professional maturing

Teachers make a transition
from the technical-executive

“That is it... it takes time to change one’s mind, it takes you time to

. . . become aware that you are a teacher rather than the administration
Identity reconfiguration

role to the mediator-educator
role, while recognizing

thing. So it took some time and it surprised me negatively because that
was not what | was trained to do and obtain results. [...] it is a human
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Category

Synthesis of perceptions

Participants’ speeches

formation time for students and

the processual, non-linear
nature of educational results.

development. You gradually develop and make progress so that things
keep evolving and maybe you won’t even get where you want. [...]
Such realization is a bit frustrating.” (D5)

“[...] we were trained to expect immediate results ad believe that we
will cause transformation in a discipline, in a semester, in a year, and
change that person into an excellent professional who will be very
successful in the job market. But that is not the way it is, education is
much more complex.” (D7)

Expansion of didactic
repertoire

Practice becomes more
reflexive and diversified with
better articulation among
conceptual foundations, and
the students’ reality by means
of participative, mediating
strategies.

“It used to be more technical. Now | realize that the classroom is a
meeting. It is a collective construction.” (D8)
“Today, | spend a lot o time thinking who my students are. | try to
connect content with their reality.” (D1)

“I'am the candy-giving teacher. They love it. It is the way | get to
engage their attention and action. | like to do quiz games and
challenges. It is a way to get them moving, right? It is very positive.”
(B5)

Career Project and
continued formation

There is the consolidation of a
professional project that is
based on formation goals,

institutional engagement, and

commitment to social

“[...] this is the career | want to pursue until | retire. | want to get a
Doctor’s degree [...] and promote social transformation in order to
contribute to a positive impact on the lives of our students.” (D7)

transformation by means of
education.

Source: Prepared by the authors.

The adjustment of self-conception stage is a transition from a technical practice to a practical-reflexive stand.
The speeches provide evidence of professional maturing, with better confidence in the management of classes, reading
of profiles, and the making of decisions that are based on experience. This process corresponds to the stabilization
phase that is described by Huberman (1992), in which initial uncertainty is replaced by operational criteria that are
sustained by reflection cycles on and about action (Schon, 1991). It is possible to observe the conversion of experience
into professional knowledge (Tardif, 2014; Tardif; Lessard, 2014), which leads to more predictability and autonomy in
the teaching practice.

Simultaneously, there is an identity reconfiguration in which the teacher shifts focus from technical command
to the role of mediator of senses, while recognizing human formation time and the non-linear character of educational
results. This passage from technique into praxis, understood as an intentional, ethical, and critical action, reflects the
conception of professional socialization as a biographical and relational construction (Dubar, 2005). In this perspective,
the teaching practice starts to integrate cognitive, emotional, and socio-cultural dimensions while overcoming the
conception of teaching as a mere construction of tasks.

Didactic repertoire also gets expanded and becomes more conscious and diversified. Teachers articulate
conceptual foundations and practical applications while employing strategies such as case studies, problem situations,
and participative classes that connect content to the students’ contexts. This movement benefits the integration
between general and technical formation, reducing the propaedeutic-vocational fragmentation and getting closer to
the omnilateral formation ideal that is proposed by Frigotto, Ciavatta, and Ramos (2005).

Finally, there is evidence of the consolidation of a career project that is sustained by continued formation and
social commitment. Teachers plan their professional trajectories through academic goals, participation in communities
of practice, and a continuous search for improvement. Such orientation corresponds to the phases of diversification
and engagement that are described by Huberman (1992), in which individual development articulates with teacher
collaboration and the public purposes of PTE.
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4.4 Pedagogical Practice and Professional Socialization

Results also indicate that the pedagogical practice of non-education-degree teachers simultaneously
constitutes a product and a motivation for the professional socialization process. It is possible to observe a progressive
transition from an action that is predominantly technical into a practical-reflexive practice that is oriented by formative
purposes. This movement takes place in close connection with the stages of socialization that are investigated in the
study. Table 8 synthesizes this articulation among the stages of professional socialization and the development of
pedagogical practices.

Table 8 — Pedagogical Practice and Professional Socialization

Professional Socialization

Category Stage Articulation with Pedagogical Practice
The pedagogical practice emerges as an initial formation space. Regarding
the lack of didactic-pedagogical absence, Teachers learn to plan, assess, and
Learning by Passage through the looking- | conduct their classes with the help provided by the observation of peers and
experience glass everyday experimentation. The teaching practice plays an empirical and
reflexive role while marking the construction of initial professional
knowledge.

The pedagogical practice becomes a field for confrontation of dilemmas
between theory and practice, between the ENEM and technical formation.
Reflection and ) . Reflection on and about action leads to the advancement of strategies,
. . Installation of duality ) ) [
adaptation of practice methodologies, and forms of assessment, with greater sensibility to
concrete learning conditions. Sharing among peers converts individual
experiences into collective sense.
The pedagogical practice plays an ethical and intentional role by articulating
theory and practice and benefitting the integration between work, science,
Consolidation of ) ) culture, and technology. The teacher recognizes himself as mediator of
. . Adjustment of self-conception . o . )
teaching identity knowledge and starts to plan more deliberately while incorporating active
methodologies, interdisciplinarity and commitment to full human
formation.

