~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

ARTIGOS

Long-term continuing education: an analysis of factors that
potentialize the change of physical education teacher's
conception 23

Formacao continuada de longa duracdo: uma analise dos fatores
que potencializam a mudanca de concepcao de professores de
Educacéo Fisica

Borges, Robson Machado ©

Fraga, Alex Branco ®

® Universidade Regional do Noroeste do Estado do Rio Grande do Sul - Unijui, Ijui, RS, Brasil.
https://otcid.org/0000-0001-7325-6910, robsonmachadoborges@gmail.com

@ Universidade Federal do Rio Grande do Sul — UFRGS, Porto Alegre, RS, Brasil.
University of Toronto — UofT, Faculty of Kinesiology & Physical Education, Toronto, ON, Canada.
https:/ /orcid.org/0000-0002-6881-1446, brancofraga@gmail.com

Abstract

The article discusses the results of a study that aimed to identify factors that
potentialized changes in the conception of teachers participating in a long-term
continuing education project. Based on the assumptions of Cultural Critical Physical
Education (P.E.), through documentary research using secondary data, we analyzed
the materials produced in a three-year collaborative study (26 meetings) with the
participation of 15 teachers and one teacher-mediator. Although there is no specific
factor that leads to a change in conception, and consequently in the teaching
practice, we conclude that the main factors that induce change were: the recognition
of students' right to learn the plurality of themes in the body culture of movement
and the collective construction of a curriculum proposal for P.E. at a regional level.
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Resumo

O artigo discorre sobre os resultados de wma pesquisa que vison identificar fatores que
potencializaram mudangas de concepedo de professores participantes em um projeto de formagio
continnada de longa duragao. Pautados nos pressupostos da Educacao Fisica (EF) culturalista-
critica, por meio de uma pesquisa documental com a ntilizacdo de dados secunddrios, analisaram-
e 05 materiais prodnzidos em um estudo colaborativo com duracio de 3 anos (26 encontros) que
contou com a participagdo de 15 docentes e 1 professor-mediador. Apesar de nao haver um fator
especifico que leve a mudanga da concepeao e, consequentemente, da atuagdo docente, conclui-se gue
05 principais fatores indutores de alteragio foram: o reconbecimento do direito dos alunos de aprender
a pluralidade de temas da cultura corporal de movimento e a construcao coletiva de uma proposta
curricnlar para a EF em ambito regional.

Palavras-chave: concepeao de ensino, Educagio Fisica, estudo colaborative, formagcao

continuada

School Physical Education and its relation with legal frames

This article discusses the results of a study held in a 3-year in-service teacher education
project which investigated how a long-term education process, guided by the assumptions of a
cultural critic* Physical Education can help change teachers' concept of teaching, focusing on
the right to learn themes about the corporal culture of movement. We approach here a critical
aspect — among other products from the broader project — that is, identifying factors that

enhanced a change of conception among the program participants.

To show the relevance of this study in the area, we should situate the events that,
approximately 25 years ago, made Physical Education (P.E.) become a compulsory subject in
Brazilian K-12 education, in the same legal standard as other subjects with more school

tradition. In this perspective, we had started from the assumption that the cultural shift’ in

4The term cultural-critical encompasses the critical strands of the Physical Education Renovation Movement
(critical-overcoming and critical-emancipatory), which emerged in the curriculum scenario in the area between the
late 1980s and the early 1990s. This term, mentioned in Gongalves’s (2020) work, highlights the cultural character
of human movement from the criticism to the strands of school P.E. that delineate the ends of the subject to the
development of physical aptitude. As Pich (2005) stresses, the culturalism proposal attempts to reconcile the body
and the movement as a communication of men with the world. For a deeper study of the critical strands of Brazilian
P.E., we recommend the works by Bracht (1999), Almeida et al. (2015), and Bracht & Almeida (2019).

5 Cultural shift (Iirada cultural in Portuguese) is a term given to the epistemological change that occurred in the
mid-1990s in Brazilian school P.E. (Gonzalez & Fraga, 2012), which is supported in the assumption that the bodily
movement could not be analyzed or understood only through the mechanics of physical activity, in a central

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 2/23



~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

school P.E. made explicit its study object while demanding from the teachers a set of complex
knowledge little disseminated in the literature until that point. Summing up, at the end of 1996,
the Le: de Diretrizes ¢ Bases da Educagao Nacional — LDBEN (Law of Lines of Direction and Bases
of the Education) — (Lei n.® 9.394, de 20 de dezembro de 1996, 1996), was promulgated, in
which P.E. started to be considered a compulsory subject in the curriculum from Childhood
Education until High School. We can see this in the excerpt: “Physical education, integrated to
the pedagogical proposal of the school, is a curricular component of K-12 education, adapted
to the age range and conditions of the school population, being optional in the night courses”
(Artigo 20, § 3.°). According to the law, P.E. held the same legal national standard as the other

components.

With the publication of the Pardmetros Curriculares Nacionais (National Curriculum
Guideline) (Brasil, 1998), school P.E. started to have the body culture of movement as an object
of study to be apprehended by students through games, sports, dances, fights, and gymnastics
for the “critical exercise of citizenship and the improvement of life quality” (p. 29). This idea is
quite different from the one proposed for Physical Education in Decree n.” 69.450, from
November 1, 1971 (1971), whose aim was the development of students’ physical and sporting

aptitude with no systematization of the contents to be taught.

Despite the criticisms addressed to the National Curriculum Guideline (Brasil, 1998)
since its begging — from those identified with the cultural criticism and those who advocated
for students’ physical-sporting development as the legitimation point of Physical Education
classes at school — this document inspired the creation of regional and municipal curriculum
documents in the early 2000s, which also considered the body culture of movement as a central
assumption for the organization of this subject in K-12 education. In the wake of regional and
municipal curriculum projects after the National Curriculum Framework, despite the criticisms
over its viability and pertinence since its version®, #he Base Nacional Comum Curricular (National
Curriculum Framework) (Brasil, 2017) reaffirmed P.E. as a curriculum component that

systematizes the corporal practices, guaranteeing to students

petspective of students' physical-sport development, as it carries senses and cultural meanings of a society in a
particular time (Bagnara & Fensterseifer, 2019). According to Fensterseifer & Pich (2014), the cultural shift
movement made the cultural dimension visible in the scenario of school P.E., whose influence is in debt with
anthropological studies, giving significant didactic-pedagogical-curriculum contributions in this specific field.

¢ The National Curriculum Framework (Brasil, 2017) had three versions and was conceived amidst the political
context pre and post-impeachment of President Dilma Rousseff.
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the (re)construction of a set of knowledge that can broaden their awareness, the respect to
their movements, and the resources to take care of themselves and others, and the
development of autonomy to appropriate and use the corporal culture of movement in

several human ends, favoring their confident and personal participation in society. (p. 211)

Due to the normative character of the National Curriculum Framework (Brasil, 2017) —
which imposed to the states and cities the realignment of their curriculum references in
consonance with the postulates presented — and the more than 20 years since the promulgation
of the National Curriculum Guideline (Brasil, 1998), the corporal culture of movement seems

to be a study object consolidated in the educational, legal framework of Physical Education.

