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Pedagogical Supervision
as a Collaborative Process
of Vocational Training
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Abstract

In this paper we will discuss the role of pedagogical supervision in the initial
training of early childhood educators/teachers. Supervision is understood as the
process that supports and regulates the learning and professional development,
which forms part of a social constructivist and ecological approach. The impor-
tance of embarking on a reflexive (inter)action committed to the construction of
quality educational and training responses is emphasized. Worth noticing are also
the contributions of the different actors and institutional contexts in the creation
of a supervising environment that could facilitate their learning and professional
development.

Keywords: Supervision, teacher training, collaboration, professional development
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Introduction

In recent years the quality of initial training of teachers/early childhood educa-
tors has been on the political agendas of the European Union countries. Recogni-
zing the importance that pedagogical supervision of the initiation to professional
practice can assume in this process, it justifies questioning how to understand and
promote it, within the framework of the close relationship with the current thou-
ghts on education and the development of the teaching profession.

Thus, knowing that the supervision process can assume different nuances and
be based on different principles and values (Alarcdo & Canha, 2013; Moreira 2015),
this reflection relates to the clarification of these dimensions and the knowledge
that supervisors need to possess, so that they can better accomplish this task. As-
suming that initial training is a key moment for the professional development of
the educator/teacher, but also that it requires lifelong continuity, we underline the
importance of investing in this process in order to favour an ethically and socially
responsible identity construction in the context of complexity and uncertainty
that characterizes societies nowadays.

Taking into account the conclusions of some studies carried out in Portugal
(Oliveira-Formosinho, 2002a, 2002b; Alarcao & Roldao, 2008; Matias, 2008; Vas-
concelos, 2009), among others, as well as our professional experience as teachers
and supervisors of the educational practice of early childhood educators, we can
underline the crucial value that is recognized to the supervising process in the
training and professional and personal development of trainees and supervisors.
We are also aware that this process is still fraught with tensions and contradictions
which are important to consider and help to overcome.

It is in this sense that this paper is presented. We begin by contextualizing
the progression of the concept and the supervisory practices, trying to make the
current approach explicit. We will firstly focus on how, in the current legislati-
ve framework of early childhood education/teachers, supervision of educational
practice is envisaged. Secondly, we will reflect on the dimensions that should be
considered in the supervisory process. Then, we will address reflection as a means
of training and regulating the professional development process of each person.
Finally, we will focus on the role and training to be promoted so that the quality
of the supervisory processes can be enhanced. We will end by presenting some
considerations arising from the reflexive questioning raised throughout the text.
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Pedagogical Supervision: Concepts and Practices

The diversity of perspectives on supervision founded in the literature illustra-
tes both the concerns and the investment that have been felt in thinking about
this process. Alarcdo and Canha (2013), by re-focusing on the recent historical
and epistemological trajectory of the development of supervisory thinking in
Portugal, have highlighted the contributions of several authors (Alarcdo, 1982,
1992, 2000; Alarcdo & Tavares, 1987/2003; Alarcao & Sa-Chaves, 1994; Sa-Chaves,
2000/2011, 2002); Alarcio & Roldio, 2008; Vieira, 1993, 2006/2010; Oliveira-For-
mosinho, 1997, 2002a; Vasconcelos 2009; Vieira & Moreira, 2011, among others),
to which we seem to be able to add other recent works (Moreira, 2015; Mesquita
& Roldao, 2017).

These works allow us to perceive that the conception of supervision has
presented, in the last three decades, as Alarcao and Canha refer (2013, quoting
Alarcdo, 2010), “tragos evolutivos no sentido da promocdo do desenvolvimento
profissional numa perspetiva menos hierarquizada e mais colaborativa, menos
orientada por técnicas e normas e mais baseada no questionamento, na reflexao e
na assunc¢ao pessoal de decisdes tomadas” (p. 36) [evolutionary traits in the sen-
se of promoting professional development in a less hierarchical and more colla-
borative perspective, less guided by techniques and regulations and more based
on questioning, reflection and personal decision making]. Some ideas regarding
education for sustainability and for ethics in interpersonal relationships were also
welcomed.

