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• 	 2005/2006 : 	 100 Euro per student (English); 

• 	 2006/2007/2008 : 	 250 Euro per student (set of 3 activities);

• 	 2008/2009: 	 262.50 Euro per student (minimum of a set of 3 activities): 

The Ministry has issued a list stipulating to the institutions organising the CEA the minimum pay per hour 

taught, in line with teacher qualifications. Municipal governments receive the budgets from the Ministry of 

Education. They then pay the teachers, the parents associations or the private enterprises contracted by them. 

According to the Country Position Report (ME, 2008, p.28) and through the interviews with representatives 

of the local communities, we learned that there is evidence of significant differences in the efficiency with 

which financial resources made available by the Ministry are used. The Ministry proposes to undertake a 

comparative study of this issue in the near future.

4.4 Facilities and other factors 

Facilities for CEA vary. They are good in the school centres but some schools lack appropriate rooms and areas 

for physical education and sports. This can result in children occupying the same room all day and every day 

and the benefits to these children are limited. There was little evidence of education out of the classroom, 

for example beyond the school premises, owing to concerns about supervision and safety. In schools where 

the range of learning experiences and activities is limited, by the accommodation, facilities or staffing, the 

effect on children is like having a much longer class-based timetabled curriculum than is intended. We have no 

direct evidence of children suffering as a result, but opportunities to rest, relax or even sleep might mitigate 

the demands of such a regime.

Some of the diminishing number of schools with double shifts have problems implementing CEA programmes. 

There are, however, examples of such schools in which the curriculum is provided in the morning and CEA in 

the afternoon on a different site, using other municipal facilities, and the other way around. Transportation 

and supervision of pupils presented some difficulties under these arrangements.

A third of schools are unable to provide music owing to a shortage of music teachers and other musically 

trained professionals. Concerns have also been expressed that physical education is disappearing from the 

core curriculum owing to the reluctance of many class teachers to teach the subject11 and their knowledge 

that there will be provision for physical education and sport in CEA.

Although we encountered some examples of very strong and capable leadership in some municipalities and 

clusters, where this was lacking, responsibility for strategic planning and management was unclear. 

11  Simple physical education activities for this level have been ‘designed’ by the Ministry as a programme wherein simple activities were worked out.
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4.5 Quality assurance

The evaluation of quality appears more strongly established for the CEA than core curriculum teaching. There 

is evidence of municipalities taking seriously their responsibilities for the quality of provision made by the 

CEA teachers they employ, as the following example shows. 

Example  4b. Quality assurance of CEA teaching in Grandola Municipality, Alentejo

The municipality in Grandola took the initiative together with the school, to make yearly evaluations of CEA teachers, 
which helps the municipality, as an employer to decide whether to prolong these contracts, or not. The evaluation is 
made by questionnaires (for parents, students and  staff) and by class room observation. Collecting the information 
they evaluate it together (the person responsible for education at the municipality and the school staff including CEA 
teachers). The results provide information to the municipality to act as a responsible employer. They have already 
evaluated CEA teachers three times, and this process has been received very positively by the staff and by the CEA 
teachers themselves. The pedagogic coordinator considers it as a very good practice where some evaluation activity 
is happening and evolving a kind of culture for it. The CEA teachers think that is really helpful for them to teach better 
and better. Their good feeling is strengthened by the fact that the municipality provides relatively good conditions 
and the teachers consider them as colleague members of the staff.

4.6 Strengths of the programme

The CEA programme has some striking benefits, which include the following:

• 	 the provision of a nation-wide programme to meet the needs of  families and children (note: a 

number of students still have activities at private institutions);

• 	 the transfer of responsibilities and resources to local and school levels, being a significant first 

step in giving school clusters greater autonomy in the management of their affairs. Devolved 

responsibilities include appointing and training personnel, managing the finance for CEA provision 

and developing the curriculum in consultation with various partners in the community. In this 

way, the programme is meant to be tailored to local circumstances;

• 	 creation of effective partnerships which are a critical factor in the success of CEA. It is reported 

that such partnerships are leading to a wide range of imaginative solutions that can be considered 

as examples of good practice. Key partners include, for example, music schools, education and 

training schools and recreational institutions. In general, the CEA programme has not introduced 

an undue burden of bureaucratic procedures and parents show a high trust;
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• 	 a means of combating isolation, by providing for: 

	 greater socialisation among students;

	 more interaction between teachers: among CEA teachers and between CEA and class teachers; 

	 more interaction between schools: schools from urban areas sometimes visit schools from 

rural areas;

• 	 greater equity, since the majority of children can now attend the activities, who would previously 

have had difficulty attending any type of educational establishment. In particular, every child 

now has the opportunity of learning English, which used to be available only to students whose 

parents could afford it; 

• 	 the potential for greater development of the activities; sharing of good practice; and the 

opportunity of children to relate to more than one teacher which can be productive if teachers 

cooperate in such a way that they support and learn from each other. 

4.7 Some issues or weaknesses 

Although not its prime purpose, the CEA policy can be seen as one of the major mechanisms for transferring 

autonomy to other levels in the education system. The balance of responsibility for CEA between municipalities 

and schools or clusters is not always clear in terms of managing the CEA curriculum, personnel – including 

training, and financial resources.  Some specific issues raised with us include:

• 	 difficulties in the coordination of the design, planning and evaluation of the programmes; 

• 	 lack of easy access to innovative approaches for subjects other than English, for which Portuguese 

and international materials are available;

• 	 overlap between the core curriculum activities and the CEA (e.g. physical education/sport and music 

in the first cycle). Some schools tend to move these core curriculum activities to the CEA. Others 

comment that enrichment activities are scheduled during school hours. The class teachers may 

then have time in between their timetable teaching commitments, but this means that they have 

to teach core-curriculum subjects in ‘CEA hours’ (according to representatives of a teacher union). 