The scenario of school Physical Education and the training

possibilities of continuing education

Considering that the pedagogical proposals should guide the educational practices (Kirk
et al., 2019), school P.E. should be aligned with the national legal order presented. However,
despite having conquered a legal status, it is interesting to observe the predominance in the
social imaginary of the perception that P.E. “removes” the students from the classroom for
leisure and time off, a moment ‘not to think’ and only ‘exercise’, ‘relax the mind’, in the face of
subjects that would demand an intense intellectual effort, among other” (Sichelero & Rezer,
2013, p. 29). Generally, a good part of the school community did not show a concern with the
(non) learning in the P.E. classes, while students' parents give little formative importance to the
contents of this subject in school (Gil-Madrona et al., 2017). Therefore, regardless of the level
of detail and imposition of state and national curriculum material, they are not strong enough
to change the conception of education to transform teachers' practices. The documents — the
legal bases and curriculum proposals — alone do not make teachers change conceptions. If
documents were enough, we would have another scenario in school P.E. and, possibly, the social

imagination.

Being official productions does not mean that they have sufficient power to allow
teachers to have a different teaching practice from those that most develop — traditional

practices and teachers’ drop-out—closer to the concept present in the documents. After all, even
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with the increase of teachers involved in the production of innovative practices in the last years,
there has been a “high level of drop-out cases and low frequency of cases of pedagogical
renovation” (Gonzélez, 2016, p. 67)". To Bracht, in an interview with Almeida & Gomes (2014),
this is an enormous challenge to be overcome “because what we have today in school P.E. is a
framework we have been calling pedagogical divestment..., we are still far from effectively
building a new school culture for P.E.” (p. 300). As Fensterseifer (20106) states, when drawing a
panorama of the situation of school P.E., the situation of teacher drop-out is certainly
hegemonic so that the "decrease of the distance between the imagine P.E. and the acted P.E.

continues to be one of the main challenges for the area" (Souza, 2019, p. 9).

The situation of teacher drop-out reaches all of Latin America and does not affect only
P.E. teachers, as pointed out by a recent Chilean study (Gonzalez-Escobar et al., 2020). For
example, Mexico gives the name professor de la pelotita (ball teacher) to teachers’ drop-out
(Rozengardt, 2018). They use the terms #rar la pelota (to remove the ball) and fulbito (foosball) in
Argentina. In Uruguay, pelota al médio (ball in the middle). In Spain, pachanguita (casual soccer
game), pointing out that the phenomenon of teacher drop-out goes beyond Latin America
(Gonzélez, 2016). In the Brazilian case, there is still a strong tendency towatrd ndo aula® (non-
class) in the time slot of P.E. in the school curriculum, which is grounded in the belief that
students do not have specific knowledge to be studied in this subject beyond the body

experience of some practices —normally few sports modalities.

Indeed, teachers are neither guilty nor victzms in this process, as there is a complex relation
between the micro (school culture) and macrosocial elements (the most general culture) that
directly interfere in the configuration of classes and how teachers guide them (Gonzalez, 2016).
Our main point is that when finishing their pre-service education in Physical Education

Teaching degree in a Higher Education institution, the teachers receive a /icense from the State

7 Bracht (2011) and Gonzalez (2016) classify the types of P.E. teacher practices into three categories: traditional
practices, work drop-out, and innovative practices. Traditional practices correspond to the work focused on
teaching the technical gestures of sports, generally approaching a few modalities (indoor soccer, volleyball,
basketball, and handball). Teachers' drop-out (or pedagogical divestment) is when one cannot identify an intention
to teach and, consequently, there is no concern with students' learning. Teachers who implement innovative
practices try to teach students considering the plurality of themes under the perspective of body culture of
movement, approaching specific contents in the area, according to the current legal documents.

8 Gonzalez and Fensterseifer (2014) establish that " there is a class when occurs an intentional intervention by the
teacher to allow the learning of a specific content and/or develop a particular ability, considered school's
responsibility, and in which there is an effort to develop all students belonging to the administrative group defined
as a class that, on its turn, articulates with a didactic sequence within a project, what demands specific procedures
and is enacted in a certain time" (pp. 64—65).
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to teach specific subjects — the object of their training — according to the legal frameworks,
aiming for students' right to learning. We understand that the panorama of non-class is partially
because teachers are not offered the conditions to effectively appropriate a series of knowledge
and competencies — which would allow them to alter their practice according to the current legal
framework in the cultural-critical perspective of Physical Education. Among the different
national guidelines to conceive the classes of this curriculum component (Brasil, 1998, 2017;
Decreto n.° 69.450, de 1.° de novembro de 1971, 1971) in different political moments — military
dictatorship and democracy — are the teachers that, in a specific moment, in our opinion,
perceived themselves in a situation in which their practice no longer worked, as if they were

groundless.

Thus, beyond the investments in better work conditions, there is the need to invest in
projects that consider concrete realities and value teachers’ knowledge, studying with
them’because a change in teachers' practice is much harder to take place (Imbernén, 2010).
According to Sparkes (1997), teachers have deeply rooted beliefs that shape their educational
practices, as “a change in this level is extremely difficult because it challenges the essential values
individuals hold about the purposes of education” (p. 252). As highlighted by Behrens (2007),
“in general, teachers did believe they needed to rethink their teaching but did not know how to

do so” (p. 451).

In the face of this, researchers that assume a propositional position, besides criticizing
teachers' work at school, have pointed out continuing education as a possibility of change.
According to Imbernén (2010), the ways of perceiving teacher education have rapidly changed
in the last decades. In a review, the author identifies that in the 1980s, it was perceived as an
individual assimilable product through conferences or courses. In the 1990s, it became a process
to assimilate strategies, change personal issues and interpretation practices through a process to
assimilate strategies, change personal questions, and interpretation practices with seminars and
workshops. In the 2000s, the attention shifted to creating spaces and resources, aiming to build

learning via innovative projects, exchanges, and attempts of reflexive practice. In the early 21*

9 Molina Neto and Molina (2009) highlight the term 'with' to express the idea of tesearching and learning with
teachers. Wittizorecki and Molina Neto (2015) reinforce this idea of “studying with teachers" instead of
"researching the teachers". About this, Tardif (2014) defends a "research not about teaching and teachers, but for
teaching and with teachers" (p. 239).
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century, continuing education was guided toward creating transformation projects, with

community intervention and research about the practice.

In the specific case of Brazil, teachers’ continuing education started to receive more
attention in the 1990s. Since this period, the Brazilian State produced laws, resolutions,
networks, plans, and policies approaching and focusing on continuing professional
improvement. We highlight the Item II of the Article 67 of LDBEN (Lei n.° 9.394, de 20 de
dezembro de 1996, 1996); Article 5. of the Resolution n.? 3, from October 8, 1997 (1997) of the
Conselho Nacional de Educagao; Rede Nacional de Formagao Continnada de Professores de Educagao Bdsica
(Brasil, 2000); the Plano Nacional de Educagio — PNE — (Lei n.° 10.172, de 9 de janeiro de 2001,
2001); and Law n.° 13.005, from June 25, 2014 (2014); and the Po/itica Nacional de Formagcio de
Professores da Edncagao Bdsica — Parfor — (Decreto n.” 6.755, de 29 de janeiro de 2009, 2009);

among others.