Supervision has been following the evolution of approaches to teacher educa-
tion and training, and the current orientation tends towards a training and colla-
borative dimension. As far as initial training is concerned, supervision focuses on
the guidance of the educational practice. There is the assumption that it supports
and facilitates the development of trainees and children with whom the interven-
tion takes place, but also of the trainers/supervisors involved in this process and
the institutions in which they are integrated. The field of pedagogical supervisi-
on has also extended to the training and intervention in the work context, with
emphasis on the induction of teachers in their professional career (probationary
period) and on the evaluation of their professional performance.

According to Moreira (2015), pedagogical supervision is seen as a “agdo de
acompanhamento da atividade geralmente (pré-) profissional ou institucional
(...) com uma intencionalidade orientadora, formativa, transformadora, desen-
volvimentista assente numa metodologia de natureza reflexiva, colaborativa e
capacitante (p. 53)”. [Follow-up action of the activity usually (pre-) professional
or institutional (...) with guiding, training, transformative and developmental
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intentions based on a reflexive, collaborative and enabling methodology].

This definition builds upon the thought of Alarcao and Roldao (2008) by de-
fending that it is based on “em principios de indagac¢ao e intervencao critica, de-
mocraticidade, dialogicidade, participa¢ao e emancipagdo” (Moreira, 2015, p. 53).
[Principles of inquiry and critical intervention, democracy, dialogue, participati-
on and emancipation].

An approximate idea is presented by Vieira (2009), who defends a transforma-
tive supervision, in which the articulation of the purposes and of the supervisory
and pedagogical practices are expected, as well as that these integrate an eman-
cipatory orientation. In this process it is considered that both the supervisory
action and the pedagogical action aim to investigate and improve the quality of
the educational practice. It is in this context that the author defines supervision as
“teoria e pratica de regulacdo de processos de ensino e aprendizagem em contexto
educativo formal, instituindo a pedagogia como o seu objeto” (Vieira, 2009, p.
199). [Theory and practice of regulation of teaching and learning processes in a
formal educational context, instituting pedagogy as its object].

Thus, and considering the reflection focus of this work, it is important to re-
-examine how, in the present legislative framework of initial training of early
childhood educators/teachers, the supervision of professional practice is addres-
sed. In this sense we take the legal regime of professional qualification for tea-
ching in early childhood education and in primary and secondary education as
reference (Decree-Law no. 43/2007, of 22™ February 22, revised by Decree-Law
no. 79/2014, of 14" May).

As provided by these diplomas, training is organized in two study cycles, and
the professional qualification for teaching is only obtained with the second cycle of
studies (master’s degree). The first cycle of studies is to ensure basic training in the
area of teaching, granting a degree in basic education. The second is to complete and
reinforce this training in the areas of teaching for which the master degree qualifi-
es. In the case of the training of early childhood educators, students may choose a
master degree that only grants professional qualification for teaching in early child-
hood education or a master’s degree that qualifies for teaching in early childhood
education and in the 1st cycle of basic education. In both study cycles (bachelor and
master) the activities of initiation to professional practice are supervised, but it is
mainly in the second cycle of studies that the term “supervision” becomes central,
with the training component corresponding to a traineeship defined as “Supervised
Teaching Practice” (Decree-Law no. 79/2014, of 14™ May, art. 14).

The initiation to professional practice is organized in order to ensure the traine-
es: opportunities for observation and collaboration in educational settings and for
supervised practice; planning, teaching and evaluation experiences; professional
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development opportunities, which promote an attitude oriented towards the
permanent improvement of children’s learning (Decree-Law No. 79/2014, of 14™
May, art. 11). We highlight the importance of future educators/teachers becoming
aware of the professional responsibility of working with children and developing
the skills that the task of educating, caring for and supporting their development
requires, as well as investing in their own development and in the contexts in
which they are integrated. In order to correctly accomplish the initiation to pro-
fessional practice activities, it is foreseen that cooperation protocols with the coo-
perating institutions are signed. Teachers who cooperate in the supervision of the
initiation to professional practice are designated in the document above mentio-
ned as cooperating supervisors, and they must meet the following requirements:
training and professional experience appropriate to the duties to be performed;
teaching practice of not less than five years (art. 23). Preference criteria in the cho-
ice of cooperating supervisors are: post-graduate education; specialized training
in pedagogical supervision and professional experience in supervision (art. 23).