This overlap is also mentioned as a strength however to combat isolation between teachers;
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• 	 inequity, because the CEA activities are not mandatory. If seen as enrichment programmes, or 

programmes with an overlap with the core curriculum, differences between students will naturally 

occur, such as when students in the first cycle follow the English programme, and chose English 

as a second language of the core curriculum in the second  cycle;

 

• 	 regulation and budgets restrict local freedom to decide the content of programmes, which are 

not always tailored to the needs of the community; and 

• 	 the contractual conditions and promptness of payment of CEA teachers. It is asserted that funding 

is not always at the disposal of the Municipalities to pay the CEA teachers in time, because the 

budgets are transferred by the Ministry on a termly rather than monthly basis. The CEA teachers’ 

position is also problematic. They are employed by the municipality year by year and they are not 

public employees, they are not entitled to many extra benefits. Their qualifications are usually high, 

but their conditions are very poor, and sometimes feel themselves very alienated and exploited, 

especially CEA teachers employed through companies or parents’ associations.

 

Aspects of the CEA programme are still evolving and it is to be expected that further refinement is possible. 

This evaluation has identified some local practical difficulties which impede some objectives of the policy. 

We were not able to determine how widespread these concerns are.

4.8 Challenges

There are clear challenges in balancing the tensions between, for example:

• Encouraging local autonomy and allocating resources for specific content areas

• �The responsibilities of tenured 
teachers

and those of contracted CEA staff

• The school or cluster and the municipality

• �Professional development of 
tenured teachers

and training and development of contracted teachers

• An integrated school day and rigorous separation of the curriculum and CEA 
programmes

• The nature of core PE and the nature CEA PE and sport
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In some schools the overlap between CEA activities and the core curriculum cause problems in the distribution 

of tasks between teachers. In other schools however schools themselves found solutions at school level 

profiting from each others expertise. The difficulties call for a clear coordinated approach through either an 

integrated system of core curriculum and CEA activities in the school or by creating effective communications 

mechanisms between the class teachers and CEA teachers and at the same time between the municipalities 

(including the promoting entities) and the (cluster) schools.

We believe that these tensions cannot be fully resolved unless the school, or schools as a cluster, is/are led, 

managed and staffed as a single entity operating a coordinated or integrated weekly programme for pupils 

which incorporates the mandatory curriculum and curriculum enrichment activities, staffed by one team of 

professional and trained lay adults (see Chapter 6).
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5. IN-SERVICE TRAINING FOR TEACHERS IN MATHEMATICS, PORTUGUESE 
LANGUAGE AND EXPERIMENTAL TEACHING OF SCIENCE
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5. IN-SERVICE TRAINING FOR TEACHERS IN MATHEMATICS, PORTUGUESE LANGUAGE AND 
EXPERIMENTAL TEACHING OF SCIENCE

5.1 Overview

The Ministry of Education has launched Programmes of In-Service Teacher Training for first cycle teachers in 

Mathematics, Portuguese Language and Experimental Teaching of Science. 

The basic model, created in the context of the Portuguese programme, is one year of training followed by a 

year as ‘resident trainer’ in the cluster.  In Mathematics and Science, the model is a little different, although 

training is also based in school and on observation of classes by trainers chosen by the higher education 

institutes. But the principle of using trainers who stay on the school is becoming more common in the other 

programmes as well.

Despite the differences between them as a consequence of the need to answer the different areas’ specific 

needs, the three programmes are based on the same principles, having common features, namely:

•	 they are carried out under the supervision of higher education establishments responsible for 

initial teacher training;

•	 they include individual support, training and monitoring of teachers in the classroom, with work 

sessions with the teachers of the Higher Education Institutions;

•	 they are related to career progress, via the accreditation of training; 

•	 they implied the production of specific didactic resources to support first cycle teachers’ work.

The national in-service model inaugurated in 2005 is comprehensive, well structured and strategic. The over-

riding goal is to improve teaching and learning in core curricular areas of Portuguese Language, Mathematics 

and Experimental Science. This reflects awareness at governmental level of the need to strengthen key skills 

in the light of PISA outcomes and the need to invest in system-wide human capital as preparation for the 

knowledge economy of tomorrow’s world. The programmes of in-service training are also part of a broader 

strategy of developing professional practice among teachers in order to equip them to meet the challenges 

of wider structural and organisational reforms in the education system. The adoption of more demanding 

criteria for entry to the teaching profession itself is a particularly strong indicator of government resolve to 

build enhanced professional capacity in the teaching profession.   
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5.2 Strengths of the in-service training model

The training is focused on developing key practical competencies as a foundation for further learning and life 

skills. Notwithstanding that the first cycle curriculum is broader than the three subjects which are the foci of 

the training, the approach underlines policy priorities unambiguously and unapologetically.

The training model is designed to have a multiplier effect within clusters and the wider system. It is essentially a 

trainer of focal teachers model which sets out to build capacity within schools, clusters and regions. It succeeds 

by using trainers who stay on at the school. The model draws the trainers from school clusters, prepares them 

well, and then gives them substantial time without having the responsibility for a class of pupils, to work with 

colleagues in the cluster or in other clusters. The model avoids the typical pitfalls of ‘cascade’ approaches 

to training by keeping the chain of training short, providing sufficient trainer time to have a sustained effect 

and avoiding dilution of the messages. The trainers gain advanced skills both in the teaching and leadership 

of their subject and become an enhanced asset within their cluster. 

There are other spin-offs from the programme. Personnel from colleges of education and universities have 

told us that the experience derived from the implementation of the in-service training model is influencing 

pre-service programme design and is enhancing the professional authority of academic staff. The in-service 

training programme is therefore having a significant ripple effect beyond the schools that it is targeting.

