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EXECUTIVE SUMMARY

i.

There have been a number of changes in crucial areas of the education system in
compulsory and secondary education in the current educational context in Portugal,
with particular emphasis on the reorganisation of schools, the restructuring of the
teaching profession, the teacher training system and teacher performance evaluation
to improve the quality and efficacy of education, learning and teaching practice.

ii.

A set of fundamental legislation has been published over the last two years, such as:
the revision of the ECD, new rules regarding teacher placement and contracts, the
new school autonomy, administration, and management system, and the legal
framework of teacher performance evaluation, means that, at present, it is applied on
a transitional basis or is at an initial stage of implementation.

iii.

This report reflects the abovementioned situation, which means that when dealing
with certain issues, reference is made more to aspects of change and the new
dynamics created than the resulting effective practice, as is the case of teacher
training policy in Chapter 4, the processes of governance and leadership processes in
Chapter 6 and teacher performance evaluation in Chapter 7. Whenever considered
useful, the changes made have been contextualised and set within a framework via
the identification of the main sticking points in comparison to past practice, in order
to facilitate understanding of the direction of the new policies and their reach.

iv.

The report seeks to follow the guidelines found in the document Teacher Evaluation
in Portugal – Guidelines for the Country Background Report (September, 2008),
adjusted to the situation in Portugal, presenting succinct information in each chapter,
describing teaching policies and, in particular, performance evaluation, outlining the
policy challenges and measures, with other complementary information regarding
both the education system and the status of the teaching profession contained in the
respective annexes.

v.

Portuguese society is multicultural, with a resident population of 10,617,600 in
2007, with an increase of 360,000 individuals between 2000 and 2007. This
tendency for population growth is estimated to continue until 2010, with a decrease
between that year and 2050. This growth has not been uniform in all age groups,
with a decline in the youngest sector of the population: between the ages of 0 and 14
it has dropped from 16% to 15.3% and in the 15 to 24 age group it has fallen from
14.3 % to 11.6%. This school-age population decrease is reflected in the education
system, with the number of pupils, teachers and teaching establishments being
affected.

vi.

Despite the contribution that the educational system has made to social development
and progress in education in the last 30 years, which is due to the growth and
extension of compulsory schooling and democratisation of education, the fact is that
indicators (1986-2006) show that educational success has only improved in a
sustained manner in the 1st cycle of compulsory schooling, while it has deteriorated
in the 2nd and 3rd cycles and fell sharply in upper secondary education in 1996. There
is still a structural weakness in the training and qualification of the Portuguese
population, which is seen in poor qualifications in older generations and school
failure and dropouts amongst young people.

v

vii.

The Portuguese education system is overwhelmingly public, with private and
cooperative education only accounting for 13.3% of the total number of pupils
registered in all levels and types of education students; and is also characterised by a
wide variety of schools – the result of the extension of compulsory schooling – with
increasing heterogeneity among pupils, from different social, economic and cultural
contexts.

viii. The definition of curricula, syllabus and exams, teacher placement and recruitment
and budget allocation is the responsibility of central administration. However, there
has been a tendency for decentralisation and devolution of competences: firstly for
the Autonomous Regions of the Azores and Madeira, in 1979, and later, from the
late eighties onward, a decentralisation to local authorities – for example, for the
funding of extra-curricular socio-educational projects – and the devolution to
regional administration (DRE) and to schools as part of a drive towards autonomy
and the making objectives and responsibilities part of a contract.
ix.

The participation of various partners in educational policy formulation has been a
constant, determined either by the current legal framework or by the political desire
of the government: negotiation with all teachers‟ unions; listening to the various
educational players who represent professional associations and consultation bodies
of the Ministry of Education – the National Education Council, the School Council
and, for matters concerning teacher performance evaluation, the Scientific Council
for the Evaluation of Teachers.

x.

There are no known empirical research studies on public opinion on the role of
schools, the quality of teaching and the status of teachers. However, certain social
indicators expressed in the media or in discussions and debates by educational,
economic and social agents - as occurred in the National Debate on Education
(2006) - seem to give the idea that the education system is not effective and that
there is an awareness of the need for it to be reformed.

xi.

Teaching staff are a special body in the civil service and the legal status of their
employment is governed by the status of civil servants. In terms of academic and
professional qualifications, there has been substantial change in academic
qualifications over the last twenty years, with a higher education degree being the
most common qualification in all levels of education. The progress is particularly
significant in relation to pre-primary education and the 1st cycle of compulsory
education: over the last ten years there has been an overall increase in the number of
teachers and continuous growth in pre-primary teachers, demonstrating the
political importance and investment in this education level. In 2006/07, the number
of 1st cycle teachers decreased, following the drop in the birth rate and the
reorganisation of the school network, with the closure of 2,500 schools, raising the
pupil/teacher ratio to 14.5 (which was 12.4 and 12.6 in 2004/05 and 2005/06,
respectively). In the last decade, the average age of teachers (who are mainly
female) has risen in all areas and levels of education.

xii. Within this context, and as part of the political priorities of the 17th Constitutional
Government, some of the major strategic objectives have been improving the level
of qualifications of the Portuguese population, boosting knowledge, innovation and
technology to accelerate levels of development in which teachers are the most
valuable resource that Portuguese society has. The new policy guidelines are based
on changing the way school is perceived and organising the education system and
resources to serve public interest in general, and pupils and their families
specifically and a second objective, to establish the culture and practice of
vi

evaluation and accountability in all aspects of the education and training system,
according to criteria of results, efficiency and equity of schools and the technical
services that support them.
xiii. A new policy of initial teacher training is currently underway, which introduces: i)
greater demands to qualify to be a teacher; ii) a wider scope of levels and cycles of
education to increase mobility and the possibility of students being accompanied by
the same teachers, for a longer period of time; iii) the extension of qualification
areas for generalist teachers; and iv) professional qualification by subject area. The
new initial training focuses on aspects such as subject knowledge, grounding the
basis of teaching practice on research and start of professional practice; it demands
mastery of Portuguese, both written and spoken, and introduces various regulation
mechanisms to promote and guarantee the quality of teacher qualification in terms of
courses and training provided. The law envisages the implementation of a
probationary year, in 2009/10, to support the professional development of teachers
and help them integrate into the school.
xiv. The measures taken in relation to in-service teacher training refocuses training in
schools, associates it with professional development and teacher performance
development with individual training plans and school training plans. In-service
teacher training and specialised training are formal professional development paths,
which is not a recent concept in Portuguese teachers‟ professional life. What is
relatively recent is the broader sense that the concept of professional development
has acquired lately and the way that it has been foreseen and associated with the
teacher performance evaluation process.
xv.

The current structure of the teaching profession is based on the principle of a single
career for all teachers, with two categories: - teacher and senior teacher -, which
develop according to progression steps, differentiation of roles and responsibilities
and, in correlation, on the principle that only the teachers that have demonstrated the
greatest merit should be promoted. It has changed from a horizontal career to a
vertical one, with the creation of the category of senior teacher, access to which is
determined by public exam and competition. In relation to salary steps, the
profession has maintained parity with similarly-qualified civil service staff. More
demanding requirements for entry into the profession (knowledge assessment test)
and new rules about the length of teacher placement have been defined with the aim
of creating greater stability for teaching staff.

xvi. A new system for school administration, management and autonomy has been
instituted, in line with the principles of decentralisation in education, community
participation on school boards, greater emphasis on school leadership and the
consolidation of autonomy alongside greater accountability. Among these structural
changes are the creation of an individual management body, the head teacher,
elected by the General Council – collegiate management body made up of
representatives of teaching and non-teaching staff, parents and guardians, pupils
(only in upper secondary), the local authorities and communities, who are
responsible for approving the school‟s basic operational rules, strategic and planning
decisions and monitoring their implementation, as well as being in a position to elect
and dismiss the head teacher.
xvii. A new teacher performance evaluation system has been instituted, which is based on
three essential pillars: i) an evaluation within the school, carried out by internal
evaluators – the department coordinator and the head teacher; ii) a complete
evaluation, that focuses on teacher performance as a whole, including pedagogical
vii

performance and the fulfilment of functional duties; and iii) an evaluation with
consequences, both in formative aspects and in the terms of career development and
the attribution of performance rewards. It applies to all teachers, regardless of the
legal status of their employment and their career position.
xviii. The change instituted by the new evaluation model has mobilised the teaching
profession, the political class and public opinion and has caused a range of problems
in its implementation, which led to the implementation of simplified systems in the
first evaluation cycle (2007-2009). An assessment of the model is envisaged with a
range of contributions, such as the results of the negotiation with the respective
stakeholders.
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CHAPTER 1
NATIONAL CONTEXT

1.

In the last thirty years, Portuguese society and the education system have been involved in
a continuous effort to improve standards of educational quality and efficacy; as a result, the
school education system has been subject to many legislative changes, measures and
operational programmes to improve the qualification levels of successive generations of
the Portuguese population.

2.

Twenty years after the publication of the Education Act1, according to a study on the
indicators of the education system (CNE, INSISTE, 2007), the history of growth of the
system is generally characterised by an increase in compulsory schooling to a period of
nine years, by the remarkable expansion of pre-primary education, by the growth in public
investment in education – both in absolute terms and in the product percentage and per
capita per pupil – and by the growth in the number of pupils and graduates.

3.

However, this quantitative development of the system has not been accompanied by a
similar level in terms of outcomes. Indicators show that educational success has only
improved in a sustained manner in the 1st cycle of compulsory schooling, deteriorating in
the 2nd and 3rd cycles and fell sharply in secondary education in 1996. Portugal still has a
structural weakness in the training and qualification of its population, which is seen in poor
qualifications in older generations and school failure and dropouts amongst young people.
The average number of schooling years in Portuguese adults (25-64 years) rose slightly in
2006, in relation to 2005 (from 8.2 to 8.5 years), remaining the lowest of the OECD
countries, whose average is 11.9 years (OECD, 2005 and 2006).

4.

In fact, a significant number of children still leave school too early, despite all successful
efforts to keep pupils in school to study longer. The data in relation to completion of
secondary education reveal the size of the challenge that Portugal still faces. If in OECD
countries, 67% of the population completed at least secondary education, the percentage in
Portugal is only 25%. In addition to this, although schooling levels are lower among the
older generations, this problems also affects younger people: only 40% of the Portuguese
between 25 and 34 years old possess a secondary qualification or higher and the available
data allows us to conclude that, maintaining this annual growth rate, Portugal will only
achieve the OECD average in the age group (77%) in 2013.

5.

The efforts made in relation to school success and failure has led to an increasingly intense
set of measures and educational programmes since the late ‟80s. The re-launch of
development programme-contracts for schools in a difficult social environment –
Educational Priority Areas (EPA) – with the aim of promoting school success, is proof of
these efforts, although they have yet to achieve the desired effect. The outcomes of second
opportunity programmes for young people and adults are still insufficient, despite the
government‟s proactive role and the involvement of certain agents and organisation from
civil society trying to improve the quality and performance of the education system.

6.

Alongside this situation, it is important not to forget that Portugal, like many other
countries, has undergone a period of great economic, social, technological, occupational,
cultural and demographic change, which constitutes added demands to the investment

1

Law n. 46/86, 14th October (Education Act), amended for the 1st time by Law n. 115/97, 19th September and for
the second time by Law n. 49/2005, 30th August (Annex 9).

1

made in the social and educational development founded on knowledge, qualification,
technology and innovation, stated in the 17th Constitutional Government Programme.
7.

To decisively invert this backward tendency, in comparison to European standards, and to
improve the qualification levels of the Portuguese population, education policies were
redesigned in accordance with these objectives. The new contexts, emerging needs and the
guidelines and objectives set out for 2010 within the framework of the “Lisbon Strategy”,
both in those formulated in March 2000 and those re-launched in the 2005 version,
informed the definition of five ambitious objectives, which were part of the 17 th
Constitutional Government‟s programme, 2005-2009, of which the two most directly
linked to issues dealt with in this report stand out:




8.

Change the way the education system and resources are perceived and organised,
making them serve the public interest in general and that of pupils and their families
specifically – that which determines issues as important as teacher recruitment and
placement, school opening hours or the structuring of its service are approached with
a focus on the ultimate end-users of the public education service, and
To establish the culture and practice of evaluation and accountability in all aspects of
the education and training system. The performance evaluation of pupils and the
national curriculum, evaluation of pre-primary teachers and teachers, evaluation
according to criteria of results, efficiency and equity of schools and the technical
services that support them – which means introducing a set of reforms, reorienting
instituted policies and practice.

The formulation of the stated objectives is based on the premise that schools are the heart
of the education system and should serve pupil learning. To achieve them, the Government
considered the development of the following three strategic guidelines to be urgent:
1.ª To guarantee greater autonomy in schools, consolidating their own capacity for

organisation and management, within the framework of greater accountability and
the evaluation of processes and results;
2.ª To develop a national school evaluation programme, to ensure educational quality,
to reward good schools and support the schools having more difficulty in their
improvement plans;
3.ª To continue consolidating the participation of families and communities in the
strategic management of schools and facilitating the creation of strong leadership.
9.

The implementation of these guidelines naturally has an impact on the organisation of
schools and on teaching itself and was subject to concrete measures that will be developed
in the different chapters of this report.

1.1. Demographic, economic and job market trends that have an effect on schools and
teachers
10. In the last three decades, the demographic structure of Portugal has changed radically. In
the 1970s, there was a major increase in the resident population as a result of
decolonisation; then, particularly from the mid-‟80s onwards, there was a slowing up of
this phenomenon, which was accentuated in the first years of this century, as can be seen in
Table 1.

2

Table 1
Evolution of Portuguese population
2000 to 2007
2000
10
Total

3

2001
%

10

3

2002
%

10

3

2003
%

10

3

%

10.256,7

100,0

10.329,3

100,0

10.407,5

100,0

10.474,7

100,0

Age 0-14

1.640,7

16,0

1.640,2

15,9

1.645,8

15,8

1.649,0

15,7

Age 15-24

1.465,3

14,3

1.427,3

13,8

1.391,0

13,4

1.360,6

13,0

Age 25-64

5.473,4

53,4

5.553,3

53,8

5.635,2

54,1

5.703,7

54,5

Age ≥ 65

1.677,3

16,4

1.708,6

16,5

1.735,5

16,7

1.761,4

16,8

Men

4.950,7

48,3

4.988,9

48,3

5.030,2

48,3

5.066,3

48,3

Women

5.306,0

51,7

5.340,4

51,7

5.377,2

51,7

5.408,4

51,7

2004
10
Total

3

2005
%

10

3

2006
%

10

3

2007
%

10

3

%

10.529,3

100,0

10.569,6

100,0

10.569,6

100,0

10.617, 6

100,0

Age 0-14

1.647,4

15,6

1.644,2

15,6

1.637,6

15,5

1.628,8

15,3

Age 15-24

1.327,6

12,6

1.293,0

12,2

1.265,5

12,0

1.236,0

11,6

Age 25-64

5.763,7

54,7

5.822,2

55,1

5.867,3

55,5

5.902,9

55,6

Age ≥ 65

1.790,5

17,0

1.810,1

17,1

1.828,6

17,3

1.849,8

17,4

Men

5.094,3

48,4

5.115,7

48,4

5.129,9

48,6

5.138,8

48,4

Women

5.434,9

51,6

5.453,9

51,6

5.469,2

51,4

5.478,8

51,6

Source: INE, Estimates of the Resident Population.

11. Between 2000 and 2007, the population rose by 360,000. This tendency for population
growth is estimated to continue until 2010, with a decrease between that year and 2050.
This growth has not been uniform in all age groups, with a decline in the youngest sector
of the population: between the ages of 0 and 14 it has dropped from 16% to 15.3%, in the
15 to 24 age group it has fallen from 14.3 % to 11.6%, with the population in these age
groups lower in 2007 than in 2000.
12. This drop in population is reflected in the education system, the number of pupils, teachers
and teaching establishments having been affected accordingly. In the last 10 years, there
has been a reduction in the number of pupils at all levels, with the exception of the 2006/07
academic year, where there was a slight increase in the 1st and 3rd cycles of compulsory
education, as well as in secondary education.
13. The trend in pre-primary education has been for growth since the 1995/96 academic year
(cf. Table 2) and represents the results of efforts to increase schools capacity to receive
children between the ages of 3 and 5.
14. In addition to this, migratory growth has been seen as a decisive phenomenon in effective
population growth, the zones in the country that have registered the highest levels of
population growth (Setúbal Peninsula, West, Algarve) coinciding with those with the
highest levels of migratory growth.
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Table 2
Distribution of students by education and teaching level and course type (Mainland Portugal)
Academic years 2000/01 to 2006/07
Total

General

Vocational

221.407

Compulsory Education
1st
2nd
3rd
Total
Cycle
Cycle
Cycle
1.147.670 501.221 254.979 391.470

393.298

281.799

111.499

1.724.039

226.892

1.120.243

487.197

254.606

378.440

376.904

268.986

107.918

2002/03

1.700.598

232.555

1.102.762

475.892

257.782

369.088

365.281

260.239

105.042

2003/04

1.694.241

238.364

1.094.065

473.156

257.274

363.635

361.812

257.597

104.215

2004/05

1.683.008

243.921

1.082.895

472.863

251.285

358.747

356.192

246.224

109.968

2005/06

1.648.558

246.090

1.076.286

465.238

240.227

370.821

326.182

223.992

102.190

2006/07
1.670.763
Source: ME – GEPE.

247.826

1.086.008

469.831

240.199

375.978

336.929

231.020

105.909

Academic
year

Total

Preprimary
education

2000/01

1.762.375

2001/02

Secondary Education

15. This migratory phenomenon not only contributes to the effective increase of the
Portuguese population but also to changing Portuguese society into a multicultural
society, with specific impact upon the education system.
16. In fact, in the last three decades, Portugal has changed from being a country of emigration
to being a country of immigration. First, there was a major influx of immigrants from the
ex-colonies; in recent years, immigration from Europe and Southern and Central America
has increased, although the greatest proportion of immigration is still from Africa, as can
be seen in Table 3. It is worth mentioning that this phenomenon is really greater, as the
numbers shown here only relate to legal immigrants.
Table 3
Foreign population with legal resident status in Portugal
1999 to 2005
2000 (1)

1999

2001(1)

2002(1)

2003(1)

no.
%
no.
%
no.
%
no.
%
no.
%
191.143 100,0 207.587 100,0 223.997 100,0 238.929 100,0 249.995 100,0
56.686 29,7 61.678 29,7 67.127 30,0 72.229 30,2 77.124 30,9

Total
Europe

2005(3)

no.
%
263.353 100,0
83.656 31,8

no.
%
275.906 100,0
88.560 32,1

Africa
Angola

89.797

47,0

98.769

47,9 114.399

47,9 117.954

47,2

121.638

46,2

125.934

45,6

17.721

9,3

20.416

9,8

22.751

10,2

24.782

10,4

25.616

10,2

26.520

10,1

27.697

10,0

Cape Verde

43.951

23,0

47.093

22,7

49.845

22,3

52.223

21,9

53.434

21,4

54.806

20,8

56.433

20,5

Guinea Bissau

14.217

7,4

15.941

7,7

17.791

7,9

19.227

8,0

20.041

8,0

20.583

7,8

21.258

7,7

Mozambique
S. Tomé e Príncipe

4.502
4.809

2,4
2,5

4.619
5.437

2,2
2,6

4.725
6.304

2,1
2,8

4.864
6.968

2,0
2,9

4.916
7.279

2,0
2,9

4.955
7.829

1,9
3,0

5.074
8.274

1,8
3,0

Others
South and Central
America
North America
Asia

4.597

2,4

5.263

2,5

5.893

2,6

6.335

2,7

6.668

2,7

6.945

2,6

7.198

2,6

25.767

13,5

27.395

13,2

28.835

12,9

30.397

12,7

32.393

13,0

34.778

13,2

37.617

13,6

10.169
7.938

5,3
4,2

10.195
8.746

4,9
4,2

10.183
9.724

4,5
4,3

10.138
10.938

4,2
4,6

10.116
11.565

4,0
4,6

10.114
12.331

3,8
4,7

10.108
12.847

3,7
4,7

786

0,4

804

0,4

819

0,4

828

0,3

843

0,3

836

0,3

840

0,3

Others

47,6 107.309

2004(2)

(1)

Data rectified in September 2006.
(2)
Provisional data rectified in September 2006.
(3)
Provisional data in September 2006.
Source: INE, Demographic Statistics.
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Economic and job market trends
17. Globalisation and the growth of the knowledge economy create new challenges for
schools, among them the need to create new subject areas and deal with the decline in
other knowledge areas, with deep roots in the traditional curriculum, but which are of little
relevance to new societies. On one hand, the introduction of changes to the curriculum in
new areas – in technologies, for example – implies the recruitment of teachers with
different training than that found in current teaching groups. Therefore, initial teacher
training requires the inclusion of new subject areas with implications for the reorganisation
of teacher recruitment groups and professional profiles. On the other hand, certain
knowledge areas have not even been considered by students when they make choices,
leading to an excess of teachers in those particular areas, therefore making it important to
consider their re-training. In addition to this, other changes have also had repercussions in
teachers working conditions, such as changes in family structures and social behaviour.
18. The teaching profession has had an important role in the public sector of Portuguese
administration, which in the last thirty years has been characterised by the increase in the
number of teachers, improvements in their qualifications at all levels of education and
higher salaries than other professions, with few entry requirements for the category of nonpermanent tenure, making it an attractive profession.
19. The increase in the numbers of teachers with higher education qualifications illustrates that
the efforts to achieve more higher education graduates has continuously benefited
compulsory and secondary education.
20. The results of applications for entry into higher education show that initial teacher training
courses are ignored by the students with the best grades in secondary education, when it
comes to choosing a higher education degree. The average grades needed to enter courses
that qualify students to teach are among the lowest.
21. It is also worth mentioning that the phenomenon of “teacher massification”, via the
democratisation of access, generated greater socio-economic and cultural diversity among
teachers and that unemployment among young graduates, alongside the need to recruit
teachers in the 1970s and 1980s to respond to the “massification of education”, led to
people with a wide range of academic training entering the profession.
22. As such, Portuguese schools have begun to receive teachers recruited among young people
who had the lowest average marks at the end of secondary education - who do not, in
general, belong to the cultural elites, as was the case 30 or 40 years ago - and who have a
wide range of initial training types.
23. Diversity can bring advantages to Portuguese schools, but having young people entering
the profession with problems in crucial areas like Portuguese, Maths or Experimental
Sciences can affect the quality of teaching and learning.

1.2. Public and private resources
24. Between 2000 and 2008, as can be seen in Table 4, total financial resources for the
Ministry of Education rose approximately 23%, which corresponds to an increase of
1,158.76 million Euros, denoting the major public investment made in education.
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25. It is worth noting that from 2005 onwards there has been a reduction in the proportion of
expenditure in education in relation to GDP and public expenditure, reflecting the result of
measures, initiated in the 2005/06 academic year relative to a greater rationalisation of
resources, particularly in the reorganisation of compulsory and secondary education.
Table 4
Ministry of Education expenditure
Proportion of ME expenditure as compared with to GDP and public expenditure
2000 to 2009
ME (a)

Million €
ME/Public
Expenditure
11,9%

2000

122.270,00

Public
Expenditure
41.766,78

4.958,24

ME/GDP
Expenditure
4,1%

2001

129.308,30

45.365,58

5.350,50

4,1%

11,8%

2002

135.433,60

54.559,20

5.848,15

4,3%

10,7%

2003

138.581,80

66.038,66

5.737,66

4,1%

8,7%

2004

144.127,70

70.710,87

5.881,55

4,1%

8,3%

2005

149.123,50

88.096,93

6.062,77

4,1%

6,9%

2006

155.446,40

94.712,30

6.023,71

3,9%

6,4%

2007

163.119,10

132.073,60

6.021,81

3,7%

4,6%

GDP mp

Expenditure

(b)

2008
170.626,00
121.944,35
6.117,00
3,6%
5,0%
ME expenditure: Mainland expenditure and Budget expenditure (in 2000 and 2001 does not include higher
education, which was under MCES/MCTES at the time).
(b)
2008: GDP mp and Public Expenditure, figures for initial budget; ME expenditure, provisional corrected values.
Sources: GDP: INE, Contas Nacionais Trimestrais, Base 2000, December 2008; Public expenditure: MFAP, Conta
Geral do Estado; ME Expenditure: GGF-ME, Relatórios de Execução Orçamental.
(a)

26. Private education is self-financed and is governed by legislation and its own statutes,
which should respect the Education Act2. The State recognises the value of this education
as an expression of the freedom to learn and teach and the right of families to choose the
type of education their children receive. Within this context, the initiatives and
establishments of private and cooperative education are financially supported by the State
via the signing of contracts, whenever, in the performance of a function of public interest,
they are part of the educational development plan. Table 5 shows the levels of financial
support provided between 2004 and 2007:
Table 5
Financial support for private and cooperative education
2004 to 2007
Years

Amount € (a)

2004

476.231.522

2005

462.918.810

2006

476.096.889

2007
489.119.276
Includes the amount regarding the educational component of pre-primary education of the Solidarity Network
(IPSS).
Source: ME – GGF; MFAP – DSOAC and DOF.
(a)

2

Law no. 49/2005, 30th August - Second amendment to the Education Act and the first amendment to the Higher
Education Funding Act (Annex 9).
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1.3. Public perceptions about the role of school, the quality of education and the status of
teachers
27. There are no known research studies on Portuguese society‟s opinion on the role of

schools, the quality of teaching and the status of teachers in the sense that social
scientists know it, which means, about the way society, social groups and
individuals see themselves and others, on which the basis of consensus, conflict
and social and individual identity are constructed, maintained or transformed.
28. Over the last four years, issues of school failure and dropouts, of school

organisation and the status of teachers, among others, have been present on the
political, institutional and academic agenda, via various initiatives such as seminars
and debates; reaction to the publication and implementation of measures has also
been very newsworthy.
29. On the 20th anniversary of the Education Act (1986/2006), in the conclusions of

the National Education Debate3 education quality, the role of schools and the status
of teachers were identified as critical issues, although, at the same time,
recognising that the national education system was the social subsystem that most
contributed to the cultural development of the country and for the construction of a
more democratic society over the last 35 years.
30. There are many and varied factors that explain the state of education and that, to a

certain degree, are reflected in the number of publications from the National
Education Council on the National Education Debate, namely the ones related to
the contributions of research, public hearing in the National Debate and the final
report itself4. The conclusions of this final report make reference to: the pace of
change; the fact that these are processes whose results are not immediately felt; the
excessively centralised nature of administration; and the excessive number of
functions given to schools which, in the words of António Nóvoa5, are
overwhelmed by an excess of missions. It is also mentioned that for some social
agents (teachers´, pupils´ and parents‟ associations) the present administration
model has limitations that restrict freedom of action and a significant improvement
in the system or, also, the persistent separation of schools and families, which
creates problems for both, in terms of their complementary educational roles.
31. For these reasons, we might say that there is an increasingly general feeling, in certain
social and cultural circles, that our education system is flawed at the different levels of
responsibility: central, regional and local. This perception has been bolstered by the
dissemination and discussion of the results of OECD international studies, which include
the PISA project reports and various editions of the publication Education at a Glance.
32. Within the national context, public opinion has been informed by: news items in the press,
radio and television; radio and television debates; civic participation in blogs on social and
educational issues; dissemination of results of research on particular aspects of the system;
3

4

5

Organised by the National Education Council (Conselho Nacional de Educação), by Parliamentary Resolution
(Assembleia da República): Resolution no. 4/2006, published in Diário da República on the 26th February
(Commemoration of the 20 years of the approval of the Education Act).
CNE (2007), Final Report of the National Education Debate, [online] www.debatereducacao.pt/index.php?
option=com_docman&task=doc_download&gid=14 -.
Speech made in Parliament at the launch of the National Debate, in May 2006.
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information mechanisms about the system, like the Roteiro das escolas, a database that has
information on school population and secondary education provision6; publication by IGE
of the reports and “counter reports” of external evaluation of schools7; articles giving
qualified opinion in quality newspapers; and, lastly, school rankings8.
33. This ranking, which has been widely publicised and discussed in the media, is based only
on national secondary exam results, made available by the ME, not taking into account the
specific context of each individual school.
34. The message that the public gets is, on one hand, schools evaluated perform reasonably
well in terms of external evaluation; on the other hand, via the dissemination of rankings,
that state schools have, year after year, shown worse results than schools in the private and
cooperative sector9.
35. This debate about school rankings, associated with the fact that the public has more
information and is aware of the major imbalances and inequalities in the school system and
of state schools – the large gap between very good, attractive schools with good average
results and others, where it is difficult to keep teachers, given their geographical location,
and with poor average outcomes – has had an influence on the public perception about the
quality of teaching and has contributed to a negative image of Portuguese state schools.
36. In relation to the teaching profession, the media announced in 200810, citing the GALLUP
poll for the World Economic Forum as their source that this was the profession the
Portuguese population most trusted, with a confidence rating of 42%. And if the criteria
and the results of this type of poll are not sufficiently empirical, it does, however, represent
positive information for the public.