In the evaluation of the trainees the participation of the coordinator of the cur-
ricular department or of the coordinator of the board of teachers is also foreseen
or, in the case of private or cooperative teaching, of the teacher who assumes equi-
valent functions (Decree-Law No. 79/2014, of 14™ May, art. 24). This suggests that
supervision should not be understood as limited to the traditional supervisory
triangle comprised by the institutional supervisor, the cooperating supervisor and
the trainee. It is also possible to appreciate the valorisation of the interinstitutional
cooperation process as a means for the development of schools. The abovemen-
tioned law also provides that higher education institutions will support teachers
from cooperating schools and, in particular, the cooperating teachers in their pro-
fessional development (art. 23). In this line of thought, we corroborate the idea of
Tracy (2002), namely that supervision cannot be confined to the activities room,
and an intentional opening to the institutional contexts and the surrounding cul-
ture should be promoted.

We realize that from the normative point of view the supervision process is
based on quality criteria. However, the constraints identified in some studies rela-
ting to this process, such as the lack of specific training and the lack of time for the
performance of supervisory tasks should be considered (Oliveira-Formosinho,
20023, 2002b; Alarcdo & Roldao, 2008; Matias, 2008). As far as training is concer-
ned, although there have been some ongoing training courses and postgraduate
courses in pedagogical supervision, our experience tells us that there are still few
cooperating supervisors who possess such training. On the other hand, the diver-
sity of tasks that the school demands today to early childhood educators/teachers
limits their involvement in supervisory tasks.
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Nevertheless, it is important to highlight the role that the supervised teaching
practice represents for the students’ entry in professionalization. As Vasconcelos
(2009) states: “é no contexto de uma situacao de trabalho e de uma escola ou
jardim de infancia (ou agrupamento de escolas) que o estudante se ird descobrir
como profissional, procurando construir um ‘saber fazer’ que se realiza na acao
através de praticas reflectidas e promotoras de inova¢ao nas escolas (p. 113)”. [It is
in the context of a work situation in a school or early childhood centre (or grou-
ping of schools) that the student will discover himself as a professional, seeking to
construct a ,know-how" that is carried out in the action through reflected practi-
ces that promote innovation in schools].

Educational practice (traineeship) makes it possible to establish (inter)actions
that are supposed to support and facilitate the (re)construction of knowledge and
representations about the professional activity and about oneself, towards a qua-
lity professional training and performance. This process requires continuity, and
the (trans)formative potential that supervision assumes in the course of professi-
onal activity should not be ignored. It is in this context that Alarcao and Canha
(2013) define supervision as “uma a¢do de acompanhamento e monitorizagdo das
atividades (profissionais, incluindo pré-profissionais e institucionais) contextuali-
zadas e realizadas por pessoas em desenvolvimento, tendo uma intencionalidade
orientadora e formativa” (p. 83). [an action to follow-up and monitor contextuali-
zed activities (professionals, including pre-professionals and institutional) carried
out by people in development, having a guiding and training intentionality].

However, the guideline assumed by the supervision should be considered, sin-
ce it can be exercised in the sense of inspection and control or in the sense of
collaboration and emancipation, assuming that it integrates the latter sense.

The Supervisory Process

The recognition of the active role of the person in their learning and deve-
lopment and of the influence that the interactional contexts exert in this process,
led to the substantiation of the supervision in social constructive and ecological
approaches, as observed in the work by Alarcao and Sa-Chaves (1994) and Olivei-
ra-Formosinho (1997, 2002a), as well as in several other recent studies.

Adopting an ecodevelopmental perspective, Alarcio and Canha (2013) argue
that the characteristics of people (supervisors and trainees), activities and contexts,
and their inter-influences should be taken into account in the supervision process.

With regard to people, it is important to consider that some have characteri-
stics that become interaction facilitators, such as those related to the manifestati-
on of curiosity, attention, initiative, reaction and persistence. However, there are
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other people who have characteristics that tend to inhibit the development of po-
sitive interactions, such as “impulsividade, agressividade, dispersao, desequilibrio
emocional, apatia, falta de atengdo, irresponsabilidade, falta de interesse, inseg-
uranga e timidez (Alarcao & Canha, 2013, p. 77).[Impulsiveness, aggressiveness,
dispersion, emotional imbalance, apathy, lack of attention, irresponsibility, lack of
interest, insecurity and shyness].