With higher education institutes delivering the training and providing for the application of training experience 

in classrooms during the programme of training itself, there is an effective interface between theory and 

professional practice. Essentially, this approach adds credibility from the point of view of teachers and they 

have told us so.

The cooperation between higher education institutes in designing and monitoring teacher in-service training 

programmes (18 colleges of education and 4 universities) is providing for broad strategic coherence in 

implementing Ministry of Education training guidelines and objectives.

The incremental expansion of the training programmes from ‘05 to ‘08 in terms of teacher, cluster and subject 

coverage provided for a gradual absorption of significant change. We take the view that while the approach 

adopted is comprehensive, ambitious and successful. It is reported that demand for the training continues 

to increase.
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5.3 Possible scope for developing the in-service training model and its impact

Evaluating the impact of in-service training

The impact of the large scale training programmes on standards and quality in classrooms, schools and clusters 

needs to be evaluated systematically. The views of teacher educators/trainers expressed to the experts regarding 

the quality of regional and national progress in this regard are positive but they are not based on a scientific 

study and are essentially impressionistic. The monitoring of the training programme being conducted by the 

National Monitoring Commission has some strengths, as shown in example 5a, although it is largely based on 

progress reports submitted by the regional training centres. It is reported that the three major programmes 

are being subject to external and independent evaluation. In Mathematics and Science, the first reports are 

already available and the one from the Portuguese language programme will be available soon. 

Example 5a. Monitoring of the Mathematics training programme 

The National Monitoring Commission considers that the Programme has gradually and increasingly contributed to 
the development of teacher “self-confidence” and “a professional attitude of greater commitment and investment 
in the teaching of Mathematics, with a greater awareness of the challenges faced and with greater capacity to meet 
them – greater awareness of the problems of learning mathematics, greater knowledge of the mathematics to be 
taught and how to teach it, greater willingness to carefully and meticulously plan mathematics classes, greater 
knowledge of the resources to be used”. The main limitations and obstacles found are:

•       �high number of groups per full-time trainer; often made worse by the number of trainees per group.  
This situation makes it difficult for proper support to be given in planning and building portfolios.

•       difficulty in setting up training groups when schools were scattered over a wide geographical area.
•      operational difficulties for training, for example when timetables were unsuitable.     
•      the need to supply schools with the materials necessary for the training.        
•       �difficulty for the teachers in being autonomous on a daily basis without the presence of the trainer and giving  

up the textbook as the dominant resource.

There is also an external assessment process, which is provided by an independent team. The report, presented to the 
Ministry of Education in January 2007, gives a positive assessment of the programme, concluding that it generically 
achieved its aims and that it should continue. One of the main positive aspects highlighted in the report is the training 
model adopted: a close working relationship with trainees and monitoring and observation of teaching in school 
context. The report also refers some difficulties and produces several recommendations to improve the programme in 
the following years. (Country Position Report)

There is clear evidence of improvement in performance in Mathematics in the first cycle (figure 5.1) which 

witnesses claim is associated with the mathematics training programme. 
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Figure 5.1  Mathematics Assessment Test – 1st Cycle

Source: GAVE/JNE, Assessment Tests - 2007 and 2008.

Selection of in-service trainees

The higher education institutes participate in the selection of potential trainees for their in-service programmes 

but feel they should have greater involvement.  They argue that a selection process which achieves a greater 

match between the skills of the trainee and the demands of the role of trainer will pay greater dividends in 

the impact of the training within schools and clusters. At present, a school cluster submits an application to a 

regional college or university for a traineeship in respect of one or more of its teaching members. Effectively this 

presents the institute involved with a fait accomplis notwithstanding that the institute decides on programme 

numbers.  However, the Ministry of Education believes it is important to involve each school cluster in the 

identification of trainers both in order to meet local needs as well as to guarantee the conditions for the 

participation of teachers in the training. There is some evidence that the programmes would benefit from 

more discriminating selection of trainees, having regard for their suitability and likely contribution. 

Geographical distribution of in-service training opportunities

The in-service model needs to ensure that training programme opportunities are availed of by schools and 

clusters in isolated areas in addition to  urban areas where the support infrastructure and facilities are more 

naturally and immediately available. Our visit to Escola Basica Integrada de Alcoutim in the Algarve found 

that while the school was particularly innovative in serving the wider rural hinterland, none of its teachers 



67

as yet, had applied for a place on any of the in-service training programmes in the region. One reason given 

for this was that until recently no teacher stayed in the school for more than one or two years and as a result 

teachers were not inclined to commit to a one year in-service training programme followed by a further year 

as a resident trainer (in the case of the Portuguese language programme). Recent changes to the placement 

of teachers will reduce the mobility problem, although there is also a problem of lack of resources in this 

school, since there the few first cycle teachers are also senior teachers who have other responsibilities. The 

difficulty of attending classes in Faro, some distance away, was also cited as an impediment to the training. 

Drawing on the training to build enhanced leadership and responsibility in schools and clusters      

General councils and their school directors need the capacity to identify pedagogical training and development 

needs within their clusters. The opportunity to select teachers for membership of pedagogic council committees 

post-2009, should help this process. There are Training Centres which belong to school and cluster associations. 

It is reported that these centres have recently been restructured so as to respond to the needs identified by 

the training plans of the schools and clusters they serve. Training Centres have the potential to promote a 

stronger and broader interface between the role of coordinators, resident trainers and the pedagogical council, 

leading to greater teamwork at school and cluster levels in relation to whole school curriculum development 

and implementation. 

Although we met a number of trainers in different regions who are fulfilling their intended role very well, the 

Council of Directors told us that some teachers who have trained as resident trainers are reluctant to train other 

teachers across their clusters. This could be a significant drawback to the present training model. In order to 

extract maximum system-wide value from the resident trainer concept, consideration needs to be given to further 

encouraging and supporting school clusters and councils in working on pedagogical innovation with resident 

trainers. School leaders, the directors themselves, need to engage more in promoting and facilitating the work 

of resident trainers across their clusters both horizontally and vertically. Such a strategy would enhance the 

impact of the teacher in-service programmes and intensify teacher autonomy in curriculum delivery.

