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Changes and regularities in continuous teachers’ education in Portugal
Fátima Pereira

1. Introduction 

Transforming Europe into a knowledge society is an imperative of European policies for the new millennium. High levels of qualification and training have become the main factors in social development (see Buchberger et al. 2000) and, therefore, lifelong education and training. As qualification and training have a significant influence on various aspects of human life, they assume a character of indispensability for effects of (1) building a Europe of knowledge, (2) transforming European countries into dynamic learning societies, (3) supporting the process of European integration, (4) providing economic prosperity, and (5) aiding social cohesion.  

Education in general and teacher education in particular are at the centre of these policies. 

Continuing professional development is sometimes referred to as ‘In-service Teacher Education’ (ISTE), the formal way of realizing it. It has been conceptualised as one of the most determining educational measures for bringing about a socio-educational transformation. This transformation could be possible by creating adequate alternatives to the crisis situation in schools, which is found to a greater or lesser degree in all western countries. The concept of scholar crisis reflects a complexity of feelings, representations and relationships experienced everyday within the school, which may jeopardise the social conventions that formed the school institution (see Pereira 2009). The school crisis itself is widely regarded as the product of socio-cultural and economic changes that have happened in western countries in recent decades and which affect all educational institutions, especially schools. In its turn, the school crisis is implicated in the social, political, economic and scientific configurations of late modernity (see Giddens 1992). Late modernity is characterised by the emergence of new configurations of the modernity paradigm, in the concepts of state, economy, sociability and subjectivity, in an intense, uncertain and changing time (Giddens 1992). In so far as these rapidly evolving configurations create tension and anxiety, they therefore translate into a perception that the modern institution of universal, state-maintained schooling is in decline (see Dubet 2002). 

This paper presents the results of an analysis carried out with the objective of understanding the theoretical concepts of reference and also the results of some of the studies and reports that have been produced in the field of in-service teacher education in Portugal since it was established in the early 1990s. The study focused on the teacher education activities (policies and practices) from the Schools’ Association Training Centres (SATC – Centros de Formação de Associação de Escolas [CFAE] in Portuguese). These centres are the main entities in the development of the In-service Teacher Education System (ISTES) in Portugal. 

2. In-service teacher education in Portugal: a brief description

The ISTES was institutionalised in Portugal in 1992. Since then, in-service education has been a right and a duty for teachers and a necessary condition for advancement in their professional career. The legislation that governed its institutionalisation established as fundamental objectives of ISTE ‘(1) the improvement of teaching quality, (2) the improvement of the professional and pedagogical competence of teachers, (3) encouragement of self-improvement, the practice of research and educational innovation, and (4) making career changes feasible’ (Santos 2009, 15). Along with the definition of the methods and the areas of training that had to be taken into account in the organisation of the courses, the SATC were set up. The mission of these centres was managing the ISTE in such a way as to link up the educational projects of schools and the training needs of their teachers.

The creation of the SATC took place in the ambit of the ISTE policies current in the 1990s. More specifically, it occurred during the establishment of training by means of Decree-Law nº 249/92 (of 9th November 1992), which defined the legal framework – the Juridical Regime of ISTE – and which granted these centres their constitution, providing them with an organisational structure and a specific socio-educational mandate.  The Juridical Regime of ISTE also formally established other bodies as In-service Teacher Education Institutions, such as teacher associations training centres, higher education institutions and central and regional administrative services. Nonetheless, the SATC remained the hegemonic entities in the development of ISTE, so the analysis of their policies and practices in in-service training is fundamental for an understanding of the development of the ISTES in Portugal. For the purpose of regulating the ISTES, an institution for coordinating in-service training was created: the In-service Training Scientific and Pedagogical Board. The mission of this board is accrediting training bodies and the training activities they propose, by attributing a specific number of credits in proportion to the number of hours of activities, and taking into account the characteristics of the kind of activity proposed. The board is also responsible for producing guidelines for the policies and practices of ISTE.