6
7
8
9
10

See http://roteiro.min-edu.pt/.
See http://www.ige.min-edu.pt/content_01.asp?BtreeID=03/01&treeID=03/01/03.
See http://sitio.dgidc.min-edu.pt/JNE/Paginas/estatistica.aspx.
In 2008, there was not one state school in the top 10 of the ranking and there were only 8 in the top 30.
Agência Lusa, 25.01.08 and the Público newspaper, 25-01-2008. See information about the poll at
http://www.weforum. org/en/media/Latest%20Press%20Releases/PR_VoP_170108, http://extranet.gallupinternational.com/uploads/ internet/DAVOS%20release%20final.pdf and
http://www.weforum.org/pdf/gallup/vopstats.pdf.
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CHAPTER 2
THE EDUCATION SYSTEM AND THE FRAMEWORK FOR TEAC HER POLICY
DEVELOPMENT

2.1. Main characteristics of the education system
37. According to the Education Act11, the education system covers the entire geographical area
of Portugal – Mainland and Autonomous Regions – and is developed according to an
organised set of structures and various actions on the initiative and as the responsibility of
different public, private and cooperative institutions and bodies. It includes pre-primary
education, school education and extra-curricular education and is organised in such a way
as shown by the following organogramme:

Source: Ministry of Education - GEPE

38. Within the scope of this report, particular importance is given to the characteristics of the
pre-primary and school education subsystems, as these constitute a reference framework
for basic or compulsory and secondary education policies. Other complementary and
relevant information is included in Annex 7 – Portuguese Education System and in Annex
9 – Education Act.
39. Pre-primary education is complementary in formative terms and/or supplemental to
family education, with which there is close cooperation. It is an educational sub-system for
children between the ages of 3 and 6, which is optional and provided in public or private
nursery schools that are created by collective and individual bodies. These are either profit
or not-profit and public nursery schools are free.
40. School education includes basic, secondary and higher education; it involves special types
and includes free-time activities.

11

Law no. 49/2005, 30th August - Second amendment to the Education Act and the first amendment to the Higher
Education Funding Act (Annex 9).
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41. Compulsory education is a teaching level that is made up of three sequential cycles that
last a total of nine years. The coordination between the three cycles is progressive, with
each one complementing and extending the knowledge of the previous one from a
perspective of an overall unit.





In the 1st cycle, teaching is general and the responsibility of one teacher, who can be
assisted in specialised areas;
In the 2nd cycle, teaching is organised into subject areas of basic education and is
predominantly organised into one teacher per area. In this area, reference should be
made to the new initial teacher training policy – which is described in item 4.2 of
Chapter 4 – that envisages the extension of qualification areas of the generalist
teacher to include joint qualifications for pre-primary education and the 1st cycle or
joint qualifications for the 1st and 2nd cycles of compulsory education, allowing for
pupils to be accompanied by teachers for a longer period of time;
The structure of the 3rd cycle is based around a system of one teacher per subject or
group of subjects.

42. Entering the 1st cycle is compulsory for all children who are 6 years old before 15th
September or, if requested by their parents or guardians, between that date and 31st
December. The end of compulsory education corresponds to the first moment of choice
when pupils have to decide between continuing their studies via a number of paths
available or entering the job market. Compulsory education is free in state schools.
43. Secondary education is an optional level of education and access to it requires the
successful completion of compulsory education or the possession of an equivalent
qualification. Secondary education is organised according to different forms, with courses
that are either mainly geared to working life or the continuation of studies, all of which
should include components of technical, technological, professional qualification training
and Portuguese language and culture. It currently includes: science-humanities courses,
geared towards further study at higher education level; technological courses, geared
towards either entering the job market or further study, especially via post secondary
technological specialisation courses and higher education courses; specialised artistic
courses, geared towards further study, depending on the area, or the dual perspective of
entering the job market or going onto further study; vocational courses, geared towards an
initial qualification for pupils, giving priority to their entering the job market while, at the
same time, allowing them to study further. Each teacher in secondary education is
normally responsible for one subject only.
44. Recurrent secondary education is a form of school education for all those who have
exceeded the normal age limit for entering compulsory and secondary education. It aims to
provide a second educational opportunity that allows students to study whilst working and
includes: science-humanities courses; technological courses and specialised artistic
courses. Those pupils who successfully complete secondary education are awarded a
certificate, which, in the case of technological and vocational courses, qualifies them for a
professional activity.
45. Education and training courses constitute integrated provision of education and training
aimed at young people of 15 years of age or over who are at risk of dropping out or who
have already left school before completing 12 years of schooling, as well as those who
after finishing 12 years of schooling have no vocational qualification and intend to obtain
one to enter the job market. These courses confer a level 1, 2 or 3 qualification and
certification for the conclusion of the 6th, 9th and 12th years of schooling, respectively.
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46. Adult education and training courses constitute integrated provision of education and
training, with dual certification - school and vocational - aimed at individuals over the age
of 18, who have not completed 9 years of schooling, who do not have a vocational
qualification, employed or unemployed, registered at the Job Centres of the Institute of
Employment and Vocational Training or nominated by other bodies. They confer school
certification equivalent to the completion of the 1st, 2nd and 3rd cycles of compulsory
education and vocational certification at level 1 or 2.
47. Higher education is structured according to the principles of the Bologna Process and
aims to ensure solid scientific, cultural, artistic or technological preparation that qualifies
students for professional and cultural activities and to develop creative, innovative and
critical analysis competences. It is organised into a binary system – university education
and polytechnic education – and is taught in public, private or cooperative higher
education institutions. University education, with its constant perspective of promotion of
research and knowledge creation, aims to provide both solid scientific and cultural
preparation and technical training that qualifies students for professional and cultural
activities and encourages the development of creative, innovative and critical analysis
competences. Polytechnic education, with its constant perspective of applied research and
development, is geared to the understanding and solution of concrete problems, envisages
solid cultural and technical training of a higher level, the development of innovative
competences and critical analysis and the provision of theoretical and practical scientific
knowledge and its applications from a perspective of future professional activity.
Universities and polytechnics confer 1st level degrees and Master‟s degrees. PhDs are
awarded by universities only.
48. The general aspects of the education system are characterised by: i) the high proportion of
public education by comparison with private education: in the academic year 2006/07,
86.7% of the school population attended state schools and 13.3% private schools; ii) a shift
of powers and responsibility from central administration to the autonomous regional
administration (Autonomous Regions of the Azores and Madeira, in 1979), a trend for
deconcentration and decentralisation from the late „80s onwards to regional educational
administration (regional education boards), to local administration (local authorities), in
relation to funding the building of schools and development of extra-curricular socioeducational and social projects, and to schools, within the framework of a process of
autonomy.
49. Other major aspects of the system are: i) the decrease in the school population; ii) the
variety of school types and the reorganisation of these schools into clusters or individual
management units; iii) the sharing of responsibilities on an administrative and school
management level – the new legal framework12 of which is at this moment under
implementation – and iv) in a process where renewed importance is given to goalorientated management and accountability.
2.1.1.

Public and private teaching establishments and types of state schools

50. A public education establishment is understood to be an organisational unit that a head
teacher is responsible for (a position recently instituted in the legal framework of
autonomy, administration and management, described in Chapter 6), where one or more
levels of education are provided. Pre-primary education is provided in independent units
(nursery schools) or included in school units, where 1st cycle of compulsory education is
12

Decree-Law no. 75/2008, 12th April - Approves the framework of autonomy, administration and

management of public establishments of Pre-Primary, Primary and Secondary public educational
institutions.
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taught or also in buildings where other social activities, such as extra-curricular education,
take place.
51. Compulsory education is provided in a variety of establishments that may include part of
the whole of the cycles involved, and where, if there is a need to rationalise resources,
secondary education may also be taught.
52. Secondary education is provided in multi-curriculum secondary schools, while for certain
areas it is possible to use the facilities of private or public bodies that are not responsible
for teaching classes or other forms of teaching and training. Secondary education is
predominantly taught in independent establishments, while it is possible for cycles of
compulsory education to be taught in the same place, especially the 3rd cycle, if there is a
need for a rationalisation of resources.
Table 6
Education/learning institutions by type, nature and region NUT I and II13
Academic year 2006/07

Private education

Public education

Total

JI

EB1 EB1/JI EB1,2 EB2 EB2,3 EBI EBI/JI EBM EB2,3/ES ES/EB3 ES ESA EP M-N

Portugal

10.443 3.022 4.522 1.624

8 31

609 73

37

1

117

303 71

3 22

-

Mainland

10.071 2.997 4.509 1.353

7 25

594 72

36

1

92

303 61

3 18

-

North

3.092 1.205 1.555

725

3

3

231 14

5

-

35

107 10

1

8

-

Centre

3.769 1.284 1.952

204

3 14

138 34

6

-

33

79 17

-

5

-

Lisbon

1.190

220 472

228

1

6

129

8

10

-

11

83 18

2

2

-

Alentejo

882

205 361

188

-

2

52 11

13

-

13

29

5

-

3

-

Algarve

328

83 169

8

-

-

44

5

2

1

-

5 11

-

-

-

Azores

216

1

8

176

-

6

6

-

-

-

10

-

8

-

1

-

Madeira

156

24

5

95

1

-

9

1

1

-

15

-

2

-

3

-

Portugal

2.587 1.727

62

285

-

-

-

-

-

-

-

-

-

1 220

292

Mainland

2.439 1.637

51

270

-

-

-

-

-

-

-

-

-

1 196

284

North

747

501

11

62

-

-

-

-

-

-

-

-

-

1 78

94

Centre

572

412

5

35

-

-

-

-

-

-

-

-

-

- 57

63

Lisbon

844

514

30

156

-

-

-

-

-

-

-

-

-

- 34

110

Alentejo

170

131

1

8

-

-

-

-

-

-

-

-

-

- 21

9

Algarve

106

79

4

9

-

-

-

-

-

-

-

-

-

-

6

8

85

59

5

-

-

-

-

-

-

-

-

-

-

- 20

1

Azores

Madeira
63
31
6
15
- - - 4
7
Abbreviations and acronyms: JI – Pre-primary (Jardim-de-Infância); EB1 – 1st Cycle School (Escola Básica do 1.º
Ciclo); EB1/JI – 1st Cycle School with Pre-primary (Escola Básica do 1.º Ciclo com Jardim-de-Infância; EBM –
Distance Learning Compulsory Education School (Escola do Ensino Básico Mediatizado); EB1,2 – 1st and 2nd Cycle
School (Escola Básica dos 1.º e 2.º Ciclos); EBI/JI – Integrated School with Pre-primary (Escola Básica Integrada
com Jardim-de-Infância); EBI – Integrated School (Escola Básica Integrada); EB2 – 2nd Cycle School (Escola Básica
do 2.º Ciclo); EB2,3 – 2nd and 3rd Cycle School (Escola Básica dos 2.º e 3.º Ciclos); EB2,3/ES – 2nd and 3rd Cycle
School with Secondary Education (Escola Básica dos 2.º e 3.º Ciclos com Ensino Secundário); ES/EB3 – Secondary
School with 3rd Cycle Education (Escola Secundária com 3.º Ciclo do Ensino Básico); ES – Secondary School
(Escola Secundária); ESA – Secondary Art School (Escola Secundária Artística); EP – Vocational School (Escola
Profissional); M-N – Multilevel: Private School with Pre-primary and/or Compulsory and/or Secondary Education.
Source: GEPE, Educação em Números – Portugal 2008.
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NUT I – Mainland territory and each one of the Autonomous Regions of the Azores and Madeira; NUT II – five
Mainland regions (North, Centre, Lisbon, Alentejo and Algarve) and the territories of the Autonomous Regions of
the Azores and Madeira.
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53. It is this specific nature of the different education levels that is the cause of the different
types of state schools, which are mentioned in Table 6, which are designated according to
the cycle taught in them. This generic definition does not include the integrated school – a
school providing all nine years of compulsory education, therefore allowing pupils to
complete compulsory education in the same building and, where possible, with the same
teaching staff and the same school culture - nor the distance-learning compulsory
education school, where distance-learning is taught (in the process of being phased out)
nor the multi-level school (M-N), in private education – a private school with a nursery
school and/or compulsory education and/or upper-secondary education.
54. The state school network is made up of school clusters and non-grouped schools: the
school cluster is an organisational unit with its own administration and management
bodies, made up of establishments of pre-primary education and one or more education
14
levels, based on a common pedagogical project ; the non-grouped school is an
organisational unit that can teach one or more levels of education.
55. In terms of the number of educational institutions, in the academic 2006/07 year there were
13,030 public, private and cooperative institutions. As can be seen in Table 7, there is a
different trend: chronologically speaking, there has been a clear drop in the number of
public establishments, while in private education the numbers have only varied slightly.
Table 7
Education/learning institutions on the mainland Academic years from 1997/98 to 2006/07
1997/98 1998/99 1999/00 2000/01 2001/02 2002/03 2003/04 2004/05 2005/06 2006/07
Public and Private

16.556 16.598

16.730 16.467 16.357 15.783 15.105 14.313 14.704 12.510

Public

14.127 14.107

14.247 13.985 13.850 13.361 12.702 11.912 11.659 10.071

Private
2.429 2.491
2.483 2.482
Source: GEPE, Educação em Números – Portugal 2008.

2.507

2.422

2.403

2.401

2.415

2.439

56. The reduction in the number of educational institutions in public education is something
that should be analysed, taking into account the policy of closing down 1st cycle schools
with small numbers of pupils and below-average success rates, and the policy of school
cluster formation, the numbers of which have risen considerably in recent years, as
illustrated by Table 8.
57. The variety of school types of the Portuguese education system (Table 6), as previously
explained, is a reflection of the extension of the number of years of compulsory schooling,
first from 4 to 6 years (in the 1970s) and then to 9 years (in the second half of the 1980s); it
is also the result of the policy of the constitution of school management units (in the
1990s). The most recent trend, which is also associated with the redefinition of the school
network, is that of the integration of various levels of education into the same school
management unit. Examples of this are the creation of integrated schools and, later, the
creation of school clusters, with the aim of facilitating a sequential and coordinated path
for pupils in compulsory education in a given geographic area, overcoming isolation,
preventing social exclusion and also consolidating pedagogical capacity, the rational use of
resources and the facilitation of the instituted system of autonomy, administration and
management (1989).

14

Cf. art. 5 of Decree-Law no. 115-A/98, 4th May, which defined, for the first time, the legal framework of school
administration, management and autonomy.
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58. The distribution shown in Table 8 shows the evolution of the number of school clusters
since the 2001/02 academic year. At the beginning of this statistical series, there were
668 clusters; in the present academic year there are 825.
Table 8
Distribution of school clusters, by region NUT II, on the Mainland
Academic years 2001/02 to 2008/2009
2001/02

2005/06

2006/07

2007/08

2008/09

North

309

313

307

287

288

Centre

139

175

174

174

174

Lisbon

109

247

244

246

248

Alentejo

65

67

66

66

66

Algarve

46

44

49

49

49

668

846

840

822

825

Total
Source: ME – GEPE

2.1.2.

School administration and management and pupil distribution

59. The administration and management of Portuguese schools, both school clusters and nongrouped schools, is based on four administration and management bodies15. One is the
collegiate body for strategic management – the General Council – where there are
representatives from the teaching and non-teaching staff, parents or guardians (or the
pupils themselves, if they are adults or attend secondary school), the local authorities and
the local community. This body is responsible for operational, strategic, planning and
monitoring decisions. Another is the administration and management body – the head
teacher – who has executive power and the option of choosing their immediate team
(Deputy Head Teachers, assistants, school and curriculum department coordinators and
form tutors); the head teacher is accountable to the General Council, who elects the head
teacher and has the power to dismiss him/her. The third is the pedagogical supervision and
coordination and educational guidance body – the Pedagogical Council –, chaired by the
Head teacher, where the pedagogical supervision and coordination agents have a seat, as
do parents or guardians. The fourth is the body that decides on administrative and financial
matters – the Administrative Council – which is also chaired by the head teacher.
60. State schools depend mainly on the State Budget to pay for expenses; however, they can
find their own sources of funding, for example, via services to the community or
patronage.
61. In terms of the distribution of pupils, in the 2006/07 academic year 263,887 children were
enrolled in pre-primary education, 1,155,181 pupils in compulsory education - of which
1,023,809 were in the public sector – and 356,711 pupils in secondary education – of
which 289,714 were in the public sector. The evolution of the number of pupils, by
education/teaching level, in the last ten years, consolidates the interpretation about the
growth of the number of children attending pre-primary education and of pupils enrolled in
secondary education (Table 9).

15

Cf. Decree-Law no. 75/2008, 12th April - Approves the framework of autonomy, administration and

management of public establishments of Pre-Primary, Primary and Secondary public educational
institutions.
14

Table 9
Pupils, by level of education, in Portugal
Academic years from 1997/98 to 2006/07
Portugal
Pre-primary
education
Compulsory
education
1st cycle
2nd cycle
3rd cycle
(Upper) Secondary
education
Mainland
Pre-primary
education
Compulsory
education
1st cycle
2nd cycle
3rd cycle
(Upper) Secondary
education

1997/98
1.934.438

1998/99
1.901.253

1999/00
1.887.000

2000/01
1.872.509

2001/02
1.831.751

2002/03
1.807.522

2003/04
1.802.124

2004/05
1.789.741

2005/06
1.754.636

2006/07
1.775.779

215.279

220.775

228.459

235.610

241.288

247.521

253.635

259.788

262.002

263.887

1.276.376

1.259.473

1.240.836

1.223.151

1.192.931

1.174.412

1.166.277

1.153.057

1.145.234

1.155.181

535.112

538.273

539.943

535.580

520.211

508.472

506.121

504.412

495.628

500.823

285.088
456.176

281.101
440.099

276.529
424.364

271.793
415.778

270.825
401.895

274.169
391.771

274.123
386.033

267.742
380.903

256.252
393.354

255.766
398.592

442.783

421.005

417.705

413.748

397.532

385.589

382.212

376.896

347.400

356.711

1.818.754

1.788.288

1.776.251

1.762.375

1.724.039

1.700.598

1.694.241

1.683.008

1.648.558

1.670.763

201.913

207.315

214.857

221.407

226.892

232.555

238.364

243.921

246.090

247.862

1.195.356

1.180.677

1.164.457

1.147.670

1.120.243

1.102.762

1.94.065

1.82.895

1.076.286

1.086.088

497.857

502.483

504.885

501.221

487.197

475.892

473.156

472.863

465.238

469.831

266.612

263.113

259.030

254.979

254.606

257.782

257.274

251.285

240.227

240.199

430.887

415.081

400.542

391.470

378.440

369.088

363.635

358.747

370.821

375.978

421.485

400.296

396.937

393.298

376.904

365.281

361.812

356.192

326.182

336.929

Source: GEPE, Educação em Números – Portugal 2008.

62. Table 10 shows the distribution of pupils on the mainland, depending on the education and
teaching level and the type of education they receive. Two remarks should be made about
this table. The first, to define concepts: i) regular schooling is the group of teaching
activities administered as part of each education level, which are aimed at the majority of
pupils in the education system within the age limits foreseen in the law; ii) specialised
artistic education covers visual arts, dance and music, providing specialised training,
aimed at individuals that show interest and potential in the different artistic areas; iii)
vocational courses, lasting for three years, are geared towards initial training for young
people, and their entry into the job market, while, at the same time, allowing further study
and iv) recurrent education, providing second opportunity education (CF. §44), has it
own curriculum organisation, specific methodology and evaluation and confers diplomas
and certificates that are equivalent to regular education. The second remark to make is that,
after 10 years of successive decreases, there is a trend for the increase in the number of
pupils studying level 1 and 2 education and training (ETC) and vocational courses –
particularly accentuated in the 3rd cycle of compulsory education and secondary education
– as a result of the increase in course provision and the number of vacancies available,
which has had an impact on teacher placement (as referred on § 74).
63. The current pedagogical management practice and the criteria used for the way courses are
organised and how course classes are formed as shown in Table 10 are described in item
6.2 in Chapter 6.

64. The different forms of education and training for young people and adults are part of a
perspective of lifelong learning, which provides the opportunity to obtain school
certification and/or a vocational qualification, as well as further post-secondary tertiary
studies or higher education. These training paths, which are organised with different
curriculum models, are structured into a sequence of training stages according to access
qualifications. This issue will be dealt with again in Chapter 5, in terms of the teachers
who provide this training and in Chapter 6, regarding aspects of pedagogical management.
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Table 10
Pupils enrolled, according to establishment type,
level or type of education, on the Mainland
2006/07 Academic year
Public
127.602
419.764
160
429
420.353
208.304
135
515
976
658
210.588
298.792
165
294
20.129
1.847
8.088
329.315

Private
120.224
49.389
89

200.199
1.729
13.951
3.628
53.068
418
Sub-Total
272.993
Total 1.360.851

24.990
109
30.515
1.270
7.052

Pre-primary education
Regular education
Specialised artistic education (regular)
Adult Education and Training Courses
Sub-Total
Regular education
Specialised artistic education (regular)
2nd Cycle Education and Training Courses
Adult Education and Training Courses
Recurrent Education
Sub-Total
Regular education
Specialised artistic education (regular)
Professional Courses
3rd Cycle
Education and Training Courses
Adult Education and Training Courses
Recurrent Education
Sub-Total
Sub-Total (Compulsory Education)
Regular education
Specialised artistic education (regular)
Professional Courses
Education and Training Courses
Recurrent Education
1st Cycle

Compulsory
Education

Upper
secondary

Specialised artistic education (recurrent)

49.478
29.242
119
116
91
43
29.611
40.932
88
293
4.289
235
826
46.663

63936
309.912

Total
247.826
469.153
249
429
469.831
237.546
254
631
1.067
701
240.199
339.724
253
587
24.418
2.082
8.914
375.978
1.086.008
225.189
1.838
44.466
4.898
60.120
418
336.929
1.670.763

Source: ME – GEPE (http://estatisticas.gepe.min-edu.pt/).

2.2. Division of responsibilities
65. Decisions about the curriculum, the programmes, national exams, teacher placement and
the budget distribution are the responsibility of the ME central services; the regional
education authorities, within the respective territorial limits, perform peripheral
administration duties in relation to the powers of the ME and its central services16.






16

To ensure the coordinated implementation of policy in terms of the education system;
To coordinate, monitor and support the organisation and operation of schools and the
management of the respective human and material resources, promoting the
development and consolidation of school autonomy;
To participate in the planning of the school network;
To gather the information necessary for the creation and implementation of education
and training policies;
To ensure the dissemination of central services orientation and technical information
to schools;

Cf. art. 16 of Decree-Law no.213/2006, 27th October - Defines the mission, powers and the organic structure of
the Ministry of Education.
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To cooperate with other services, bodies and entities, working together on joint
ventures in education and vocational training.

66. Despite school autonomy being recent and the fact that the education system still
centralises decisions on the curriculum, teachers have always had the freedom to choose
their own teaching methods and materials, while management of the curriculum has
enjoyed autonomy at an individual and school level for some time now.
67. According to the Education Act, secondary curricula will have a national structure, with
some of its components having a regional or local character, justified by the socioeconomic conditions and by the need for qualified staff17.
68. Within this context, schools have been constructing curriculum management processes that
seek suitable solutions for pupils and the real contexts in which teachers work on a daily
basis. Such projects have considered as a fundamental premise the following; schools
assuming greater decision-making capacity in relation to the development and
management of a range of curriculum components and greater coordination between them,
as well as added responsibility in the organisation of educational provision.
69. Within the context of school autonomy, it is established that the development strategies for
the national curriculum (which aim to be suitable for each individual school) should be the
subject of a school curriculum project, created, approved and evaluated by the respective
administration and management bodies. This should be developed within a class
curriculum project, according to the context of each class, which is created, approved and
evaluated by the class senior teacher or by the class council, depending on the educational
stage.
70. Among the possibilities included in the syllabi for the different education levels, schools
can also define which subjects are on offer in their curricula.
71. In the area of resources management, the selection and contracting of teachers for state
schools is the overall responsibility of the Ministry of Education. Selection is made via a
national application scheme for vacancies, in which teachers state their preferences and are
allocated a position according to their professional classification and length of service.
72. From the 2006/07 academic year onwards18, schools have been able to recruit some of their
teaching staff, giving an outline of the appropriate professional profile of the teacher for
the teaching activities or support for the development of the schools projects and defining
selection criteria according to national norms for qualifications. It should be highlighted
that teachers must possess the legally required qualifications from 2009/2010 onwards, as
described in Chapter 4: This means that, according to the new qualification system for the
teaching profession, teachers must have a professional qualification that includes a
scientific and pedagogical element, and those teachers with only a scientific qualification
for teaching (i.e. specific qualification (habilitação própria)) will not be accepted in the
national teacher placement system.
73. In terms of trainers, there is no specific legislation that regulates their competency profile
yet, but there is guidance in the sense that they should possess the highest possible
qualification in their professional area.
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Cf. no. 4 of art. 50 of Law no. 49/2005, 30th August - Second amendment to the Education Act and the first
amendment to the Higher Education Funding Act (Annex 9).
Decree-Law no. 35/2007, 15th February - Regulates the recruitment of teaching staff.
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74. 17,253 teachers and 4,116 trainers have been recruited by schools since March 2007. In the
current academic year (2008/09), 6,212 teachers and 2,150 trainers have been recruited by
schools and under contract until the end of February, which represents approximately
4% of working teachers and trainers. In addition to this, the number of trainers recruited in
this way reflects the investment being made by schools in developing technological
courses (vocational courses), as can be seen in Table 10 and in the second remark in
paragraph 61.
75. This is a process that aims to develop and stimulate the school autonomy model and is
achieved with shared responsibilities, in order to guarantee administrative security and
equity of placement. To this end, schools are responsible for the job offers, for the
definition of selection criteria, for the analysis of the implementations and the drawing up
of the contracts; the regional education boards are responsible for the confirmation of
offers; the candidates are responsible for providing the relevant implementation data.
76. There is also a sharing of responsibilities with the local authorities, in line with the process
of decentralisation that was initiated in the 1980s, which has been more thorough and
wide-ranging, with the transfer of responsibilities for the following programmes:
widespread teaching of English in the 1st cycle of compulsory education; school social
support, in terms of school meals and school transport; full-time school; and the extension
of pre-primary education in metropolitan areas, although still at an initial phase. With the
implementation of pre-primary education, the creation of municipal education boards and
the creation of educational charters, the 17th Constitutional Government recently
established19 a system of contracts with the town councils for the resolution of problems
and the reduction of imbalances in educational service provision, offering the possibility
for the local authorities to exercise certain powers within compulsory education schools
where secondary education is taught (these are called compulsory and secondary education
schools). This is made possible via the celebration of a special contract with the Ministry
of Education. Following this measure, 120 contracts were signed with approximately a
third of the local authorities.
77. School management responsibilities were extended in the 2007/08 academic year with the
delegation of powers of central and regional services of the Ministry of Education, such as
the management of teaching and non-teaching staff, imposing disciplinary procedures that
were previously the responsibility of the General Inspectorate (IGE) and other
responsibilities, which were given individually to each school as part of the contracting of
objectives expressly stipulated in the autonomy contract.
78. After external evaluation, 22 autonomy contracts were signed out of 144 teaching
establishments. These contracts were associated with the accountability for improving
outcomes and teaching quality, the consolidation of school responsibility in the areas of
pedagogical organisation, curriculum organisation, human resources, school social support
and strategic, asset, administrative and financial strategy, which will be dependent on the
objectives and specific conditions of each school or school cluster. For autonomy contracts
to be signed, there are essential conditions that include the adoption of a self-evaluation on
the part of the school and the evaluation results that are part of the National Programme for
the External Evaluation of Schools20.
79. The Ministry of Education is currently applying a process of external evaluation of
public schools, the National Programme for the External Evaluation of Schools,
19

Cf. Decree-Law no. 114/2008, 28th July, which deals with the transfer of educational responsibilities to the town
councils.
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implemented by IGE. This programme started in 2006 in order to develop a culture
and practice of evaluation in the entire education system. The extension of this
evaluation to the entire education system will be achieved in the 2010/2011
academic year, from which time schools will be evaluated every four years.
80. As part of the principle of accountability, apart from the National Programme for the
External Evaluation of Schools, a new national system of teacher performance evaluation
was instituted in 2007, which defines the principles and the procedures to be adopted by
schools and teachers. The implementation of teacher evaluation, as well as the organisation
of evaluation records, is the school‟s responsibility, with the support of DGRHE in the area
of implementation and norms, and the CCAP in terms of the implementation of
observation and monitoring of the evaluation system and IGE, in relation to the evaluation
of the scientific-pedagogical performance component of senior teachers who have
coordination duties on the Teachers‟ Council or the Curriculum Department.
81. The consolidation of school competences in the field of human resource management,
although it includes the capacity to recruit teaching and non-teaching staff, it excludes the
ability to terminate staff employment with the administration. Teacher dismissal is a
ministerial responsibility, however, and something that is undertaken after a disciplinary
procedure; the new performance evaluation system also envisages this measure, as a last
resort, as a consequence of successive Insufficient classifications.
82. In short, the school is internally accountable for its performance – being responsible for
developing self-evaluation mechanisms – and externally, as part of the National
Programme for the External Evaluation of Schools. External evaluation leads to a
classification, based on the identification of strong points of school performance, and on
aspects that should be improved, which are subject to recommendations that the school
should follow up and act upon until the next cycle of external evaluation. The external
evaluation of the school also influences the quota of Very Good and Excellent that can be
attributed in the evaluation of teachers who work in the respective establishment.
83. As part of their autonomy, private and cooperative schools are responsible for the
recruitment and evaluation of their teachers and use their own models to evaluate both
teaching performance and organisational performance.

2.3. Organisations involved in the development of teacher policies
84. The preparation of policy decisions in education is informed by the contribution of formal
institutions, such as the National Education Council, the School Council, the Scientific
Council for the Evaluation of Teachers. And, indirectly, the consultation councils that
function in some general directorates21, where a number of partners participate.
Noteworthy examples are:




21

In the consultation council of DGIDC, a representative from each of the following
entities has a seat: National Association of Portuguese Town Halls, The National
Confederation of Parents Associations, Schools Council, five renowned figures in the
area of education;
In GAVE, the consultation council has a representative from each one of the
associations and scientific and pedagogical societies from the knowledge areas related
to the evaluation tools being created;

For the mission of these councils, see Annex 5 – ME Organic Law.
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Permanent members of the general council of the consultation council of ANQ are:
representatives of the social partners and education and training bodies; and nonpermanent members are representatives of public and private bodies involved in
educational and vocational training and, also, renowned figures from the areas of
science, pedagogy and business, up to a maximum of six, nominated by the
permanent members.