The contribution of internal evaluation to identifying training and development needs

If training, or professional development in the widest sense, is to make a real impact on raising standards of 

achievement through improving the effectiveness of teaching and developing the curriculum, it needs to be focused 

on local and individual needs. To do this requires a more professional approach to the internal evaluation of the 

quality of education at school and classroom level and identification of strengths and areas for development. 

The Inspectorate (IGE) representatives pointed out to us that while school self-review has been mandatory since 

2002, it is not widespread and as yet does not receive systematic support at local or regional levels across the 

country. This we see as one of the more important challenges for the reorganised school network.
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5.4 Key features of best practice in the design of the in-service programmes 

• 	 The strategic programme goals across the three in-service priorities are explicit and practical. 

• 	 The principles of the training programme provide for specialist support from regional training 

colleges and require that the overall approach has national coherence.

• 	 A key feature of the programme content is a focus on classroom based mentoring.

• 	 Training programmes are accredited thereby providing an incentive to teachers to develop their 

skills and further their careers.

• 	 The regional and management structure for the in-service programme is strong and the expanding 

provision of on-line communication facilities and teacher/pupil materials demonstrates clear 

and decisive support for the initiative.

• 	 The training of focal teachers model has the power and potential to build capacity and raise 

standards across the system. 

5.5 In-service training in the Portuguese language and the national reading plan

The in-service programmes relating to the Portuguese language are a powerful complement to the national 

reading plan. Each initiative reinforces the other. The focus of the in-service programmes is on the development 

of oracy and reading comprehension skills and the focus of the national reading plan is on reading for enjoyment 

(recreational) and interpreting the mass information of daily living. The provision of a dedicated period of one 

hour per day for reading and writing in first cycle schools is clearly a national priority designed to increase 

standards and provide greater equality of opportunity for pupils to access other parts of the curriculum at 

second cycle, third cycle and beyond. Competence in reading is a pivotal life skill and the obvious emphasis on 

first language consolidation in first cycle schools via a dedicated in-service programme, and a practically based 

national reading plan is a striking feature of the Portuguese reforms in education. The experts believe that this 

strategy will be crucial in delivering better outcomes in curriculum access and educational achievement.
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5.6 In-service training and pupil achievement data

The end of cycle standardised testing conducted in the system since 2000 and universally applied since 

2006/2007 is a powerful means of tracking the success of in-service initiatives and other teacher empowerment 

strategies. In Mathematics the percentage of first cycle pupils scoring a grade E or D performance rating has 

reduced from 14% to 9% between 2007 and 2008 while the percentage of pupils scoring grade B has increased 

from 27% to 35%. A slight increase in the numbers of pupils achieving a grade C has also been recorded.  

In the Portuguese language the progress is less dramatic but there is emerging evidence of gains in pupil 

achievement. On the whole, the experts agree that there has been significant progress in pupil achievement 

in a short period of time and consider that this is an important measure of the success of the Portuguese 

education reforms to date. It is clear from this success that the concentrated in-service programmes and the 

national reading plan are playing a key role in improving learning outcomes for pupils. Notwithstanding this 

general success it should be noted that the performance rating of pupils at the highest level of performance 

has reduced significantly in both Mathematics and Portuguese. It is suggested therefore that further attention 

be given within the in-service programmes and the national reading plan, to the learning needs of the most 

able pupils. 

The monitoring of pupil achievement levels is a fundamental means of tracking system progress. In this context 

it is recommended that more comparable data relating to variations in achievement between the Portuguese 

regions and variations in achievement between rural and urban areas within regions be examined in order to 

inform ongoing policy interventions and adjustments. This will require specific research.
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6. LEADERSHIP FOR SUSTAINED IMPROVEMENT 
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6. LEADERSHIP FOR SUSTAINED IMPROVEMENT 

6.1 System-wide leadership

The policy measures for the improvement of first cycle education have been exceptionally well conceived, 

planned and implemented during the three years 2005/06 to 2007/08. Their long gestation may have helped 

in the planning process, but their rapid, nation-wide implementation early in the secession of the new 

government indicates a high level of political confidence, courage and conviction. This was confirmed in an 

interview with one Regional Director. 

Example 6a. System-wide political leadership

The agenda of the incoming government was to accelerate changes which had been around for some time, such 
as the closure of small schools. The incoming Minister was a key driving force, with strong backing from the 
Prime Minister. The Minister wants a better deal for pupils who are in the system now, not in ten years time. She 
conveys a sense or urgency and looks at schools as organisations not just communities. Her principle of action is 
reported to be simple: ‘difficulties can be tackled and overcome; problems in contrast need studying, analysing 
and resolving!’

There is considerable attention to consultation at national, regional and local levels, where representational 
councils feed in the viewpoints of all the main stakeholders. This is part of the process of consensus building 
which provides a hard to resist momentum for change.

The main levers in the process, such as Ministry and Regional Directors, are not independent civil servants but political 

appointees aligned with the government’s policy objectives. They are supported by up-to the minute data services 

which allow smart and well informed decision making. The professional culture recognises and accepts the authority 

of democratic government encouraged by democratic structures which extend to the management of schools.