When analyzing the structure of teachers’ continuing education in Brazil, Henrique and
Ferreira (2016) mentioned the existence of different models, predominantly those following a
traditional format with courses, workshops, lectures, etc., which intend to answer the needs of
the educational system but cannot integrate teachers’ interests in this process. Most training
initiatives for P.E. teachers have the following characteristics: few meetings, disregard toward
teachers’ knowledge and interest, dependency perspective, closed curriculum, little teacher
autonomy, and short-duration activities (Bernardo, 2016; Molina Neto et al., 2006). According

to Imbernén (2010), there is a centrality of initiatives

With a type of continuing training that, despite everything and everyone, continues in a
process composed of model lessons, notions offered in courses, an orthodoxy of watching
and participating in training given through courses with specialists — in which a teacher is
an ignorant person who watches the sessions that “enlighten and culturalize” them
professionally. It is left aside what has been defended for a while: research-action processes,
attitudes, projects related to the context, teachers’ active participation, autonomy,

heterodoxy, didactics, several teachers’ identities, comprehensive plans, didactic creativity,

etc. (pp. 8-9)

In the attempt to advance the effective quality of continuing education, a perspective
pointed out as consistent — and with a reflexive potential — is the idea of collaborative studies
with teachers. Because of this, aiming to contribute to students’ rights to learn in P.E. classes,

as proposed in the National Curriculum Framework (Brasil, 2017), this article aims to identify the
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Sactors that potentialized a change in teachers' conception after the participation in a continning long-lasting

training grounded on the assumptions of a cultural-critical Physical Education.

Methodological procedures

This study has a qualitative approach, characterized as documental research (May, 2004)
using secondary data to acquire information. According to Flick (2009), this type of research

allows the analysis of information from a specific reality already documented.

The documents analyzed arise from a continuing education training offered by one of
the 30 Regional Coordination of Education (RCE) in the state of Rio Grande do Sul, for the
teachers under its responsibility. The peculiarity and originality of this research are related to the
fact that one of the authors in this article participated in the data produced as a training mediator

invited by the Coordination.

The mediation role in the events envisioned not the capacity to mobilize a group of
teachers to participate in the project and to build an environment in which teachers felt at ease
to express their concepts about P.E., reflecting and discussing with their colleagues the different
trajectories and methodological options derived from such conceptions, with no prior moral
judgment. Such demand assumed an extremely dedicated involvement and the attention of the

teacher-mediator in building mutual trust among those involved.

These encounters consisted of meetings and seminars held in the RCE (in the
auditorium or computer lab) and in the schools (on the courts, schoolyards, and gymnasiums)
the participants worked. There were 26 study meetings, lasting approximately 4 hours, from
November 2015 to August 2018, with the following topics as central themes: presentation of a
study proposal and collective planning of the encounters to identify teachers” interest''; school’s
social role as a republican and democratic institution; the meaning of school P.E..; what is (for
what and why) teaching school P.E.; the dimension of contents: procedural, conceptual, and
attitude; planning a teaching unit; didactic unit; class plan; teaching methods; types of tasks;

teacher intervention; students' role; types of motor ability; evaluation; sports; fights; capoeira;

10This study was approved by the Research Ethics Committee at Universidade Federal do Rio Grande do Sul - UFRGS,
under the number 88852218.7.0000.5347.

11 According to Behrens (2007), teachers' continuing training proposals must be built with them rather than for them.
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motor games (popular and traditional); corporal and health practices (organic and sociocultural
implications); body practices and society; expressive body practices; gymnastics (demonstration
of body awareness, physical conditioning; adventure body practices; water activities;
information and communication technology; construction of a curriculum proposal for P.E. in

the schools of this RCE; corporal experimentation'’; and homework".

Of the total of teachers connected to the Coordination, 15 regularly participated in the
study'’. These participants established a group charactetized by their age heterogeneity (from
41 to 58 years old), graduation period (from 1982 to 2002), time of experience as teachers (from
13 to 32 years), and previous education (undergraduate to master’s degree). Regarding their
perception of their practice in school P.E., except for one teacher who believed she used
innovative practices, the other members of the group believed they used traditional practices

before the continuing education training"”.

Among the documents proposed in the continuing training involving the 15 teachers,
we used as data sources for this research: a) transcription of teachers' statements during the
encounters; and b) interviews with the participants. As we analyzed the documents with
secondary sources — as the CRE holds the primary information and provided them for academic

investigation —this study is a secondary analysis of primary data.

According to Flick (2013), one characteristic of secondary analysis is that the data was
not produced for the research, as is the case of continuing education promoted by the RCE. In
particular, Tarrant and Hughes (2020) state that the research restrictions imposed by Covid-19
to face to face investigation “challenge the traditional approaches to qualitative research, making
it an appropriate moment to reconsider the tendency of generating primary data as the form of

‘going to’ fieldwork and new studies” (p. 1).

In selecting the documents to answer the proposed objective in this article, we used

content analysis based on Silverman (2009). This author points out that in this type of analysis,

12'The corporal experience of subjects studied occurred in most study encounters.

13'The homework consisted of an action teachers had to develop with one class in the school and a class plan about
what was studied in the meeting. The time for the task was until the subsequent encounter, in which the events in
the class were collectively discussed in the study group.

14 By regular, we mean teachers who attended at least 18 meetings out of the 26 held, approximately 70% of the
total.

15 The notes on how to act in school P.E. were made by the teachers themselves, who, during the encounters,
identified themselves in this way.
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the researchers usually establish a set of preOdefined categories, using excerpts and parts of non-
tabulated data to illustrate particular categories. In this way, we organized the information of a
group of elements and systematized them into various matrices of analysis to allow the

visualization and more consistent understanding of data.

Data analysis and discussion of results

From the perspective of gradation'®, we believe there is no unique moment that triggers
the change in teachers' conception. Therefore, different aspects can be pointed out as enhancers
of understanding change. As identified by Anderson and Thiessen (2008), “change does not

derive from a single action but, on the contrary, operates in various degrees and levels” (p. 1406).

Therefore, a possible assumption refers to the understanding that the shift in the way
to conceiving a good P.E. class does not take place in one unique point, nor is connected with
normative documents. The ¢/ck — used here as a metaphor to indicate a change in understanding
— took different forms for each teacher, gradually, so that different events fuched teachers and,
thus, certain beliefs started to make sense to them. This way, there is no topic or subject that,
when approached in isolation, induces a change in teachers’ practices. The ¢ick occurs when
teachers perceive themselves as thinking differently from what was once familiar — the result of
a set of actions undertaken during time. Hence, the ¢k moment is when the subjects perceive
themselves furmed and start to see their classes in a much different light, due to a collection of
gradual reflections and experiences on the themes related to their pedagogical praxis- even if
some themes are highlighted by educators, and they associate the ¢ick to a specific moment
connected to the critical incidents produced by some experience, for example, a collaborative

study.