It is also worth noting that there are people who show preference for concep-
tualization and others for action, some who like to work in groups and others
individually. Assuming that the process of supervision should favour progression
of every one, it is important that it meets the characteristics of each trainee and
that it promotes the creation of an interactive climate that facilitates and supports
their development.

Emphasizing the importance of promoting supervision capable of meeting the
personal characteristics and to create development opportunities to the trainees,
it is important to consider the style of supervision to be adopted. Glikman (1985),
according to Alarcao and Tavares (2003), points out three styles of supervision:
directive, non-directive and collaborative, each integrating different discursive
structures. In the directive supervision, the supervisor assumes as major concerns
the provision of guidance, establishing criteria and conditioning the trainees" atti-
tudes. In non-directive supervision, the supervisor seeks to listen and respond to
the trainees’ initiatives, to encourage them and to help them to clarify their ideas
and feelings, asking them for additional information when necessary. In collabo-
rative supervision, the supervisor presents suggestions, helps to find solutions and
promotes negotiation. In the sense that supervisors can strategically adapt their
actions to each trainee or group, Sa-Chaves (2002) advocates the use of a non-
-standard supervision model, which allows us to adopt the supervisory style that,
in each situation, can promote the best progression of each one and to meet the
complexity of each situation.

As far as activities are concerned, it is important to consider, among other
aspects, the purposes, nature, interrelationships and learning potential they pre-
sent. These activities include those that the trainees develop with children, but
also those related to the observation, monitoring and follow-up of their action.

With regard to the characteristics of the contexts, it is important to take into ac-
count the development opportunities they foster. As it is known, there are schools
that assume a position capable of generating more dynamics and development,
while others present an environment of apathy and immobility. There are also
differences at the level of interaction with other institutions and the community,
because while some schools create conditions for openness to dialogue and coo-
peration, others close in on themselves. Hence it is important to take into account



104  Luis Castanheira and Tatjana Devjak

the interactional environment that is created in each educational context and how
it is perceived by the actors involved in this process.

There are three types of development of the supervisory action: vertical; hori-
zontal and intrapersonal, of self-supervision (Alarcdo & Roldao, 2008).

Vertical supervision refers to the interaction established by the supervisors,
both institutional and cooperative, with the trainees. Their experience and kno-
wledge, as well as the role they play in relation to the trainees, assign them a re-
sponsibility that places them in a hierarchically superior place, as far as the decisi-
on-making regarding the training process is concerned (Alarcio & Canha, 2013).
It is from this point that the supervisor’s follow-up, support and stimulate the
learning and development of the trainees, this action being vertical supervision.

Horizontal supervision refers to the supervisory action that the trainees can deve-
lop among themselves, which allows them to increase their possibilities of knowing
the educational reality and professional development. It is in this line that the orga-
nization of the trainees in pedagogical pairs for the accomplishment of the initiation
to professional practice and supervised teaching practice (traineeship) activities can
be understood, as it happens in the training institution we are part of, as facilitator of
supervisory support. The supervisory added-value offered by the internship group
stems from the critical but friendly environment promoted among the trainees.

Self-supervision presupposes the inquiry and the personal responsibility of the
trainees to invest in their training and professional development. In this context,
supervisors are expected to value the personal knowledge, experience and ambiti-
on of each trainee and to provide them with spaces for self-reflection on the trai-
ning process. It is therefore necessary to emphasize “a formas de autossupervisao
capazes de conduzir o formando na observagao sistematica de si proprio e, através
dela, na gestao do seu trajeto formativo” (Alarcdo & Canha, 2013, p. 53). [forms
of self-supervision capable of leading the trainee in the systematic observation of
himself and, through it, in the management of his training path].

In this process, it is important to consider the insecurity that the trainees feel
in the first stages of their training, and one must remember that fears can be over-
come if they are there is support by both supervisors and peers with whom they
discuss and define strategies for action. Consequently, trainees can be more easily
involved in the implementation of innovative proposals.