6.2 Creative use of legislative powers

In some administrations, there is frequently a gulf between the passage of enabling legislation and ensuing 

action, particularly in respect of educational change12. Education systems can be subject to considerable 

inertia, electorates can be fickle, and legislation is not immune from being enacted before the practicalities 

of implementation have been analysed. The incoming government in 2005 both took advantage of existing 

powers stemming from the 1986 Education System Act13 which states that ‘it is the State’s responsibility to 

create a network of public education and teaching establishments that meets the needs of the whole population’

12  A Portuguese example could be that ‘compulsory education was of 4 years until 1966, but only in 1981 was it possible to enact, in practice, this compulsion (Country Position Report, p.8) 
13  Law No 46/86 with subsequent amendments
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supplemented by the provision that ‘the need for constant adjustment of educational provision, particularly 

in view of changes in demand, both in terms of quality and quantity and the physical state of the buildings 

requires an annual appreciation and adaptation process for the education network.’14

If existing statutes enabled ‘adjustment of educational provision’ and use of educational charters as planning 

tools, new legislation facilitated the path of reform in several ways. One example is the creation of the Ministry 

of Education’s consultative body, the Schools Council, in 2007. Another very significant policy is the extension 

by the Ministry of Education of the period in which tenured teachers must remain in one school, and also the 

period in which contracted teachers may remain in the school. These regulations should do much to reduce 

the curriculum disruption caused by high teacher mobility in some schools and districts. 

6.3 Hitching the reforms to educational quality, opportunity and achievement

Communicating such locally unpopular measures as the closure of village schools to parents and communities, 

in partnership with often reluctant municipalities was managed very adroitly. The message was that children 

would get much better education with wider opportunities and higher standards. Parents would have their 

children looked after in extended day schools, and transport and meals would be provided free of charge. By 

2007/08, opposition to the reforms has almost completely melted away. 

All the policy measures have been aligned astutely to achieve the grand vision and major policy objectives. 

They form a coherent and comprehensive bundle of policies, each supporting the others. The quality of 

strategic planning and determination which drives implementation is reflected in the rapid progress of school 

reorganisation and associated measures. We cannot readily think of international parallels. 

Central to the implementation process has been widespread consultation and the attention given to the key 

partners including central, regional and local government, school clusters and executive boards, unions and 

all the other main stakeholders, financial incentives for municipalities have also played their part, thanks 

to access to European funding. The initial phase of reform of first cycle education is almost complete. The 

Ministry is reaching ‘the end of the beginning.’

6.4 The next challenges

Having the building blocks of effective education in place will not guarantee that it happens. We have not 

evaluated the quality of the provision and lessons we have seen. It was not within our remit do so, and we 

have only seen a small sample of provision in the regions. 

14  Article 13, number 1 of Decree-Law No. 7/2003, 5 January
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We believe that the next steps will need to take account of the following issues and do not expect these to 

come as surprises to the Ministry. 

Potential of school clusters  

The clusters have the capacity and flexibility to do much that individual schools cannot. They are educational 

entities that contain an array of talent and expertise which exceeds what is contained within the staff of an 

individual school. They have or should have the opportunity to:

• 	 deploy staff in creative ways so as to make the best of their talents and skills;

• 	 pool resources so as to give all pupils access to them;

• 	 maximise effectiveness by evaluating the quality of learning and teaching and finding ways to 

improve it;

• 	 assess and monitor the progress of individual pupils and intervene or support them if they are 

slipping back;

• 	 plan the curriculum and extra-curricular activities programme in an holistic way so as to provide 

pupils with interesting, varied and challenging experiences throughout their time in schools in 

the cluster; and

 

• 	 ensure all teaching and non-teaching staff understand the aims of the cluster and what it is 

doing to improve, as well as appreciate their role as a member of the cluster team and the values 

promoted within the cluster.

Much depends on the size and geographical distribution of schools in the cluster, the quality of communications 

across the cluster and the facilities for pupils and staff to travel between schools and centres. Some schools 

have imaginative programmes in which children periodically visit centre facilities like a swimming pool even 

though their own school is some distance from the centre.  
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Implications for cluster leadership

It is clear that policy makers recognise the vital importance of effective leadership in making clusters work 

effectively and efficiently. We note that arrangements for identifying the lead professional of a cluster are 

changing from the elected ‘President’ to the ‘Director’ whose election is based on curriculum vitae, school 

management experience and the quality of the project plans proposed by applicants for this position. 

The current system gives precedence to elected grade or year group representatives on executive boards over 

the coordinators of the different schools in the cluster. We believe that coordinators are undervalued and 

that they have an important role in taking responsibility for the individual schools and assuring the quality 

of the core education and curriculum enrichment provision on that school site. 

Example 6b.  A coordinator’s perspective

Being the coordinator of a school in a cluster is an elected position, so carries peer recognition, but is not a 
promoted post. A coordinator receives the normal teacher’s salary, credits on the teacher scale and 100 Euro 
a month extra. Coordinators are not members of the cluster council. The professional representatives are the 
principal (president) and 2, 3 or 4 deputies. Her cluster is 2 schools of second and third cycles, 4 schools of first 
cycle and 2 kindergartens.

A group of coordinators of urban schools told us:

Example  6c.  Coordinators’ responses to a focus group

Coordinators have less quality of life under new arrangements. A big challenge for the system is to give more 
time to first cycle school coordinators. One coordinates a school of 300, has a class of 27, works 08.30h-18.30h 
every day, and works a lot at home preparing classes and meetings. One of the big challenges is CEA; she has to 
coordinate the teachers responsible for those activities as well as all the other work of the school.

The coordinators said they would like to see coordinators relieved of responsibility for a class. They quoted 
the Algarve, in which coordinators in schools with more than 300 pupils do not have a class. Evolution from 
horizontal to vertical clusters of schools has created the need to coordinate different levels of teaching. They are 
not used to coordinating across school phases. There is a need for training and relief for first cycle coordinators 
and recognition of the extra responsibility they carry. Health and stress issues were raised; parents can be very 
demanding, and there are bureaucratic demands such as frequent written returns to regional departments for 
which a time allowance of two hours was not enough.
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Coordinators, therefore, currently have little incentive to undertake a significant leadership role, although many 

– driven by professionalism and concern for the pupils and families - remain on site throughout the extended day 

and assume responsibilities beyond what is expected of them. The role of coordinators needs re-examination. 