Throughout the development of the ISTES, starting from the beginning and continuing to going on present day, changes have been introduced so as to make the system more responsive and better suited both to educational policies and to the social pressures that are felt in schools and in the work of teachers. The social pressures are related to the aforementioned school crisis, which results in a general widespread dissatisfaction about the usefulness of school knowledge and the effect of teachers’ work. The changes are also related to the conceptual field of in-service teacher education, but above all, they are dependent on the financial policies affecting in-service teacher education in Portugal and the rest of Europe. Currently, the ISTES foresees the possibility of developing training in the following forms: (1) training course or module; (2) project; (3) teaching practice; (4) study circle; (5) seminar; (6) single higher-education subjects; and (7) training workshop. 

3. Theoretical underpinnings of the study

In recent decades ISTE has caused an extensive scientific production that generally emphasises its relevance to teachers’ quality of education and professional development.

Korthagen (2010) stresses the fact that many studies identify the shortcomings of the relationship between theory and practice in in-service teacher education, in regard to as the main cause of ineffective training. In fact, these gaps are also felt at the level of initial training and mainly relate to the prevalence of a school model in teacher education. Dewey (1904, cit. in Korthagen 2010) already referred to this gap, seeking to understand the possibilities of overcoming it. After more than a century, the weak relationship between theory and practice still remains the major deficit in teacher education. The concepts developed in connection with the ‘teacher-researcher’ (see Stenhouse 1980), ‘school-centred training’ (see Nóvoa 1991) and the ‘thoughtful professional’ (see Schön 1983; Zeichner and Liston 1996) have already tried to overcome this deficit. 

Lesne and Minvielle (1990) mention three modalities of pedagogical work (MPW) in training: MPW1 - Transmissive and of normative orientation modality, in which knowledge is cumulative and objective, is transmitted by a process of inculcation, considering the learner as an object of training and building an asymmetrical trainer-learner relationship MPW2 - Inciting and of personal orientation modality, in which the learner is the subject of his/her own training, and where an egalitarian relationship is established between the trainer and the trainee; MPW3 - Appropriative and focused on the social integration of the individual. The learner is considered as a social agent, capable of intervening in the function of society; in this modality, there is an investment in the relationship of biographical identities with their means of life, related to the social structures. Knowledge results from a cognitive apprehension of reality, establishing a theory-practice dialectical relationship.

Schön (1992) conceptualises a new epistemology of professional practice, in which he refers to the construction of professional knowledge on the basis of four dimensions: knowledge in action (tacit knowledge); reflection in action (to think about what we do in the course of the action itself); reflection upon action (in the face of an unexpected event, we analyse the action and its effects); and reflection upon reflection upon action (to analyze later the characteristics and the process of our action); the latter dimension will have an increased epistemological value if developed through a collaborative work among teachers.

Zeichner (2008) carries out a critical analysis of ‘reflection’ as a structuring concept in teacher education. In that analysis, the author stresses the generalisation of the concept over recent decades, and considers that reflective teaching has become a real slogan in teacher education, regardless of epistemological, political and ideological perspectives of the individuals in charge of training. This generalization has led to a loss of specific meaning of the use of the concept. In that regard, Zeichner (2008) analyses the idea of the reflective practice in teacher education concerning three themes: the importance of  reflective teacher education for the teachers real development; the connection between reflected professionalism and professional reality; and the contribution of the movement of reflective teaching to the quality of education in general and of inter-multicultural education in particular. The author concludes that much of the discourse on reflection in teacher education does not have the effect that it was supposed to have on their work, because it does not integrate the social and political analysis that is critical to change the institutional structures that conditioned their work. Indeed, for the author, the reflection per se means very little, because one way or another, all teachers are reflective. What truly matters in teacher education are the issues upon which reflection is made and the forms of reflection. The focus of the reflection on the contributions of school education to social justice requires considering not only the political aspects of teaching, but also the curricular and organizational aspects that may promote or hinder academic success. Academic success is one of the key factors of social justice in western societies. The main challenge of teacher education concerns the development of skills for informed decision making about the consequences of those decisions for students. This is clearly the development of a political awareness of school justice and of a professional ability to achieve it.