85. Teachers‟ professional associations and scientific societies are informally invited to
provide an opinion of didactic and pedagogical issues, such as the drawing up of a range of
subject syllabi, exams and school book evaluation.
86. In the area of career and status, teachers´ unions are legally bound to be heard. These
organisations became very important after the country became a democracy once again in
1974, and have been associated with professional struggles that some unions are organised
around. Currently, there are eight independent teachers‟ unions and thirteen that make up
four federations.
87. The Ministry of Education pays the salaries of 330 teachers for their activities in their trade
unions. Table 11 gives a profile of these organisations, referring to the year they were
founded and the number of members they have.
88. Currently these teachers‟ unions are involved in a second round of negotiations with the
ME and continue to discuss certain aspects of the ECD. On the negotiating table are: career
issues (recent creation of two categories of teacher and senior teacher (professor titular)
and the conditions for promotion and access to the profession); evaluation of teacher
performance; a teaching aptitude exam and the creation of top salary step to guarantee
parity with higher civil service positions.
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Table 11
Profile of teachers‟ trade unions
Trade union organisation

Year

Federação Nacional dos Sindicatos de
Professores (FENPROF)
Federação Nacional da Educação (FNE)

1983

No. Of
member
s
47.500

1982

22.751

Federação Portuguesa dos Profissionais
da Educação, Cultura, Ensino e
Investigação (FEPECI)

1988

2.079

Federação Nacional do Ensino e
Investigação (FENEI)
Sindicato dos Professores do Pré-escolar
e Ensino Básico (SIPPEB)

2000

4.195

1988

1.649

Associação Sindical de Professores
Licenciados (ASPL)
Sindicato Nacional de Professores
Licenciados (SNPL)
Sindicato Nacional dos Professores
Licenciados pelos Politécnicos e
Universidades (SPLIU)

1992

3.969

1992

4.825

1994

7.880

Associação Sindical Pró-ordem dos
Professores (PRÓ-ORDEM)
Sindicato dos Educadores e Professores
Licenciados pelas Escolas Superiores de
Educação e Universidades (SEPLEU)
Sindicato Independente de Professores e
Educadores (SIPE)

1995

2.832

1997

4.520

2004

910

Remarks
Includes 7 teachers‟ unions (6 regional and 1 for
teachers abroad).
Includes 7 teachers‟ unions and 3 of other
education professionals.
Currently made up of the oldest trade union
(SINAPE), founded in 1939, the only one that
represents teachers at all levels of public and
private education and non-teaching staff.
Includes 4 trade unions.
Represents teachers from the 1st cycle and preprimary teachers and fights against their isolation
in the whole of the remaining subject areas.
Works to promote quality education and
professional prestige and dignity.
Represents the specific interests of university
graduate teachers.
Fights for dignity of teachers just like all the
other unions, but seeks to diminish the
differences between the polytechnic and the
university higher education.
Works to institute a teachers association.
Works to fight for all those teachers who possess
the minimum 1st cycle higher education degree.

Works to unite the teaching class and give it
back the dignity and importance it deserves,
while seeking to meet the needs of its members.
Sindicato Nacional dos Professores e/ou
2006
Works to fight for the unity of teachers and
Formadores Pós-graduados (SINPOS)
trainers.
Source: Information supplied to the ME by the teachers‟ unions themselves in the 2005/06 academic year.
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CHAPTER 3
TEACHING STAFF

3.1. Main characteristics of teaching staff
89. The current socio-demographic profile of teaching staff has the following characteristic
and tendencies: overall growth of the number of teachers, although there are fluctuations
depending on the different levels of teaching; a significant increase in qualification levels;
an emerging trend for stability as a result of the new rules regarding mobility and
recruitment;, ageing at all teaching levels and high rate of female as compared to male
teachers.
90. In the academic years 1997/98 to 2006/07, there was a continuous growth in the number of
pre-primary teachers (Table 12), which shows the importance that this level of education
has acquired over this period. The reduction in the number of teachers in 1st cycle
compulsory education in the last year of the series of statistics is a fact that is not only
associated with the drop in student numbers due to a fall in the birth rate, but also because
of the reorganisation of the public compulsory education school network and the closing of
around 2,500 schools. There are some fluctuations in relation to other levels in recent
years, with a slight drop in the number of teachers in the 2nd cycle of compulsory
education, while the number of teachers in the 3rd cycle of compulsory education (lower
secondary) and secondary education shows some growth.
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Table 12
Teachers by establishment and teaching/education level in Portugal
Academic years from 1997/98 to 2006/07

Public and private education

1997/98
Pre-primaryeducation
1st cycle of
compulsory
education
2nd cycle of
compulsory
education
3rd 1st cycle of
compulsory and
secondary
education

Public education

Total
Pre-primary
education
1st cycle of
compulsory
education
2nd cycle of
compulsory
education
3rd cycle of
compulsory and
secondary
education

Private education

Total
Pre-primary
education
1st cycle of
compulsory
education
2nd cycle of
compulsory
education
3rd cycle of
compulsory and
secondary
education
Total

1998/99

1999/00

2000/01

2001/02

2002/03

2003/04

2004/05

2005/06

2006/07

13.525

14.343

15.437

16.007

16.194

16.666

16.628

17.797

18.213

18.352

36.613

37.397

39.022

39.243

40.038

39.853

39.669

40.619

39.396

34.499

33.317

34.525

35.180

35.250

36.742

36.108

36.887

37.164

34.754

32.871

84.293

84.293

85.570

86.207

87.636

86.093

86.996

89.577

89.070

88.280

167.748

170.558

175.209

176.707

180.610

178.720

180.180

185.157

181.433

174.002

7.643

7.643

8.532

8.650

8.848

9.199

9.428

10.463

10.757

11.007

34.710

34.710

36.211

36.319

37.371

36.961

36.840

37.759

36.449

31.543

31.699

31.699

32.322

32.463

33.834

33.175

33.833

34.023

31.707

30.067

77.105

77.105

78.285

78.179

79.727

78.139

78.877

81.423

80.914

79.988

151.157

151.157

155.350

155.611

159.780

157.474

158.978

163.668

159.827

152.605

6.700

6.700

6.905

7.357

7.346

7.467

7.200

7.334

7.456

7.345

2.687

2.687

2.811

2.924

2.937

2.892

2.829

2.860

2.947

2.956

2.826

2.826

2.858

2.787

2.908

2.933

3.054

3.141

3.047

2.804

7.188

7.188

7.285

8.028

7.909

7.954

8.119

8.154

8.156

8.292

19.401

19.401

19.859

21.096

21.100

21.246

21.202

21.489

21.606

21.397

Source: GEPE, Educação em Números – Portugal 2008.

91. In the 1st cycle of compulsory education, the pupil/teacher ratio was 12.4 in the academic
year 2004/05, in 2005/06 it was 12.6 and in 2006/07 it was 14.5. Although 2005/06 was
the year when the number of teachers began to decrease in this education cycle, it is in
2006/07 that the impact of the school reorganisation measures are seen, which resulted in
the closing of some schools and the merging of others – increasing the pupil/teacher ratio
to the levels of the beginning of the series (in 1997/98 the ratio was 14.6).
92. For a more detailed analysis see Table 13, which gives information on the distribution of
teaching staff by recruitment group; from this analysis one can conclude that it reflects the
proportion and importance that the respective subjects have in the school curriculum,
highlighting the consolidation of Portuguese, Maths and Computer Science and the
demand for Spanish in certain parts of the Portugal, namely in the Alentejo, while in other
regions the demand is considerably lower, like in Lisbon and the Algarve. The lack of
demand for German, particularly in the Centre and Alentejo can also be seen in the table.
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Table 13
Teaching staff by recruitment group, on mainland Portugal
2006/07 Academic Year

Total

2.581

2.617

829

3.362

648

3.191

18

1.844

2.536

535

976

1.512

1.523

545

2.167

402

2.119

6

1.338

1.755

5

674

1.120

1.891

1.788

612

2.479

317

2.027

3

1.572

2.018

21

314

149

329

486

494

163

669

113

646

1

413

553

2

1.378

198

92

228

309

316

101

464

50

401

4

259

333

19

31.371

4.088

2.315

4.234

6.779

6.738

2.250

9.141

1.530

8.384

32

5.426

7.195

69

7.650

898

7.996

1.067

1.452

2.343

626
16.70
7

English

German

1.581

1.611

Art and
Technology

865

Portuguese
and Social
Studies /
History

French

Algarve

Latin and
Greek

Alentejo

Portuguese

4.222

Moral and
Religious
Education

4.246

Lisbon

Physical
Education

Centre

Music

12.004

Maths/
Natural
Sciences

6.161

Portuguese
and English

1st cycle of
compulsory
education

North

Portuguese
and French

Pre-primary
Education

Recruitment group

22

Algarve
Total

3.611

2.552

2.424

1.378

399

1.569

65

1.036

932

2.431

1.659

1.614

1.001

309

1.049

1.244

1.073

2.610

1.852

1.676

969

299

1.073

326

272

768

502

512

268

76

396

Foreign
Study Plan

1.107

Music

1.543

Visual Arts

Animal and
Agricultural
Sciences

242

Computer
Science

430

Electrotechnics

1.011

Technological
Education

57

822

1.533

Biology and
Geology

Alentejo

1.304

Physics and
Chemistry

32

Maths

87

Lisbon

1.215

Economy and
Accountancy

Centre

1.900

Geography

81

Philosophy

North

History

Spanish

Recruitment Group

1.480

159

114

74

978

37

16

48

1.291

67

270

66

279

12

31

256

163

186

206

440

281

290

171

78

290

12

195

6

26

288

5.423

3.453

4.335

3.590

9.860

6.846

6.516

3.787

1.161

4.377

265

4.223

281

426

Source: GEPE (http://estatisticas.gepe.min-edu.pt/).

93. In terms of academic qualifications, an analysis of Table 14 shows that the great majority
of teachers on the mainland have a higher education degree.
Table 14
Teachers by academic qualification, by NUT II region on the Mainland
2006/07 Academic Year
Sub-total

st

Qualifications
PhD or
2 cycle
Master’s
Others
Degree
Degree
50.410
2.269
1.823
nd

1 cycle
Degree

North

59.467

4.965

Centre

39.026

4.028

32.446

1.380

1.172

Lisbon

42.855

3.551

36.954

1.411

939

Alentejo

12.333

1.264

10.456

285

328

Algarve

7.409

653

6.358

195

203

136.624

5.540

4.465

Total
16.1090
14.461
Source: ME – GEPE (http://estatisticas.gepe.min-edu.pt/).
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94. Graphs 1, 2, 3 and 4 show the evolution of academic qualifications on the mainland
between the academic years 1998/99 and 2006/07, in relation to pre-primary teachers and
teachers from the 1st, 2nd and 3rd cycles of compulsory and secondary education.

Graph 1
Percentage distribution of pre-primary teachers by academic qualification on Mainland Portugal
Academic years 1998/99 and 2006/07

Source: GEPE, Educação em Números – Portugal 2008.

Graph 2
Percentage distribution of 1st cycle compulsory education teachers by academic
qualification on Mainland Portugal
Academic years 1998/99 and 2006/07

Source: GEPE, Educação em Números – Portugal 2008.
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Graph 3
Percentage distribution of 2nd cycle compulsory education teachers by academic
qualification on Mainland Portugal
Academic years 1998/99 and 2006/07

Source: GEPE, Educação em Números – Portugal 2008.

Graph 4
Percentage distribution of 3rd cycle compulsory and secondary education teachers by academic
qualification on Mainland Portugal
Academic years 1998/99 and 2006/07

Source: GEPE, Educação em Números – Portugal 2008.

95. During the period analysed, there was a substantial alteration in the academic
qualifications of Portuguese teachers – the licenciatura (pre-Bologna, 4 or 5-year 1st study
cycle degree) is the dominant qualification in all levels of education and teaching, but the
progress observed is particularly important in relation to pre-primary and the 1st cycle of
compulsory education, as at the beginning of this period the bacharelato (academic
qualification lower than licenciatura) was the most common qualification, while, at the
end of this period, the majority of teaching staff possessed a licenciatura. Master‟s degrees
and PhDs are more common (5%) among 3rd cycle and secondary teachers.
96. The teaching profession in Portugal is predominantly female, as Table 15 shows. The
number of male pre-primary teachers is extremely low, with the same occurring in the 1st
cycle of compulsory education. Only in the 2nd and 3rd cycles and secondary education
does the percentage of male teachers reach numbers above 25%.
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Table 15
Teachers by level of education/teaching in Portugal
Percentage of women teachers by level of education
2006/07 Academic Year
Pre1st cycle of
primary
compulsory
education
education
Portugal
18.352
34.499
Women
17.836
30.985
Men
516
3.514
Percentage of women (%)
97,2
89,9
Mainland
16.707
31.371
Women
16.229
28.356
Men
478
3.015
Percentage of women (%)
97,1
90,4
Source: GEPE, Educação em Números – Portugal 2008.

2nd cycle of
compulsory
education
32.871
24.166
8.705
73,5
30.597
22.631
7.966
74,0

3rd cycle of compulsory
and secondary education
88.280
62.719
26.101
70,4
82.415
58.069
24.346
70,5

97. In terms of age groups, an analysis of graphs 5 to 8 show an ageing of the teaching
population in all levels of education and teaching on the mainland.

Graph 5
Percentage distribution of pre-primary teachers under 30 and over 50 on Mainland Portugal
Academic years from 1997/98 to 2006/07

Source: GEPE, Educação em Números – Portugal 2008.
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Graph 6
Percentage distribution of 1st cycle compulsory education teachers under 30 and over 50 on Mainland
Portugal
Academic years from 1997/98 to 2006/07

Source: GEPE, Educação em Números – Portugal 2008.

Graph 7
Percentage distribution of 2nd cycle compulsory education teachers under 30 and over 50 on Mainland
Portugal
Academic years from 1997/98 to 2006/07

Source: GEPE, Educação em Números – Portugal 2008.
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Graph 8
Percentage distribution of 3rd cycle compulsory and secondary education teachers under 30 and over 50
on Mainland Portugal
Academic years from 1997/98 to 2006/07

Source:GEPE, Educação em Números – Portugal 2008.

98. In general terms, in relation to meeting teachers‟ needs, the teacher placement scheme for
the academic year 2008/09 indicated that there are two trends emerging. Some indicators
show that there is an excess of pre-primary and 1st cycle teachers and also an excess of
Portuguese and English teachers in secondary education. This situation is the result of a
reduction in the young population, in relation to compulsory education, and the
reorganisation of the school network.
99. However, other indicators show a trend for a shortage of teachers in certain areas of
vocational education, which is the result of increased provision in the area of education and
vocational training, of the increase in the number of pupils registering for the training
offered at the New Opportunities Centres22 and also of the increase in attendance of
education and training courses. The situation in terms of teacher needs and entry into the
profession is studied in Chapter 5.

3.2. Main concerns
100. Currently, Portugal does not have a shortage of qualified teachers, like in the past, although
it is difficult to anticipate the impact of the number of teachers who have left the system
through retirement, as seen in Table 16.

22

The New Opportunities Centres were created in state and private schools, in training centres and in firms, aiming
to expand and provide for diversified and complementary training offer, both adequate to the demands of the
labour market and to the specific characteristics of an under qualified working population. This centres‟ network
(459 centres in 2009) is developing fast.
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Table 16
Number of teachers retiring
2000 to 2008

2000

Retiring
teachers
1.944

2001

2.141

2002

2.940

2003

4.132

2004

3.441

2005

3.766

2006

4.391

2007

3.788

Years

2008
4.943
Source: ME – GGF, based on the list of definitive retirements published in Diário da República.

101. A major concern is getting teachers to work in schools located away from major towns and
cities. However, the greatest concern of the current government is the political
commitment to improve school outcomes and educational success, reduce school dropouts
and orient the organisation and operation of schools to make them more effective and
efficient and reduce waste. For this reason, in light of these objectives, the policies and
practices that have been developed were analysed and as a result the following aspects
identified:
a)
b)

c)
d)

Excessive teacher mobility, which meant an annual movement of 50% of teachers;
The use of a bureaucratic system of recruitment and selection, via ordered placement
lists, using criteria exclusively based on final grade of initial training and years of
service;
Organisational culture and practice that meant undemanding management of teaching
staff;
The need to consolidate quality.

102. The implementation of rules for teacher placement contributed to major imbalances
between schools, with a concentration of the best qualified and most experienced teachers
in the best located and most prestigious schools, which meant that the great majority of
new teachers have to apply every year, in the hope of being placed closer to their place of
residence, not working in various schools throughout the country or travelling hundreds of
kilometres a day.
103. In addition to this, the growth of the number of higher education institutions, particularly
in the private sector, and the lack or insufficiency of monitoring of results or an evaluation
of the courses taught, both in the public and private sector, meant the skewing of final
result classifications, affecting the equity of placement.
104. There are also extreme situations in terms of school organisation and the management of
teachers, which are the result of the implementation of the law or the lack of its regulation,
as well as instituted practice. The ECD envisages that the weekly teaching component in
the 2nd and 3rd cycles of compulsory education, secondary and special education should be
reduced to a minimum of 8 hours a week. Teachers who are 55 years old with 20 years of
service have a two-hour reduction. When they reach 60 years of age and have 25 years of
service they have a four-hour reduction in their workload. This legal stipulation, which
seeks to compensate for the physical and psychological effect of teaching and the
conditions under which it is carried out, together with the non-regulation of activities in the
30

non-teaching component of the 35-hour working week, meant that it was possible for some
teachers‟ workload to be reduced to 8 hours a week, due to a four-hour reduction for being
the class tutor of two classes. In Portugal, the annual teaching component, with the
exception of the 1st cycle of compulsory education, is below the average in OECD
countries (Graphs 9 to 11).

Graph 9
Annual teaching component in primary education
1996 to 2005
900

800

700

600

1996

2005
Primary education
Portugal

OECD average

Source: Data taken from OECD, Education at a Glance – 2007.

Graph 10
Annual teaching component in lower-secondary education
1996 to 2005
800
700
600
500
400
1996

2005
Lower secondary education
Portugal

OECD average

Source: Data taken from OECD, Education at a Glance – 2007.

Graph 11
Annual teaching component in secondary education
1996 to 2005
700
600
500
400
1996

2005

Upper secondary education, general programmes
Portugal

Source: Data taken from OECD, Education at a Glance – 2007.
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OECD average

105. Legislation also permitted that, via a process of election between peers, certain positions of
responsibility were occupied by inexperienced teachers. Also the distribution of weekly
timetables, following instituted criteria of a pecking order as professional praxis, meant
that the classes with the most difficult students or ones that required greater pedagogical
and scientific preparation were sometimes given to less qualified teachers.
106. In terms of in-service training, and after the implementation of a study whose objective
was to determine the efficacy and impact that training had on the education system, in the
classroom and on how schools operate (Evaristo, 2005), some of the most relevant
conclusions in this area point to the following:






The creation of a certain artificiality in seeking training, as there was an automatic
association between credits for career progression and attending in-service and
specialised training in the instituted performance evaluation model […];
The training “market” was consolidated on a merely individual and almost always
instrumental demand (in some cases teachers enrol in sessions that are not directly
related to their teaching needs nor with the needs of the schools where they teach);
Planning is strongly focussed on meeting the individual needs of teachers and not
the needs and interests of schools, completely perverting the philosophy of the
system that intended to use training to produce effects and for this reason based it
on schools and school educational projects, when the school association training
centres were formed (CFAE);
Poor understanding of the transfer of acquired competences to the professional
context.

107. In short, the report showed that the reality was subverting the objectives of training and
undermining its capacity to produce concrete outcomes for schools and the respective
dynamics within them. It also pointed to the urgent need to organise mechanisms that made
training serve schools, respond to the needs of teachers in terms of professional
qualifications and progression and reorient provision so that it may be more practical and
useful in specific areas.

3.3.

Policy initiatives and their impact

108. Taking into consideration the points mentioned in the previous item, various legislative
initiatives were taken, such as:
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The definition of placement and contracting rules with the objective of guaranteeing
stability23 and pedagogical continuity, in other words, annual placements for
temporary needs can occur for up to four years, as long as: i) there are no teachers
without a timetable, ii) the teacher‟s timetable is complete and iii) the school agrees
with the renewal of the contract;
The definition of rules in relation to mobility, in some cases to reduce the number of
teachers that leave school every year, by secondment or requisition, to go to other
institutions (higher education, central and regional services of the Ministry of
Education, educational and cultural projects, trade union organisations…),
establishing certain limits and more restrictive conditions and, in other cases, to

In the teacher‟s placement system for academic years 2007/08 and 2008/09, there is already some visible impact: a
decrease of 52.61% of teachers who ask to change to a different school in comparison to academic year 2006/07,
corresponding to 5,191 teachers in 2007/08 and 2.460 in 2008/09 (Source: ME – DGRHE).
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allow teachers, for many years seconded to educational administration, to choose
between an administrative career or return to schools;
Regulation of the teaching component and ensuring that teachers are on school
premises during their scheduled working week;
To combat absenteeism and its effects, assiduity has become an evaluation item in
teacher performance and activities have been defined to better accompany pupils,
such as substitution classes;
In legislation on schools autonomy, administration and management, nominating
teachers for pedagogical positions is the responsibility of the head teacher24;
Priorities for in-service training have been defined by ministerial dispatch25, as have
new rules for the constitution and operation of CFAE26;
In order to induce a new dynamic to training being given in schools, based on
projects and strategies to change schools and their results, in-service training is no
longer automatically associated with career progression and the CFAE have gone
from being training bodies to training management bodies;
It was determined that training plans (both individual and school ones) establish a
nexus between the school and the training provided, via the diagnosis of individual
and organisational needs, coordinated with teacher performance evaluation.

109. There have been negative reactions from the teachers‟ unions and teachers in relation to
some of these measures, particularly in relation to substitution classes – which caused
discontent among teachers regarding accompanying other teachers‟ pupils and other
subjects – and the changes envisaged under the new system of school autonomy,
administration and management regarding the fact that department coordinators are
nominated by the head teacher. This issue will be looked at again in greater depth in
Chapter 6.
110. Against the background of the abovementioned concerns and an overall re-evaluation of
the profession, the increased quality demands have meant changes to conditions of access
and professional practice. The new legal framework27 means that definitive qualified
teacher status depends on successful completion of a probationary period, which verifies if
the respective teacher has the ability to adapt to the demands of professional performance.
Access to the top of the teaching career also demands visible ability to coordinate,
supervise and evaluate other teachers, by public exam and implementation process, issues
that will be studied in greater depth in Chapters 5 and 7.
111. An exam to evaluate knowledge and competences has already been regulated. The
objective of this exam is to ensure that teaching is done by those who have the necessary
requirements for high-quality and specialised professional performance28. This is a national
exam on competences that are transversal to the various teaching areas and on the technical
and scientific knowledge of each subject. This measure establishes a separation between
the training phase in the respective higher education institutions and the selection and
recruitment phase carried out by the interested employer.

24

Cf. Decree-Law no. 75/2008, 12th April - Approves the framework of autonomy, administration and management
of public establishments of Pre-Primary, Primary and Secondary public educational institutions.
25
Cf. http://www.dgrhe.min-edu.pt/Portal/WebForms/Docentes/Formacao_continua.aspxa formacao.
26
Dispatch no. 18038/2008 e Dispatch no. 18039/2008, Diário da República, II Series, no. 128, 4th July; Dispatch
no. 2609/2009, Diário da República, II Series, no. 13, 20th January.
27
Decree-Law no. 43/2007, 22nd February - Legal framework for professional teaching qualification in Pre-primary,
Compulsory and Upper-Secondary education.
28
Regulatory Decree no. 3/2008, 21st January - Establishes the rules regarding the evaluation exam on the
knowledge and competences necessary to enter the teaching profession.
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112. This is a measure that has yet to be applied but has brought opposition from teachers´
unions and some teachers‟ movements, who have signed documents and sent them to the
ME and sent petitions to the President of the Republic29, as well as other demonstrations of
disagreement, in the media for example. CONFAP is in favour of this measure,
considering that this exam may, in the near future, select teachers, thus guaranteeing that
only the most suited for teaching enter the career.

29

Filipe Miguel da Cunha Oliveira Araújo, Petition against the Entry Examination in the Teaching Profession,
[online] http://www.petitiononline.com/cadoc12/petition.html. FENPROF also made a petition.

34

Chapter 4
TEACHER EDUCATION

4.1. Main characteristics of teacher education
113. In Portugal, teacher training is not only associated with the concern of government
regarding teaching quality, keeping up with scientific and technological developments and
the important contribution of scientific research, but also with educational policies of the
extension teaching and education and, recently, the suitability and implementation of
European reference frameworks30.
114. Since the publication of the Education Act (1986), successive legislation has consolidated
and highlighted the importance of training that gives access to the teaching profession.
Professional profiles have been defined and organised according to the role of teachers in
the classroom, the school, as well as in the link between the community and their own
professional development. Given its importance, an Annex has been created – Annex 8 –
with the established training profiles with the following items: the general performance
profile of pre-primary teacher and teachers of compulsory and upper secondary
education31; the specific professional performance profile of pre-primary teacher and 1st
cycle Compulsory education teacher32, regarding initial training and specialised
training profiles, which, based on the legally defined objectives for each area of specialised
training, identify the competences of critical analysis, interpretation, training, supervision
and evaluation, as well as consultancy competences.
115. The main characteristics of teacher training are based on six general principles, which are
found in the legal framework of initial and in-service training33, which are the following:
1st Initial training is higher education level, and should include personal, social and

2nd
3th

4rd
5th
6th

cultural training, as well as training in the scientific preparation in the specialist
subject area and pedagogical-didactic training;
After initial preparation, in-service training promotes the permanent professional
development of pre-primary teachers and teachers, from a self-teaching perspective;
Training should guarantee integration, both in terms of scientific and pedagogical
aspects, as well as theoretical and practical components, and promote learning of
the different functions required by the teaching profession;
Training should be flexible, allowing teacher reconversion and mobility;
Training should be based on methodological practices similar to those that preprimary teachers and teachers use in their working life.
Training should favour critical analysis, research and pedagogical innovation, as
well as constructive involvement with the school.

116. The reform of training policies, introduced in February 2007, with the approval of the
teaching qualification system34, making the way and conditions that lead to the practice of
the general guiding principles that govern the different types of training clearer, for
30

Particularly, the Bologna process and the European Commission, Common European Principles for Teacher
Competences and Qualifications, 2005, [online] http://ec.europa.eu/education/policies/2010/doc/principles_en.pdf.
31
Decree-Law no. 240/2001, 30th August.
32
Decree-Law no. 241/2001, 30th August.
33
Decree-Law no. 344/89, 11th October - Legal framework for initial and in-service training of pre-primary teachers
and compulsory and secondary teachers.
34
Decree-Law no. 43/2007, 22nd February - Legal framework for professional teaching qualification in Pre-primary,
Compulsory and Upper-Secondary education.
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example: initial training, in-service training and specialised training, which are part of
the lifelong learning paradigm.
117. Initial training aims to teach prospective teachers the fundamental scientific competences
and technical and pedagogical knowledge for professional practice in the following areas:








Professional, social and ethical, according to which teachers promote learning of
the curriculum, basing their professional practice on specific knowledge that is the
result of the production and use of integrated knowledge in relation to concrete
action of the same practice, socially and ethically contextualised;
Development of teaching and learning, according to which the teacher promotes
learning within the context of a curriculum, from a perspective of pedagogical
quality that combines knowledge of the subject areas according to criteria of
scientific and methodological rigour;
Participation in the school and relationship with the community, as teachers practice
their professional activity, in an integrated manner and in different areas of the
school, both as an educational institution and within the context of the community to
which it belongs;
Lifelong professional development, suggesting that the teacher incorporates their
training as part of their professional practice, building it from their awareness of
needs and achievements, via a problematic analysis of their pedagogical practice, a
solidly-grounded reflection on their career development and the use of research, in
conjunction with other professionals35.

118. Initial training is an essential requirement for entering the profession and is administered in
universities – which confer qualifications for all levels and areas of education – and
teacher training colleges (ESE) – which qualify pre-primary teachers and teachers for the
1st, 2nd and 3rd cycles of compulsory education.
119. The curriculum structure of initial teacher training courses includes one component of: i)
personal, social, cultural, scientific, technological or artistic training suited to future
teaching; ii) education sciences; iii) teaching practice oriented by the training institution, in
cooperation with the educational establishment where the teaching practice is being carried
out. The regular courses for pre-primary teachers and teachers of compulsory and upper
secondary education also include initial education in the field of special education.
120. These training components are governed by the following generic principles, laid out in the
legal framework of initial and in-service training for pre-primary teachers and teachers in
compulsory and upper-secondary education36:





The nature and importance of the scientific training component in the respective
specialised subject area varies according to the teaching level that the prospective
teacher will work at, with greater importance attributed to it at the higher levels;
Pedagogical-didactic training, including the specific didactics of teaching content,
should acquire greater importance in the training of pre-primary teachers and
teachers of 1st cycle compulsory education;
On courses for pre-primary teachers and teachers of 1st cycle compulsory
education, the two components of pedagogical-didactic training and teaching practice

35

Decree-Law no. 240/2001, 30th August – General professional performance profile of pre-primary teachers and
compulsory and upper secondary education teachers.
36
Decree-Law no. 344/89, 11th October – Defines the legal framework of initial and in-service training of preprimary teachers and Compulsory and Secondary education teachers.
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should be balanced with the cultural and scientific training component, not exceeding
60% of the total timetable;
On teacher training courses for 2nd and 3rd cycle of compulsory education, cultural
and scientific training in the respective specialised subject should not exceed 70% of
the timetable in relation to the other two training components;
On teacher training courses for upper secondary education, the cultural and scientific
training in the respective subject area should not exceed 80% of total timetable. This
does not exclude the possibility of different proportion in other types of training.