They do a lot of work while having a class as well. They are paid an extra 100 euro/month, but what they need 

is extra time, some exemption from teaching and greater clarity about their job. In practice they are not only 

teachers but administrators, managers, local leaders, daily problem solvers, evaluators and supervisors, as well 

as coordinators. They have no clear place in the leadership structure of the cluster but a crucial role in the quality 

of the children’s experience in their schools. We recommend a fundamental review of their role and conditions.

Local autonomy

The state has already devolved much responsibility for key decisions about infrastructure and the operation 

of school clusters to municipalities and the clusters themselves, although some of these decisions remain 

subject to ministerial approval. At the local level, however, it is not always clear where responsibility lies. One 

of the principles of effective delegation is to ensure that the resources needed for delivery are locally managed 

by those responsible and accountable for delivery. Although there has been a marked and deliberate shift 

of power from the central level to the local one, the retention of teacher allocation at the centre contradicts 

the moves to decentralise the system and give more autonomy to municipalities and schools. Unpalatable 

side effects include the apparent discrimination between classes of teacher based not on merit, i.e. their 

qualifications and competence, but on their employment status. 

An extrapolation of this delegation principle would mean allocating a budget to the executive board of a 

school cluster with which to meet all the recurrent or operating costs. In a fully autonomous system, the 

cluster budget would allow for everything from staff costs to other resources such as educational materials, 

maintenance costs, energy and so on. The proper use of these funds would be audited by the municipality, 

which would bear responsibility for the efficient and effective provision of education in its area.

Local autonomy would mean that the school cluster, with oversight of the municipality, would recruit and deploy 

the teaching and support personnel needed to provide the full programme of education, including curriculum 

enrichment activities, in the schools across the cluster. The composition of the teaching force would reflect the 

needs of the cluster and allow for both continuity and flexibility. Teachers would therefore be on tenured and 

shorter term contracts, and may be full or part–time, but they would all be part of the ‘cluster team’ with the 

professional and pedagogical leadership of the director and the school coordinators (perhaps considered as 

assistant directors). Developments in the direction suggested here would begin to give clusters a corporate 

responsibility for the education and care of each and every child in the cluster schools. The cluster would be 

more of a self-governing educational entity than an administrative structure. 
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Total cohesion is of course difficult in a large cluster of widely distributed schools. But web-based 

communications, imaginative timetabling and the provision of sufficient resources to cover the costs of 

teachers meeting for shared curriculum planning and professional development can do much to bridge the 

otherwise isolated school communities.

We recommend that questions of greater autonomy, financial delegation and local management are explored 

through research and pilot projects involving a small number of municipalities and school clusters keen to 

explore the opportunities provided by a greater measure of local determination. 

Evaluation and accountability

It is axiomatic that increased autonomy shines the spotlight on accountability. An effective education system, like 

any other successful enterprise, must continually seek ways of improving the quality of learning and teaching. At 

the heart of such improvement is an effective system of internal and external evaluation, or an internal system 

externally validated. We note current policy which, expressed by a source in the Ministry, is that:

‘The work developed during the recent years, concerning the upgrading of teaching activity, 

is based on the development of schools’ internal practices and on external assessment. 

Thus, the monitoring of teaching practices in the classroom should be, above all, within the 

responsibility of school’s spheres of pedagogical coordination, as part of the programming, 

support and evaluation of teachers’ performance, and of the development of their training 

activities; in this field, the external assessment of schools should evaluate the way each 

school conducts the monitoring.’

We recognise the very useful analyses produced as a result of the work undertaken by the IGE which inspects 

systems, plans and policy delivery so as to keep Ministers informed of the progress and impact of government 

policy. The Inspectorate does not, however, evaluate the quality of the teaching and learning process by direct 

observation of classroom practice, claims not to have the manpower or remit to do this and feels it would be 

inadvisable ‘to proceed with generalized forms of observation and external assessment of classroom practices 

when the development of observation and internal assessment is in progress.’ This contrasts with the established 

inspectorates of Northern Europe, who gather and evidence of the quality of teaching and learning through 

inspection programmes informed by direct observation of lessons15 and classroom-based action research. This 

allows them not only to report on the actual quality of education but also to disseminate good practice. Moreover, 

there is evidence that the promotion of school self-evaluation, which includes internal monitoring of the quality 

of teaching and learning, classroom is accelerated and improved by being modelled on the ‘gold standard’ which 

can be demonstrated through effective external evaluation and feedback by external evaluators or inspectors. 

15  It is understood that the Portuguese Inspectorate included classroom observation during the full inspection programme between 2000 and 2002 with, as reported, ‘significant suc-
cess and without negative reactions from teachers.’
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Classroom observation is not absent from the system, however. The appraisal system for teachers requires 

two observational visits by the coordinator each year, which can form a basis for internal evaluation. An even 

more effective way of evaluating and improving teaching is the work done – at its best – by the local trainers 

in the core subjects as part of the development of Portuguese language, Mathematics and Experimental 

Science teaching. This involves expert teachers working alongside their peers in classrooms across the 

cluster. These school-based approaches to the evaluation and support of learning and teaching provide a 

very promising basis for school self-evaluation as a precursor to the annual planning cycle. The observational 

evidence would be supplemented by progress data, end of cycle performance data and attendance and 

retention (if applicable) data to give an ongoing picture of the performance of the school or cluster. There 

is a case for considering either the creation of a national independent body to undertake and report on the 

quality of education nationally or a redefinition of the role of the IGE. Evaluation could be based on a rolling 

programme of visits to school clusters and include a sample of direct observations, self evaluation summaries 

and performance data. Alternatively, the external evaluation of ‘the way each school conducts its monitoring’  

provides an opportunity for inspectors to sample the rigour and effectiveness of internal monitoring through 

observation of such monitoring in progress. 