Returning to the ideas of Korthagen (2010) in that regard, it should be noted that the weak relationship between theory and practice is the result of decades of research on teacher education that has adopted a more explanatory than comprehensive perspective, maintaining a relationship of exteriority with educational practices. Teachers’ learning should be seen as a part of the process of participation in social practice, particularly the social practice carried out in schools. 
4. Methodological explanation of the study

The analysis that was carried out is part of a broader study of the evaluation of the ISTES in Portugal, which is centred on the training carried out by the SATC between 1992 and 2008. That study – ‘Teacher education effects analysis’ - was developed in the Faculty of Psychology and Educational Sciences, University of Porto, and was supported by the In-service Training Scientific and Pedagogical Board (Conselho Científico-pedagógico da formação Contínua de Professores). The analysis aimed at identifying the theoretical concepts that have served as references to studies on in-service education in Portugal, especially the training undertaken by the SATC and training practice. That identification was intended to promote a critical reflection on the effects of training on teachers’ work and on the education of children and young people. That critical reflection has also focused on the policies of ISTE implemented in Portugal in recent decades.

The corpus was created from a set of published works and literature not published, from which the documents that appeared most relevant to an understanding of the implementation and development of ISTES in Portugal were selected – essentially those concerning the creation and activities of the SATC and its implications for the work of teachers and in the educational organization of schools. The study analysed scientific articles, research reports, reports on the execution of programmes for financing ISTE, evaluation studies and legal documents that provide the framework for ISTE, besides all the legislation that regulates ISTES. A content analysis was performed in the study, defining the meta-categories a priori: (1) conceptual references for the analysis of ISTE; (2) ISTE policies; (3) ISTE practices; (4) successes and weaknesses of the ISTES; and (5) recommendations.  Each of these meta-categories was made up of a set of emergent categories that specify them. 

Understanding the research dynamic as imbued with a ‘logic of discovery’ (which makes an approach to the phenomena from the perspective of the social actors implicated in it) and with a ‘logic of proof’ (which aims at the systematic analysis of the procedures and scientific procedure of the study) (De Bruyne, Herman and Schoutheete 1991, 29), the study found a heuristic link, in the content analysis, between inductive and deductive procedures, not limiting it to a unitary analytical logic. The study was guided by theoretical, referential models consistently used in the fields of teacher education in particular and of the professional training of adults in general. The conduct of various research projects in the area of initial and ISTE (see Author 2001; Author et al. 2007; Author 2007; Author 2009; Author 2010) also provided an important standard of reference for the analysis.

Content analysis is one of the most used research procedures in qualitative research in human and social sciences, as is the case of this study. Qualitative research is included in a comprehensive perspective that expresses a fundamental interest on the meaning as a process of interpretation (Lessard-Hébert, Goyette and Boutin 1994). Therefore, the conducted content analysis was of a qualitative nature, seeking to seize the content analyzed and to give it meaning in the context of the theoretical concerns with the study.

The study considered the existence of a set of technical prescriptions for conducting content analysis (specifically, in Bardin 1994, Weber 1990 and in Mucchielli 1991), but the main interest was the possibility it opened for making the analysis more flexible. 

The analyses started with an attentive reading of all the material that constituted the research corpus. The reading was indicative of possible aspects to consider in the study, which might contribute to the ‘problematic’ and of the organizing categories of the analysis. 