In this case study, the participant teachers mentioned eight events that gradually allowed
for the click. The three strongest ones pointed out as the main ones were the students' right to
learn about the plurality of body culture of movement, the collective construction of a
curriculum proposal, and the body experience with the themes studied. The five others, to a

lesser degree, pointed out as secondary instances of change were the feeling of belonging to the

16 The word derives from gradual, which means “happening or changing slowly over a long period or distance”.
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study group as a source of empowerment and recognition, the shaking of teachers' awareness,
the importance of the mediatot's support in long-lasting collaborative studies, the challenge of
giving a class about a recently-studied theme, and the study of specific topics in the continuing
education training. Given the space limitations of this text, we analyze and discuss the two first

factors.

Students’ right to learn the plurality of themes from the body

culture of movement

The central moment pointed out by the teachers, which allowed a change in the form
of understanding school P.E., was the study of students' right to learn the plurality of themes in
the body culture of movement as an end for this curriculum component in the school.
According to Behrens (2007), “the involvement and commitment with students’ learning can

be key for the success of teachers’ continuing education” (p. 452).

In a way, this subject makes sense to teachers, as can be seen in the following lines,
transcribed from the interviews with teachers'”: “To study about the meaning, the specificity, I think it
was the term we used, it was really important. I think that was key” (Paula); “That thing about students' right

to learn really hit me, 1 can say it moved me" (Bruna);

I started to see the training in another way, in the sense of thinking differently, when we discussed that the
student has the right to see this or that... There I started to reflect. This made me leave ny comfort zone of
working only with what I already know and go beyond (Claudia);

To me, the main issue was to reflect on the right students have to learn about P.E. as a subject in school.
Now I understand I must develop all themes. It's the students’ right. From then on, this bas struck me and
touched me (Vitor);

That guestion about students’ right to learn that we've studied, that students have the right to learn
something, really bothered me" I've learned in this training that, in P.E., we can work with things that
students will never forget, and this is their right. (Oscar);

17'The names are fictitious.
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What really hit me was the issue of students' right to learn. When this topic was raised, 1 thought: my son
was my student in Year 7. Who knows if I didn’t teach my own son more things other than only handball,
volleyball, and basketball, bringing more things to him. This really hit me! (Saulo)

As teachers do not recognize the approach of themes related to the body culture of
movement aiming P.E. in school, the students' right to learn is restricted. Thus, when teachers
understand that the students have this right, the development of themes related to this
perspective starts to be considered. Bagnara and Fensterseifer (2016) defend that the role of

P.E. in school is a central question to be dealt with in pre-service and in-service teacher training.

After this topic was studied in the continuing training, the teachers perceived a
professional commitment related to the license granted by the State, connected to their
professional practice in school, something along the lines of what Anderson and Thiessen
(2008) call an “increase of common responsibility” (p. 148) to call attention to the political
character of schools. After all, we must always be aware that the State grants a license to the
teacher, according to the national norms, so that they can develop their work and guarantee
students' right to learn what the legal framework establishes. As Fensterseifer (2016) argues, “we
cannot do just 'anything' at school. The license we have means assuming the responsibility with
the curriculum component for which we are hired and are qualified” (p. 9). Thus, when teachers
do anything or act from a traditional perspective, they are not attending to students' rights

regarding the subject knowledge. As stated by Rozengardt (2014),

Physical Education constitutes a knowledge area, and its contents have cultural relevance
and social validity, constituting part of the meaningful values of culture. The knowledge and
students' availability are part of their rights as citizens. (pp. 73-74)

When the students’ right to learning started to make sense to the students participating
in the continuing training analyzed, they perceived that acting traditionally in school P.E. does
not allow students' prerogative to have contact with the diversity of body practices in the area.
In other words, approaching only some sports in class does not guarantee students' contact with
other historical body manifestations, such as fights, games, gymnastics, rhythmic and expressive
activities, body knowledge (Brasil, 1998), water activities, dances, adventure body practices,
(Brasil, 2017), among others. For this reason, we can perceive that, in the early 2020s, it is not

acceptable to deny students the opportunity of having contact with the plurality of body
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practices proposed more than 20 years ago in the National Common Curriculum Guideline

(Brasil, 1998) and consolidated in the National Curriculum Framework (Brasil, 2017).

This understanding started in the fourth study meeting, when the participants discussed
what (for what and why) to teach in school P.E. The reflection about this issue was new to the
teachers, as reported by Claudia at the end of this meeting: “T)és is incredible! Twenty years in school,

in Physical Education, and I've never realized that. I've never seen anyone talking about this”.

Since then, the understanding of students’ right to learn the plurality of the corporal
culture of movements started to show itself and interfere in the discussions and positions of
many teachers. In the following meetings, when studying specific themes of contents little seen
in school physical education and their difficulty in approaching them, the teachers frequently
talked about the need to implement them due to students' rights, as highlighted by Paula in the
17" study meeting; “You know, I also don’t have this easiness to work with dance, but remember: the students

have this right!”.

From this understanding, the zusight into students' right to learn started to establish
teachers' knowledge map. Notably, it has impacted the constitution of curriculum knowledge
(Tardif, 2014). This fact allowed the study group to answer questions connected to the meaning
of P.E. in school interfaced with the ability to sustain the pertinence of themes in the classes of
this subject, an action related to the structuring question of what to teach (Gonzalez & Bracht,

2012).

This event dialogues with the previous conceptions about the meaning of P.E. At the
beginning of the continuing training, the teachers had great difficulty positioning themselves
regarding the specificity of P.E. in school. Since the fourth study meeting, a significant part of
the group started to overcome this previous difficulty, even if all participants had not fully

abandoned those meanings.

The pertinence of teachers’ reflection and discussion on students' right to learn is
evidence of an essential element that the organizers of continuing training should consider.
Thus, when defending students’ right to learn (Brasil, 2017), we can think that, when
participating in continuing training, the teachers have the right to contact the themes, contents,
and methodologies that allow conceptual changes. Particularly in the case of P.E. teacher

training, the study on students' right to learn the plurality of themes connected to the body
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culture of movement, aiming the curriculum component in school, a topic to be highlighted due

to its potential to generate change, as took place in the continuing training analyzed.

This change is articulated with the idea of planning as, when collectively constructing
the curriculum proposal for the schools encompassed in this RCE, teachers contemplated all
the themes studies in the continuing education project. This action indicates a clear intention to

attend to students' learning rights.