6.5 Concluding comments

Taking an overall perspective of the reorganisation of first cycle education, we consider the achievements 

of the last three years to be outstanding, reflecting an ambitious programme, well-conceived and largely 

accomplished through a combination of central drive and local initiative. The structures and programmes are 

emerging which have the potential to ensure that young children and their parents are much better provided 

for than ever before. 

The next step is to focus on the quality and improvement of pupils’ experience, particularly the pace, challenge 

and enjoyment of their learning. This will be influenced most directly by the quality of teaching and, second 

only to this, the quality of school and cluster leadership. The challenge moves from local government to the 

profession itself, in collaboration with all stakeholders. Meeting this challenge will be as demanding, but as 

important, as the reorganisation and policies which have provided the infrastructure for success. 
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ANNEX 1. Meetings held 

GROUP PARTICIPANT POST

Government
Jorge Pedreira
Valter Lemos

Deputy Minister for Education
Deputy Minister for Education

Central services

João Trocado da Mata 
Joana Brocado 

Edmundo Gomes 
Sandra Pereira 

General Director of GEPE
General Director of DGIDC 

General Director of GGF 
Deputy Director of GAVE 

Regional services

Margarida Moreira 
Manuel Oliveira
Engrácia Castro 

José Leitão 
Rui Correia

José Verdasca 
Luís da Silva Correia 

Regional Director of DREN
Regional Deputy Director of DREN

Regional Director of DREC
Regional Director of DRELVT

Regional Deputy Director of DRELVT
Regional Director of DREAle
Regional Director of DREAlg

IGE
José Maria Azevedo 

Leonor Duarte 
Pedro Teixeira 

Chief-Inspector
Coordinator of the Monitoring and Evaluation Team

Coordinator of the ‘Organisation of the Academic Year’ Activity 

Experts

Isabel Alçada 
João Formosinho 
Lucília Salgado 
Rosa Martins 

Responsible for PNL
Professor at Minho University

Professor at Coimbra ESE
Member of RBE

Coordinators of 
the Programmes of 
Teachers’ In-Service 

Training

Inês Sim-Sim 
Lurdes Serrazina 

Rui Marques Vieira 

Responsible for the Portuguese Language Programme 
Responsible for the Mathematics Programme

Member of the team of the Sciences Programme

Professional 
Associations of 

Teachers

Rui Petrucci 
Alexandra Marques 

Cristina Barros

Physical Education
Pre-school teachers

English

Coordinators of 1st 
cycle schools (urban)

Paula Saraiva 
Maria do Sameiro 
Ana Paula Aveleira 

Helena Assude 
Teresa Mendes 

EB1/JI da Bela Vista
EB1 Augusto Lessa

EB1 do Solum
EB1 de Vista Alegre

EB1/JI Coca Maravilhas

Coordinators of 1st 
cycle schools (rural)

Isabel Morais 
Maria Aldina Maltes 

Júlia Granata 
Maria da Conceição Catarino 

Rui Xabregas 

EB1 Paredes de Coura
EB1 de Mira

EB1 de Alcanena
EB1 de Arronches

EB1 de Vale do Judeu

National 
Confederation of 

Parent’s Associations 
(CONFAP)  

Albino Almeida 
António Amaral 
Emília Bigotte 

President
Member
Member
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Schools’ Council

Álvaro Santos 
Maria José Carrilho

José Mesquita 
Anabela Grácio 

Conceição Sousa 

President
Member
Member
Member
Member

Local authorities

Francisca Abreu
Fernando Paulo 

Ana Maria Ferreira
Ana Dinis  

Florbela Martins 
Carlos Catalão / Rosaria Alves

Ana Luísa Vicente 

Câmara Municipal de Guimarães
Câmara Municipal de Gondomar
Câmara Municipal de Santo Tirso

Câmara Municipal de Amadora
Câmara Municipal de Ourique
Câmara Municipal de Lisboa

Câmara Municipal de Portimão

National Council of 
Education

Júlio Pedrosa
Manuel Miguéns 

Teresa Gaspar

President
Coordination Body

Adviser

Trade Unions

Maria José Simões
Samuel Jorge Vicente

Francisco Almeida
Manuel Grilo

FNE
FNE

FENPROF
FENPROF

Members of the international team also visited schools in each of the five Regions of Portugal and met parents, 

teachers, school council members, pupils and officers of municipalities and Regional Directorates.
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ANNEX 2: DOCUMENTARY EVIDENCE AND BACKGROUND INFORMATION

The team benefited from access to a range of documents, including:  

• 	 Galvão, M.E. (Ed.) (2004). Development of Education in Portugal. Ministry of Education and 

Bureau for European Affairs and International Relations.

• 	 Ministry of Education (2007). Education and Training in Portugal. Ministry of Education, Portugal.

• 	 Ministry of Education (2008). Policy Measures implemented in the First Cycle of Compulsory 

Education in Portugal: Country Position Report. Ministry of Education, Portugal.

• 	 Serrazina, M.L. (2008). An In-service Teacher Education Programme in Mathematics: rewards 

and challenges. Escola Superior de Educação de Lisboa, Portugal.

• 	 Reports were prepared on the reorganisation of the first cycle school network in each of the 

five regions, written for the purpose of the evaluation, and papers were produced by some of 

the witness groups interviewed. 