5. Some Study Results: In-service teacher education policies and practices in the context of the SATC

According to Amiguinho and Canário (1994), the creation of the SATC marks a significant time in the history of ISTE in Portugal, which witnessed an exponential growth in the supply of training courses and events because of its association with progress in the teaching career and the increased availability of financial resources as a result of its institutionalisation. To these authors, the SATC would permit the development of in-service training methods on the initiative of teachers themselves and interconnected with the daily life of the school, which would constitute a decisive factor in overcoming, positively, the ‘school crisis’ and the ‘teaching profession crisis’ (Amiguinho and Canário 1994). Barroso and Canário (1999) reinforce the considerations mentioned by highlighting the fact that the birth and development of the SATC was registered in a context of educational policy that regards the educational establishment as a strategic unit for the production of innovations, for ISTE and for the management of the school system.      

Canário (1994) considers the SATC to be an innovation of strategic nature for the future as much in the school system as in the (re)construction of teaching professionalism. However, he warns that the training policies and practices developed by the SATC could enable the consolidation of the autonomy of the teaching profession or, on the other hand, reinforce the authority exercised ‘by entities external to the school and the teachers’ (Canário 1994, 17); this conflict stems from the tension between two poles: the pole of state initiative and the pole of teacher autonomy.  The influence of the SATC on the forms of equilibrium produced by this tension are related to the way that they respond to the three essential aspects of ISTE: the individual aspect, the organizational aspect and the territorial aspect.

Barroso and Canário (1999) refer to the characteristics of the policies and strategies of training developed by the SATC, principally in the year 1993. In 1993, the majority of the SATC were created, and for that reason the study emphasizes their appearance, with an aim of studying their relationships with the administrative authorities in terms of dependency versus autonomy. Generally speaking, the establishment of the forty-four SATCs originated from the initiative of teachers and the management boards of schools, with only four resulting from state initiative. Although these figures suggest the possibility of implementing training policies and practices with relative autonomy and focused on the schools, that is not a fact. The creation of the SATC had bowed more to the necessity of using the grants made available by the European Union structural funds (of the subprogram 1 of the Educational Development Programme for Portugal – usually known by its Portuguese acronym PRODEP – Programa de Desenvolvimento Educativo para Portugal) subverted that possibility (Barroso and Canário 1999). The logic of control by the central administration made itself felt, not in the process of creating the SATC, but in an indirect way through the association of in-service teacher education with progress in teachers’ careers and submission of proposals for finance policies. In the first case, it gave rise to an individualist logic in the search for training on the part of the teachers, which had repercussions on the training strategies adopted by the SATC. In the second case, it obliged the makers of training plans to conform to the criteria dictated by the possibility of finding money for them. 

In the objectives and competences that caused the SATC to be set up, it was not just the functions strictly connected to ISTE that were taken into account, but also the implantation of measures to promote the exchange and spread of pedagogical experiences, and of  the creation and management of resource centres. In this respect, the SATC had to develop their activity ‘as organs of support to the schools and to the teachers, making information and resources available for their development projects.’ (Barroso and Canário 1999, 40). Moreover, what the study reveals is that the SATC ‘were forced (…) to subordinate their working logic to that of simple ‘training agencies’ for the execution of the PRODEP’ (Barroso and Canário 1999, 43).

In the study by Correia, Caramelo and Vaz (1997), the training practices of the SATC at the end of the 1990s are analysed, with reference to their weak impact on the definition of training policies. In terms of the structure of operation rationales of the centres, the development of tendencies to transform them into training agencies is identified. It is also observed that the SATC emerged more as a means of harmonising the interests of trainers and the concerns of the state with the management of the teaching career than as independent training bodies capable of transforming the work of teachers and schools. The authors specify the role of the SATC in relation to the general trends that marked the development of in-service teacher education, notably in terms of the characteristics of trainers, trainees and training activities and of the actions of types of training centres. The study mentions an alteration in the form of the trainers’ grants as the 1990s progressed, which translated into a smaller involvement of higher education teachers and an increase in the number of primary school teachers (teachers of the first cycle of basic education – for pupils aged 6 to 10 years of age) as trainers for teachers at the same level. Secondary education teachers maintained their hegemonic tendency in terms of training grants as a whole. Moreover, the study reveals 