121. Lastly, initial training for teachers of vocational, professional or artistic areas is provided
in higher education institutions, through the attendance of the appropriate vocational
courses, which are complemented by pedagogical training, conferring a qualification that is
equivalent to that of teachers of the respective education level. Currently, apart from
teachers with this qualification, other trainers (teaching on education and training courses
and on adult education and training courses) teach in schools, whose duties and legal
employment status will be described in Chapter 5.
122. There are three initial training models: the integrated model, the sequential training
model and the in-service professional model. It is important to underline two aspects:
first: each one of these models is organised with reference to the legal framework of
teacher training as part of the pedagogical autonomy of each Higher Education Institution.
Second: the characterisation of the models and their operationalisation are associated with
a variety of training traditions. As Afonso mentions (2002), regarding the training of preprimary teachers and teachers of 1st and 2nd compulsory education currently provided in
teacher training colleges and universities, there is a composite model that is the result of
the juxtaposition of a wide range of training traditions, particularly in relation to the
mechanisms of student involvement in real professional practice situations, using school
context outside the training institutions.
123. The integrated model - teaching degree, taught by ESE - is the most commonly
implemented. In this model there is a scientific component for the specialised subject, the
education sciences component, with the teaching practice component taking place
throughout the course, finishing with a teaching placement on the 5th year of the course.
There is a range of situations regarding how this model is implemented, depending on the
scope of university autonomy, but, as a rule, institutional descriptions highlight
components of education sciences and teaching practice in the syllabus. In some cases, the
latter is equivalent to a probationary year.
124. The sequential training model - branch of educational training - is the two-phase model
used to train 3rd cycle and upper secondary teachers. In the first years of the course, only
the scientific subjects are taught, followed by the education subjects and then a one-year
teaching practice placement, undertaken in an establishment that teaches the respective
education level. For example, at the Faculty of Science, at Lisbon University, for the
teacher training course for Maths teachers in the 3rd cycle and upper secondary, this model
is administered in the following way: (i) the students have scientific subjects, the majority
being about Maths, in the first three years; (ii) in the 4th year there are various subjects
regarding education; and (iii) the 5th year consists of supervised teaching practice, with
students being responsible for teaching two classes.
125. In-service professional qualification is a type of initial teacher training for teachers who
are giving classes without a professional qualification but employed permanently by the
Ministry of Education. They are given special conditions to do this type of training via, for
example, a reduction in the number of classes taught, maintaining current salary,
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compatible timetables and support. It consists of two successive components: training in
Education Sciences, a training project and pedagogy. The Education Sciences are studied
in the first year and are administered in modules that generically correspond to the areas of
Educational Psychology, Educational Sociology and School Organisation, Curriculum
Development and Specific Didactics and Educational Technology, by the respective higher
education institutions. The training project component and the pedagogy that make up the
second year are administered in the school that the teacher belongs to and are the joint
responsibility of the higher education institution and the pedagogical council of that
school.
126. This model was created in the late „80s to allow the large numbers of teachers who only
had low qualification levels (specific or sufficient qualification)37 to acquire adequate
training. These teachers entered the system to make up for the shortage of teachers after
the extension of educational access and compulsory schooling.
127. Graph 12 shows the development of this situation. In 1991, the proportion of employed
teachers with a higher education qualification was 48.5%; this proportion increased to
84.3% a mere ten years later.
128. Currently, in-service professional qualification is a residual form of initial training,
because of the conditions and reasons for its creation have changed – in other words, the
supply of fully-qualified teachers has increased and the number of pupils enrolled has
decreased –, but also because the recent policy reforms mean that the level of requirements
to enter the profession has been raised, which will be mentioned later on. This decrease has
been quite evident over the last six years: by way of example, between 2001 and 2007,
8,456 teachers became fully-qualified, while teaching in the different areas of education;
during the 2007/08 academic year 643 teachers did the same; in the 2008/09 academic
year, 951 teachers were being trained using this model (source: ME – DGRHE).
129. Curriculum and organisational guidance and the teacher profiles for all of the initial
training models are defined by law. The specific professional performance profiles for preprimary teachers and 1st cycle teachers are approved by Decree-Law no. 241/2001, 30th
August and are found in Annex 8 of this report. For the purposes of the organisation of the
study cycles in relation to the other teacher qualification areas, the specification of the
general profile for professional performance is the responsibility of higher education
establishments, taking into consideration the characteristics of the curriculum areas or
subjects covered, the level of schooling, the type of course and the age of students. Access
to these initial training courses is made by application and depends on there being a
vacancy at the institution and on the course that the student is applying for.
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A specific qualification (habilitação própria) is understood to mean a type of scientific training, recognised as
valid for teaching that does not include pedagogical-didactic training. The courses, whose syllabus in the main
scientific area, in relation to the teaching subject area, corresponded to a minimum of 600 class hours or 30 credit
units or 60 ECTS credits, were recognised as sufficient to teach. Sufficient qualification (habilitação suficiente)
has not been considered eligible since 2003. We can define it as a set of minimum requirements to teach that were
accepted when there were not enough fully-qualified teachers or people with a specific qualification (habilitação
própria).
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Graph 12
Proportion of employed teacher population with a higher education qualification and the employed
teacher population without a higher education qualification – 1991 and 2001

Source: INE, Recenseamento Geral da População – 1991/2001.

130. In-service training is a formal type of professional development with the main objective
of making permanent personal and professional development of teachers possible through
increasing and updating professional knowledge and competences, as well as creating
conditions for mobility between education levels and career progress.
131. Teachers are legally entitled to total dispensation from teaching activity or a 50% reduction
in the week‟s timetable during the academic year when doing applied research, as part of
educational action, focussing on the teacher‟s pedagogical practice or attending specialised
courses. Every year the number of sabbaticals attributed is defined by ministerial
despatch38, as are priority research areas or dominions.
132. Dispensation from service for training can also be at the behest of educational
administration (central, regional or school services) up to a maximum of ten days.
Dispensation for training at the behest of teachers is authorised but only when it occurs
outside of term time. Here lies one of the main difficulties and professional dissatisfactions
of teachers, who have seen a reduction in the conditions of access to in-service training as
a result of a change in the rules for dispensation from service for training and also because,
increasingly, they are aware that in-service training, more than a professional requirement
to progress in the profession, is actually a necessity in the specific contexts of professional
practice and in the general contexts of changing social and educational paradigms.
133. Initiated in the 1990s, specialised training is additional training that qualifies the trainee
to practice other educational functions. This training is preparation for specialised
positions and functions within the system in various areas: special education, school
administration; socio-cultural activities, educational guidance, organisation and curriculum

38

For academic year 2008/09, 130 was the limit number of sabbaticals to be attributed.
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development, pedagogic supervision and trainer training and educational communication
and information management.
134. Fully-qualified teachers with at least five years‟ service have access to this training. There
is a reference framework related to the specialised training profile for each qualification
area (Annex 8) and competences in the fields of critical analysis, intervention, training,
supervision, evaluation and consultancy are identified.
135. It is a form of training provided by the higher education institutions geared towards initial
teacher training or others, whose scope is related to the education system. Successful
completion of this type of training should confer: a degree in education sciences; a
specialized training diploma or higher specialised studies diploma: a post-graduate
specialisation diploma or the conclusion of the curriculum part of the Master‟s and a
Master‟s degree or PhD.
136. The recognition of the specialised training courses requires the previous accreditation from
the Pedagogical Scientific Council for In-Service Training. Specialised training courses
have a minimum duration of 250 class hours – the equivalent to 30 ECTS – they can be
post-graduate courses or lead to an academic qualification with the required length. They
are organised into three components: one component of general training in Education
Sciences, which cannot exceed 20% of the total, a component of specific training in the
area of specialisation, no lower than 60% of the total and a project component in the area
of specialisation.
137. In-service training and specialised training constitute the formal avenues of professional
development for teachers, which is not a recent concept in Portuguese teachers‟
professional life. What is relatively recent is, on one hand, the broader sense that the
professional development itself has acquired recently and, on the other, the way in which it
is seen and associated with the process of teacher performance evaluation (this will be
discussed in greater detail in Chapter 7), constituting an indicator of needs and a planning
mechanism and, as a consequence, something that induces and promotes the development
of teacher training.
138. This is a continuous process of professional improvement that the teacher is involved with
throughout their career, a progressively constructed process of continuous improvement of
professional competences. It is focussed on the teacher‟s day-to-day professional work via
regular and systematic participation in a variety of formal and informal training, learning
and support activities, involving something much broader than simply attending “inservice training sessions” and that should not be confused or overlap with this, as this can
involve work that goes far beyond traditional training activities.
139. Generally speaking, Portuguese teachers analyse and reflect both individually and in group
about their professional experience (the processes and methodologies they use, what they
teach, the outcomes of pupils‟ education and learning, which essentially means, the
effectiveness of pedagogical practice and the success of the strategic objectives defined in
the school development plan). This reflection takes place partly within the context of the
different legally established meetings (quarterly evaluation of school outcomes, planning
and coordination of programmes and activities in the curricular departments or also within
the context of the self-evaluation processes and external evaluation of schools), which, in a
certain way, is an emerging process of professional development. However, there is no
evidence about the widespread existence of a systematic practice of other forms of
professional development. To a certain degree, teachers‟ professional associations and
professional movements encourage the professional development of their members, setting
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up peer support and cooperation groups, as part of programmes adapted for teachers‟
professional self-development.
140. There are informal learning experiences (to a greater or lesser degree), via the analysis and
collective discussion of support documents and other means and sources of knowledge, or
the production of knowledge that is relevant and appropriate to the situation of the pupil,
the class, the school that constitute the new aspects of this concept of professional
development at school community level. For many years, pedagogical movements, such as
the Modern School Movement, have played a crucial role in educational innovation
alongside different teachers‟ professional associations. However, the work they have done
is clearly insufficient for a time replete with challenges and the demands of each individual
school.
141. Various authors (Gordon, 2004; Middlewood, 2001; Stronge, 2006) have highlighted that
professional development is a continuous and long-term process, including regular
opportunities and systematically planned projects to promote professional growth and
development, associating it with the formative aspect of teacher performance evaluation. In
terms of the policy vision of the instituted evaluation model, the aim is for it to be formed
according to this perspective, because among other aspects, the evaluation should inform
and justify the strengths and weakness of teaching performance, help diagnose the situation
in terms of school success and failure, analyse any errors and define strategies to remedy
them, thus positively contributing to effectiveness via a clear influence on the quality of
processes and outcomes.
142. It is expected that the operationalisation of this concept of professional development within
the context of performance evaluation will permit the comparison of outcomes with the
quality framework and support, from the information collected, a strategic professional
development at school and school cluster level, but which could be extended on a broader
geographical level.
143. The in-service training system currently in force seeks to respond to three converging aims
that are related to the following aspects: individual training options, which are the result of
the personal assessment that each teacher makes regarding their personal and professional
path; the institutional dynamics of progress and adaptation to new educational projects,
concepts and practices; and the policy of change to the education system and the resulting
impact at school level.
144. On an organisational level, the in-service training system is open, in the sense of
responding to individual and school initiatives, it is methodologically varied, providing
different training types, with more traditional forms, such as courses, modules, single
subjects and seminars coexisting with other forms that are focussed in schools, such as
training workshops, internship projects and study circles. It is institutionally diversified,
including a variety of training bodies types: higher education institutions, municipally and
inter-municipally-based training centres, made up of schools who are associated for this
effect, professional and scientific association training centres, central or regional
educational administration services in areas that are considered to be important for the
development of the education system and that are not promoted by other institutions, other
institutions whose intervention is considered to be pertinent in this field. It is
geographically disperse in terms of a number of training bodies that are located throughout
the country, guided by the principle of proximity between the training course and the
trainee.
145. The following tables show the type and number of training bodies and the accredited
sessions by type in December 2006.
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Table 17
Accredited training bodies
School Associations
205
Teacher Associations
58
Higher Education Institutions
98
Other
30
Total
391
Source: ME, Relatório de PRODEP III – 2005, available at http://www.prodep.min-edu.pt/menu/3.htm (20/08/07).

Table 18
Accredited in-service training by type
Training Course
Training Module
Seminar
Training Workshops
Internships
Projects
Study Circles

1417
71
16
2203
6
51
310
Total
4074
Source: ME, Relatório de PRODEP III – 2005, available at http://www.prodep.min-edu.pt/menu/3.htm (20/08/07).

Table 19
Number of trainees in non-specialised in-service training
2003 to 2005
Year
2005
2004

No. Of Trainees
111,016
79,382

2003
74,688
Source: ME, Relatório de PRODEP III – 2005, available at http://www.prodep.min-edu.pt/menu/3.htm (20/08/07).

146. In the previous chapter, mention has already been made of the policy change adopted to
improve the effectiveness of training and focus in-service training in schools and on
professional development. However, there are three important national in-service
programmes for teachers in the 1st cycle of compulsory education, which began in 2005,
which are there to develop teachers‟ competences and improve teaching and learning
conditions: the in-service training programmes for 1st cycle teachers in Maths, Portuguese,
Experimental Sciences and ICT, which involved 6,000 teachers in the 2005/06 academic
year, 7,000 in 2006/07 and approximately 8,200 teachers in 2007/08. The Maths Action
Plan, which also includes other measures, such as the evaluation of Maths textbooks in
compulsory education by Portuguese and foreign experts, as well support for in-service
training in Maths for teachers of the 3rd cycle and upper secondary education.
147. The ICT Competences Programme, which is part of the Technological Plan for Education
(PTE), envisages the certification of at least 90% of teachers by 2010, on three training and
certification levels. The first level is aimed at the acquisition and certification of digital
competences and involves the instrumental use of ICT and knowledge of writing,
calculation and communication tools in a digital format; the second involves training and
certification of pedagogical competences in ICT and involves the integration of these
technologies into the teaching and learning process; the objective of the third level is the
acquisition and certification of advanced competences, seeking the outcome of the teachers
themselves creating innovative solutions for the use of technology and content.
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4.2. Policy initiatives and their impact
148. A new initial teacher training policy has been in force since the 2007/08 academic year 39.
Without wiping the slate completely clean of previous policy, the new direction and policy
measures have increased the demands made on prospective teachers in order to be awarded
a professional qualification to teach in state, private and cooperative schools.
Qualifications levels have been raised, so that now a teaching qualification becomes
exclusively a professional qualification, excluding specific qualifications and sufficient
qualifications which, over recent decades, were considered valid to enter the teaching
profession. These measures have focussed on improving the socio-professional status of
teachers, as the professional qualification is now achieved via the completion of a 2nd
cycle higher education course, which confers a Master‟s degree according to the
parameters of Bologna.
149. The change has meant the reorganisation of training areas and focus on new dimensions,
the quality guarantees of teaching qualifications, via the introduction of incentives for
quality and innovation and the introduction of a probationary year. The new legal
framework establishes:





Greater scope of levels and cycles of education to make mobility possible,
allowing pupils to be accompanied by the same teachers for a longer period of time,
greater flexibility in managing human resources in the education system and the
teacher‟s professional path;
The extension of the qualification areas of the generalist teacher, which now
include joint qualifications for pre-primary education and for the 1st cycle of
compulsory education or joint qualifications for the 1st and 2nd cycle40;
The vocational qualification by subject area (one or two subject areas), in the
remaining qualification areas, awarded to those who obtain this qualification in a
specific area via a Master‟s in Teaching. On one hand, access to this Master‟s is
restricted to those with a higher education degree or, on the other, the acquisition of
a certain number of credits in the subject area, or in each one of the subject areas
covered by this qualification.

150. The new qualification attribution system focuses in a special way on three aspects: subject
area knowledge, research-based teaching practice and initial professional practice. It
requires high-level oral and written skills in Portuguese, as a common qualification area
for all pre-primary teachers and teachers. This focus is seen in the definition of a number
of necessary credits, not only for subject teachers to qualify but also for generalist teachers.
For purposes of entry to the Master‟s course, there is also a requirement for checking the
qualitative suitability of those credits in relation to teaching performance.
151. In this current reform, there are various regulatory mechanisms that together promote and
guarantee teaching qualification quality, if used appropriately, in terms of course quality
and training quality. The course quality guarantee is ensured by four fundamental
requirements and quality incentive initiatives that are the responsibility of those ministries
with responsibilities for education and training. In this case,

39
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Cf. Decree-Law no. 43/2007, 22nd February - Legal framework for professional teaching qualification in Preprimary, Compulsory and Upper-Secondary education.
The professional qualification for generalist teachers in pre-primary and in 1st and 2nd cycles compulsory
education is given to individuals who obtain such qualification via a 1st cycle degree in Compulsory Education,
common to four possible qualification areas within these levels and cycles of education and teaching, and via a
subsequent Master‟s in Teaching.
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1.

2.

3.
4.

The consideration of profiles for teacher performance and compulsory and upper
secondary education curricula as a fundamental, contextualised and informed
reference via the consultation of those bodies interested in teaching qualifications:
higher education institutions and a variety of social agents (schools, professional
and scientific associations, …), regarding the challenges that school education
represents for teaching performance;
Limiting the number of students, according to the number and the level and nature
of the trainers‟ qualification, both from the higher education institution and the
partner schools, as well as the suitability of their material resources, of the capacity
and quality of their participation;
The evaluation of the curriculum unit for supervised teaching practice and
The accreditation of Master‟s courses by the higher education institution and
teacher qualification courses by the Agência Nacional de Acreditação do Ensino
Superior 41(National Higher Education Accreditation Agency) in coordination with
the Ministry of Education for vocational accreditation purposes.

152. Guaranteeing future teachers’ competences is achieved by the following:






Checking the qualitative suitability of candidates to the ECTS teaching requirements
in the subject areas to be taught prior to taking the Master‟s in Teaching;
Assessment of mother language oral and written skills before entry into the
vocational training Master‟s;
Successful completion of practical teaching activities, essential for the attribution of
professional qualifications, depending on students demonstrating competences to
satisfy the set of demands made by teaching in an integrated fashion;
Successfully passing a national exam that is taken before applying to teach in state
schools, which aims to check the prospective teacher‟s competency in the areas they
will teach;
Completion of a probationary year – the objective and profile of which is described
in greater detail in paragraphs 159 and 160 – at the beginning of the teachers career
in state schools to verify overall competency. The training process is subject to a
final evaluation with career consequences: a positive evaluation leads to nomination
for a teaching position, if the evaluation is negative the teacher is given the chance
to repeat the year and develop a recovery plan specifically designed to focus on the
improvements necessary to fulfil the respective conditions to pass. The form and
length of the teaching performance evaluation on probationary year is dealt with in
Chapter 7.

153. In the new system of initial training there are incentives for quality, innovation and
mobility from the state in areas where there is not enough quality for the system‟s needs or
in cases where there is justification for a reconversion in another qualification field. This is
a measure that has yet to be put into practice.
154. Various versions of the draft decree-law on the legal framework of professional
qualifications were held up for discussion in various forums and an near-final version was
discussed publicly. Two meetings were held on a national level with the higher education
institutions that are responsible for initial teacher training and the Ministry of Education:
one, to present the general outline of the model and the other for discussion. The majority
of higher education institutions gave their opinion and judgements from the Council of
Deans of Portuguese Universities (CRUP), the Coordinating Council of Higher
Polytechnic Institutes (CSISP) and the Association of Reflection and Intervention in
Educational Policy of Teacher Training Colleges (ARIPESE).
41

Created by Decree-Law no. 369/2007, 5th November.
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155. In the assessment made by CRUP42 there was a positive consensus from the public
universities regarding the fact that the State, as the main employer, wishes to take on the
role of regulator of vocational qualifications for teaching; the greater focus on the Initial
component was highlighted, amongst other things, which is expressed through the number
of ECTS attributed and the importance given to the conditions for its implementation,
involving networks of partner schools43, and also the attribution of responsibility for
supervised teaching practice to higher education institutions, namely in what concerns the
identification of partner schools, the selection of supervisors and the evaluation of the
students themselves. For scientific and pedagogical reasons, they had reservations about
certain issues and suggested some changes regarding: the definition of the proportion of
the training components for the 1st cycle degree (licenciatura) in Primary Education; the
assumption of a single 1st cycle for access to certain specialisations, with a minimum of
120 ECTS divided between Portuguese, Maths, General Studies and Expression; in relation
to qualification areas, they gave an opinion on some specialisations and the minimum
ECTS requirements.
156. The CSISP44 gave a positive opinion regarding the organisation of equal supervision for
University and Polytechnic and the importance given to the network of partner schools, as
well as the construction of specific profiles for the areas of Musical, Visual and
Technological Education in compulsory education. It demonstrated its concern and
perplexity regarding the impossibility of Teacher Training Colleges (ESE) continuing to
provide training in fundamental areas such as Foreign Languages and Physical Education
and the persistence of a view of higher education that limits, from the outset, the
possibilities of developing Polytechnic Education, disregarding the human and material
resources found in Polytechnic Institutes and their respective schools.
157. The position of ARIPESE45 was that initial training for pre-primary teachers and teachers
of 1st cycle compulsory education should aim for one similar model organised into
educational cycles/stages in the different Higher Education institutions that provide
training for those levels of education, in relation to the number of credits necessary to
teach and the proportion of the different curriculum areas that makeup the course; and it
should be structured in such a way as not to discriminate against those teachers in relation
to other teachers from other levels of compulsory education, namely within the scope of the
respective school clusters. According to these principles, ARIPESE presented an informed
proposal.
158. In short, the majority of opinions were positive, highlighting the following as strengths:





Establishing a Master‟s level qualification as a minimum qualification requirement
for teachers;
Standardising the Master‟s degree as a qualification requirement for all teachers,
from pre-primary to upper secondary education;
The consolidation of scientific and subject training associated with a coordinated
pedagogical training;
The creation of a network of partner schools for supervised teaching practice that
ensures stability and continuity in the work with schools.

159. The most critical issues focussed essentially on:
42
43
44
45

Written opinion of 21st November 2006, sent to the Ministry of Education.
See Glossary.
Opinion of CCISP sent to the Ministry of Science, Technology and Higher Education, on 20th November, 2006.
Position of ARIPESE, in relation to Initial Training of pre-primary teachers and Teachers in 1st cycle compulsory
education, on 28th April, 2006, sent to the Ministry of Education.
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The definition of territory (Which institutions can train teachers in what areas?);
Certain criticism regarding dual subject training (in the case of teachers of two
languages and History and Geography);
In the disagreement manifested by higher education polytechnic institutions, who
are unhappy at not being able to train teachers up to upper secondary level.

160. The law defines the implementation in 2009/10 of a probationary year46, which
corresponds to the first year in which the teacher obtains a position on the staff of a school
that may not be, and in general has not been, the first year that the teacher teaches.
161. The general objective of the probationary year is to support teachers‟ professional
development, their integration into the school and their participation in its development. It
also constitutes a mechanism for checking and confirming if the teacher possesses the
knowledge, capacities, competences and attitudes necessary to practise the profession,
following on from and as a result of a process of control, support and monitoring by senior
teachers with the appropriate training in the different professional areas. At the end of this
year, teachers are expected:



To be capable of applying the knowledge and competences acquired through initial
training in the most suitable way and to internalise the principle that they are
teachers and lifelong learners at the same time;
To contribute to the construction or consolidation of a group of committed teachers
with research and innovation, with the teaching and improvement of learning
outcomes of their pupils and create common personal and professional training
strategies.

162. Lastly, the law foresees the monitoring of the implementation of initial training legal
framework by the Ministries of Education and of Science, Technology and Higher
Education that guarantee the drawing up, every two years, of a report which provides
recommendations for the promotion of quality of the vocational teaching qualifications
system.

4.3. Concerns for the future
163. Given the abovementioned policy initiatives currently in force, the main concerns are
regarding: the regulation of the higher education system; the evaluation of initial training
courses, which will be done by the Higher Education Evaluation and Accreditation
Agency, created by Decree-Law no. 369/2007, 5th November; and at school level, the
creation of a culture sustained by greater competences of teamwork and active
participation in pedagogical bodies, as part of the implementation of professional
development and teacher performance evaluation.

46

The Portuguese name for a probationary year, although with specific characteristics that have been described
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Chapter 5
TEACHERS’ CAREERS
5.1. Main characteristics of teachers’ careers
164. Teachers form a special body of the public sector and, as such, their legal employment
status follows the general rules established for public sector workers. Thus, access for a
teacher to a tenured position depends on possession of a professional qualification in a
subject or subject area and obtaining a teaching post.
165. Temporary teaching functions can be secured under the administrative contract regime by
individuals who fulfil the recruitment admission criteria. This satisfies the needs of the
system which are not fulfilled by the teaching staff of the pedagogical zone posts or due to
the temporary absence of teachers. Teaching functions can also be ensured under the
administrative contract regime whenever it is convenient to entrust the teaching of
technological, artistic, vocational and technological innovation subjects to specialists in
these areas.
166. The teaching body can therefore include the following categories of teachers: teachers in
the school‟s teaching posts (teachers and senior teachers as will be explained further on);
teachers in the pedagogical zone teaching posts47; those with a recognised teaching
qualification on fixed-term contracts48 and also trainers who teach the education and
training courses and education and training courses for adults in the technological
component. In the current academic year the percentages of teachers in school teaching
posts, in the pedagogical zone teaching posts and on fixed-term contracts are 67%, 23%
and 10% respectively.
5.1.1.

Recruitment

167. All teachers from all teaching levels are recruited by means of public contests carried out
by the central administration and, in some cases, by the school. The teaching posts
included in the contests at a national level are designed to meet the permanent needs of the
system, which are made known by the schools and confirmed by the regional education
bodies or the central administration.
168. The calculation of the number of school or pedagogical zone teaching posts for the
purposes of the placement system is based on the needs of the schools, with the following
factors taken into consideration: the predicted number of students, the courses and training
on offer at the school, the number of curricular hours of the different subjects and the
number of working hours that the teachers are on. The obtainment of either of these posts
results in a permanent position, but while in the first case (school teaching post) teachers
are placed in the school they stated their preference for, with the pedagogical teaching
posts the teacher might be placed in one of the schools in the pedagogical teaching zone. In
other words the administration places the teacher in a school according to existing needs.
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According to the new rules of the teacher placement system (Decree-Law No. 51/2009, 27th February), the staff
teachers of the pedagogical zone will become part of the staff of school clusters or non-grouped schools by means of
internal contests. Their pedagogical zone posts will be suppressed as they vacate them.
48

As from 2009/2010, teachers will only be able to get placements under the contract regime if they possess
professional qualifications. However, when no teachers with those qualifications exist, teachers that only have a
specific qualification (habilitação própria) can be contracted (at the school level).
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169. The pedagogical zone teaching posts are a mechanism created in the 1990s to guarantee
professional stability and allow the administration to place teachers in certain unattractive
regions. Currently, in the face of the changes that have taken place in terms of school
attendance and the qualification and training of teachers, it is considered to be an
inadequate measure. These factors have had an impact on the supply and demand for
teacher placement. Some subjects such as Mathematics, Geography, and Physical
Education have gone from a shortage of teachers to a situation of equilibrium in the
majority of recruitment groups. In some subject areas, such as History, Philosophy and
Portuguese, there is now an excess of teachers. This was demonstrated by the result of the
contests for the 2008/09 academic year, in which around 40,000 candidates did not obtain
places in the first placement phases. In this context, the pedagogical zone teaching posts
are an obstacle to the rational management of resources, due to the rigidity they introduced
to the system by restricting teachers to a zone. This even gave rise to the existence of
teachers without teaching duties because of a lack of space on the weekly timetable. These
teaching posts will be terminated in the teacher placement system for the 2009/10
academic year.
170. The need for teachers contracted outside the national contests is catered for at school level.
Schools contract teachers on fixed-term contracts for a defined period of time according to
the situation (the minimum period is 30 days).
171. In the last twenty years the political discourse of the different governments has sustained
the notion of the autonomy of schools, and with it, the political intention to transfer the
responsibility for teacher placement to schools. However, several difficulties, namely years
of centralised administration, the complexity of situations, changes in Minister of
Education titleholders, and the position of teachers‟ unions (who fear that transparency and
equity would be prejudiced), may all to a certain extent justify the fact that teacher
placement at the school level only took its first steps in the 2006/07 academic year.
172. It is worth highlighting that the contest for senior teacher positions (which took place in the
2006/07 academic year for the first time) represented a significant step in terms of
decentralisation. It demonstrated that local placement of teachers was possible, in the sense
that the whole process and selection of candidates was done at school level (according to
the central administration guidelines) and involved 49,641 candidates. In effect, the contest
involved two distinct procedures (one aimed at teachers on salary index 340 and the other
at those on indices 245 and 299) which were opened simultaneously in 1,274 school
clusters and non-grouped schools (meaning 2,548 autonomous processes).
173. The placement system presented some innovative features and changes in relation to
traditional administrative practice, namely its central nature and technological
sophistication the decentralisation of its implementation at the level of school clusters or
non-grouped schools. These characteristics determined that:



Under the geographic scope of the five regional education bodies, all the applicants
had the same jury president, in order to guarantee the coherence of interpretations
and equity of treatment;
Responsibility for the process was shared: the candidate was responsible for his /her
application details; the candidate certification commission was responsible for the
certification of the information introduced by the candidate; the jury was
responsible for the evaluation of the candidate, the curricular analysis, the
classification of the candidates and the drawing up of lists of those accepted and
those excluded, as well as final classifications; the DGRHE was responsible for IT
aspects and the quality control processes, validation and auditing.
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174. 32,599 senior teachers were appointed, an indispensable condition for the new teacher
performance evaluation system to be applied (given that it is senior teachers and the
presidents of the executive managing bodies of schools who are responsible for evaluation
(cf. Chapter 7).
175. The severe criticism of this placement system on the part of the unions and most teachers
was not about the recruitment methods used, but the selection criteria, which were
considered unjust. One of the criteria for the purposes of selection was the carrying out of
pedagogical supervision duties and functions, but only within the last seven years of the
teacher‟s career. The application of this criterion meant that teachers with wide experience
of carrying out pedagogical co-ordination or management functions were passed over
when it came to selecting senior teachers. On the other hand, holding the contest at school
level also resulted in unjust situations, given that the mechanics of the placement system
permitted that in some schools lesser qualified teachers were selected and appointed as
senior teachers, while in others, more qualified teachers were not because there was no
vacancy.
176. This situation constituted a weakening factor in the implementation of the teacher
performance evaluation system, in the sense that the majority of teachers do not recognise
the legitimacy of the senior teachers recruited in this round of placement to perform
evaluator functions (this will be further explained in Chapter 7 on the subject of the
difficulties encountered in the implementation of the evaluation model).
177. In the placement system for teaching posts applications are made using computers, it is the
responsibility of the teachers who are applying to fill a form in which, among other things,
they must state their order of preference of the schools in which they would like to be
placed. The selection criteria do not distinguish the category and/or the position the teacher
has reached in the profession but their position on a widely published graduated list. The
graduations are calculated taking into account the nature of the commitment that the
candidate has with the administration (which, as referred to previously, can be definitive,
temporary or even with no ties when it is a first placement), the professional/academic
classification awarded and length of service, if needed. The implementation of a
probationary period49 is planned for teachers who are entering the profession for the first
time (already referred to in Chapters 3 and 4) and it will come into force in the 2009/10
academic year.