The collective construction of a curriculum proposal

Teachers pointed out the collective construction of a curriculum proposal for Physical
Education in the schools of the RCE as an element of impact highlighted in the change of
conception. We present some excerpts in this sense, transcribed from interviews conducted
with the teachers: “I7 was striking to me when we started to make that structure, to guide what to work in
each year, the number of classes. Ow! I think that was fantastic’ (Sandra); “I really liked to build that
[framework, the curriculum proposal. For me that cleared up things, it was much easier to work” (Nice); “What
also stood out was when you started to present the ideas of subject distribution during the school year. That

percentage task was very interesting” (Saulo);

Here, in the end, we have this North because the anguish was like: in Math, they know what to work. In
Portuguese, they know. .. And now, with this curricnlum proposal we made, onr RCE will fnow. Though

some teachers who didn't participate don't know how this construction was (Joao);

It took so many years to make a work that today indicates to us what we start in Year 6 and go until the
Senior Year in High School, and we didn't have this. The definition of what to teach each year will be very
good becanse now 1 understand it's not enough to have some loose work. Just like Mathematics, and
Portugnese, they know what they will teach from the beginning to the end of the year, and what the contents
of Years 7 and 8 will be. Now we'’ve defined and created a little booklet, by everyone who participated
(Oscar);

In my opinion, another highlight was the issue of curriculum organization. Becanse in the other subjects, we
get a book, and there is the content structure: in Year 5, it's like this. In Year 6, too, everything is organized.
We had a little bit in the Licoes do Rio Grande, but there was not much and we had trouble understanding

why it wasn’t something as didactic (Bruna)
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The need pointed out by the teachers to have a curriculum proposal for school P.E.,
known by teachers, is historical. According to Maldonado et al. (2018), “one of the most
important points in the difficulties that the school P.E. teachers have always was related to the
possibility of systematizing the themes and contents they intend to develop during the year or
schooling cycle" (p. 86). According to Rufino et al. (2017), the difficulty of structuring a
curriculum regarding what should be approached in each school year is highly problematic in
P.E. Therefore, the definition given by teachers on what is essential to be approached in classes

should receive more attention in the studies in the field of education (Gariglio, 2013). After all,

there still lingers a theoretical-practical distance embodied in the incompatibility between
the logic of building pedagogical proposals from an academic space and the possibilities of
retranslating them for the environment of pedagogical practice in school, given the

complexity and singularity of this intervention space. (Gariglio, 2013, p. 245)

As the curriculum proposal was made collectively, teachers participated effectively in its
creation, showing their opinions and contributing to the construction of the document. As
Bracht' defends, a continuing training needs to "consider teachers in the intervention as
intellectuals, who produce knowledge; they need to be understood as partners in the training
process and not as someone to whom we will talk from the knowledge produced in the
academy” (Almeida & Gomes, 2014, p. 284). Thereby, continuing training comes closer to
enhancing autonomy "in which teachers go from being spectators to become author, co-
responsible for the training process. In this case, training is not done for teachers but with them

constantly sharing experiences and investigating their practice” (Luiz et al., 2014, p. 80).

This action was essential for the document to make sense to the teachers. We must stop
considering teachers only as appliers of other people's ideas — university professors and staff
from the Ministry of Education— who ate often far from school and/or outside teachers” work
(Tardif, 2014). As Fensterseifer (2018) states, “we, teachers, are terrible appliers of other
people’s projects. Any ‘revolutionary’ idea should have the participation in the production, or

critical participation, from the ‘soldiers’ who will be in the ‘battlefield front™ (p. 168).

When allowing teachers to participate in the definition of what (themes and contents)

and when (in what school year) to teach or approach in the P.E. classes, continuing education

18 In an interview to Almeida & Gomes (2014).
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had the merit to consider a historical claim of teachers, as in the lines previously highlighted.
This shows signs of having advanced in the task of integrating their needs with institutional
interests, something that "still seems to be a great challenge for the policies of teacher training"

(Henrique & Ferreira, 2016, p. 13).

Effectively participating in the collective construction of a curriculum proposal for P.E.
in the schools they work in, after the collaborative study of several themes over a long period,
allowed teachers to go from applying ideas from other people to building a curriculum structure
that made sense to them. Thus, participants reached something uncommon, though necessary,
in an educational training that approaches teachers’ practice. After all, the pedagogical practice
in school P.E., “much more than a simple ‘application’ of proposals, is its appropriation due to

the peculiar characteristics of each context” (Bracht, 2019, p. 183).

This data indicates the need for P.E. continuing education training to consider teachers’
actual participation in the definition of curriculum proposals, with appropriate time dedicated to
this theme in the planning of courses. Otherwise, we will continue with a scenario in which
guideline documents have problems guaranteeing their materialization in the pedagogical

ractice. Continuing education can generate change in P.E. teachers' practice (Bracht, 2019).
p g g g p )

Final remarks

When trying to identify the factors that boosted teachers' conception change after
participating in a continuing long-term education based on the assumptions of a cultural-critic
Physical education, we understand that there is no isolated instant that turned the switch when
teachers started to understand the curriculum component in another way. From the idea of
gradation, it was possible to see that many factors influenced the establishment of new types of
knowledge, mainly: students' right to learn about the plurality of themes related to the body
culture of movement and the collective construction of a curriculum proposal for a regional
P.E. Hence, the change established itself gradually from different pathways for each teacher,
different events fouched the teacher, and, in this way, certain understandings start to make sense

to them.

The eight factors mentioned in the data analysis allowed self-proclaimed traditional

teachers to zove from one place — conceptually speaking — to another, which they were not before
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the continuing training. In this process, some moved more than others. Anyhow, the factors
establish themselves as evidence to engage possibilities of changing teachers’ concept of
teaching and, in some cases, their practice. When analyzing in this text the students' right to
learning and the collective construction of a curriculum proposal for P.E.; as factors that
influenced the constitution of new types of knowledge, we especially presented two elements

with a more significant potential to overcome gaps in continuing education in the area.

There were undoubtedly several mishaps in this continuing education project, such as
drop-out — 36 teachers participated in at least one training meeting, but less than half continued
—; inconsistent participation (some teachers were not frequent in the study meetings)'’; teachers'
anguish when in contact with themes they did not approach in their classes; difficulties in
studying alone; obstacles to advancing the discussions, such as the arrival of teachers only after
some meetings; and the mediatot's frequent doubts about guiding the study meetings, among
others. These difficulties were not mentioned in this text because they were not directly

connected to the objective proposed here.

In this sense, aware of the uncertainty of teachers’ knowledge mobilization — as a study
limit — in a future investigation, we intend to follow the classes of participant teachers to see if
the change in the teaching concept will not be lost in time. In other words, we will try to identify
if the understanding established during a collaborative study of Physical Education as grounded
on students' right to appropriate themes connected to the body culture of movement will result

in attuned actions, even after some years and the end of the study group.

References

Almeida, F. Q., Bracht, V., & Vaz, A. F. (2015). Educacio fisica, pedagogia critica e ideologia:
Génese e interpretacoes. Movimento, 21(2), 317-331.
https://seet.ufrgs.br/Movimento/article/viewFile/49023/34210

19 In general lines, it is important to highlight that the non-patticipation in continuing training programs is related
to the precarious scenario of teachers' work in Brazil and the lack of policies for permanent training that support
teachers' presence in long-term training projects.