a declining visibility of kindergarten teachers both as receivers of training and as receivers of trainers’ grants, and the significant growth in the number of primary school teachers ‘in need of training’ (…) Secondary Education [a term that, in Portugal, refers to senior high school, grades 10 to 12, ages 15 to 18] shows a smaller percentage of teachers ‘in need of training’ and a significantly larger number of trainers. (Correia, Caramelo and Vaz 1997, 38) 


Also highlighted is the loss of importance of training actions aimed at different levels of education that could favour professional and institutional relationships capable of contributing to the ‘territorialisation’ of educational decisions (that is, their being taken at the local or regional level instead of the national). 

In relation to the particularities of the policies and practices of training in the sphere of the SATC, the study that are being referred to emphasize the fact that these centres are a component of a complex of institutional dependencies ‘that  tends to subordinate them to reasoning and decisions outside their control’ (Correia, Caramelo and Vaz 1997, 69). Thus, it refers to the dependence of the SATC on the demands of financing, on the trainers’ training proposals and on the need for progression in the teaching career. These dependencies were responsible for a decontextualisation of training that formed ‘one of the structural axes of the SATC operations’ (Correia, Caramelo and Vaz 1997, 71) in the period studied. Still in relation to training practices, the study refers to them as convergent with the general tendency of the system to homogenise groups of trainees, observing consolidation of the target participants into two groups: kindergarten teachers and primary school teachers on the one hand, and second and third cycles of basic education plus secondary education (middle and high school, grades 5 to 12, ages 10 to 18) teachers on the other. Besides this binary division, it is emphasised that the demand for training is more intense at the lower levels of education, whereas the supply of trainers is more plentiful at the higher levels. Moreover, the study demonstrates that the locus of decision-making about the SATC training policies lies with the Ministry of Education or the directors of the centres, as technical and administrative managers, who relegate the pedagogical committees to a mere symbolic representation in the decisions about the strategic training plans of the SATC and their policies.

The study by Caetano (2003), which evaluated the activity of a set of SATCs between 1999 and 2001, reveals that ‘Specialist Arts and Sciences’ (i.e., content in the school subject area of training) and courses (in the modality [form] of training) were predominant. ‘Personal Development and Professional Ethics’ and internship as training area and training format were at the opposite pole. If we consider the opinion of the trainees about the actions promoted by the SATC in the years 2000 and 2001, they are generally positive about the various aspects assessed, notably with respect to their adjustment to the training plan of the school, to the needs and requirements of the teachers and to the learning processes undertaken in the domains of scientific and pedagogical up-dating and of general culture. In this critical overview, it seems important to draw attention to the fact that: (1) the primary school teachers gave a more positive appreciation of the training actions centred on content for their pedagogical updating than the secondary school teachers; (2) the kindergarten teachers and primary school teachers (grades K + 1 to 4) expressed a more positive opinion about the effects of training on the contribution of the teachers to the success of the school than the teachers of the third cycle of basic education (junior high school, grades 7, 8 and 9, ages 12 to 15) and secondary education (senior high school, grades 10, 11 and 12); (3) the kindergarten teachers and  primary school teachers revealed a more positive opinion about the impact of training on their pupils’ learning than the secondary education teachers.  

In a study by Estrela (2002), the activity of the SATC in Portugal is characterised as paradoxical in relation to the intentions for their creation. Considering that one of the main objectives of the SATC was to add teacher education to local education areas, which would allow them to use professional actionwhile simultaneously contributing to their self-training, it is odd that their implementation had the reverse effect. ‘The separation of training qualifications (accreditation) from the sources of funding and the dependence of progress in the teaching career on getting training credits turned the centres into bureaucratic agencies.’ (Estrela 2002, 8). Moreover, the associative and cooperative logic that should have guided the activity of the centres was subverted by the excessive concentration on the person of the director of the centre, on the attributes inherent to the definition of training policies and on the management and organization of the training provided. The SATC directors took on a complexity of functions, both of a nature internal to the centres and also in the domain of external relations, that it is difficult to promote the participation of bodies and socio-educational actors involved in the development of training.