5.1.2.

Salary structure

178. Teachers can perform functions before entering the teaching profession and the salaries
they are entitled to is defined on the basis of academic qualifications and professional
teaching qualifications. The beginning of teaching functions almost always occurs by
means of individual working contracts, with a view to the temporary substitution of
teachers, the recruitment of trainers for technical-professional areas, and also the
recruitment of teachers for curricular enrichment projects and projects to combat school
failure. While they are under contract, the teachers are guaranteed payment on the basis of
pay indices established by legislation as the following table indicates:
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Cf. Article 31 of Decree-Law No. 15/2007, 19th January - Career Statute of Pre-primary teachers and Compulsory
and Upper-Secondary education teachers.
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Table 20
Index of teachers under contract salaries
Academic qualifications

Professional qualifications

Index

Graduate

Fully-qualified teacher

151 (a)

Graduate

Non-fully-qualified teacher

126

Non graduate

Fully-qualified teacher

112 (b)

Non graduate
Non-fully-qualified teacher
89
In the 1 year of contract as a fully-qualified teacher applies the index that corresponds to a graduate and non-fullyqualified teacher.
(b)
In the 1st year of contract as a fully-qualified teacher applies the index that corresponds to a non-graduate and nonfully-qualified teacher.
(a)

st

179. Teachers under contract will always earn the same salary but the time spent carrying out
teaching functions is counted for the purposes of contests and future placement on career
steps when they obtain a teaching post.
180. Teachers with a professional teaching qualification, who have not carried out teaching
functions, can apply for a teaching post and accept it if they get a placement. They must
then complete a year‟s probation with a provisional nomination after which (and
depending on their evaluation) they get a definitive nomination. They might also be
employed for a school year on a renewable work contract. At present the possibilities of a
candidate teacher getting a permanent staff teaching post are very slim because, in general
those teaching posts are taken. Teachers of Mathematics, IT, Spanish and PE have the best
chances of placement.
181. The structure of the teaching profession is based on two hierarchical categories: - teacher
and senior teacher - which were recently created by the ECD50 . Each category is divided
into steps. The respective pay indices are shown in Table 21.
Table 21
Salary structure of pre-primary, compulsory and upper secondary teaching staff.
Category

Teacher

Step

No. of years

Index (*)

1

5

167

1.475,83€

2

5

188

1.661,41€

3

5

205

1.811,65€

4

4

218

1.926,53€

5

4

235

2.076,77€

245

2.165,14€

6
Senior
teacher

Monthly salary (**)

1

6

245

2.165,14€

2

6

299

2.642,35€

3
340
3.004,68€
Index of salary steps (cf. Annex to Decree-Law no. 15/2007, 19th January) subject to annual updating via
Implementary Order of the Ministry of Finance.
(**)
Salaries from 2008.
Source: ME – GGF.
(*)

182. In salary terms, when compared with other public sector workers, the teaching profession
is comparable with that of high level public sector professionals: teachers‟ starting salaries
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Cf. No. 2 and No. 4 of Article 34 of Decree-Law No. 15/2007, 19th January - Career Statute of Pre-primary
teachers and Compulsory and Upper-Secondary education teachers.
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correspond with the 1st Step (Index 167)51, and the planned starting salary for high level
public sector professionals (general regime), whose profession has recently been
restructured, will be similar. For teaching staff, after 5 years of teaching or of carrying out
technical-pedagogical functions, and fulfilling the legal requirements, progression to the
2nd Step takes place (Index 188). After 10 years of teaching or of carrying out technicalpedagogical functions and fulfilling the legal requirements, progression to the 3rd Step
takes place (Index 205).
183. During the last 10 years, the salary levels in the two professions (teaching and high level
public sector professionals) were practically on a par with each other. However, internal
progression in the two professions was different. In the teaching profession, career
progression took place in a horizontal way (dependent on length of service, training and
evaluation), while in the high level public sector technician profession it occurred in a
vertical fashion (dependent on the existence of vacancies, training and evaluation). In fact,
in order to maintain the principle of parity, the Ministry of Education is currently
negotiating the creation of a top step with the teachers‟ unions.
184. An allowance (in terms of career progression) which is specific to the teaching profession
should be highlighted here. It is given to teachers who attain Master‟s or PhDs in the
scientific area they teach or in Education Sciences and it confers a reduction of the legally
required length of service for the purposes of progression to the next step52.
185. Between 1998 and 2008, teachers‟ salaries evolved in a positive way, as is shown in Table
22. This was not only due to the increases in public sector workers‟ salaries (in accordance
with the modernisation of the Index 100), but also as a result of the placement of the
teaching profession on the same footing as those of public sector professionals and high
level professionals (1st, 3rd, 9th and 10th Steps) in conformity with Decree-Laws No. 224/97,
27 August and No. 149/99, 4 May. In addition, it was decided to reduce the length of the
teaching career from 29 to 26 years, with the consequent adjustment of periods in each
step, in conformity with Decree-Law No. 312/99, 10 August, which deals with valorisation
by means of indexed increases in the intermediary steps of the profession.
186. As a result of the new ECD53 and the vertical progression of the teaching profession, some
alterations have come into effect, namely:
i. The beginning of the career starts on a higher index;
ii. The number of years necessary to move up a step has changed;
iii. There will be a reduction in the level of teaching staff salary costs in the future
since the decree-law that approved the ECD introduced new tools and
supplementary conditions of access to the highest salary steps.
187. The following tables present (in parallel) the salary structure of the teaching career, which
developed horizontally until 2007, and the current vertical career progression. The
technical and political basis of the latter will be developed in Chapter 7.
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In conformity with the summary table in Annex 1 to Decree-Law No. 15/2007, 19th January.
Cf. Article 54 of Decree-Law No. 15/2007, 19th January - Career Statute of Pre-primary teachers and Compulsory
and Upper-Secondary education teachers.
53
Approved by Decree-Law No. 15/2007, 19th January.
52
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Table 22
Salary structure of pre-primary, compulsory and upper-education teaching staff
Unit: Euro
Pay step

Index

1998

1999

2000

2001

2002

2003

2004

2005

2006

2007

2008

Var. %
1998-2008

2008 - Table DL 15/2007

100/108/110/112

730,74

813,04

833,49

864,42

887,84

904,28

920,72

940,98

955,09

969,42

989,78

35,4%

2

115/120/125

840,47

865,91

906,57

960,19

1.027,59

1.027,59

1.027,59

1.050,20

1.065,95

1.081,94

1.104,66

31,4%

1

1.475,83

3

145/151

1.059,95

1.136,76

1.165,19

1.208,59

1.241,33

1.241,33

1.241,33

1.268,64

1.287,67

1.306,98

1.334,43

25,9%

2

1.661,41

3

1.811,65

4

160/163/167

1.169,18

1.204,60

1.246,00

1.304,36

1.372,86

1.372,86

1.372,86

1.403,07

1.424,11

1.445,47

1.475,83

26,2%

5

180/183/188

1.315,33

1.355,23

1.400,38

1.464,47

1.545,49

1.545,49

1.545,49

1.579,50

1.603,19

1.627,23

1.661,41

26,3%

6

200/203/2005

1.461,48

1.505,37

1.554,75

1.624,58

1.685,24

1.685,24

1.685,24

1.722,33

1.748,16

1.774,38

1.811,65

7

210/213/218

1.534,80

1.580,69

1.631,82

1.704,39

1.792,11

1.792,11

1.792,11

1.831,55

1.859,02

1.886,90

1.926,53

218

1.926,53

24,0%

5

235

2.076,77

25,5%

6

245

2.165,14

1

245

2.165,14

2

299

2.642,35

3

340

3.004,68

240/243/245

1.751,45

1.806,65

1.863,26

1.944,31

2.014,07

2.014,07

2.014,07

2.058,39

2.089,26

2.120,60

2.165,14

23,6%

9

297/299

2.170,27

2.235,61

2.306,94

2.392,23

2.457,99

2.457,99

2.457,99

2.512,08

2.549,75

2.587,99

2.642,35

21,8%

10

332/340

2.426,15

2.559,33

2.623,18

2.720,44

2.795,04

2.795,04

2.795,04

2.856,54

2.899,38

2.942,87

3.004,68

23,8%

730,71

752,64

771,45

800,07

822,07

822,07

822,07

840,16

852,76

865,55

883,73

20,9%

Senior
Teacher

4

8

Index 100

Teacher

1

Notes
Step 1 – from 1st January, 1999, index 108 – Decree-Law no. 312/99, 10th August; from January 2003, index 110 and January 2004, index 112.
Step 2 – from 1st July, 2000, index 120 and from October 2001, index 125 – Decree-Law no. 312/99.
Step 3 – from 1st January, 1999, index 151 – Decree-Law no. 312/99.
Step 4 – from 1st July/2000, index 163 and from October 2001, index 167 – Decree-Law no. 312/99.
Step 5 – from 1st July, 2000, index 183 and from October 2001, index 188 – Decree-Law no. 312/99.
Step 6 – from 1st July, 2000, index 203 and from October 2001, index 205 – Decree-Law no. 312/99.
Step 7 – from 1st July, 2000, index 213 and from October 2001, index 218 – Decree-Law no. 312/99.
Step 8 – from 1st July, 2000, index 243 and from October 2001, index 245 – Decree-Law no. 312/99.
Step 9 – from December, 1999 index 299 – Decree-Law no. 312/99.
Step 10 – from January 1999, index 340 – Decree-Law no. 312/99.

Observations
1) The variation of the index 100 for the period from 1998 to 2008 was 20.9%.
2) The increase seen in all the intermediate steps above that of index 100 derives from the greater value attributed to the teaching profession, recognised in Decree-Law no. 312/99, 10th
August.
3) The increase in steps 1 and 10 corresponds to the implementation of the linking of this profession to mid to top level public sector professions.

Table 23
Salary structure of pre-primary, compulsory and upper secondary teaching staff
Annex I to Decree-Law no.. 312/99, 10th August
Annex I to Decree-Law no.. 15/2007, 19th January
Pay
scale

Index (*)

1

112

989,78€

2

125

1.104,66€

3

151

1.334,43€

Category

Monthly wage

4

167

1.475,83€

5

188

1.661,41€

6

205

1.811,65€

7

218

1.926,53€

8

245

2.165,14€

9

299

2.642,35€

10

340

3.004,68€

Pay step

Index (*)

Monthly wage (**)

1

167

1.475,83€

2

188

1.661,41€

3

205

1.811,65€

4

218

1.926,53€

5

235

2.076,77€

6

245

2.165,14€

1

245

2.165,14€

2

299

2.642,35€

3

340

3.004,68€

Teacher

Senior
Teacher
(*)

(*)

Index of career structure, cf Decree-Law no. 312/99,
10th August.
Source: ME – GGF.

Index of career structure, cf Decree-Law no. 15/07, 19th
January.
(**)
Salaries for 2008.
Source: ME – GGF.

188. In the comparison with the average salaries in the countries of the OECD (Graph 13), it
can be seen that there is no difference in salaries at the top of the profession for Portuguese
teachers teaching at different levels. At the start of their career they receive salaries which
are quite a lot lower than the OECD average in all teaching levels, and that gap is only
narrowed slightly 15 years later. At the top of the profession, Portuguese teachers have
higher salaries in the 2nd and 3rd Cycles of Compulsory Education and slightly lower ones
in Upper secondary Education.
Graph 13
Teaching salaries
2005

Source: Data taken from OECD, Education at a Glance – 2007
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5.1.3.

Career development

189. When new teachers join the profession they enter the 1st Step of the teacher category or a
different step of that category according to the length of their teaching service as a
substitute teacher under contract (as long as they were awarded a minimum Good grade).
Progression in the teaching profession consists of a change of step in each category and
depends on the cumulative verification54:




In the teacher category: of fulfilment of a minimum period as a tenured teacher in
the immediately preceding step, with at least two performance evaluation periods
awarded a minimum Good grade.
In the senior teacher category: of fulfilment of a minimum period as a tenured
teacher in the immediately preceding step, with at least three performance
evaluation periods awarded a minimum Good grade.
In both categories: of attendance (and making good use of) in-service teacher
training modules which, during the period being evaluated, correspond, on average,
to 25 hours a year.

190. While progression in the profession takes place horizontally within the same category to
the next step (following verification of the requirements as described above), promotion
consists of change to a higher professional category (the senior teacher category). The
index grid with three steps is kept, the first and second being 6 years in length.
191. The higher salaries in the senior teacher category is justified by the responsibilities given
to teachers in this category. The following duties stand out, and most are carried out as
well as teaching activities:









Pedagogical co-ordination of the year, cycle or course;
Management of school association training centres;
Co-ordination of curricular departments and councils of teachers;
Monitoring and support functions during teachers‟ probationary periods;
Designing and correcting the national exams which evaluate knowledge and
competences for admission to the teaching profession;
Participation as members of the jury in the public exam for admission to the contest
for the category of senior teacher;
Teacher performance evaluation;
Supporting teachers who are starting their career.

192. Access to the senior teacher category takes place by means of application. Admission to
the contest depends on the prior approval of the candidate in a public exam. Teachers in
the network of Ministry of Education teaching posts who have completed 15 years of
teaching service with a performance evaluation of Good or better55, or those who fulfil the
rest of the requirements for access to the senior teacher category can request a public
exam.
193. The public exam is based on the professional activity carried out by the teacher, with a
view to demonstrate the candidate‟s aptitude to perform functions which are specific to the
category of senior teachers. It involves the presentation and discussion of a project by the
candidate about daily school life and teaching functions, namely in the candidate‟s
54

Cf. Articles 37 and 38 of Decree-Law No. 15/2007, 19th January - Career Statute of Pre-primary teachers and
Compulsory and Upper-Secondary education teachers.
55
Cf. no.1 of Article 3 of Decree-Law No. 104/2008, 24th June - Establishes the implementation system and

public exam for access to the category of senior teacher.
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specialist curricular area of teaching/recruitment group/subject in two of the following
areas:





Preparation and organisation of teaching activities;
Pedagogical relation with the students and evaluation of student learning;
Innovative projects that have been developed or are being developed and which are
likely to contribute to the development and improvement of students‟ school
outcomes;
School management and organisation.

194. The discussion of the public exam is carried out by a jury made up of 3 or 5 members
depending on the number of candidates, and includes: i) the director of the training centre
of the association of schools which the school cluster or non-grouped school is associated
to (s/he chairs the discussion); ii) one or two senior teachers from the group/specialist area
of the candidate from the area of the respective regional education body, (preferably from
the staff of the school cluster or the non-grouped school involved), depending on whether
the jury is composed respectively of three or five members; iii) one or two figures of
recognised merit in the field of education (preferably with a Doctorate), depending on
whether the jury is composed respectively of three or five members.
195. For the purposes of organising the public exams, schools come to agreements to co-operate
in the training centres of the school associations.
196. There is an allowance that confers a reduction of the legally required length of service for
the purposes of progression and access in the profession. It is given to teachers who attain
Masters or Doctorate academic level in the scientific area they teach or in the Education
Sciences. The size of the reduction can vary between one and four years, and depends on
the category the teacher is in and the academic level s/he has attained.
197. For teachers in the teacher category, obtaining a PhD or Master‟s degree entitles them to a
bonus award of four and two years respectively, which counts towards the length of service
requirement for access to the senior teacher category. For teachers in the senior teacher
category, obtaining a doctorate or masters degree entitles them to a bonus award of two
years and one year respectively, which counts towards the length of service requirement
for access to the following career step (scale). In all cases an evaluation grade of Good or
better is required.
198. Access to the highest step of the teacher category is reserved to teachers who passed the
public exam. Teachers not appointed to a senior teacher post because of a lack of
vacancies, can gain entry to the 6th step of the teacher category. Under these conditions, the
length of service in that step counts (for the purposes of progression) as service carried out
in the 1st step of the senior teacher category, up to a limit of six years.
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5.1.4.

Recognition of merit

199. The ECD has instituted a measure to recognise and reward teacher‟s performance, in the
shape of a performance award56, for tenured teachers performing teaching duties and with
two consecutive evaluations equal to or better than Very Good. The prize is given by the
respective school within 30 days of the evaluation being attributed. The amount of this
prize has yet to be decided, although it is expected to be equivalent to the teacher‟s
respective monthly salary.
200. Another form of recognition and reward associated with merit, in terms of pecuniary or
other prizes – the awarding of diplomas of pedagogical merit, study visits to prestigious
schools or institutes abroad and the publication of work - is by the annual presentation of
various awards. The National Teacher’s Award 57 of €25,000 has the objective of
recognising and rewarding a teacher of any level of education who has made an
exceptional contribution to the quality of the education system. This contribution could be
through teaching and direct contact with students or by defending best practice and
conduct, which dignifies and adds value to the school. Other merit awards are granted, and
they are defined on an annual basis. Two editions of the contest, in 2008 and 2009, have
taken place. The following awards have also been granted:






The Career Award - distinguishes teachers who over the course of their careers
adopt good practice and show the capacity to deal with difficulties, and in doing so
becoming a reference for their peers and students, as well as the rest of the
educational community;
The Integration Award - highlights teachers who give particular attention to the
educational needs of students with different rhythms and styles of learning or who
are from different cultures;
The Innovation Award - awards teachers who introduce innovative teaching
methods into their educational practice;
The Leadership Award - recognises teachers who perform exceptionally in coordination activities or school management.

201. Candidates for the National Teachers‟ Award or the merit awards are proposed by the
highest executive body of the school, by the professional associations of teachers, through
their executive bodies; by a minimum of 50 duly identified teachers belonging to the same
school cluster/school or to the same recruitment group of the candidate teacher. The jury is
composed of seven people of recognised competence and aptness, chosen and nominated
by the Ministry of Education.

5.2. Main concerns
202. In the context of the multiple challenges of the current sociological, pedagogical and
contextual reality of Portuguese schools, the Government has defined a professional
concept of the teaching career. It is hierarchical and vertical, distinguishes levels of
responsibility, promotion due to merit and training, and attributes more value to
competition rather than the mere carrying out of bureaucratic demands, thus consolidating
the link between evaluation and professional development.
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Cf. Article 63 of Decree-Law no. 15/2007, 19th January - Career Statute of Pre-primary teachers and Compulsory
and Upper-Secondary education teachers.
57
Implementary Order no. 5910/2007, 22nd March - Regulation of the National Teacher‟s Award and Merit Awards.
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203. With a view to prepare and inform the political decision-making process, the Ministry of
Education promoted the elaboration of A Study of the Reorganization of the Ministry of
Education Teaching Profession (Freire, 2005)58, with the following guidelines: an urgent
review of the career progression model of pre-primary teachers and Compulsory and
Upper Secondary Education teachers, guided by the principle of giving value to teaching
and sustained by comparative references to other professional careers with equivalent
social status in Portugal, as well as teaching careers in other countries.
204. The study presents a political-strategic analysis based on sociological concepts, especially
the sociology of work and the professions, and in the words of its author, it simultaneously
and successively assumed the form of a diagnosis, an opinion and a proposal. In this report
we only refer to some of the constraints and sensitive issues related to the teaching
profession in force until January 2007 and the comparative references on which the
conclusions of the study were based.
205. The study identified and compared four professions: army officers, university teaching
staff, high level public sector technicians and nurses. These careers have the following
points in common: they belong to the public sector, require higher education qualifications
for entry to the profession and have similar social statutes. They also have high social
visibility and include large numbers of employees. University teaching staff share the same
professional act as teachers, and in terms of salaries, high level public sector technicians
have been on a par with teachers.
206. In terms of career structure, the study‟s conclusions revealed that all the professions had a
pyramid-shaped promotion system: The most restrictive promotion “pyramids” are those
of nurses, with 86% occupying the “base”, 13% in the “middle” and less than 1% at the
“top” and those of army officers, with 62% occupying the “base” (captains and
subalterns), 37% in the “middle” (higher ranking officers) and 1% at the “top”
(generals). However, the reasons for these set ups are different. In the first group it is
related to the lack of qualification of the professionals, while in the second it is due to the
rigidity of the posts. With regard to university teaching staff, with 39% at the “base”
(assistants) and 61% at the “top” (professors, although there is another internal pyramid
here, consisting of 15% of full professors, 26% associates and 59% auxiliaries with no
post) they are in an unusual situation, firstly with an inverted pyramid and then with
another strangled one59.
207. In terms of salary systems, the study concludes that the professions being compared have a
common basis, although the differentiated value given to the “100 indexes” weakens
transparency and the comparability of salaries, and there are some differences between the
professions, such as the attribution of salary supplements, length of service allowances and
others (this is further developed in Annex 1).
208. The author compared the different professions from a sociological point of view and
summed up the analysis in the table below. He highlighted some features of the table: The
“Demands of the career path” item corresponds to the idea of the contribution demanded
by each profession and the 3 subsequent items deal with what the professions give in
return. In the “Social protection” parameter we evaluated the system in force until now (in
place for at least over a decade). If, however we take into account the reform measures of
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See Annex 1 for some extracts related to the diagnosis and the opinion presented.
High level public sector officers‟ careers were not included in this comparative study due to lack of information. It
should be highlighted that when this profession is compared with that of teachers, it can be seen that for high level
public sector technicians, access to the top places is limited, and is imposed by lack of vacancies.
59
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the current Government, we see that, of the 4 professional groups, they affect army officers
and nurses most strongly; hence the classification given in the “Feeling of loss […]” item.

Table 24
Comparative table between careers
Careers
Army Officers
University teaching staff
High level public sector
officers
Nurses
Source: Freire (2005).

Demands
of career
path
**

Social
recognition

Salaries

Social
protection

Feeling of loss

*

***

***

***

**

***

****

*

*

*

*

**

*

*

*

**

*

**

**

209. Table 25 illustrates the results of the international comparison of the teaching professions
in Spain, France, Germany, the United Kingdom and Denmark. These countries were
chosen because they are considered to be “neighbours”, due to ease of access to statistical
information, and because of possible future convergence of educational policies. The
countries were also chosen so that there would be a mix of some of the biggest countries,
both in physical size and political visibility, as well as others whose size is comparable to
Portugal‟s. A final reason for the choice was so that there would be models that represent
comparable educational cultures and traditions.
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Table 25
Summary-table with international comparison of teaching career
Items
1. Structure of
the profession

Spain
st
- Pre-primary teachers, 1
nd
and 2 Cycle
rd
- Teachers: 3 Cycle and
Secondary

2. Training for
entry

3-4 years (depending on level)
Teaching work experience (1
year)

France
st
- Instit. (1
level)
- Prof. Cert.
- Prof.
Agreg.
3 years
Exam
1 year prep.

Teacher’s
recruitment
system
3. Teacher’s

Biennial (for posts)

Work
experience
-

Germany
st
- 1 Cycle
nd
- 2 Cycle
- Secondary
and
Professional
3 yrs + event
1
Work
experience +
exam

U.K.
3 categories of
teachers

Denmark
- Pre-primary teachers
- Primary (3 cycles)
- Sec.

3 to 5 yrs
(depending on level)
Exam

3 to 5 yrs (depending on level)
Work experience
Exam (for Secondary)

Annual

Annual

Annual

12 Steps (2
to 4 yrs)
Reach top at
age 50/55
Have effects
for purposes
of
competitive
examinations
or
management
positions
Effects
progression

Teaching/management

Steps based on time
(maximum 16 yrs to reach top)

Yes

No

28 to 23
teaching hrs

32/35 hrs at school
22 teaching hrs

37 hrs

65; possible
after 63
?

In general 65, possible
at 60
?

67, possible at 60

26% PrePrim.
51% Prim.
24% Sec.

61% Inf. and Primary
49% Sec.
(England)

Teacher’s
recruitment
system

recruitment
system
4.Promotions
and
progression

8 year steps
Full
management/inspection/admin
Effects on progression,
competitive examinations and
salaries

5. In-service
professional
development

6.Performance
evaluation

Voluntary

7. Working
hours

37.5 hrs
20 hrs at school
25/18 teaching hrs

8. Retirement

At 65

9.Remuneration
package
10. %
distribution

Base + length of service (3
yrs) + supplement
47% Infant and Primary, 53%
Other
65% women
25% private teaching

Levels and
steps
Years and
merit
1 year
sabbatical

Every 3 yrs
or voluntary.
By
inspectors.
Primary 26
hrs
All others
15/18 hrs
Possible
after 60
st

40% 1 level
Primary
60% 2nd
level primary

Obligatory (35 hrs per
year)

management/inspection/admin
Voluntary

Base + travel and function
supplement
80% Primary
20 % Sec.

Source: Freire (2005).

210. In general terms, in relation to the comparative references between the Portuguese
professions with similar social statutes and between the Portuguese teaching profession
and those in neighbouring countries, the study noted that:
i.






The demands of the professional journey on Ministry of Education teachers are
fewer than those placed on any of the other Portuguese professions analyzed
(obligatory training, exams, limited vacancies);
The demands of the professional journey on Ministry of Education teachers in
Portugal are, in general, fewer than those placed on teachers from the other
countries studied (fewer exams, promotions based on merit and differentiated
categories);
Working conditions have a lower level of risk compared to those of army
officers but the level of “wear and tear” is probably the same as that of nurses
and certainly greater than that experienced by university teaching staff and high
level public sector technicians;
Working conditions are the same as those of teachers in the other countries;

211. In an international comparison of gross annual teacher salaries (presented in Table 26), the
study concludes that Portuguese Ministry of Education teachers are reasonably well
provided for in legal and salary terms for the exercise of their profession. Furthermore, in
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the face of the sacrifices the Government is asking the country (and the teaching
profession itself) to make, it is desirable and appropriate that the teachers find
compensation and professional invigoration in a project to restructure their profession
that they can understand, and in it see the beginnings of the dignifying of their role (in the
long term) and the improvement of their teaching performance.
Table 26
International comparison of teacher salaries (2003)
Gross annual salaries, in thousands of US Dollars*
Countries
Denmark
UK
(England)
Germany

Primary
Education
Entry
Top
32
37

Lower education
Entry
32

Top
37

Upper secondary
education
Entry
Top
32
45

Ratio* PIB
per capita
1,48

28

41

28

41

28

41

1,40

38

49

39

50

42

54

1,94

France

23

45

25

48

26

48

1,22

Spain

29

43

33

48

34

49

1,64

Portugal

20

53

20

53

20

53

1,81

Hungary

11

19

11

19

13

24

1,22

Poland

6

10

6

10

6

10

0,82

Sweden

24

32

25

33

26

35

1,07

Japan

25

57

24

57

24

59

1,60

USA

30

53

30

52

30

52

1,17

*
**

Conversion by means of purchasing power parities
Ratio of the salaries of secondary school teachers, after 15 years of service, in relation to the GNP per
capita of the country
Source: OECD Education at a Glance, 2005, p. 369, as quoted by Freire (2005).

212. The study considered the core principles of the teaching profession‟s systems of
progression and promotion acceptable. However it noted that the principle of career
progression (with its monetary benefits) should be of an individual nature, with a matching
of professional merit (in relative terms if that is the case) with the opportunities existing in
the system (public teaching in this case) taking place. It should not be confused with the
general improvement of living standards, which is a legitimate expectation (and which has
become a social one in the modern world) but which is ensured, in the case under
discussion, by the general increases in public sector workers‟ salaries. The latter has
generally been raised by an annual rate with reference to indicative grids for all public
sector workers.
213. With regard to the principle equality of opportunities, the study maintains that it is fulfilled
in this context by the search for objectivity and the abolishing of any mechanisms that give
access to positions which are, by definition more demanding and scarcer than the potential
candidates.
214. In view of the preceding points, the author of the study advocates the following principles
for the legitimisation of a professional teaching career:
a) Clear identification (which no doubt exists), adhesion (vocational before
instrumental, which won‟t always occur) to the core function of the profession
(teaching and educating) and social recognition of its importance (which will be
differentiated, but in any case, with its widespread growth, is seen as being lost,
compared to its status in the past, thus causing some negative effects);
60

b) Public and official recognition of the responsibility and effort that the profession
entails and how wearing it is, namely by alleviating working conditions as a
teacher‟s career progresses, especially towards the end;
c) Involvement (coordination of activities, guidance, advice, evaluation,
participation in decisions) of the younger and less qualified teachers in a process of
self-regulation which will have to be marked by a preoccupation with exemption
and a permanent search for improving quality, and not by condescension,
favouritism or corporativism;
d) The existence of a professional, simple, clear and easily recognisable hierarchy
based on meritocracy, which is reflected by the example and professional quality of
the holders of the highest positions;
e) The development of an organised professional career so that progression takes
into account length of service and experience acquired, and strong performance
evaluation results lead to progression to a higher scale.
f) During the whole of this professional journey (after admission to the profession),
the classification obtained in initial training (degree or other qualification results)
will no longer be taken into account in the criteria used for career progression and
promotion. Only merit and the competences demonstrated will be taken into
account;
g) Given its nature as a special body of the public sector (a characteristic that is
recognised here) it is recommended that specific rules be drawn up for entry to and
development of the teaching profession, as well as the system of evaluating and
rewarding performance
h) The establishment of conditions and quantitative limitations at the various stages
of the professional journey should not stem from budgetary constraints (although,
naturally, these should be borne in mind) but rather from notions of balance,
development and selection, based on the recognition of merit and the necessity of
good performance in the whole of the school system;
i) However, caution should be shown to avoid the perverse effect of those who are
not selected or promoted possibly being considered as “incompetent” or
“failures”, or being excluded in any way.
j) At the same time, fair but efficient mechanisms should be instituted to exclude
those from the teaching profession whose performance is repeatedly evaluated as
“insufficient”.
215. In view of these technical reasons, and taking into account another study about evaluation
and the formative efficacy of in-service teacher training in Compulsory and Secondary
Education (Evaristo 2005), the Government concluded that the following situations could
not be maintained:


[…] the way in which career progression happened. It should have depended on the
development of competences and the performance evaluation of teachers and
educators, but fundamentally became dependent on the passage of time, which
allowed some teachers who had not been involved in teaching for most of their
professional journey, to reach the top of the career structure.
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The fact that the in-service teacher training, in which the country invested large
sums of money, was generally divorced from the improvement of the scientific and
pedagogical competences relevant for the carrying out of teaching activities.
The teacher performance evaluation system, which treated the best professionals
and those who did the minimum necessary to carry out their duties (or did them
imperfectly) in the same way. This meant it was not possible to demand teachers
with the most experience and training […] to take on more responsibilities in the
school60.