Source: Prepared by the authors.

In the passage through the looking-glass, contact with the “real work” provides evidence of the pedagogical-
didactic blanks and the complexity of EMI, characterized by the heterogeneity of the students, the duality between
general and technical formation, and material limitations. This confrontation deconstructs the view of the teacher as a
mere specialist and propels the development of situated diagnoses, language adjustment, and mediation strategies. In
this phase, there is predominance of experience knowledge (Tardif, 2014; Tardif; Lessard, 2014), constructed in practice
, in the exchanges with colleagues and in trial-and-error attempts, confirming the relational character of socialization
(Dubar, 2005).

In the installation of duality, there are pedagogical dilemmas between getting ready for the ENEM and
sustaining technical formation, or between safeguarding practice and consolidating theory. These challenges act as
spaces for professional learning and for students to reflect on and about action (Schén, 1991), and they also promote
the advancement of planning and diversify methodologies. When they are shared, such experiences turn into collective
knowledge (Novoa, 1995), strengthening the collaborative character of socialization.

In the adjustment of self-conception, there are signs of stabilization (Huberman, 1992), with greater
confidence, autonomy, and consciousness of the mediator/educator role. The teachers articulate conceptual
foundations and practical applications, approximating practice and the omnilateral principles of PTE and of the
integration between work, science, culture, and technology (Frigotto; Ciavatta; Ramos, 2005).

In general, pedagogical practice constitutes the nucleus of teacher socialization. The transition from technical
action into reflection is sustained by short cycles of planning, intervention, examination, and re-planning, which are
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supported by formative assessment and by collective work. However, its consolidation depends on institutional
conditions, such as time for collaboration, continued formation, and suitable infrastructure. Without them, innovations
remain punctual. With them, there is an advancement of curricular integration and the consolidation of the formative
project of EMI.

5. Final Considerations

This study aimed at understanding how pedagogical practices by non-education-degree teachers contribute to
their process of professional socialization. To do so, a research study with teachers working in EMI was conducted.
Based on interviews with eight teachers at the IFPI and on content analysis, three stages of the process of professional
socialization were analyzed (i.e., passage through the looking-glass, installation of duality, and adjustment of self-
conception), and their articulations were examined with pedagogical practices.

The results provide evidence of the unplanned, initial didactic-pedagogic blanks, structural tensions that are
characteristic of EMI (e.g., student heterogeneity, conciliation between technical formation and the ENEM,
infrastructure restrictions), and a progressive transition from a technical practice into a practical-reflexive practice. It is
possible to observe the amplification of the didactic repertoire, better mediation, and contextualization of content, in
addition to the consolidation of a more conscientious and mediating teacher identity.

From a theoretical perspective, the study contributes by articulating professional socialization and pedagogical
practice, highlighting practice as the locus for transforming experiential knowledge into shared professional knowledge.
The installation of duality is configured as a space for professional learning, in which teachers reflect on practice and
construct knowledge, reinforcing the centrality of reflection in and on action in the construction of teaching identity.

In terms of educational practice, the study suggests easily implementable strategies with high formative
potential, such as peer observation, collaborative planning and assessment, and short cycles of planning-intervention-
assessment-replanning, which emerge as developments of the reflective practices identified. Such mechanisms foster
situated learning, the exchange of knowledge among teachers, and continuous adaptation to heterogeneous classes.
The use of methodologies such as case studies, problem situations, practical activities, and integrative projects
reinforces the articulation between conceptual foundations and contextualized applications.

Regarding the educational context, the findings reaffirm that integrating curricular policies are only effective
when they are followed by organizational and formative conditions which lead to institutional time for collective work,
spaces for collaboration, formative assessment and academic management that is oriented towards the integration
among areas. The analysis provides evidence of the gap between prescription and practice, offering support for the
improvement of policies aimed at reducing the fragmentation between general and technical education.

In the realm of PTE, the results reinforce the need for programs of continued formation that target the
specificities of EMI and are in alignment with a project of omnilateral formation. We recommend the institution of a
time and space for curricular integration and of infrastructure for practices and technical visits in order to strengthen
communities of intercampi practice in the federal network. Such measures are likely to lead to the transition from the
integration of the normative plan into the effective plan in the classroom. As a limitation of the study, we can highlight
the fact that the research was conducted within a single institution of the Federal Network of Professional, Scientific,
and Technological Education. In this sense, the findings must be understood from the perspective of this specific
context, without the intention to generalize towards other institutional realities. Therefore, future research should
expand the empirical scope to different educational networks and technological fields, as well as incorporate multiple
methodological strategies, such as interviews, observations, and analysis of pedagogical practices, in order to deepen
the understanding of the phenomenon in different contexts.
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