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 17/23


https://seer.ufrgs.br/Movimento/article/viewFile/49023/34210

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Almeida, F. Q., & Gomes, I. M. (2014). Tracados analiticos e esfor¢os de autointerpretagao:
uma entrevista com Valter Bracht. In F. Q. Almeida & I. M. Gomes (Eds.), Ialter Bracht

e a Educagio Fisica: um pensamento em movimento (pp. 239-315). Edufes; Edunijui.

Anderson, S. E.; & Thiessen, D. (2008). Comunidades docentes em transformacio: a tradicao
da mudanga nos Estados Unidos. In M. Tardif & C. Lessard (Ozgs.), Oficio de professor:

historia, perspectivas e desafios internacionais (pp. 135-151). Vozes.

Bagnara, 1. C., & Fensterseifer, P. E. (2016). Intervencao pedagdgica em Educacao Fisica: um
recorte da escola publica. Motrivivéncia, 28(48), 316-330.
https://petiodicos.ufsc.br/index.php/motrivivencia/article/view/2175-
8042.2016v28n48p316

Bagnara, I. C., & Fensterseifer, P. E. (2019). O desafio didatico da educacao fisica escolar:
planejar,  ensinar,  avaliar. Educacion — Fisica — y  Ciencia,  21(4),  e102.

https://efyc.fahce.unlp.edu.ar/atticle/download/EFyCe102/12090?inline=1.

Behrens, M. A. (2007). O paradigma da complexidade na formagiao e no desenvolvimento
profissional ~ de  professores  universitarios.  Educacao,  30(3),  439-455.

https://revistaseletronicas.pucts.br/ojs/index.php/faced/atticle /view /2742

Bernardo, F. B. (2016). Formagao colaborativa e o protagonismo docente. In J. Henrique, F. N.
A. Anacleto & S. A. M. Pereira (Eds.), Desenvolvimento profissional de professores de Educagao
Fisica: reflexcdes sobre a formagao e socializacao docente (pp. 119-136). CRV.

Bracht, V. (1999). A constituicao das teorias pedagdgicas da educacao fisica. Cadernos Cedes,

XIX(48), 69-88.
https:/ /www.scielo.bt/j/ccedes/a/3NLKtc3KPprBBcvgLQbHvVIs/?lang=pt&format
=pdf

Bracht, V. (September 2011). Dilemas no cotidiano da Educacio Fisica escolar: entre o
desinvestimento e a inovagao pedagogica. Salto para o Futuro, 21(11), 14-20.
http://cev.org.br/biblioteca/dilemas-cotidiano-educacao-fisica-escolar-entre-o-

desinvestimento-e-inovacao-pedagogica/

Bracht, V. (2019). A Educacio Fisica escolar no Brasil: o que ela vem sendo e o que pode ser (elementos de

uma teoria pedagogica para a educagao fisica). Unijui.

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 18/23


http://lattes.cnpq.br/3827408926506567
http://lattes.cnpq.br/3827408926506567
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2016v28n48p316
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2016v28n48p316
https://efyc.fahce.unlp.edu.ar/article/download/EFyCe102/12090?inline=1.
https://revistaseletronicas.pucrs.br/ojs/index.php/faced/article/view/2742
http://lattes.cnpq.br/4458509966563655
https://www.scielo.br/j/ccedes/a/3NLKtc3KPprBBcvgLQbHv9s/?lang=pt&format=pdf
https://www.scielo.br/j/ccedes/a/3NLKtc3KPprBBcvgLQbHv9s/?lang=pt&format=pdf
http://cev.org.br/biblioteca/dilemas-cotidiano-educacao-fisica-escolar-entre-o-desinvestimento-e-inovacao-pedagogica/
http://cev.org.br/biblioteca/dilemas-cotidiano-educacao-fisica-escolar-entre-o-desinvestimento-e-inovacao-pedagogica/

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Bracht, V., & Almeida, F. Q. (2019). Pedagogia critica da educagio fisica: dilemas e desafios na

atualidade. Movimento, 25 €25001, 1-15.

b

https://seet.ufrgs.br/Movimento/article/view/96196 /54833

Brasil. (1998). Ministério da Educa¢ao. Secretaria de Educacio Fundamental. Pardmetros

Curricnlares Nacionais: educagio fisica. MEC/SEF.

Brasil. (2006). Ministério da Educagdo. Secretaria de Educagao Basica. Rede nacional de formacio
continada de professores de edncacao basica. MEC/ SEB.
http://portal.mec.gov.br/seb/arquivos/pdf/Rede/catalg_rede_06.pdf

Brasil. (2017). Ministério da Educacao. Base nacional comum curricular: eduncagio ¢ a base. Ministério

da Educacio. http://basenacionalcomum.mec.gov.br/images/BNCC_20dez_site.pdf
Bueno, F. S. (1995). Diciondrio escolar da lingna portugnesa (11.* ed.). FAE.

Decreto n.° 6.755, de 29 de janeiro de 2009, Didrio Oficial da Uniao (2009).
https:/ /www.capes.gov.br/images/stoties/download/legislacao/Dectreto-6755-
2009.pdf

Decreto n.’ 69.450, de 1.° de novembro de 1971 (1971).
http:/ /www.planalto.gov.br/ccivil_03/decreto/d69450.htm

Lei n° 9394, de 20 de dezembro de 1996, Duirio Oficial da Unido (1996).
http:/ /www.planalto.gov.br/ccivil_03/leis/19394.htm

Lei n° 10172, de 9 de janeiro de 2001, Didrio Oficial da Uniao (2001).
http:/ /www.planalto.gov.bt/ccivil_03/leis/leis_2001/110172.htm

Lei n° 13.005, de 25 de junho de 2014, Diirio Oficial da Uniao (2014).
http:/ /www.planalto.gov.bt/ccivil_03/_at02011-2014/2014/1ei/113005.htm

Fensterseifer, P. E. (2016). “Produ¢ao de conhecimento e coopera¢ao académica nos paises do
Cone-Sul — América do Sul” - o caso da REIIPEFE. In P. C. C. Silva, A. G. Gerez, A.
C. S. Nascimento, B. O. Silva, F. L. Loureiro, F. Q. Almeida, G. C. Machado, 1. M.
Gomes, J. M. Costa, L. Moro, M. A. D. G. Costa & S. Rechia (Eds.), Territorialidade e
diversidade regional no Brasil e América Latina: suas conexaes com a Educagio Fisica ¢ as Ciéncias

do Esporte (Vol. 1, pp. 123-136). Tribo da Ilha.

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 19/23


https://seer.ufrgs.br/Movimento/article/view/96196/54833
http://portal.mec.gov.br/seb/arquivos/pdf/Rede/catalg_rede_06.pdf
http://basenacionalcomum.mec.gov.br/images/BNCC_20dez_site.pdf
https://www.capes.gov.br/images/stories/download/legislacao/Decreto-6755-2009.pdf
https://www.capes.gov.br/images/stories/download/legislacao/Decreto-6755-2009.pdf
http://www.planalto.gov.br/ccivil_03/decreto/d69450.htm
http://www.planalto.gov.br/ccivil_03/leis/l9394.htm
http://www.planalto.gov.br/ccivil_03/leis/leis_2001/l10172.htm
http://www.planalto.gov.br/ccivil_03/_ato2011-2014/2014/lei/l13005.htm
http://lattes.cnpq.br/3671595343974895

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Fensterseifer, P. E. (2018). Formagao inicial e continuada e atuagao profissional: a necessidade
da tensdo permanente no ambito escolar. In F. Acosta, F. Krivzov & R. Rozengardt
(Orgs.), La educacion fisica: practicas escolares y prdcticas de formacion (pp. 165-173). Editores

Associados.