216. As a result, the Government defined three fundamental principles:





Two categories (teachers and senior teachers) would form the structure of the
teaching profession, because in all other professions demanding higher
qualifications, namely those that constitute special bodies of the Public
Administration, differentiation is the norm, and is expressed in functional categories
composed of staff with specific accomplishments.
Performance evaluation as a fundamental component for career progression and
More stringent conditions for entry to the profession.

217. The realization of these principles aims to promote co-operation between teachers and
reinforce co-ordination functions, so that their work produces better results. It is a way of
organising schools and endowing each one with a recognised, more experienced and better
trained teaching body, with greater authority, which safeguards functions with higher
levels of responsibility and differentiated categories.

5.3. Policy initiatives and their impact
218. After a negotiation process between the teacher union partners (represented by a teachers‟
unions platform), and the Ministry of Education, which lasted a year and involved over a
hundred meetings, the new Teacher‟s Careers Statute61 was published in January 2007.
Among other things, it defined the restructuring of the teaching profession. The founding
principles which have structured the profession for almost 20 years were kept:




The principle of a single career structured by progression steps;
The requirement of performance evaluation for progression and the idea that only
teachers who reveal the greatest merit should reach the top;
The principle that, during teachers‟ periods of service on a step, they are obliged to
acquire extra training which fosters professional development and quality teaching.

219. The profound changes were:



The transformation of a career that previously developed in a horizontal way into one
that developed vertically, due to the creation of a new category of teachers;
A break with the principle of lack of differentiation in relation to performance of
teaching functions, which under the new set up, constitute the functional content of the
new category;
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Preamble of Decree-Law no. 15/2007, 19th January.
Decree-Law no. 15/2007, 19th January - Seventh amendment to the Career Statute of Pre-primary teachers and
Compulsory and Upper-Secondary education teachers, approved by Decree-Law no. 139-A/90, 28th April, and
changes the legal framework of teachers in-service training, approved by Decree-Law no. 249/92, 9th November.
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A clear distinction made between progression and promotion. This notion had been lost
since 1998 with the abolishment of the entry exam for the 8th step, which had been a
requirement of previous legislation;
The formulation of entry rules and rules for the implementation of the classification
steps in an objectively more demanding and differentiated way.

220. The implementation of these rules led to the creation of a pyramid-shaped career structure
(similar to the Portuguese public administration careers), given that the number of senior
teachers in each school constituted a third of the total number of teachers, with access to
those positions taking place by means of contests and approval in a public exam, as
previously noted.
221. Chapter 7 will deal with the issue of the implementation of another more demanding
classification. However, It is worth highlighting here that in the previous model, the
classification grade Good was the highest and could be given to the teachers that applied
for it, whereas in the current model Good is the starting point, i.e. it is a requirement to
change step.
222. In this respect, the study we have quoted (Freire (2005), (Annex 1) states that: In the
current situation, it is possible to say, schematically, that on the basis of an almost
automatic progression based on length of service, it is normal to be expected that almost
all teachers will reach the top of the career ladder. According to official 2005 figures
(GGF-ME), 53% of teachers under commitment to the Ministry of Education were on the
8th, 9th and 10th steps and (according to a senior figure in the Ministry of Education) some
of those already on the highest pay step now face around 14 years of no further
progression until they reach the age of 65, when they can retire, according to the new
laws. This is clearly an undesirable situation, both for the teachers (although it is felt to
different degrees) and for the taxpayers (the salary cost of the 3 highest pay steps
represents an annual amount of over 2.371 million Euros, in other words 63% of total
salaries paid to teachers). Lastly, the situation is also undesirable in terms of the lack of
equilibrium and harmonious development which should be present in the professional
career of the teachers.
223. In the negotiations which took place before the publication of the legal legislation, which
regulates this matter (the ECD), and also after it was published, the different teachers‟
unions which made up the union group were always strongly opposed to the division of the
career into two categories. This was registered in the minutes of the negotiation meetings
and was taken up again in the Memorandum of Understanding (cf. Annex 2) : “The
group reaffirms that the plans to unblock the current situation of profound conflict do not
alter the fundamental differences that the syndicate organisations harbour regarding the
current Statutes of the Teaching Profession”, namely in relation to entry to the profession
and the division of teaching staff into teachers and “senior” teachers, which is aggravated
by an entry contest subject to quotas, unjust and unacceptable rules 62.
224. Two different concepts of the role of the teacher are in confrontation. The teachers‟ unions
maintain a labour view that presupposes the principle of the lack of differentiation in the
teaching function. It is the view that teachers are prepared for all roles (any teacher can
perform any role) and that career progression has no relation with the performance of
duties. In that sense it sustains the non-autonomy of roles, and does not accepts the vertical
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For FENPROF, the Ministry of Education and the Government‟s choice was essentially characterized by economic
intentions (…) the creation of two hierarchical careers, limiting the performance of some functions to a restricted
number of teachers and preventing the access of over 80% of teachers to the top of the career ladder (Opinion about
the ECD, 30th June 2006. delivered by hand at the Ministry of Education).
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career structure or the creation of a hierarchy of functions. For the Government, the
principle of differentiation should inform a professional vision of the career, which
distinguishes functions and levels of responsibility, recognises merit in performance and
sets salary differences.
225. The main concerns regarding professional satisfaction and rewards and incentives to
promote quality performance were translated into measures which aimed to guarantee the
stability of the teaching body. Thus teacher placement will be carried out every few years 63
(already referred to several times in Chapters 2 and 3). From 2009 onwards it will occur
every 4 years - providing better working conditions in terms of resources and well-being
by the introduction of various initiatives and programmes.
226. The Iniciativa Escolas, Professores e Portáteis (Schools, Teachers and Laptops Initiative),
was launched in 2006 to promote the improvement of work conditions in the 2nd and 3rd
Cycles of Compulsory and Secondary School, and, specifically, to support the individual
and professional use of ICT by teachers in the framework of the school‟s development
plan. Its goal was the development of activities to support: i) curricular development and
innovation; ii) the use of ICT in classroom teaching; iii) the development of pedagogical
materials; iv) educational projects; v) teamwork among teachers and subject groups; vi) the
school management component in teachers‟ activities. One of the objectives of this
initiative was to equip schools with laptop computers and video projectors to support
classroom and teachers‟ work. Table 27 illustrates the financial and physical implications
of the measure:

Table 27
Physical and financial indicators of "Schools, Teachers and Laptops Initiative", by DRE
Action 9.1 of PRODEP
Regional
Authority

Financial indicators (€)
Total cost
FEDER

No. of
laptops

No. of pupils

No. of
schools

DREN

8.772.979,88

6.579.734,91

9.564

287.662

400

DREC

5.398.414,74

4.048.811,06

5.949

122.300

252

DREL

2.666.616,29

1.999.962,22

2.873

234.874

351

DRE ALE

1.832.756,11

1.374.567,08

2.243

56.106

88

DRE ALG
Total DRE
Source: ME – GEPE.

1.320.891,83

990.668,87

1.538

34.916

65

19.991.658,85

14.993.744,14

22.167

735.858

1.156

227. The Technological Plan for Education designed to network schools and teachers, has as its
fundamental goals:




To connect schools to the internet using high-speed broad band with a connection
of at least 48 Mbps;
To get to a ratio of two students per computer;
ICT training and certification of 90% of teachers.

228. There is also the E-teacher programme, which allows teachers to buy laptop computers
with internet connection at reduced prices. The Upper secondary School Modernisation
Programme) was started in March 2007, and the objective is to redevelop and modernise
330 school buildings by 2015.
63

Cf. Article 8 of Decree-Law No. 27/2006, 10th January - Creates and defines recruitment groups for purposes of
selection and recruitment of teaching staff in pre-primary, compulsory and upper secondary education.
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229. With regard to incentives and rewarding merit, the Prémio Nacional de Professores
(National Prize for Teachers) and merit awards were introduced, as already mentioned in
this chapter.
230. It is not yet possible to evaluate the impact of these measures because they are still being
implemented.
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Chapter 6
SCHOOL PROCESSES

6.1. School leadership processes
231. The reform of the legal arrangements governing the management and administration of
schools contained in a recent law64 maintains the structure established by the previous
law65 albeit certain essential concepts are given more depth. Nevertheless, there is a
significant change of direction in the philosophy underlying school management practices
over the last 30 years.
232. These are major changes, in line with the principles of decentralisation in education
(described in Chapter 2 relating to the characteristics and trends in the educational system),
community participation in school management and also the valuing of school leadership
and schools‟ capacity to govern themselves, with organizational and functional
consequences for school life.
233. The changes stem from three curricular aims clearly set out in law66:





To consolidate the participation of families and communities in the strategic
direction of educational institutions [in order to] to promote greater openness in
schools and their integration into local communities;
To consolidate school leaderships [creating] conditions, so that there is good
leadership and efficient leadership and that every school has one face, one person
responsible with the necessary authority to develop the school development plan and
implement educational policy measures locally. This person can be given the
responsibility for the provision of public education services and management of the
public resource at their disposal;
To consolidate schools‟ autonomy, which will have to go hand in hand with
responsibility and accountability and the external evaluation system. This involves a
double burden - on the one hand for families and local communities, via the General
Council and, on the other, for the whole of Portuguese society.

234. At first glance, the repetition of the term „consolidate‟ would seem to suggest adding new
dimensions to already existing concepts, without changing the rationale. In fact, this is not
the case, as it will involve a break with the past and at times a change of direction, as will
be seen below.
235. The first aim will be achieved through a new strategic body, the General Council,
containing representatives of teaching and non-teaching staff, parents and guardians,
students (only those in secondary education), local authorities and local communities.
236. This will be a school governing body with responsibility for approving the basic rules for
the functioning of the school (the internal regulations), strategic decisions and planning
(the educational project and the plan of activities) and monitoring of its implementation
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Decree-Law No. 75/2008, of 12th April - Approves the framework of autonomy, administration and management
of public establishments of Pre-Primary, Primary and Secondary public educational institutions.
65
Decree-Law No. 115-A/98, of 4th May - Approves the framework for the autonomy, administration and
management of public pre-primary, compulsory and upper secondary establishments, as well as the respective
clusters.
66
Decree-Law No. 75/2008, of 12th April - Approves the framework of autonomy, administration and management
of public establishments of Pre-Primary, Primary and Secondary public educational institutions.
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(annual activities report), as well as the power to elect and dismiss the head teacher, who
as a consequence is accountable to it.
237. Consolidating participation is achieved mainly through two measures:



Increasing the influence of parents and guardians on the General Council;
Increasing the influence of external school representatives on this body while
simultaneously decreasing the influence of internal representatives which will be
reflected in a decrease in the number of teachers‟ representatives.

238. It is up to schools to determine the composition of this body, provided that one basic rule is
respected which is that all interested parties must be represented and that the professional
representative bodies carrying out their duties in school cannot combine to hold a majority
of seats on the General Council.
239. The second measure consists in granting the General Council the power to choose and
swear in the Head Teacher, something that represents a break with the past model, and
introduces an election process for head teacher by the General Council, instead of a peer
election process.
240. The post of Head Teacher can be held by one person only, who shall also become the
president of the Pedagogical Council. As well as administrative, financial and pedagogical
management, he or she shall designate those people responsible for the coordinating
organizations and for pedagogical supervision.
241. The option of a single leader does not necessarily imply a break from school management,
since the Head Teacher is supported in carrying out their duties by a Deputy Head Teacher
and three assistants67, of his or her own choice.
242. The aim of this option, however, is to identify, clearly and unequivocally, the main person
responsible for consolidating their formal authority by being the last link in the chain of
educational administration, in order to assume responsibility and public accountability for
the management of various resources at the disposal of the school.
243. Another change is in the demand for professional management qualifications, to introduce
a specific qualification as an essential requirement for applying and being nominated head
teacher. An alternative requirement is a complete term of office as head of a state or
private school, recognition of the value of prior leadership experience.
244. This concern with professional and technical quality is not new. However, the system
recently introduced has an added dimension which values and emphasizes the
responsibility of public service, the participation and involvement of head teachers in
school life, namely teacher performance evaluation, and introduces rules about how and
for how long a term of office should last68.
245. The process of selecting a head teacher involves two stages, a candidature open to all state
and private school teachers who meet the requirements, and a prior evaluation and
selection by the General Council of the candidate to be nominated to the post.
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The number of assistants to the head teacher is fixed depending on the size of the schools and of the complexity
and diversity of the education on offer, namely the levels and cycles of teaching and the type of courses offered.
The term of office lasts 4 years.
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246. This selection process breaks with the principle of peer election for the school governing
body which had constituted a valuable and symbolic exercise in the “democratic
management” of the school, closely linked to the political and social movement which
emerged after the Revolution of 25th April 1974.
247. In the school context, the term head teacher has a negative connotation, associated with
selection processes from before the transition to democracy. The head teacher is taken to
be an authoritarian figure rather than an equal player; in the words of Formosinho (2007)
someone who occupies a post more for their political trustworthiness than for their
technical competence.
248. For this reason, changes to the system of autonomy, administration and management in this
area have always been cautious, and brought about a hybrid system of compromise, in that
the President of the school executive council has been elected by their peers, and is
answerable to the educational administration.
249. This dual legitimacy, a result of the selection process, has in practice created tensions and
ambiguities, meaning that on occasions the person in charge of a school vacillated in the
position they took, sometimes siding with teachers against the school administration and
sometimes assuming the role of representative of the administration against the teachers,
but rarely as a manager. This still happens today and is clearly revealed in the
implementation of the model for teacher performance evaluation.
250. Therefore school leadership remains a controversial topic amongst the teaching body and
wider society as became obvious in the differing views which emerged during the public
debate on this law. Fears were expressed about a return to bureaucratic centralism,
something which has always been a feature of Portuguese government.
251. This concern goes some way to explaining the fact that schools have not exercised the
option made available to them under the previous legal provisions to elect their own
president or head teacher69.
252. In relation to the consolidation of school autonomy, the Government is of the opinion that
self-regulation of schools should translate into an investment in the quality of education, in
order to improve learning and educational success and that the powers of administrative
and staff management should be consolidated with contracts for autonomy, established
between the Ministry of Education and the school, following the results of the external
evaluation process undertaken by the General-Inspectorate for Education (see Chapters 1
and 2).
253. The aim of consolidating school autonomy has been criticised by all sectors of public
opinion and subsequently reaffirmed in political discourse and established in legal
standards. However, there is a belief within school and academic circles - whether as a
result of the process or from empirical research70 - that autonomy has not translated into
real results on the ground, so that it has been more about changes in management practices
with little significance to schools.
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Cf. Article 37 of Decree-Law No. 115-A/98, of 4th May - Approves the framework for the autonomy,
administration and management of public pre-primary, compulsory and upper secondary establishments, as well as
the respective clusters.
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There is vast literature in Portugal on the question of autonomy, based on empirical research. It is worth
mentioning the work of João Barroso (Barroso, João Relatório Global da 1.ª fase de Evaluation Externa (2001),
carried out under the external evaluation programme of the implementation process for the Autonomy,
Administration and Management of Schools, as provided for by Decree-Law No. 115-A/98, of 4th May.
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254. It needs to be noted that schools which developed trial projects in flexible curriculum
management and adopted a more pro-active attitude expanded some of their margin of
autonomy. However, in most cases, genuine autonomy was not encouraged by the
educational administration, with the exception of cases where autonomy contracts were
signed (the number and conditions of which are explained in Chapter 2, § 78), a practice
which was applied regularly from the 2005/2006 academic year onwards.
255. Thus, the creation of the figure of head teacher with the profile, authority and powers
previously described, the teacher performance evaluation system introduced in January
2008 (see Chapter 7), and the formal introduction of accountability and management with
contractual guidelines between school and government are, in the Government‟s view, the
necessary preconditions for autonomy to be exercised in a suitably responsible fashion.
256. Within the legal framework established, accountability is to be organized, on the one hand,
as soon as possible by the participation of those interested parties and the community
concerned in the strategic leadership body and the choice of a head teacher and, on the
other, by the development of a system of self-evaluation and external evaluation of
schools. Only after meeting these preconditions does the present government believes it is
possible to go forward in a sustainable way with the consolidation of school autonomy.
257. The pedagogical organization of the school follows from the legislation previously
introduced, so that the new system instituted by Decree-Law no. 75/2008, 12th April,
establishes a minimal legal framework, limiting itself to creating some first-level
coordinating bodies (Curricular Departments) based on the pedagogical council and
monitoring by students (class councils and form teachers).
258. At most, schools are granted the power to organize themselves, and to create structures and
have them represented on the pedagogical council, abiding by the limit on the number of
members. They should strive to create the conditions for student success and for the
emergence of pedagogical leadership which will, first and foremost, exert its power of
pedagogical self-management.
259. It is interesting to note that this process has mobilized educational partnerships and public
opinion in general. Various educational partners were consulted at institutional level, as
provided for by law: the National Council for Education, the Schools Council, the National
Association of Portuguese Municipalities and the National Confederation of Parents‟
Associations, who drew up written partnership agreements, as did teacher‟s union
representatives.
260. Decree-Law no. 75/2008, 12th April was approved overall in the Council of Ministers on
20th December and published on the Ministry of Education portal for public consultation
(28th December), where those interested could register their opinions until the 31st January
2008. This deadline was later extended to the 8th February, due to interest that the subject
aroused and because the time allowed for discussion was considered insufficient.
261. Around 420 contributions were received, evidence of the participation of a wide spectrum
of Portuguese society and the educational community, from professional associations,
teachers‟ unions and other representative organizations, such as the Confederação Geral
dos Trabalhadores Portugueses - CGTP, students, teachers individually or in groups,
experts and academics linked to education, the majority being non-higher education
teachers.
262. The Ministry also requested the opinions of academics specialising in the area of education
and school management, whose important contribution was informed by different
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theoretical frameworks and in some cases by empirical research in the field and even
juridical opinion as to the constitutionality of the legislation.
263. The opinions of the unions were heard by a member of the relevant ministerial team. They
registered their disagreement with the changes introduced which in their view represented:
i) a devaluation of the school board and its replacement by a single individual with the
subsequent concentration of powers into a single person; ii) the reduction in powers and
responsibilities of the pedagogical council, relegated to an essentially consultative role; iii)
the opportunity for a teacher from another school or even the private or cooperative sector
to apply for the position of head teacher; and iv) the obstacle, initially envisaged, to the
General Council being presided over by a member of the existing teaching staff.
264. They were also unanimous in affirming that this model would not contribute to greater
autonomy in schools, nor greater participation by the community, in particular among
parents and guardians, and they considered it preferable to broaden the existing model and
correct errors identified therein.
265. Some proposals were incorporated into the final version of the legislation, published on
22nd April 2007, and on the Ministry‟s own initiative, between March and June, the
Assistant Secretary of State for Education and the President of the Union Negotiating
Committee met with the School Boards in each district capital to present the new model
and answer questions.
266. From the academic year 2008/2009 onward, school clusters and non-grouped schools
began preparing procedures aimed at changing the previous model to the current one,
which is currently in a transitional phase.

6.1.1.

Current practice

267. Until very recently, school leadership practices have been characterised by the
predominance of a management culture, and the role of School Boards has largely
remained poorly defined in each school.
268. School leadership has progressively gained ground, especially from the end of the 1990s,
and there has been a greater awareness of its role in providing organizational vision,
professional development for teachers, the ability to work collaboratively, the need to
focus on learning problems as a school priority and the development of mechanisms for
greater efficiency in internal management.
269. External evaluation of schools undertaken by the General Inspectorate for Education71 –
albeit with some reservation about the fact that all schools evaluated were only those that
put themselves forward for evaluation – still considers the emergence of committed school
leadership in its reports.
270. It is noteworthy that in the 2007/08 report on evaluation, of 273 management bodies (172
school clusters and 101 non-grouped schools)72, the area of leadership73 was judged in a
significant number of cases as Very Good (32%), followed by School organization and
management, with 24%. Only 10% or lower of schools were evaluated as Very Good in the
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Cf. http://www.ige.min-edu.pt/content_01.asp?BtreeID=03/01&treeID=03/01/03.
Available online in http://www.ige.min-edu.pt/upload/Relatorios/AEE_2007_2008_RELATORIO.PDF.
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The evaluation of leadership includes an assessment of four specific factors: i) vision and strategy; ii) motivation
and performance; ii) openness to innovation; iv) partnerships, protocols and projects.
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remaining areas (Outcomes, Educational Service Provision and Capacity for selfregulation and School/school cluster improvement). An evaluation of Sufficient was given
to between 11% and 15% of schools and Insufficient was never above 1% in the area of
leadership.

Graph 14
Evaluation of Leadership and respective factors

Source: IGE, External Evaluation Report (2007/08).

271. The report cited above states that motivation and commitment, specifically the motivation
of teaching and non-teaching staff and mobilizing leadership are highlighted as strong
points. The report singles out the lack of defined aims, clear and evaluative organizational
performance and inconsistent leadership as weak points.
272. Although leadership is still seen as a practice reserved for the presidents of school
executive bodies and is not a central concern, intermediate leaderships seem to be starting
to combine their efforts not only in the development of projects but also in pedagogical
strategies to recover and improve learning.
273. Apart from participation in Pedagogical Councils, other tasks and responsibilities are being
distributed at this level of leadership, as for example in relations with parents and the local
authority, the most recent of which is connected to teacher performance evaluation in
preparing recording tools and planning and discussing the process. These tasks have been
carried out for the first time in schools using the new model which is acquiring importance
in the process (cf. Chapter 7), not only because it is the subject of two recommendations by
the CCAP (cf. Annex 5), but also due to the concern and mobilization of teachers involved
in its conception and execution.
274. It is interesting to note that in relation to this situation, schools find themselves in uneven
stages of development, taking into account their contexts, functional profiles and type of
leadership.

71

6.1.2.

Leadership training

275. Initial training to carry out the duties of school administration and management does not
exist in Portugal, nor does the specific career of school manager. A considerable
proportion of those currently responsible for schools developed competences on the job
(there are several serving presidents of school boards who have more than fifteen years of
practice in running a school), while others have undertaken specialised training in school
administration while in post.
276. This career path occurs naturally as a result of professional development and experience
acquired over the course of a working life and involvement in the day-to-day running of
the school. To some extent, qualifications for undertaking management duties obtained in
this way, correspond to in-service training done over a relatively long period of time, with
experience accumulated through the occupation of progressively more complex and widerranging posts and functions (form teacher, departmental coordinator and so on) at the heart
of the school organization.
277. Provision of training in this area, which has been developing since the 1990s, consists of
postgraduate courses at higher education institutions or training accredited by the Scientific
and Pedagogical Council for Continuous Training and developed by other bodies, such as
CFAE (Centres for Training of the Schools‟ Association)74.
278. This is a varied and eclectic training, as far as models and techniques are concerned, which
does not originate from any deliberate government strategy to encourage the professional
development of school leaders, with the exception of two initiatives with different
characteristics, aims and methodologies.
279. Between 1999 and 2002, on the initiative of the Institute for Educational Innovation, a
programme of distance training was designed for the “Círculo de Estudos – Towards the
Organizational Development of School – A Method for Distance Training”, with
accreditation by the scientific-pedagogical Council for Continuous Training, financed by
PRODEP which involved 500 trainees. The areas covered by this training were identified
via the powers exercised by the school administration and management: Education Policy;
Strategic Planning and Management; Curricular Organization and Management; Financial
Planning and Management
280. In 2004, the Ministry of Education started a national training plan, aimed at acting head
teachers. The first training round – a “Technical Course for School Administrators‟‟ was
attended by a total of 360 trainees. The second round, in 2005, reached 602 trainees. The
course was accredited by the Scientific-Pedagogical Council for Continuous Training and
financed by PRODEP III as continuous training.
281. The course lasted 120 hours, as follows: 60 hours – on-the-job training; 48 hours –
distance-learning work; 12 hours – classroom instruction or e-learning. Curricular content
included the following areas: Administrative Procedure Code, Tools for the Management
of Human Resources, Leadership techniques, Modernization of Administrative/Quality in
Schools and Public Accountability/POC-Education.
282. This training required the involvement of the INE (National Institute for Administration)
as well as the Ministry of Education via the DGRHE. Higher education institutions
accepted the invitation to organize areas of training on curricular management,
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management and evaluation of projects, self-evaluation of schools and educational
partners, and enabled accreditation of training quality as specialized training.

6.2. Current practice in pedagogical management
283. Current practice regarding how the composition of a class is determined, and guidelines for
their organisation and how classes are resourced are set out in standards based on studies
produced by the various central and regional services of the Ministry of Education.
284. The specific nature of the different levels of education/teaching determines current practice
on class composition – size, timetable allocation and availability of substitute teachers –
according to level. However there are also activities such as educational support (given
where possible by the form/ subject teacher, with the number of hours according to student
needs) and the use of free time which is common to compulsory and secondary teaching to
be applied when teachers are absent (see Chapter 3, point 3.3, substitution lessons).

6.2.1.

Pre-primary education

285. The group/class in pre-primary education, with a maximum of 25 and a minimum of
20 children, is formed by taking into consideration the characteristics of the group and its
needs. Curricular development is the responsibility of a generalist pre-primary teacher,
working 25 hour per week, 5 hours a day. The children, as well as regular lessons, may
attend extra activities and family support in which pre-primary teachers are also involved.
As a consequence of the group/class curricular project, there may occasionally be
collaborative work with other teachers in specialized areas such as music or experimental
science.

6.2.2.

1st cycle compulsory education

286. The composition of classes is governed by pedagogical criteria, defined in the project
decided by the school or school cluster, as well as by the normal rules. Classes comprise
24 students, which may, in special circumstances, be 18 or 22 (single teacher placement
schools/or otherwise, containing students with more than two years of schooling) or 20
when they include students with special educational needs. The 1st cycle, with 25
compulsory hours of lessons a week is taught by one generalist teacher with the help of
specialist teachers in certain areas.
287. The non-grouped schools and school clusters, with an extended school day of a minimum
of eight hours a day, provide study support and curricular enrichment activities, namely
English, sport, music and other artist expression or other foreign languages. The curricular
enrichment activities are included in the activities plan, and cannot last less than 90
minutes per week and involve the teachers.
6.2.3.

The 2nd and 3rd cycles of compulsory education and upper secondary education

288. The composition of classes is governed by pedagogical criteria, defined in the project
decided by the school or school cluster, as well as by the normal rules
289. Classes from the 5th to 12th year comprise a minimum of 24 and a maximum of 28
students, with the exception being those which include students with special educational
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needs where a proven deficiency or disability hinders their education. In these cases,
classes have a maximum of 20 students. Classes may contain only 10 students in arts and
technology subjects from the 9th year or in specialised science/humanities, technology and
arts courses at upper secondary level. Classes can also be split, provided the number of
students per class is greater than 15, whether at compulsory or upper secondary education
level.
290. The 2nd and 3rd cycles of compulsory education are organised by subject and in the 2nd
cycle subjects may be taught together. Students have a number of teachers specialised in
different subjects or subject areas. The weekly teaching load, taught in blocks of 90
minutes, comprises a maximum of 16 or 17 blocks in the 2nd cycle and of 17 to 18 blocks
in the 3rd cycle, and it is left to each school/ group of schools to schedule classes, provided
they keep to the total allotted time per curricular area and cycle, and the maximum hours
set for each school year. The daily timetable averages between 3 and 3.5 blocks in the 2nd
cycle and around 3.5 in the 3rd cycle so that in any one day the timetable for each class
should not exceed the equivalent of 4 blocks, taking into account the type of activities
students are doing.
291. Secondary teaching is organised differently according to whether it is for continuing
study or for vocationally-based courses. Weekly timetables are generally based around a
teaching block of 90 minutes. Blocks are then organised according to subject area and
school, with a weekly minimum of 15 and a maximum of 19 blocks.
292. For vocational courses the overall teaching load is flexible and optimised over the three
years, but cannot exceed respectively 1,100 hours per year, 35 hours per week or seven
hours per day.

6.2.4.

Post-secondary non-higher education, and education and training for young people
and adults

293. CET (Specialised Technology Courses), with different curricula, combine secondary,
general or professional education with post-secondary technical training, preparing
students for the world of work or to continue their studies at a higher level. The duration of
these courses is around one year, ranging from 1,200 to 1,560 hours. In the various forms
of education and training for young people and adults, the training paths have their
own curricula, with a series of training stages dependent on students‟ entry-level skills,
with different timetable loads, which range from a minimum of 1,020 and a maximum of
2,276 hours. Amongst the various forms of education and training for young people and
adults it is worth highlighting the RVCC (System of Recognition, Validation and
Certification of Competences), acquired throughout a student‟s life, CEF and EFA
(Education and Training Courses) and Modular Education for compulsory and secondary
teaching (cf. Chapter 2, point 2.1.2.

6.2.5.