Figure 1 systematises the results of the analysis carried out in terms of the identification of the training policies characteristic of the SATC in the period analysed.
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6. Conclusions of the study and prospective analysis

By way of a final reflection on the issue, I can say that the implementation of the ISTES in Portugal, by institutionalising the constitution of the SATC and by defining their organization in a fashion implied in the organization of the schools, commended its articulation with the processes of educational devolution and the possibility of  building training dynamics centred on the realities of schools and on the educational problems that they raise, motivating professional associative endeavours. However, that localizing intent was subverted by the very logic intrinsic to the development of the system. On one side, by associating in-service teacher education with progression in the teacher’s career, it highlighted the ‘exchange’ value of training in counterpoint to its ‘usage’ value. This led to a tendency for teachers to choose training modalities and topic areas more in accordance with the logic of the market (the greatest number of credits for the least personal investment) than that of the transformation of professional and institutional practices. On the other side, the dependence upon the financing system came to condition the whole process of accreditation and development of training actions, with harmful consequences for its involvement in the conception of individual training plans and the training plans of the schools. The conception and realization of these plans, although foreseen in the regulations of the ISTES and in the statute governing the autonomy and management of schools, proved to be one of the biggest failures of the system, which various legislative measures and regulations of the system have tried to overcome in recent years. The activity of the SATC in the matter of ISTE, in the majority of cases during the 1990s, was held prisoner of the priorities defined by the state and by the funding policies linked to them, prisoner of the logic of progression in their careers on the part of the teachers and prisoner of the multiple individual and corporate interests of the world of trainers.

Notwithstanding that fact, many positive aspects of the development of the in-service teacher education system in Portugal stand out, especially regarding the SATC activity, with the biggest weakness of the system being its lack of effectiveness in changing educational practices and the inability to identify their effects on students’ academic success. According to Roldão (2000), there is little objective evidence that permits us to prove the effect of training on professional conduct. However, teachers report a significant impact of training at the level of the exchange of experiences, of reflection on their work and of increased awareness of their own professional performance. They also refer to objective gains in terms of teacher-pupil relationships, of the processes of evaluation and of the way they perform specific tasks or activities (in ICT, ceramics, etc.

The continuing education policies and practices explained here reveal specificities of the development of the educational system in Portugal and, in particular, of the ISTES. However, similar transformations observed in Europe are not foreign to this development. Since Portugal joined the European Economic Community (at the time) in the 1980’s, the Portuguese educational system has been influenced by European guidelines with regard to education and training.

In a prospective way, emphasis placed on the importance of ISTE connects the following: training, socio-professional experience and work situations in schools; training, professional development of teachers and organizational development of schools; training, change and innovation. 
References
Amiguinho, A., and R. Canário, org. 1994. Escolas e Mudança: O papel dos centros de formação. Lisboa: EDUCA.

Bardin, L. 1994. Análise de conteúdo. Lisboa: Edições Setenta.

Barroso, J., and R. Canário. 1999. Centros de Formação das Associações de Escolas. Das expectativas às realidades. Lisboa: ME-IIE.

Buchberger, F., Campos, B. P., Kallos, D., and J. Stephenson, eds. 2000. Green paper on teacher education in Europe. High quality teacher education for high quality education and training. Umea: TNTEE and the Editors.

Caetano, A., coord. 2003. Avaliação da Formação Contínua de Professores da Península de Setúbal. Lisboa: Edições RH, Lda.