Fensterseifer, P. E., & Pich, S. (2014). Educacao, educacio fisica escolar e diversidade cultural.
Revista Brasileira de Ciéncias do Esporte, 36(2), S283-5296.
http://revista.cbce.org.br/index.php/RBCE/atticle/view/2133/1091

Flick, U. (2009). Introdugio a pesquisa qualitativa. Artmed.
Flick, U. (2013). Introdugio a metodologia da pesquisa: um guia para iniciantes. Penso.
Gariglio, J. A. (2013). Fazeres e saberes pedagdgicos de professores de Educagao Fisica. Unijui.

Gil-Madrona, P., Perona-Andres, J. M., Prieto-Ayuso, A., & Saez-Sanchez, M. B. (2017).
Evolucién de los intereses y opiniones curriculares del area de Educacion Fisica de
padres y alumnos. Movimento, 23(3), 1065-1078.
https:/ /www.redalyc.org/pdf/1153/115352985021.pdf

Gongalves, V. (2020). “Planejar nao é um bicho de sete cabegas’: estudos colaborativos no enfrentamento das
dificuldades de formandos em preparar anlas de eduncagao fisica na escola [Master’s dissertation,
Universidade Federal do Rio Grande do Sul].
https:/ /www.lume.ufrgs.br/bitstream/handle/10183/230873/001132147.pdf?sequenc
e=1&isAllowed=y

Gonzalez, F. J. (2016). Atuagiao dos professores na Educacao Fisica escolar: entre o abandono
do trabalho docente e a renovacao pedagogica. In P. C. C. Silva, A. G. Gerez, A. C. S.
Nascimento, B. O. Silva, F. L. Loureiro, F. Q. Almeida, G. C. Machado, I. M. Gomes,
J. M. Costa, L. Moro, M. A. D. G. Costa & S. Rechia (Eds.), Territorialidade ¢ diversidade
regional no Brasil e América Latina: suas conexoes com a Edncagao Fisica e as Ciéncias do Esporte

(Vol. 1, pp. 123-1306). Tribo da Ilha, 2016.

Gonzalez, F. J., & Bracht, V. (2012). Metodologia do ensino dos esportes coletivos. UFES — Nucleo de

Educacao Aberta e a Distancia.

Gonzilez, F. J., & Fensterseifer, P. E. (2014). Aula. In F. ]J. Gonzilez & P. E. Fensterseifer
(Orgs.), Diciondrio critico de Edncagao Fisica (3.* ed., pp. 64-67). Unijui.

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 20/23


http://lattes.cnpq.br/3671595343974895
http://lattes.cnpq.br/3671595343974895
https://efyc.fahce.unlp.edu.ar/article/download/EFyCe102/12090?inline=1#redalyc_439962413006_ref15
http://revista.cbce.org.br/index.php/RBCE/article/view/2133/1091
https://www.redalyc.org/pdf/1153/115352985021.pdf
https://www.lume.ufrgs.br/bitstream/handle/10183/230873/001132147.pdf?sequence=1&isAllowed=y
https://www.lume.ufrgs.br/bitstream/handle/10183/230873/001132147.pdf?sequence=1&isAllowed=y

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Gonzalez, F. J., & Fraga, A. B. (2012). Afazgeres da Educacio Fisica na escola: plangjar, ensinar, partilhar.
Edelbra.

Gonzalez-Escobar, M., Silva-Pefia, 1., Gandarillas, A. P., & Kelchtermans, G. (2020). Teacher
turnover in Latin America: a literature review. Cadernos de Pesquisa, 50(176), 592-604.
https:/ /www.scielo.bt/j/cp/a/sz88 F6WMBVEF5WMs6tFvs3WB/ ?lang=en&format=p
df

Henrique, J., & Ferreira, J. S. (2016). Modelos de formagiao continuada de professores:
transitando entre o tradicional e o inovador nos macrocampos das praticas formativas.
Cadernos de Pesquisa, 23(3), 1-15.
http:/ /www.petiodicoseletronicos.ufma.br/index.php/cadernosdepesquisa/atticle /vie

w/5795
Imbernoén, F. (2010). Formagao continuada de professores. Artmed.

Kirk, D., Almeida, F. Q., & Bracht, V. (2019). Pedagogia critica da Educacio Fisica: desafios e
perspectivas contemporaneas. Movimento, 25, 1-4.

https:/ /seet.ufrgs.br/Movimento/article/view/97341

Luiz, I. C., Ventorim, S., Mello, A. S., Ferreira Neto, A., & Santos, W. (2014). Praticas de
apropria¢ao dos professores de Educagao Fisica nas formagoes continuadas: trilhando
a producao de sentidos. Motrivivéncia, 26(43), 70-88.
https://petiodicos.ufsc.br/index.php/motrivivencia/article/view/2175-
8042.2014v26n43p70/28131

Maldonado, D. T., Farias, U. S., Nogueira, V. A., Santos, A. R., Meireles, B. F., Moreira, V. S.,
& Freire, E. S. (2018). Indicios de mudangas na pratica pedagogica dos professores de
Educacao Fisica Escolar: analise dos estudos publicados em anais de eventos nacionais.
Corpoconsciéncia, 22(1), 101-116.
https://petiodicoscientificos.ufmt.br/ojs/index.php/corpoconsciencia/article/view/6

279

May, T. (2004). Pesquisa social: questoes, métodos e processo. Artmed.

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 21/23


https://www.scielo.br/j/cp/a/sz88F6WMBvF5WMs6tFvs3WB/?lang=en&format=pdf
https://www.scielo.br/j/cp/a/sz88F6WMBvF5WMs6tFvs3WB/?lang=en&format=pdf
http://lattes.cnpq.br/3330684865751520
http://lattes.cnpq.br/1288536853223585
http://www.periodicoseletronicos.ufma.br/index.php/cadernosdepesquisa/article/view/5795
http://www.periodicoseletronicos.ufma.br/index.php/cadernosdepesquisa/article/view/5795
http://lattes.cnpq.br/3097115385391111
https://seer.ufrgs.br/Movimento/article/view/97341
http://lattes.cnpq.br/3157674854888671
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2014v26n43p70/28131
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2014v26n43p70/28131
http://lattes.cnpq.br/5911977104843227
https://periodicoscientificos.ufmt.br/ojs/index.php/corpoconsciencia/article/view/6279
https://periodicoscientificos.ufmt.br/ojs/index.php/corpoconsciencia/article/view/6279

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Molina Neto, V., & Molina, R. M. K. (2009). A pratica pedagdgica do professorado de Educagao
Fisica no cotidiano escolar — Pesquisar e aprender: metaponto de vista. In V. Molina
Neto, F. Bossle, L. Silva & M. Sanchotene (Eds.), Quem aprende? Pesquisa e formagao em
Edncagao Fisica escolar (pp. 13-36). Unijui.