Support staff in schools and working conditions

294. As well as teachers and students, the school also relies on non-teaching staff for
organisational, functional and educational support services. These can be categorised as: i)
higher technicians (psychologists and social services staff); ii) technical assistants (heads
of school administrative staff, assistant school administrators, technical-professional social
coordinators, laboratory technicians and library and documentation staff); iii) auxiliary
staff (educational assistants, cooks and security guards) and iv) other specialised technical
staff such sign-language interpreters, speech therapists and physiotherapists. The allocation
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of these staff has established legal status and depends on the type, location of each school
building and attendance, taking into account students with special educational needs,
educational provision, school timetables and human, financial and material resources.
295. In general, schools have a teachers‟ staff room and a library. Recently, schools have made
computer facilities available to teachers around the premises.

6.3. Aspects of change
296. The most significant changes in this area originate from the importance attached by the
new system of school autonomy, administration and management75 to participation by
families and communities in the strategic direction of educational establishments and to
autonomy and the capacity of its leadership to intervene to create conditions for the
development of the educational project and local implementation of educational policy
measures.
297. Other political initiatives of relevance include: the extension of the school day for preprimary and 1st cycle establishments; study support; the introduction of English and other
curricular enrichment activities into 1st cycle compulsory education; full use of school
time in compulsory and secondary education; diversification of educational choice for
young people; more suitable educational choice for adults.
298. These initiatives have been implemented with the aim of making school a public service
directed at families and students, and focussed on the improvement of learning and
reducing the qualification deficit amongst the Portuguese.
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Decree-Law No 75/2008, of 12th April - Approves the framework of autonomy, administration and management
of public establishments of Pre-Primary, Primary and Secondary public educational institutions.
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Chapter 7
E VA L U A T I N G T E A C H I N G P E R F O R M A N C E

7.1. Contextualisation and current practice
299. The understanding of the processes and practices of teacher performance evaluation,
recently instituted in Portugal76, cannot be disassociated from the policies, models and
practices that have regulated this field since 1992. This was the year that the first teacher
evaluation model came into force, after 16 years of a period where there was no formal or
informal evaluation (1974-1990)77. This model was amended six years later.
300. These evaluation systems are a product of their time and it is in the ideas and realities of
their time that they take root. The first evaluation model appeared with the teaching career
statute78, associated with a single career and the respective development of scales of
progression and promotion. This corresponded to one of the most profound aspirations of
teachers and filled an obvious gap in the education system, which was expected to increase
teachers‟ motivation for performing their duties.
301. Performance evaluation was an innovation and an essential part of the educational reform
of the 11th legislature (1987/1991). It was also a new phase in educational policy in
relation to teachers in that it aimed to improve professional practice upon which career
progress would come to depend, which, up until then, occurred automatically through
years of service.
302. This model introduced an application process for access to scale 8 of the profession, which
depended on approval in a public exam that discussed the candidate‟s curriculum and on
an educational project. This application would be made during the period when the teacher
was on scale point 6 or 7. Access to the last scale point (10) was only open to fullyqualified teachers with an honours degree (licenciatura) or higher education academic
qualification, restrictions that were abandoned in the 1998 statute revision.
303. From that point on, the ECD (Teaching Career Statute) became the legislative instrument
for the development of a professional code of conduct, including measures regarding the
teacher‟s lifelong professional activity, and a key element in the understanding of the
teaching profession in Portugal, which explains why a summary of the version revised in
2007 is included in Annex 3 79.
304. The evaluation aims and objectives of these two models do not substantially differ from
the model instituted in 2007, in the fact that their ultimate goal is the same – improving the
quality of education and teaching and the matching the organisation of the education
system to the needs of the community – and the various objectives to be achieved are
similar, just one example, among others, is the objective of contributing to the individual
teacher improvement and the objective of providing management indicators in matters of
teaching staff, which is present in all legislation.
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Decree-Law no. 15/2007, 19th January.
Between 1947 and 1974, teachers‟ evaluation was carried out by the General Education Inspectorate, supported by
deans with regard to upper secondary education and by head teachers for primary education. Teachers from these
two levels of education belonged to two different careers.
Approved by Decree-Law no. 139/90, published on 28th April 1990.
Annex 3 – Summary of the current ECD, approved by Decree-Law no. 15/2007, 19th January.
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305. In general terms, in the first evaluation instituted in 1992, there was a distinction made
between ordinary evaluation, which took place at the end of each module of a service
period, and extraordinary evaluation, which was made at the request of the interested
party, only once and after 10 years of service, for the attribution of a classification of
Excellent, in cases where exceptional merit was recognised. That attribution was the
responsibility of the Minister of Education and had consequences for the purposes of
career progression and a bonus of two years of service.
306. Interim evaluation was also envisaged in the law for cases where the evaluation
classification was insufficient. There are no known examples where it has been applied.
307. It was the responsibility of the managing body to attribute the qualitative classifications of
Satisfactory and Unsatisfactory. The attribution of Satisfactory, after a critical activity
report (self-evaluation) written by the evaluator during the period of the evaluation and in
the final exam for in-service training credits.
308. The attribution of Unsatisfactory depended upon situations where there was insufficient
support or a poor relationship with pupils, a refusal to accept pedagogical responsabilities
and the non-completion of training modules. This classification was proposed by the
school‟s pedagogical council and its attribution, successively or non-successively,
constituted grounds for a disciplinary procedure for professional incompetence.
309. In the second revision of the ECD and, at the same time, of performance evaluation
(1998)80, in prioritising mechanisms for encouraging merit and consolidating
professionalism within the scope of performance evaluation, the next government saw
evaluation as an integrated strategy in how schools, as dynamic institutions, could develop
and optimise their resources. It revoked the public exam requirement for access to step 8,
which had been contested by the teachers‟ unions, and focussed the evaluation process in
schools and based it on three aspects: i) a document of critical reflection written by the
evaluatee, ii) compulsory in-service training, certified by duly accredited courses; iii)
established time spent on the respective scale.
310. The reflection document was evaluated by the president of the school board based on the
judgement of the pedagogical council. To make the judgement, the pedagogical council
formed a commission made up of 3 to 5 members, depending on the number of teachers in
the school, of which one was nominated rapporteur, to draw up an evaluation proposal,
which should consider the work done by the teacher individually or in group during the
evaluation period.
311. The classifications continued to be Satisfactory and Unsatisfactory. However, the teacher
who received the classification Satisfactory could request the evaluation of another
commission, in order to obtain a Good classification. This commission was constituted in
the school and made up of the president of the pedagogical council, a teacher that did not
belong to the school, nominated by the pedagogical council and a person of recognised
merit in the field of education, indicated by the teacher being assessed. After achieving a
Good classification and 15 years of service, the teacher could request a Very Good
classification.
312. In practical terms, the evaluation policies, models and practices described and in force until
December 2007 did not produce the expected outcomes. Some empirical research studies
revealed the fragilities and constraints of their application and use (Simões, 1998),
highlighting even the omission of certain characteristics considered fundamental by the
80

Decree-Law no. 1/98, 2nd January.
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literature on teacher evaluation and organisational change in order to fulfil the declared
aims (Curado, 2002)81.
313. The mechanisms for the distinction through merit were far from widespread or even
frequent practice. In a case study (Curado, 2002) this behaviour was explained by the
existence of a prevailing culture among teachers that focussed on equality and in the
refusal to be involved in competitive mechanisms.

7.2. Main concerns
314. In the political evaluation of the efficiency of processes and outcomes achieved by the
teacher performance evaluation, the current Government considered the need for a
thorough change based on the following, as mentioned in the preamble of the legislation
that approved the ECD:
Although it fulfilled the important function of consolidating and qualifying the
teaching profession, with the passing of time the evaluation as it were became an
obstacle to fulfilling the education system‟s social mission and the development of its
own quality and efficiency;
The way that the system of career progression was implemented, something that
should depend on the development of relevant scientific and pedagogical
competences for teaching, with rare exceptions, turned into a simple bureaucratic
procedure with no real content;
The lack of differentiation of functions determined by the norms of the profession
themselves, generated a situation of inequality which has already been mentioned in
this report (Chapter 3, § 104 and Chapter 5, regarding the restructuring of the
teaching profession).

1

2

3

315. However, apart from these political reasons and the objectives set by the Government
concerning evaluation in education82, there are new realities and reasons of a different
nature, such as:





The development of educational contexts and demands;
The creation of new development areas (curriculum reorganisation, modernising
education systems, new vocational competences for teachers and new types of
governance and accountability);
The development of the lifelong learning concept, which is increasingly applied to
teachers;
The way change is understood – in light of the evidence that the mechanistic
approach based on the assumption that innovation in itself determines change – is
out of date.

316. Today, change demands a complex view of reforms and the reasons we have just reported
are unavoidable demands for generating a different reasoning, other ways of acting and
organising schools and their evaluation performance, as well as teaching performance.
Therefore the policy decision for adopting the new system which we are about to describe
was certainly influenced by the importance of the contexts and other decisive reasons.

81
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For example, reference is made to the observation of classes not being considered in the process; the practice of
peer assessment not constituting the time for discussion on teaching-learning, among others, and on the
development of performance standards that can guide practice (Curado, 2002).
Cf. § 7.
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317. Under the current model, evaluation aims to assess quality standards of teachers‟
professional performance, taking into account the socio-educational context in which their
activity takes place. The system’s aims are to improve students‟ learning outcomes and
the quality of the learning, and to provide guidelines for personal and professional
development of teachers, within a framework which recognises merit and excellence. To
this end, eight specific aims are defined, which in some cases, are related to stimulating
development and change in teaching practices. This is the case for the following aims:






To contribute to the improvement of teachers‟ pedagogical practice;
To contribute to increasing individual improvement of the teacher;
To distinguish and reward the best professionals;
To promote cooperative work among teachers, with the aim of improving students
learning outcomes;
To promote excellence and the quality of services provided to community.

318. In other cases, the objectives drawn up are oriented the management teachers staff and are
related to the need of gathering information that facilitates and forms a basis for
management decisions.. These objectives are:




To permit the inventory of the teachers‟ training needs;
To detect the factors that influence the professional output of teachers;
To provide management indicators for teaching staff.

319. Teachers are evaluated for two reasons: responsibility and accountability and
professional development. The balance between these two reasons gives the respective
model its unity and determines the nature of the evaluation in practice.
320. Performance evaluation (responsibility and accountability) means that there is a
classification obtained at the end of a two-year period (based on a five-level scale). The
evaluation of each of those components is made on a scale of 1 to 10. The final result is
expressed in qualitative terms: Excellent from 9 to 10; Very Good from 8 to 8.9; Good
from 6.5 to 7.9; Regular from 5 to 6.4; Insufficient from 1 to 4.9. The maximum
percentage of teachers whom can be granted the classification of Very Good and Excellent
per school (quotas) is established centrally and can be increased depending on the results
of the school‟s external evaluation.
321. This evaluation is always considered for purposes of progress of career and access to
senior teacher rank, guided by negotiated objectives (in a hopefully balanced dynamic
between individual and organisational objectives) and based on previously defined
evaluation criteria, which will be made more explicit.
322. The formative dimension of evaluation, associated with professional development, is
seen in the implementation of an individual professional development plan and its
objective is to contribute to diagnosing teachers‟ training needs. This should form the basis
of the annual school training plan and, also, permit the creation of conditions for
cooperative work between teachers, which is focussed on improving students‟ learning
outcomes.
7.3. Significant changes – a new evaluation model
323. If we compare the current model with previous ones in terms of i) the credibility of
evaluation practices; ii) the evaluation methods and data sources, iii) the mechanisms for
recognising merit; iv) the impact on the professional development and the quality of
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schools and v) the link with students‟ learning, we can see that there are significant signs
of conceptual change. These are seen in the responses and solutions found to overcome the
problems and concerns expressed in the assessment made by the Government about the
effectiveness and efficiency of evaluation. At the same time, these solutions show the
Government‟s perception of the role that the evaluation may have in the development and
improvement of the quality of the system.
324. Indeed, one can see a change from an administrative rationality, geared towards the
management of the profession via a bureaucratic-administrative process, to a new intent.
The former rationality, which guided the evaluation practices of previous models, was
carried out without explicit reference frameworks and was limited to a documental analysis
of the critical reflection report and to the checking of the length of service requirements
and attendance of mandatory in-service training credits. No discussion between evaluators
and the evaluatee was envisaged in the law. The underlying rationality of the new model
has a techno-pedagogical purpose of gauging results and is guided by the principle of the
management of objectives.
325. The legal fit of the current model includes previously-defined reference frameworks
(evaluation criteria, individual objectives and understanding between those involved with
the evaluation regarding objectives). It creates mechanisms for the implementation of
professional development and breaks with the principle of the simultaneousness of the
professional development process and progress in the profession, as evaluation is no longer
associated with teacher‟s individual needs and now has a defined time-frame (every two
years).
326. In the field of diversification of evaluation methods and information sources, while the
previous model used limited means of information (the critical reflection document, proof
of attendance of in-service training sessions and length of service), the current model
establishes a multiplicity of sources and methods (self-evaluation, class observations,
critical reflection between evaluators and evaluatee, use of standard record and evaluation
tools, use of a variety of outcome data).
327. Regarding to mechanisms of recognition of merit from an ambiguous, undemanding and
limited classification scale, (two levels Satisfactory and Unsatisfactory and with a
maximum level of achievement: Good), the current model introduces greater scope in
terms of classification (5 levels) and greater demands – the existence of quotas for
classifications of Very Good and above), establishing the classification of Good as a
minimum for career progression.
328. In terms of the difference between the impact on professional development and the
quality of schools, the previous model required a minimum number of training sessions,
however it did not demand a direct link with teaching performance, leading to little
coordination between in-service training, quality of learning and organisational
development of schools and it was found wanting in terms of the creation of individual
training plans.
329. Under the current model, the requirement for individual professional development
plans (for teachers) and annual training plans (for schools) and the introduction of new
methodologies and approaches, which permits the use of students learning outcomes
results in teacher evaluation and the relationship between teacher evaluation and school
evaluation for purposes of the definition of quotas, contributes to the coherence of the
process, although the three evaluation sub-systems – pupils, teachers and schools –
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constitute autonomous sub-systems without any established interrelation or coordination
mechanisms83.
330. In short, under the previous system teacher performance evaluation played essentially the
role of a career management tool. Under the current one, the concerns expressed in the
defined aims and objectives, imply its role rather as an instrument of change in
pedagogical practice with an impact on students learning outcomes and on the school
itself.
331. Apart from these principles, aims and objectives, there are also other essential elements
of any evaluation model:






The subject and referents (What is evaluated? With what criteria);
The agents and others involved in the process (Who evaluates? Who is involved in
the evaluation?);
The moments of evaluation (When to evaluate? With what reasoning?);
The ways and means (How to evaluate? With what mechanisms and tools?) and
The importance and effects of the evaluation (What consequences does the
evaluation have?).

332. When relevant, it is also important to make those involved reflect on their position, which
means the way the model is received by those directly involved or affected by it. On this
point, it is worth clarifying that in this report it is not the intention to reconstruct the
history of a sequential approach, but rather focussing the information in terms of producing
sense, which means allowing the understanding of the impact of the measures and the
degree of acceptance they produced.
333. In general terms, there are two points worth highlighting to better understand the model
and how it is applied:
1

The current model is applied to all teachers, whether they are contracted or tenured to
a school or pedagogical zone, regardless of their career position or status;
The model breaks away from the instituted culture and practice, not only in the
aspects already described but also in the fact that, for the first time, schools are
required to construct evaluation tools.

2

334. Concerning the subject of evaluation and the referents, the legal reference framework
establishes that the checking of standards of teacher performance quality should be carried
out taking into account previously defined criteria in legislation, on a national level, and
also the socio-educational context where the teacher works at a local level in each school84.
335. From this perspective, there are four dimensions in the legislation which should be
considered in the evaluation:





83

84

The professional and ethical dimension;
Teaching and learning development;
Participation in the school and relationship with the school community;
Lifelong professional development and training.

The only link foreseen in the norms governing teacher performance evaluation between the external evaluation of
schools and teacher performance evaluation is the increase in quotas for the awarding of classifications above
Good.
Cf. article 42 of Decree-Law no. 15/2007, 19th January.
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336. These four dimensions are based on those that, similarly, organise the general
professional performance profile of educational childcare staff and compulsory and
upper secondary education teachers (see Annex 9), as defined in the published
legislation85 (already briefly described in Chapter 4, § 116).
337. There is also one other referent to consider – the set of general and professional duties of
teachers, stipulated in various pieces of legislation, such as the Teaching Career Statute
(see Annex 3) and the Non-Higher Education Students Statute, as these embody certain
aspects that are linked with the first of the abovementioned dimensions. Within the context
of every school, referents are also: the strategic management tools (referred to in Chapter
6, § 233), which is, the school development plan, the internal regulation and the
annual activity plan.
338. On the other hand, teaching staff are obliged to fulfil the general duties established for
public administration workers and staff, but also specific professional duties while
performing their work, which the The Teaching Career Statute sets out in a precise and
concrete fashion86 – such as when it separates duties in relation to pupils and duties related
to the school and other teachers and duties to parents and guardians –, demonstrating
coherence with the aspects described in professional, social and ethical dimension.
339. Thus, in accordance with the legal framework, the evaluation should consider: the
teacher’s involvement and scientific-pedagogical quality, based on an appreciation of
classification parameters such as:





Preparation and organisation of teaching activities;
Performing teaching activities;
The pedagogical relationship with pupils and
The evaluation learning students process.

340. The evaluation of this component should be the responsibility of the curriculum
department coordinator, the teachers‟ council (equivalent of pre-school and 1st cicle of
compulsory education) or another teacher who, in certain circumstances, is delegated
powers for those purposes.
341. The evaluation should also consider a set of aspects that demonstrate the degree of
involvement of the teacher in school activities, carried out by a member of the school
executive board (in other words, the head teacher according to the new system being
implemented) on the basis of indicators associated with:









85
86

Level of attendance;
Teaching and non-teaching duties;
Progress of learning outcomes expected for pupils and school dropout rates;
Participation of teachers and assessment of their collaborative work in joint projects
to improve didactic activity and learning outcomes;
Completed in-service training;
Performance of other pedagogical responsabilities and functions;
Promotion of research, development and educational innovation projects and their
corresponding assessment and
Assessment by pupils‟ parents and guardians regarding pupils‟ education, provided
it is obtained with the agreement of the teacher and under the terms defined in the
internal school regulation.

Decree-Law no. 240/2001, 30th August.
See articles 10, 10-A, 10-B and 10-C of Decree-Law no. 15/2007, 19th January.
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342. On this matter, it is worth mentioning that the question of parents having a say in teacher
performance evaluation caused great controversy and protest from teachers, and different
reaction in terms of public opinion, which were echoed by the media.
343. Some teaching unions (SPLEU, SINAPE/FENEI e SPNL, 2006) also took a position on
this subject, which the following quotations illustrate87 […] there is total rejection of
external evaluators who are not representatives of the Ministry of Education, as an
element outside of school, which ensures objectivity, lending credibility to the evaluation
process. We absolutely reject the principle of parents or guardians being involved in the
performance evaluation process …a more active participation in schools, on the part of
parents, demands the creation of incentives and conditions for their involvement.
344. The National Parents Confederation (CONFAP) (Confederação Nacional de Pais)
demonstrated its interest and agreement with this participation in the evaluation, and did
not dissent from what was stipulated in law, which gave the school the choice of involving
parents in the process of teacher performance evaluation or not, the option being included
in the school‟s internal regulation.
345. The evaluation and self-evaluation forms were also published (Annex 6). There are three
forms for evaluatee that must be filled in by the teacher himself (self-evaluation), by the
curriculum department coordinator concerning the scientific and pedagogical components
and by the head teacher for the remaining issues. These forms specify the abovementioned
parameters and indicators, which are divided into items and sub-items that detail them
further. These are the main tools used in the final classification, because besides including
rules for weighting the different items in the calculation of those classifications, they aim
to express the result of an evaluation process that takes place over the course of two years.
346. Due to a number of factors – the complexity and the nature of the evaluation material, the
newness of many measures and certain blanks in the legal formulation of the procedures to
be adopted – the evaluation forms became the main reference point for the evaluation in
schools and public debate about the model since the beginning of the process. This was
one of the major constraints to the implementation of this model.
347. For various reasons, particularly the quest for rigour and objectivity, some schools divided
the existing indicators and added new ones making the forms and the process of building
them more complex, while the monitoring of the process by the administration proved to
be insufficient to avoid some deviant procedures caused by it.
348. Apart from this, the building of these standard evaluation records mobilised teachers and
school as previously mentioned (Chapter 6, § 270), taking up a lot of time and energy and
causing a general sense of excessive workloads and bureaucracy, leading to a perception
that implementing the model was impossible. This perception quickly became widespread,
and contributed to teachers and other agents within the system to constantly insist on the
suspension of the model88.
349. On 21st January89, the Schools Council, with regard to the regulatory decree no. 2/2008
published ten days earlier, expressed their concerns about the complexity of the process
and the absence of legal and instrumental structures necessary for its implementation, and
87
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In the joint proposal of SEPLEU, SINAPE/FENEI and SPNL for the revision of the ECD, sent to the Ministry of
Education, on 26th June 2006, p. 7 and 8.
For example, the numerous motions approved by the pedagogical councils or schools at various moments in the
application of the process.
In the Regular Minutes of the Schools Council 21 st January 2008.
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recommended that the process was deferred, for a time after all the legislative rules and
norms had been published, it also requested that after its publication schools were given
the time necessary to adjust and update their internal regulation rules, such as the School
Development Plan, the Internal Regulation and the Annual Activity Plan. In conclusion, it
reiterated the understanding that the implementation of the new teacher performance
evaluation model was clearly impracticable, in the established terms, deadlines and
procedures..
350. At that time, on 25th January 2008, and considering the urgency of supporting the schools
in meeting the requirements of the ministerial order, as the Scientific Council for the
Evaluation of Teachers had yet to be set up, the president of that consultative body made
generic recommendations to guide the process of conceiving the standard evaluation
records,( see Annex 5) 90.
351. Later, in July 2008, because the problem persisted, the CCAP made a new
recommendation91, (Annex 5) with the dual objective of encouraging schools to exert their
autonomy and create a simple, coherent and proportionate organisational strategy and to
inform policy-makers of some of the aspects linked to the implementation of the system
which from its point of view seemed to be ineffective or impracticable. This
recommendation became a guiding reference framework that has been fundamental for the
implementation of the system and was well received by schools; however it is still too
early to assess its true impact. The ministry took on board some of those recommendations
in the regulatory decree that approved the simplified system for 2008/2009.
352. The evaluation actors – The evaluators are internal and the evaluation is done by peers.
This principle was welcomed by teachers and their representative organisations and was
not disputed by the partners. However, a doubt arose regarding the legitimacy of the
evaluators, due to the fact that they had been selected via a competitive recruitment for
senior teachers, based on criteria that, from the perspective of many teachers and the
teachers unions, are unacceptable and unfair for the reasons previously mentioned (see
Chapter 5, § 174)
353. Three types of evaluators take part in the performance evaluation process92:

1

2

3
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92

The coordinator of the teachers’ council (in the cases of pre-primary education and
the 1st cycle of compulsory education) or of the curriculum department (in the other
cycles of compulsory and upper secondary education), with other senior teachers
being able to be nominated, whenever justified by the number of teachers to be
evaluated, or non-senior teachers on temporary assignment. This evaluator is
responsible for the assessment of teacher‟s scientific-pedagogical performance which
includes teaching competences;
The president of the school executive board (or the head teacher of the school or
school cluster where the teacher works), or a member of the school executive board
designated by them. This evaluator is responsible for the assessment of the teacher‟s
remaining responsibilities performance, namely their contribution to the achievement
of the school‟s mission and goals;
An inspector with the same scientific training of the evaluatee, designated by the
Inspector-general of Education, for the evaluation of coordinators of teachers‟

These recommendations were subject to approval at the 1st CCAP meeting and the cause of five temporary
injunctions, none of which granted by the Courts.
CCAP, Recommendation no. 2/CCAP/2008 on Guiding Principles on the Organisation of the Teacher
Performance Evaluation Process (Annex 6).
Cf. article 43 of Decree-Law no. 15/2007, 19th January.
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council or of curriculum department, under terms still to be regulated. However,
under the current transitional model 93, they are only subject to the evaluation carried
out by the president of the school executive board or the head teacher as mentioned
above
354. There is also the performance evaluation coordinating commission, which is made up of
the president of the pedagogical council – coordinator –, plus four other members of the
same council, who are senior teachers. It is the responsibility of this commission, amongst
others, to guarantee the rigour of the evaluation system via establishing directives for its
objective and balanced implementation, as well as endorsing classifications of Excellent,
Very Good and Insufficient attributed by evaluators. This commission also proposes
measures for the monitoring and improvement of the performance of teachers who were
classified Insufficient.
355. The evaluatees participate in this process at two moments:
When they draw up a proposal of individual objectives to be presented to evaluators
and negotiated with them;
2 When presenting the completed self-evaluation form (see Annex 6), which allows the
evaluatee to take full part in the evaluation process, since the results, particularly
those measuring the teacher‟s contribution to the achievement of the negotiated
objectives must be considered and discussed in an individual evaluation conference.
1

356. These are the moments of participation defined for the summative evaluation. In regard to
formative evaluation, this participation is not fully developed in the law. It is understood
that after the observed classes there must be moments of formative evaluation, however it
is not restricted to this activity and occasion for in the absence of legislation, it is
presumed that each school will find the most appropriate forms of achieving it.
357. The link between formative and summative evaluation is established via: i) selfevaluation, which aims to involve the evaluatee in the evaluation process in order to
identify opportunities for professional development and better achievement of negotiated
objectives; the training plan for teachers classified Regular or Insufficient; and through the
individual evaluation conference between the evaluatee and their evaluator.
358. Self-evaluation is compulsory and is implemented via the completion of a form94 which is
discussed by the evaluators together with the evaluatee and which makes explicit the
teacher‟s contribution to the achievement of the objectives, particularly those regarding the
improvement of the students learning outcomes. Self- evaluation must be considered for
the evaluation, but it is not binding for the final classification.
359. Within the scope of their responsibilities, the following bodies are involved in the process:
 The DGRHE, with responsibilities for preparing and implementing the evaluation
system, for the legal interpretation and clarification of any doubts and for
information and training and
 The IGE, which is responsible for checking and controlling the legal conformity of
procedures, monitoring and directly intervening in the process, evaluating the
department coordinator, under terms yet to be defined95.

93
94
95

Cf. article 6 of regulatory decree no. 11/2008, 23rd May.
Annex 7 – Legislation
According to article 29 of regulatory decree no. 2/2008, 10th January, having been attributed to the president of
the school executive body in this transitional framework.
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360. The moments of evaluation – In general terms, teacher performance evaluation is carried
out at the end of every two academic years, as already mentioned. There are exceptions to
this general rule, considering that teachers are only subject to performance evaluation if
they have taught for at least half of the period of the time under evaluation. There are,
however, two special cases:



Evaluation of teachers on the probationary year, which reports only to work done
during one academic year;
The evaluation of teachers under contract which is carried out at the end of the
respective contract (which can be less than one year) and before its possible renewal.

361. The ways and means of evaluation – The system in force lends special importance to the
need for evaluation to be based on information gathered over each academic year, from
multiple data sources and not just, or essentially, from the self-evaluation report
presented by the teacher, as it happened under the former model..
362. The fundamental issue is to provide a range of personal and documental information that
allows for greater rigour and fairness in judgements regarding teacher performance and the
respective classification.
363. Among the relevant information that has to be taken into account by the evaluators at the
time of the final classification, legislation specifies the following:








Reports certifying accomplishment of training credits;
Self-evaluation;
Class observations;
Analysis of curriculum management tools;
Pedagogical materials developed and used;
Pedagogical evaluation tools;
Planning of classes and evaluation tools used with pupils.

364. The broadening of personal and documental information allows the triangulation of
evidences and provides greater sustainability and fairness of assessments. This
characteristic of the structure of the model is a fundamental attribute since it safeguards
both the evaluators and the evaluatees‟ rights. It also guarantees that each one of the
abovementioned elements is used in a different way by the range of people involved, in
terms of the type of information that they can provide for teacher performance evaluation.
365. One of the most important methods, especially for obtaining information about the
scientific-pedagogical competences of the teacher being assessed is, undoubtedly, class
observations. This is why, since the first norms published in 2007, within the scope of the
new legal framework, particular importance was attached to this issue, by establishing that
the coordinator of the curriculum department (or equivalent) should observe at least three
classes per year for each teacher being evaluated.
366. The teachers unions standing on class observations is related to the legitimacy of the
evaluators, who, as previously mentioned, are senior teachers selected through a
competitive recruitment, which has been disputed because of the selection criteria used and
do not always come from the same training area of the evaluatee.
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7.4. The importance and consequence of the classification system
367. One of the main objectives of this new model is making evaluation able to differentiate and
distinguish merit, For this purpose five qualitative classifications are determined. The two
highest classifications are subject to a maximum percentage and represent a performance
reward with advantages in terms of career progression.
368. This framework provides the basis for the relevance of evaluation in terms of its
consequences for the purposes of:





Progression in the career and access to the rank of senior teacher ;
Obtaining tenure at the end of the probationary period;
Contract renewal;
The award of a performance prize (described in 5.1.1.).