Canário, R. 1994. Centros de Formação das associações de escolas: que futuro? In A. Amiguinho & R. Canário (Org.). Escolas e Mudança: O papel dos centros de formação. Lisboa: EDUCA.

Correia, J. A., Caramelo, J. C., and H. Vaz. 1997. Formação de Professores: Estudo Temático. Porto: FPCEUP.

De Bruyne, P., Herman, J., and M. De Schoutheete. 1991. Dinâmica da pesquisa em ciências sociais. Rio de Janeiro: F. ALves.

Dubet, F. 2002. Le déclin de l’institution. Paris: SEUIL.

Estrela, A., coor. 2002. Formação Contínua de Professores. Lisboa: Conselho Nacional de Educação.

Giddens, A. 1992. As consequências da modernidade. Oeiras: Celta.

Green, A., Wolf, A., and T. Leney. 1999. Convergence and Divergence in European Education and Training Systems. London: Institute of Education.

Korthagen, F. 2010. Situated learning theory and the pedagogy of teacher education: Towards an integrative view of teacher behavior and teacher learning. Teaching and Teacher Education, 26, 98-106.

Lesne, M., and Y. Minvielle. 1990. Socialisation et formation. Paris: Paideia.

Lessard-Hébert, M., Goyette, G. and Boutin, G. (1994). Investigação qualitativa: fundamentos e práticas. Lisboa: Instituto Piaget.

Mucchielli, R. 1991. L'analyse de contenu des documents et des communications - connaissance du problème: applications pratiques.  Paris: ESF.

Nóvoa, A., org. 1991. Formação Contínua de Professores: realidades e perspectivas. Aveiro: Universidade de Aveiro.

Pereira, F. 2001. Transformação educativa e formação contínua de professores: os equívocos e as possibilidades. Lisboa: Ministério da Educação – IIE, col. Políticas da Educação.

Pereira, F. 2007. Idealizar a vida, gerir o presente e projectar o futuro. O governo da infância nos discursos em formação inicial de professores. Tese de doutoramento. Porto: Faculdade de Psicologia e de Ciências da Educação da Universidade do Porto.

Pereira, F. 2009. Conceptions and knowledge about childhood in initial teacher training: Changes in recent decades and their impact on teacher professionality and on schooling in childhood. Teaching and Teacher Education. Volume 25, Issue 8, November, 1009-1017.

Pereira, F., Carolino, A., and A. Lopes. 2007. A Formação Inicial de Professores do 1º CEB, nas últimas três décadas do séc. XX: transformações curriculares, conceptualização educativa e profissionalização docente. Revista Portuguesa de Educação, 20 (1), 191-219.

Pereira, F. 2010. Infância, educação escolar e profissionalidade docente. Um mapeamento social dos discursos em formação inicial de professores. Lisboa: FCG and FCT.

Roldão, C., coord. 2000. Avaliação do Impacto da formação: um estudo dos centros de formação da Lezíria e Médio Tejo 1993 a 1998. Santarém: Edições Colibri, Escola Superior de Educação de Santarém.

Santos, Sérgio Machado. 2009. Percurso da formação contínua de professores: Um olhar analítico e prospectivo. Braga: Conselho Científico-Pedagógico da Formação Contínua.
Schön, D. 1983. The reflective practitioner: How professionals think in action. New York: Basic Books.

Schön, D. 1992. La formación de profesionales reflexivos: Hacia um nuevo diseño de la enseñanza y el aprendizaje en las profesiones. Barcelona: Paidós. 

Stenhouse, L. 1980. Curriculum research and development in action. Portsmouth: Heinemann.

Zeichner, K. M. and Liston, D. 1996. Reflective teaching: an introduction. New York: Routledge; Erlbaum.

Zeichner, K. M. 2008. Uma análise crítica sobre a “reflexão” como conceito estruturante na formação docente. Educação & Sociedade, Campinas, vol. 29, nº 103, 535-554, Maio/Agosto.




Figure 1. SATC Teacher Education Policies