Molina Neto, V., Molina, R. M. K., Silva, L. O., & Diehl, V. R. O. (20006). Os desafios da

formacao continuada em Educacdo Fisica: nexos com o esporte, a cultura e a sociedade.

In R. Rezer (Ed.), O fendmeno esportivo: ensaios critico-reflexivos (pp. 45-68). Argos.

Pich, S. (2005). Cultura corporal de movimento. InF. J. Gonzilez & P. E. Fensterseifer
(Eds.), Diciondrio critico de Educagiao Fisica (pp. 108-111).  Unijui.

Resolugao n.° 3, de 8 de outubro de 1997, Didrio Oficial da Uniao (1997).
https://normativasconselhos.mec.gov.br/normativa/pdf/CNE_RES_CNECEBN319
97.pdf

Rozengardt, R. (2014). Avaliacdo. In F. J. Gonzalez & P. E. Fensterseifer (Eds.), Diciondrio critico
de Educagao Fisica (3." ed., pp. 71-74). Unijui.

Rozengardt, R. (2018). Entre la formaciéon de professores y la practica escolar: construyendo
nuestra tarea. In F. Acosta, F. Krivzov & R. Rozengardt (Eds.), La educacion fisica: pricticas

escolares y pricticas de formacion (pp. 245-256). Editores Associados.

Rufino, L. G. B., Impolcetto, F. M., Diniz, I. K. S., & Darido, S. C. (2017). Educacao Fisica no
Ensino Médio diante de algumas perspectivas legais: desafios na busca de legitimidade.
In S. C. Darido (Ed.), Educacao Fisica no Ensino Médio: diagndstico, principios e praticas (pp.
91-109). Unijui.

Sichelero, J. J., & Rezer, R. (2013). Formagdo continuada em Educagiao Fisica: algumas
reflexdes... Motrivivéncia, XX1740), 25-40.
https://petiodicos.ufsc.br/index.php/motrivivencia/article/view/2175-
8042.2013v25n40p25

Silverman, D. (2009). Interpretacao de dados qualitativos: métodos para andlise de entrevistas, textos e

interagoes. Artmed.

Souza, J. (2019). Educacao Fisica reflexiva - problemas, hipéteses e programa de pesquisa.

Movimento, 25, 25-40. https:/ /seet.ufrgs.br/Movimento/atticle/view/78269 /52160

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 22/23


https://normativasconselhos.mec.gov.br/normativa/pdf/CNE_RES_CNECEBN31997.pdf
https://normativasconselhos.mec.gov.br/normativa/pdf/CNE_RES_CNECEBN31997.pdf
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2013v25n40p25
https://periodicos.ufsc.br/index.php/motrivivencia/article/view/2175-8042.2013v25n40p25
http://lattes.cnpq.br/1955037705102744
https://seer.ufrgs.br/Movimento/article/view/78269/52160

~ http://dx.doi.org/10.1590/1980-6248-2021-0068 EN
pro-posicoes

e-ISSN 1980-6248

Sparkes, A. (1997). Reflexiones sobre las posibilidades y los problemas del processo de cambio
en la educacién fisica. In J. D. Devis & C. P. Velert, Nuevas perspectivas curviculares en

edncacion fisica: la salud y los juegos modificados (2. ed., pp. 251-2606). Inde.
Tardif, M. (2014). Saberes docentes e formagao profissional. NV ozes.

Tarrant, A., & Hughes, K. (2020). A reutilizacdo de dados qualitativos é um campo subestimado
da inovacdao e da criacio de novos conhecimentos nas ciéncias sociais. S¢ELO em
Perspectiva. https:/ /blog.scielo.otg/blog/2020/06/10/a-reutilizacao-de-dados-
qualitativos-e-um-campo-subestimado-da-inovacao-e-da-criacao-de-novos-

conhecimentos-nas-ciencias-sociais,/

Wittizorecki, E. S., & Molina Neto, V. (2015). Formagao de professores de Educacao Fisica +
humana(s). In M. P. Stigger (Ed.), Educagio fisica + humanas (pp. 237-246). Autores

Associados.

Submission data:

Submitted for evaluation on October 29, 2021; revised on October 29, 2021, accepted for publication
on February 2, 2022.

Corresponding author:

Branco Fraga, Alex - Universidade Federal do Rio Grande do Sul — UFRGS, R.
Felizardo, 750 - Jardim Botanico, Porto Alegre - RS, 90690-200.

Authors’ contributions:

Borges, Robson - Conceptualization (Equal), Data Curation (Leader), Formal
Analysis (Equal), Investigation (Leader), Methodology (Equal), Project Management
(Equal), Resources (Leader), Writing — original draft (Leader), Writing- review and edition
(Equal).

Branco Fraga, Alex - Conceptualization (Equal), Data Curation (Support), Formal
Analysis (Equal), Investigation (Support), Methodology (Equal), Project Management
(Equal), Resources (Support), Supervision (Leader), Writing — original draft (Support),
Writing- review and edition (Equal).

Pro-Posicdes | Campinas, SP | V. 34 | ¢20210068EN | 2023 23/23


https://scholar.google.com.br/citations?user=ZVv5U9sAAAAJ&hl=pt-BR&oi=sra
https://scholar.google.com.br/citations?user=AUlKJMUAAAAJ&hl=pt-BR&oi=sra
https://books.google.com.br/books?hl=pt-BR&lr=&id=I4oB_7fD0BkC&oi=fnd&pg=PA11&dq=nuevas+perspectivas+curriculares+en+educaci%C3%B3n+f%C3%ADsica+:+la+salud+y+los+juegos+modificados&ots=FDNG04roOA&sig=fBJ3VrsQqwpvh8GdlwjXfr_CMuU
https://books.google.com.br/books?hl=pt-BR&lr=&id=I4oB_7fD0BkC&oi=fnd&pg=PA11&dq=nuevas+perspectivas+curriculares+en+educaci%C3%B3n+f%C3%ADsica+:+la+salud+y+los+juegos+modificados&ots=FDNG04roOA&sig=fBJ3VrsQqwpvh8GdlwjXfr_CMuU
https://blog.scielo.org/blog/2020/06/10/a-reutilizacao-de-dados-qualitativos-e-um-campo-subestimado-da-inovacao-e-da-criacao-de-novos-conhecimentos-nas-ciencias-sociais/
https://blog.scielo.org/blog/2020/06/10/a-reutilizacao-de-dados-qualitativos-e-um-campo-subestimado-da-inovacao-e-da-criacao-de-novos-conhecimentos-nas-ciencias-sociais/
https://blog.scielo.org/blog/2020/06/10/a-reutilizacao-de-dados-qualitativos-e-um-campo-subestimado-da-inovacao-e-da-criacao-de-novos-conhecimentos-nas-ciencias-sociais/
http://lattes.cnpq.br/2732121599274507
http://lattes.cnpq.br/1481370037047711