369. The consequences of teacher performance evaluation can also be seen from the perspective
of its potential to identify and correct weaknesses and in stimulating teachers to use more
proficient methods. This can function as a reference and motivation in the quest for
excellence, taking into account that the attribution of an Excellent classification must be
accompanied the certification of the contributions made by the evaluatee to pupils‟
academic success and to the quality of their learning, for the purpose of building a
database of best practice to be disseminated.
370. Effects of evaluation – The awarding of an Excellent for two consecutive periods reduces
the time required for access to the rank of senior teacher by 4 years, the attribution of an
Excellent and a Very Good reduces that time by 3 years and two Very Good classifications
grant a reduction of two years.
371. Regular or Insufficient classification imply that the evaluation period will not count for
progression in the career and it has further negative implications for teachers under
contract, as what concerns the renewal of contracts or the chance to apply for a post in a
state school. If the teacher holds a tenured post, the awarding of two consecutive or three
non-consecutive classification of Insufficient determines the non-distribution of teaching
duties in the following school year and that this teacher while keeping his status as a civil
servant has to move to another career in the same year or the following academic year. It is
worth mentioning that the law requires that the awarding of Regular or Insufficient is
accompanied by a proposal for in-service training that allows the teacher to improve
certain aspects of their professional development.
372. Guarantees for the evaluation process and for the evaluatees – The evaluation process
is confidential and all those involved, with the exception of the evaluatee, have to maintain
confidentiality. The evaluatee can ask for a review of the final classification and file an
administrative appeal to the regional education director.
7.5. Policy initiatives – current practice and simplified systems
373. The practice of teacher performance evaluation which has been used during the current
academic year (2008/2009) derives from the implementation of the model defined in the
teachers career statute and the legislation regulating the evaluation process in January
200896.
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Respectively Decree-Law no. 15/2007, 19th January and Implementing Order no. 2/2008, 10th January.

87

374. Considering the difficulties in its implementation, this regulation was eventually changed,
first in May 200897, following on from the signing of the Memorandum of Understanding
between the Ministry of Education and the trade unions and, later, in January 200998
(Annex 6).
375. The two legislative changes were the result of the realisation that it was necessary to
introduce certain corrections that made it possible to overcome the problems and obstacles
that had come up during the implementation process. Faced with the difficulties and
resistance to its implementation, such changes correspond to an adjustment to the existing
conditions, regarding the respect for certain norms and deadlines.
376. This is the reason why the parties agreed in the Memorandum of Understanding that
there would be a transitional system, for the 2007/2008 academic year, valid only to
teachers under contract considering that performance evaluation was a necessary
requirement for contract renewal and for applying for a new teaching in the academic
year, as well as for teachers to be eligible for career progression.It was also agreed that:





The negative effects of the awarding of the classifications Regular and Insufficient
were dependent on the evaluation results of the following period.
In 2007/2008, the evaluation of these teachers under contract would be governed
by a simplified system;
There would be a commission made up of the same representatives of teachers
unions and of the educational administration with the aim of ensuring appropriate
monitoring by the teachers unions of the evaluation system;
During the months of June and July 2009, there would be a process of negotiation
with the teachers‟ unions, with the aim of introducing possible changes, taking into
account the evaluation of the model, the information obtained through the
monitoring and evaluation process as well as teachers union proposals (Annex 2).

377. Considering the experience of the first year of implementation, and taking into account
what had been agreed between the parties, legislation was published99 that defined the
transitional evaluation system. However, the changes made were not enough to overcome
obstacles and difficulties.
378. This process generated a continuum of organised action, mobilising teachers, politicians
and the public opinion. There have been various national and regional demonstrations,
strikes, petitions, motions and other forms of protest in an expressive and persistent way,
involving tens of thousands of teachers organised by the teachers‟ unions, but also by
teachers‟ movements100, who, although acting collectively and in a more diffuse fashion,
went beyond the demands formally presented by the trade unions.
379. In Parliament, besides the hearings of the Minister of Education, on the Education and
Science Commission, and urgent debates in Parliamentary Plenary sessions, teacher
performance evaluation was the subject of resolution projects, with a view to suspending
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Implementing Order no. 11/2008, 23rd May.
Implementing Order no. 1-A/2009, 5th January.
99
Regulatory decree no. 11/2008, 23rd May.
100
Outside the trade unions charged by some teachers for their alledged indecision with regard to the issues being
negotiated, teachers‟ movements emerged in schools, such as Movimento PROmova, Movimento, Mobilização e
Unidade dos Professores – MUP (Teacher Mobilisation and Unity) and Associação de Professores e Educadores
em defesa do Ensino – APEDE (Teachers and Educational Childcare Staff in Defence of Education). These
movements aim to create a mobilisation network of teachers by the intensive use of ICT (blogs, mails and SMS)
thus giving their protests greater strength.
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the model and of the presentation of Decree-Law proposals, according to the following
table:

Table 28
Parliamentary initiatives on teacher performance evaluation

08-02-2008

No. of
Resolution
Project
264/X

08-02-2008

264/X/3

06-03-2008

284/X

11-03-2008

288/X

16-03-2008

292/X

17-03-2008

293/X

20-10-2008

396/X

22-10-2008

397/X

14-11-2008

401/X

19-11-2008

402/X

28-11-2008

405/X

03-12-2008

406/X

Date

Theme
Establishes a parliamentary examination and discussion process of the
teaching evaluation framework
Establishes a parliamentary examination and discussion process of the
teaching evaluation framework
Suspension of the teaching staff performance evaluation and alteration of
evaluation mechanisms.
Recommends the suspension of the performance evaluation process of
teachers in pre-primary, compulsory and upper secondary education, aiming
to create the conditions for a new evaluation model via debate that is broad,
grounded and involves participation from a wide range of people.
Recommends that the government not only suspends Teacher Performance
Evaluation system, but also creates the conditions for the definition of a
model of evaluation that is suitable for the National Education System
Recommends the suspension of the performance evaluation process of
teachers in pre-primary, compulsory and upper secondary education.
Recommends the suspension of the performance evaluation and the phased
adoption of a new Schools and Teachers Evaluation model that is formative,
integrated and participative.
Suspension of the application of the teacher performance evaluation system
foreseen in Implementing Order no. 2/2008, 10th January.
Advises the government to suspend the teacher performance evaluation,
foreseen in Implementing Order no. 2/2008, 10th January 2008 and to create
conditions for the definition of a model of evaluation that is suitable for the
National Education System.
Recommends the suspension of the performance evaluation process of
teachers in pre-primary, compulsory and upper secondary education and the
alteration to the teaching career statute.
On the suspension and simplification of the teaching staff performance
evaluation and the alteration of evaluation mechanisms
Recommends the suspension of the evaluation of non-higher education
teachers in public education.

Petitioner
political
party
PCP
PCP
CDS-PP
BE

MP Luísa
Mesquita
PSD
BE

PCP
MP Luísa
Mesquita

PSD

CDS-PP
PEV

380. During this phase of deadlock in the implementation of the process, the Ministry of
Education heard a range of stakeholders – individuals and experts, teachers, representatives
from consultation bodies of the Ministry of Education, parents – to discuss adequate
solutions to overcome the obstacles and difficulties, given its interest in improving the
terms of the model‟s implementation and create the good conditions for the running of
schools. This allowed three main problems to be identified:




The possibility of evaluators coming from different subject training areas from those
of the teachers being evaluated;
The bureaucracy of the procedures and
The excess workload inherent in the evaluation process.

381. As a result, the Government adopted a set of transitional measures101 which could
considerably improve and simplify the evaluation procedure:



101
102

Guaranteeing that teachers would be evaluated by evaluators from the same subject
training area;
To dispense[academic year 2008/09] with the criterion of student learning
outcomes and dropout rates, considering the problems identified by the CCAP 102;

Regulatory decree no. 1-A/2009, 5th January.
Recommendation no. 2/2008 of CCAP (Annex 6).
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To dispense with meetings between evaluators and evaluatees (both for the
negotiation of individual objectives and the discussion of the final classification)
unless required by the evaluatee;
To make the scientific-pedagogical evaluation, which is the responsibility of
curriculum department coordinators (including class observations), dependent on
the request from the interested party but in any case necessary for achieving the
classification of Very Good or Excellent.
To reduce the number of observed classes from three to two, with the third
observation made at the evaluatee‟s request;
To dispense with the evaluation of teachers who, until the end of the 2010-11
academic year, fit the legal requirements to retire or request, under the terms set out
in law, early retirement;
To dispense with evaluation for teachers under contract in professional, vocational,
technological and artistic areas that are not included in recruitment groups;
To simplify the evaluation system for teacher evaluators and compensate them for
the extra workload.

382. This is the simplified model which forms the reference framework for the characterisation
of teacher performance evaluation during the current academic year, the essential aspects
and guiding principles of the model remaining unaltered. And it is precisely over this
point – keeping the essential principles and features of the model – that strong
disagreements arise and on which opposite standings take roots:
383. Government’s position – From the Government‟s perspective, […] an evaluation of
teachers that is fair, serious and credible, that is truly capable of distinguishing, of
stimulating and rewarding good performance is an essential tool for attributing greater
value to the teaching profession and a decisive contribution to raise the quality standards
of public school. The previous situation being recognised as unsatisfactory and lasting for
too many year it became necessary to approve a new teacher performance evaluation
system103.
384. Teacher’s Unions’ position – From the teacher‟s unions‟ perspective, the principle of
differentiation is not acceptable, nor is the existence of maximum percentages for the
award of the higher qualitative classifications, which according to FENPROF represent an
administrative mechanism that means that teachers‟ absolute merit cannot be shown […] a
model that is negative, incoherent, bureaucratic, unqualified, punitive in character and
inapplicable104. In the same sense, SEPLEU said, in a document sent to the ministry on
30th May 2008, the quest for discrimination against teacher continues, dividing them
further and treating the categories that now emerge in unequal fashion. FNE105 showed its
total disagreement in relation to the structure of the profession being divided into two
hierarchical categories and the maintaining of quotas for the higher performance evaluation
classifications. Equally, it demanded the end of the limit to vacancies that gave access to
the highest rank of the profession. In relation to the structure of the career, as approved by
the ggovernment, it did not believe that it could contribute to improving the quality of
teaching and learning, nor did it understand why teachers could only occupy certain posts
after eighteen years of teaching. From this union‟s perspective, the responsibility assigned
to a teacher should be related to their individual competences regardless of their length of
service. As for performance evaluation, FNE wanted the definition of rules that
guaranteed, primarily, that it was formative and promoted quality of teaching in schools,
rejecting all the perspectives that might transform it into a merely punitive mechanism or
103

As can be read in the preamble to regulatory decree no. 1-A/2009, 5th January.
Position of FENPROF in relation to the project regarding the application of quotas (30/5/2008).
105
Minutes of negotiation and final declaration, dated 31 st October 2006.
104
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bureaucratic-administrative exercise. The evaluation ought to be a necessary factor for
teachers‟ professional development. There must also be support for strategies for teachers
to overcome their difficulties that as a result of the evaluation process”106.

385. Some professional associations demonstrated a similar position on this issue, when
consulted on the teachers‟career statute before its approval. For example, APPA
(Portuguese Association of German Teachers) said that […] there is cause for concern
about the “policy of narrowing” in the teaching profession, when there is an introduction
of a kind of “numerus clausus” – a maximum of a third, in relation to access to the rank of
senior teacher in each school … there is no guarantee regarding the equitable distribution
of all of those posts in all of the subject groups, according to their proportion of the
teaching staff.
386. In a joint proposal, SEPLEU, SINAPE/FENEI and SPNL for the revision of the ECD107
regarding performance evaluation state that they are in favour of rigorous performance
evaluation, based on objective criteria, that follows a reasoning that leads to a change in
the behaviour on the part of the evaluate […]an evaluation which is formative in nature
and school-focussed and not punitive or focussed on examinations testing theoretical
knowledge, where performance, relational and pedagogical aspects may be completely
ignored […].
387. For FENPROF, the option of the Ministry of Education and the Government was
essentially based on economic motives, the Ministry of Education‟s entire discourse
regarding the current system (in this context, this refers to the previous system) and an
alleged intention to encourage merit aim to disguise the true goal of their
proposals[…]And the following, among other proposals, should be rejected: the creation
of two hierarchical careers, limiting the performance of certain duties to a restricted
number of teachers and blocking access to the top of the profession for over 80% of
teachers; and the intensification of the workload of the teachers,, who are given more tasks
and teaching and non-teaching hours108.

388. In fact, the fundamental differences are expressed in the declarations for the Minutes made
by the Union Platform in the Memorandum of Understanding, of which the following are
highlighted:



The rules for entering the profession and the division of teaching staff into teachers
and senior teachers, aggravated by a recruitment procedure that is subject to quotas
and unfair and unacceptable rules;
The performance evaluation model, which is considered unfair, bureaucratic,
incoherent, inadequate and impracticable, and should be changed at the end of the
2008/09 academic year109.

Other initiatives
389. Besides the previously described policy initiatives, regarding the normative instruments
published for elucidating, adapting and correcting certain aspects, other efforts were made
106

FNE proposal, dated September 2007.
Sent to the Ministry of Education on 26th of June 2006, cf. pp. 7 and 8.
108
Opinion on the ME Proposal for the legal framework of teaching staff in pre-primary, compulsory ad upper
secondary education handed in to the Minister‟s Office on the 30th June 2006.
109
Declarations for Minutes attached to the Memorandum of Understanding, 17th April 2008 – Annex 2.
107
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and activities carried out before and during the implementation process.of performance
evaluation.
390. In May 2007, an International Conference on Teacher Evaluation: Visions and Realities
was organised for the purpose of reflecting upon current models and trends in the field of
teacher evaluation, and the questions and doubts that they raise, bringing together what
theory and practice shows us.. In this conference, took part respected authors110 and
prestigious representatives of different cultural contexts and education systems with
responsibility for and practical knowledge of teacher evaluation111.
391. DGRHE organised thematic meetings with teachers and presidents of school executive
boards from March to April 2008, in every region of the country, involving
1,472 participants. These meetings dealt with school autonomy and teacher performance
evaluation and their objective was to contribute to the implementation of the evaluation
system in conjunction with the recommendations made by CCAP regarding the standard
evaluation records.

392. This directorate-general conceived and implemented a training programme to promote the
development of competences necessary for the making easier the bureaucratic procedures
started by the schools. Alongside scientifically updated theoretical frameworks regarding
the issue of evaluation and the creation of contexts that facilitate the construction of
working tools, there was also a place for reflection and analysis of professional practices,
with the aim of orienting teacher performance evaluation towards personal, professional
and organisational development.
393. The programme was divided into two distinct and complementary phases: to optimise the
multiplying effect of training, the training of trainers, who were nominated by CFAE
(Schools Association Training Centres) and a second phase of training for those involved
in evaluation with the aim of responding to the training needs identified by the Ministry of
Education. This provided an unequivocal interpretation of the normative framework at the
heart of various school communities and supplied a conceptual and instrumental
framework to help in the development and implementation of the teacher performance
evaluation process. A communication network was set up for all those involved, based on
the moodle platform, to optimise resources and share experiences. The training programme
for trainers was 25 hours long. The programme for those involved in the process was made
up of seven thematic modules with different duration, complexity and organisation
according to the target audience112.
394. In terms of training, it must be understood that only the first steps have been taken, since
the requirements for the implementation of the model demand a knowledge and control of
methodology and techniques for a credible practice in scientific and pedagogical terms. On
the other hand, the new guidelines regarding performance evaluation require appropriate
110

Gérard Figari http://www.editions-harmattan.fr/index.asp?navig=auteurs&obj=artiste&no=12969; Javier Murrilo
http://www.uam.es/personal_pdi/stmaria/jmurillo/.
111
Anne O´Gara, Presidente from Marino Institute of Education provided the Irish perspective, Cármen Sanchéz
Alvaréz, head of the inspectorate in that principality of Asturias who dealt with the latest developments in this área
in Asturias and Günter Schmid, director of the Sir Karl Popper School in Vienna, talked of his experience as an
evaluator.
112
The following tools and materials were used: moodle platform; Trainer‟s Digital Manual, containing the
organization of the sessions and respective materials (documents, presentations and exercises to be done in
practical activities); Trainee‟s Manual, containing the documentation and the activities to be done and the
Evaluation Guide (Annex 4) and at http://www.min-edu.pt/np3content/?newsId=3086&fileName=guia_aval_
desempenho_docentes_08_09.pdf.

92

training and provision adapted local contexts, as well as a formative perspective that sees
evaluation essentially as a professional development tool for the individual teacher and
something that develops a culture of the responsibility of the school as a professional
learning community (Professional development for school improvement – empowering
learning communities)
395. The Scientific Council for Teacher Evaluation invited schools to present a show of interest
to becoming part of a school network, with the aim of developing projects with the Council
in the area of teacher performance evaluation. The objectives of this network are:








To promote the interaction between the theory and practice of teacher performance
evaluation;
To provide opportunities to spot from close proximity the potential and difficulties
involved in implementing the evaluation system;
To stimulate dialogue, debate and the exchange of experiences between the schools
associated in the network and between these schools and the Council;
To contribute to the identification of mechanisms, tools and procedures that can be
used as examples of best practice;
To promote reflections upon specific aspects of the issue of teacher performance
evaluation focussed on the situations of schools and the practice of evaluators;
To encourage the development of collaboration between schools and school clusters
and higher education institutions;
To facilitate the participation of associated schools‟ in exchange programmes with
schools in other European countries with relevant experience in this area.

396. The network is still in an initial phase of construction and includes thirty schools. It is
expected to contribute to a suitable development of the process of teacher performance
evaluation currently being implemented.
Conclusion
397. The main problems felt in the implementation of this model have to do with the strong
reaction coming from the majority of teachers and of the teachers‟ unions and the
persistent resistance to its application. Two key moments can be identified in this process:
in the first, in 2008, the problems derived from the lack of information and knowledge of
the rules, and insufficient time and training for schools to prepare and construct the
standard evaluation records as well as from the insufficient capacity of the administration
in overcoming the difficulties; in the second, in 2009, the strengths and the weaknesses of
the model were sufficiently well-known by evaluators and evaluatees, and there was
already a techno-structure instituted to carry out the evaluation – the senior teachers (see
Chapter 5, § 171-175) and some training. The principle of evaluation was a given, the
model was not.
398. What made implementation stagger and fed the resistance to it was, on the one hand, the
belief that it was not possible to create and apply adequate tools for monitoring students‟
learning outcomes so that they might be considered in the performance evaluation of
individual teachers and, on the other, the question of the legitimacy of the evaluators, as
previously mentioned, and the fact that some school leaders (school boards) continue to
uphold the idea that even the simplified models have an undesirable affect on the work
atmosphere in schools.
399. In light of events, the Ministry of Education has been taking measures that must be
considered adequate: CCAP which was set up in February 2008, for the purpose of
monitoring the evaluation system; the setting up of the Parity Commission in January
93

2009, made up of representatives of central administration and teachers‟ unions to monitor
the implementation of the model; re-opening of the negotiation process with the unions in
January 2009, on different aspects of the statute, such as those related to the restructuring
of the career and teacher performance evaluation, which is still underway.
400. Apart from the OECD study – Teacher Evaluation in Portugal –, the following are
currently underway:



Deloitte Consultants, SA – Study on the Impact of the Performance Evaluation
Model;
APG – Portuguese Association of Managers and Human Resources Professionals –
Statement of Opinion on Teaching Staff Performance Evaluation Model.

401. The experienced gained in this process, the different contributions of the studies and
qualified opinions and the results of the negotiations currently underway can contribute to
an integrated perspective regarding the different aspects and policy measures that were
originally imagined, in order to allow a general outlook on implemented policies and
contemplate other configurations to achieve objectives that cannot be postponed so as to
improve the quality and effectiveness of learning, of teaching practice and the education
and training system as a whole.
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ACRONYMS AND ABBREVIATIONS
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CEF
CFAE
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DGIDC
DGRHE
DOF
DRE
DSOAC
ECD
EFA
ESE
GAVE
FENPROF
FENEI
FEPECI

FNE
GEPE
GGF
IGE
INE
IPSS
MFAP
PRÓ-ORDEM
ICT
SEPLEU

SIPE
SINPOS

Agência Nacional para a Qualificação (National Qualification Agency) – Ministry of
Education
Associação Sindical de Professores Licenciados (Qualified Teachers Trade Union)
Conselho Científico para a Avaliação de Professores (Scientific Council for Teacher
Evaluation) – Ministry of Education
Conselho de Escolas (Schools Council) – Ministry of Education
Cursos de Educação e Formação – Education and Training Courses
Centro de Formação de Associação de Escolas (Schools Association Training
Centre)
Conselho Nacional de Educação (National Education Council)
Direcção-Geral de Inovação e Desenvolvimento Curricular (General Directorate of
Innovation and Curricular Development) – Ministry of Education
Direcção-Geral dos Recursos Humanos da Educação (Directorate-General for
Human Resources in Education) – Ministry of Education
Divisão de Orçamento de Funcionamento, Direcção de Serviços de Orçamento da
Administração – Ministry of Finance and Public Administration
Direcção Regional de Educação (Regional Education Authority) – Ministry of
Education
Direcção de Serviços de Orçamento da Administração Central– Ministry of Finance
and Public Administration
Estatuto da Carreira Docente (Teaching Career Statute)
Cursos de Educação e Formação de Adultos – Adult Education and Training Courses
Escola Superior de Educação (Higher College of Education)
Gabinete de Avaliação Educacional (Educational Evaluation Office) – Ministry of
Education
Federação Nacional dos Sindicatos de Professores (National Federation of Teachers)
Federação Nacional do Ensino e Investigação (National Federation for Education
and Research)
Federação Portuguesa dos Profissionais da Educação, Cultura, Ensino e
Investigação (Portuguese Federation of Education, Culture, Teaching and Research
Professionals)
Federação Nacional da Educação (National Federation of Education)
Gabinete de Estatística e Planeamento da Educação (Office for Education Statistics
and Planning) – Ministry of Education
Gabinete de Gestão Financeira (Financial Administration Office) – Ministry of
Education
Inspecção-Geral da Educação (General Educational Inspectorate) – Ministry of
Education
Instituto Nacional de Estatística (National Statistics Institute)
Instituições particulares de solidariedade social (Private Institutions of Social
Solidarity)
Ministério das Finanças e da Administração Pública (Ministry of Finance and Public
Administration)
Associação Sindical Pró-Ordem dos Professores (Pro-Teachers Association Trade
Union)
Information and Communication Technology
Sindicato dos Educadores e Professores Licenciados pelas Escolas Superiores de
Educação e pelas Universidades (Educational Childcare Staff and Graduate Teachers
from Higher Colleges of Education and Universities Trade Union)
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Childcare Staff Independent Trade Union)
Sindicato Nacional dos Professores e/ou Formadores Pós-Graduados (Post-Graduate
Teachers and/or Trainers National Trade Union)
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SIPPEB
SNPL
SPLIU

Sindicato dos Professores do Pré-escolar e do Ensino Básico (Pre-primary and
Compulsory Education Teachers Trade Union)
Sindicato dos Professores Licenciados (Graduate Teachers Trade Union)
Sindicato dos Professores Licenciados pelos Politécnicos e pelas Universidades
(Graduate Teachers from Polytechnics and Universities Trade Union)
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GLOSSARY
ADMINISTRATIVE COUNCIL– School cluster or non-grouped school decision-making body in
administrative-financial matters, under the terms of the law in force.
ADULT EDUCATION AND TRAINING COURSE – Integrated Education and Training provision,
which confers dual certification (educational and vocational), for adults over 18 years old, who did not
attend 9 years compulsory education, have no vocational qualification, are employed or unemployed,
enrolled at the Job Centres of the Employment and Vocational Training Institute or appointed by other
entities, such as companies, ministries, unions and others. This course confers school certification
equivalent to 1st, 2nd or 3rd cycles of compulsory education and level 1 or 2 vocational certification.
AUTONOMY – Ability of school clusters or non-grouped schools to take decisions in the fields of
pedagogical and curriculum organisation, human resource management, social school action and
strategic, asset, administrative and financial management within the framework of the functions,
responsibilities and resources attributed to them. This is recognised both in the law and by educational
administration.
CLASS TEACHER – Teacher named by the head teacher among all the teachers of a class to carry out
the coordination of class council‟s activities and to guarantee coordination between the teachers of that
class, the pupils, parents and guardians.
COMPULSORY EDUCATION TEACHER – 1st CYCLE – Teacher qualified to teach 1st cycle
compulsory education, trained as generalist teacher in higher education institutions.
COMPULSORY EDUCATION TEACHER – 2nd CYCLE – Teacher qualified to teach 2nd cycle
compulsory education, trained as specialist teacher in a specific area/subject in higher education
institutions. It includes teaching staff that possess the required qualification for access to in-service
professional qualification or that have been exempted.
COMPULSORY EDUCATION TEACHER – 3rd CYCLE AND UPPER SECONDARY – Teacher
qualified to teach these levels of education, trained at universities as specialists in a specific area. This
includes teaching staff that possess the requirements for access to in-service professional qualification or
that have been exempted from it.
COOPERATING SUPERVISORS – Teachers from cooperative schools who collaborate in training
activities as supervisors, selected by the responsible body of the higher education institution, after the
previous agreement with the teacher and after the approval of the executive board of the cooperative
school.
COOPERATIVE SCHOOLS – Pre-primary and compulsory and secondary educational institutions which
collaborate with higher education with the aim of developing initial activities for professional practice,
including supervised teaching practice, and research and development in the field of education.
CURRICULUM DEPARTMENTS – Educational coordination and pedagogical supervising
structures/bodies that collaborate with the pedagogical council and with the head teacher with the aim of
ensuring curriculum coordination and management, including all subject/curriculum area teachers in 2nd
and 3rd cycles of compulsory education and upper secondary education.
EDUCATION AND TRAINING COURSE – Integrated Education and Training provision aimed at
young people (15 years old or above), at risk of leaving school or who have already left the education
system before concluding 12 years of schooling, as well as those individuals who, after 12 years of
schooling, do not have a vocational qualification and need to have it for the purposes of entering the job
market. It confers a level 1, 2 or 3 qualification and a certificate of conclusion of 6th, 9th or 12th years,
respectively.
EDUCATIONAL CHILDCARE STAFF – Teachers qualified for pre-primary education, after the
conclusion of an initial education course with the duration of four years, at a Teacher Training College or
with the equivalent official qualification.
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EDUCATIONAL INSTITUTION – See NURSERY SCHOOL.
EDUCATIONAL INSTITUTION (NON-HIGHER) / SCHOOL – Each organisational unit, under the
authority of an School Board or a Head Teacher (Pedagogical Director or Executive Director), in which
one or more levels of education are taught.
EDUCATIONAL SYSTEM – A structure made up of degrees and levels of sequential schooling and
which correspond to certain age groups.
EXECUTIVE BOARD – See SCHOOL BOARD.
FEMALE RATE – Relation in percentage terms between the female population and total population.
GENERAL COUNCIL – Strategic executive body responsible for the definition of guidelines for school
activities, assuring the participation and representation of the educational community, under the terms and
for the purposes of no. 4 of article 48 of the Education Act.
GENERAL UPPER SECONDARY COURSE – This course lasts three academic years (10th, 11th and
12th years/grades), and is organised into general, specific and technical/artistic components (sets of
subjects), designed for the pursuing higher education studies. From the academic year 2004/2005
onwards, this course corresponds to the Secondary education Science-Humanities course.
GRADE/YEAR OF SCHOOLING – A full year of legally established studies.
HEAD TEACHER – Administration and management body of the school cluster or non-grouped school
in areas of pedagogy, culture, administration, finance and assets.
LEVEL 2 QUALIFICATION – Education for access to this level: compulsory schooling and vocational
training (including apprenticeship). This level corresponds to a full qualification (the pupil learns how to
use respective tools and techniques related to the job). This comprises performing well-defined tasks that
can be autonomous within the scope of their corresponding techniques.
LEVEL 3 QUALIFICATION – Requirements for access to this level: compulsory education and/or
vocational training and complementary technical training or school technical training or other upper
secondary level qualification. This qualification implies more technical knowledge than level 2. This
activity corresponds mainly to technical work that can be performed autonomously and/or include
guidance and coordination responsibilities.
LEVEL OF EDUCATION – It refers to each one of the three sequential levels that make up the
educational system: Compulsory education (Primary and Lower Secondary education), Secondary
education (or Upper secondary education) and Higher Education.
NEW OPPORTUNITIES CENTRE – Created as part of the New Opportunities Initiative, which is the
responsibility of both the Ministry of Education and the Ministry of Work (in state and private schools, in
training centres and companies) to expand and provide diversified or complementary training, appropriate
for both job market requirements and for the specific characteristics of unskilled working population.
NON-TEACHING STAFF – The entire professional staff belonging to specific career that, in
collaboration with teaching staff, contributes to the development of educational processes within an
educational institution.
NURSERY SCHOOL – Institution that provides, on a full or part-time basis, three years of pre-primary
education to children from the age of 3 to the age of 6. The timetable is flexible and adapted to the needs
of children‟s parents or guardians. The syllabus is structured in one cycle and includes a socioeducational component.
PEDAGOGICAL COUNCIL – Body of pedagogical coordination and supervision and educational
guidance of the school cluster or non-grouped school, namely in the field of pedagogical-didactical
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matters, guidance and tutoring of students and initial and in-service training of teaching and non-teaching
staff.
PRE-PRIMARY EDUCATION – Optional subsystem of education, aimed at children between the age of
three and compulsory school age. It takes place in specific educational institutions, designated as nursery
schools, or included in educational institutions with primary education.
PRIMARY/COMPULSORY EDUCATION – Level of education that starts at around the age of six, and
lasts for nine years, with a programme which aims to ensure general education common to all individuals.
It allows further study or entry into the job market. It comprises three sequential cycles, a 1st cycle of four
years; a 2nd cycle of two years and a 3rd cycle of three years. It is universal, compulsory and free.
PRIVATE AND COOPERATIVE EDUCATION – Education provided at the initiative and responsibility
of a private institution, pedagogically and scientifically dependent on the Ministry of Education or the
Ministry of Science, Technology and Higher Education.
PRIVATE EDUCATION – See PRIVATE AND COOPERATIVE EDUCATION.
PUPIL/STUDENT – An individual who attends the formal education system after enrolling at the
respective establishment.
RECURRENT EDUCATION – Type of school education to which every individual that is over the
normal age to attend compulsory education and upper secondary education. It represents a second
opportunity to all of those who have dropped out of the education system at an early stage or those who
pursue their studies for cultural or professional reasons. It also represents a first opportunity for those who
have never attended school, therefore attenuating the imbalances between the several age groups, in
relation to educational levels.
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