• 	 Information and data produced by all the Central Service Directorates, particularly GEPE, and 

by the IGE were also very valuable. 
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ANNEX 3: BIOGRAPHICAL NOTES

Biographical note on Peter Matthews

Peter Matthews is an Education Consultant and Visiting Professor at the Institute of Education, University of 

London. He specialises in the evaluation of national policies for schools and works mainly for governments 

or national organisations in the UK and other countries. In England, he is currently evaluating programmes 

including the work of National Leaders of Education and system leadership more widely. Recent international 

projects include evaluations for the OECD of improving school leadership in Victoria, Australia; analysis of 

school performance in Mexico in the light of PISA results and a case study on attracting, training and retaining 

teachers in Germany. He has contributed to education development projects in South Africa, the Gulf States, 

Europe and Bermuda.  He is also a Schools Adjudicator, appointed by the Secretary of State to take decisions 

on school reorganisation proposals and pupil admissions. 

Professor Matthews was previously a senior civil servant, Her Majesty’s Inspector and Head of School Inspections 

in the Office for Standards in Education (Ofsted) from 1993 to 2004, where he also had responsibility for strategic 

planning and evaluating the work and impact of Ofsted. He has worked as a teacher and teacher educator, 

and held senior positions in local government. He has chaired national committees and organisations and is 

expert on the provision of pre-school, primary and secondary education. He has represented Ofsted on the 

Standing International Conference of Inspectorates (SICI). His publications include research in both science 

and education. In 2003, he received a State honour for his contribution to education. 

Biographical note on Elisabeth Klaver

Liesbeth Klaver has ten years experience as Inspector of the National Education Inspectorate of the Netherlands. 

She is Member of the International Department of the Inspectorate and several research and development 

committees. She specialized in Organizational Management and Educational Evaluation and Research. 

Dr Klaver has had considerable experience of international projects funded by the World Bank including overall 

technical and financial responsibility for the Primary Education Quality Improvement Project in Indonesia; 

evaluation of the National Vocational Training System in India, and General co-ordination for the Teacher 

Training Program of the Youth Vocational Training Project in Hungary. Here she advised on Curriculum 

Development and Management for Hungarian Administrators and Teacher Trainers and her responsibilities 

included the selection of competent education institutes in the field of vocational training in six different EC 

countries, advising on the design, planning and organization of the study program, setting up of criteria for 

project-impact assessment and a number of classroom studies. She has also been responsible for training 

school inspectors in Egypt, analysing the graduate labour market in Kenya and other international projects.
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Dr Klaver was senior education adviser/inspector in the Department for Education of the Municipality of 

Rotterdam. She is a Member of the European Network of Women Studies, Ministry of Education of the 

Netherlands in cooperation with the Council of Europe, active in the application of Woman’s studies research 

towards policy making in this sector of education. She is the author of many relevant publications.

Biographical note on Judit Lannert

Judit Lannert is Managing Director of Tárki.-Tudok, the Centre for Knowledge Management and Educational 

Research, Budapest. She has extensive experience in a range of projects, including editing the National 

Reports on Hungarian Public Education, designing strategies for the Ministry of Education in several expert 

teams, and empirical and quantitative research work in the fields such as career aspiration of pupils; school 

leadership and school effectiveness.

Dr Lannert has taken part in a number of international projects as an expert, including the OECD projects on  

Schooling for tomorrow (2004) and Transition from school to work (1998); a peering group project in Serbia 

in 2002 ETF (European Training Fund), and  Managing vocational education in Central-Europe for the IIEP 

(Paris). Her fields of interest include: the progression of pupils in the education system, school structure, 

comparative studies of education, and school to work transition and further education.

Her doctorate is in sociology and her expertise in social policy and economics was acquired through studies 

in Universities in Budapest and the USA.

Biographical note on Gearóid Ó Conluain

Gearóid Ó Conluain is Deputy Chief Inspector of the Irish Department of Education and Science. He has overall 

managerial responsibility for the policy sub-division of the Inspectorate. His sub-division encompasses 

Inspectorate units dealing with primary and post-primary curriculum and assessment, teacher education, 

inspection support in primary and second-level schools, education policy research, international linkages 

and special education.

Educated as a primary school teacher, he became head teacher of an Irish-medium primary school and joined 

the Inspectorate in 1982. As well as his work as a field inspector, he was involved in the management and 

delivery of in-service education to primary teachers on a broad range of curricular themes throughout the 80’s 

and early 90’s.  In 1994 he was seconded to the Scottish Office Education Department in Edinburgh where he 

worked in the Audit Unit on the development of inspection instruments and systems for composite analysis 

of inspection reports. He completed masters studies in social science and equality studies and later founded 

and managed the Evaluation Support and Research Unit of the Inspectorate. He is Ireland’s representative 
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on the Governing Board of CERI – the Centre for Educational Research and Innovation of the OECD and on the 

European Network for the Evaluation of Education Systems. He is a member of the Irish Council for Special 

Education and has also served on the National Council for Curriculum and Assessment. In recent months he 

has been seconded to the Irish Higher Education and Training Awards Council as Chief Executive Officer.

Biographical note on Professor Alexandre Ventura

Alexandre Ventura is the President of the Scientific Council for Teacher Evaluation and Professor at the 

Department of Educational Sciences at the University of Aveiro (Portugal) where he coordinates the Erasmus 

programme. He is researcher at the Centre for Research in Education and Behavioural Sciences at the University 

of Aveiro, where his main research projects include the impact of school evaluation programmes, school 

self-evaluation, teacher evaluation, school management and bullying. Professor Ventura has held a range of 

academic positions and was recently Deputy Chief Inspector of the Portuguese Inspectorate of Education. He is 

a member of the General Assembly of the Portuguese Educational Administration Forum and has coordinated 

the organisation of many national and international educational events, two of them under the Portuguese 

Presidency of the Council of the European Union (2007).

Professor Ventura is a prolific writer, credited with a wide range of publications. He is a versatile speaker on 

educational issues and has given many public lectures and presented papers at a large number of seminars 

and conferences. He has strong international interests and connections. He is an international consultant on 

educational issues.
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