Thus, supervision can be understood as an activity that can combine the per-
spective of the trainee himself, that of the other trainees and that of the supervisors,
within a framework of co-responsibility for everyone’s training path. So, the focus
on the individual is shifted to a focus on the group by creating learning communi-
ties which help to know and cope better with the educational reality and to co-con-
struct and (re)construct meanings about it (Oliveira-Formosinho, 2002b).
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Efforts will be made to raise the quality of supervisory practices, as some stu-
dies promoted in the field of supervision of the training of early childhood edu-
cators have been alerting.

Reflection as a Supervisory Strategy

The studies of Schon popularized the reflection in the field of teacher training
as a strategy for training and professional development (1983, 1987). The author
emphasizes the role of reflexivity in the construction of professional knowledge,
which contributed to the awareness of the richness epistemology in practice. This
social constructivist approach advocates a constant interaction between action
and thought, a process that is the basis of contextualized and systematized profes-
sional knowledge. For reflection to favour the construction of this knowledge, it
is important that it is oriented towards reasoning, analysis and interpretation of
the educational practice in its multiple dimensions, and for the emancipation of
the trainees. However, it is important to consider that the emancipatory potential
of reflection can vary depending on the orientation and level of depth that it inte-
grates. In this context, Vieira (2010, going back to the idea of Van Manen, 1997),
says that it is possible to consider three types of reflection: technical; practical and
critical or emancipatory.

The technical reflection level is mainly oriented toward the achievement of
short-term goals in order to ensure the improvement of trainees’ performance.
The practical reflection level focuses on the analysis of assumptions, predispo-
sitions, values and consequences of the educational practices promoted by the
trainees. In turn, the critical or emancipatory reflection level encompasses the
ethical, social and political dimension of the practices developed by the trainees,
in a perspective of problematization, reasoning and evaluation of these practices.
It integrates an approach that seeks to promote the autonomy of future educators/
teachers and the children with whom they develop their action.

The development of reflexivity presupposes the valorisation of (inter)subjecti-
vities by the confrontation of theoretical and practical knowledge, the negotiation
of meanings, languages and decisions, within the framework of openness to dia-
logue and the possibility of making adjustments and changes that may be consi-
dered pertinent. The potential that this process can assume in the construction of
professional knowledge are highlighted. According to Alarcao and Roldao (2008),
the results of studies in which the authors became involved highlight the role of
reflection, considering that:

it motivates for higher demand and self-demand; it makes aware of the
complexity of the teaching activity and the need to seek and produce
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theoretical knowledge to act on it; it contributes to the perception of the
theory-practice relationship as a process of knowledge production and not
as a dichotomy served by a logic of application; it promotes an analytical
attitude towards action and professional practice; it develops self-knowled-
ge and autonomy; it provides greater security in the action of teaching; it
raises the interest and ability to experiment new approaches (p. 30).

We emphasize the importance of engaging in a joint and collaborative reflec-
tion because of the secure and training potential it can assume. This should allow
the questioning of thoughts and decision-making underlying the process of te-
aching and learning and to assume, therefore, an interpretive attitude. It should
also encourage the trainees to do an investigative action that also contributes to
their professional development.

Since the supervisor is an experienced professional, a joint reflection allows
him, as Sa-Chaves (2002) states, to understand the complexity of situations, and
letting himself be accompanied by the candidate to be a teacher in the “exercicio
dialogante com a situagdo, com os materiais e consigo mesmo, pelo candidato
a professor permite que, lado a lado, também este dialogue, questione e reflita”
(p. 166). [dialogue with the situation, with the materials and with himself, allows
the latter to dialogue, question and reflect side by side]. This can be understood
as a process of guided discovery that allows the trainees to discover and to know
in the course of reflection. This reflection can occur in the pre- and post-action
phase and presupposes the use of observation records. It is necessary to consider
the pertinence that the feedback provided to the trainees assumes in this process,
which should be understood as a reflexive dialogue and not as a mere means of
evaluation, although it also includes this dimension.

In this context, reflection should be envisaged as a praxis involving support,
observation, monitoring and evaluation, all of this within the framework of a di-
alogic relationship, which is supposed to encourage everyone to assume a con-
structive critical attitude, to negotiate decisions and, consequently, to perform a
collaborative construction of knowledge. When the reflection is collaborative and
focuses on diverse educational situations and problem-solving, this constitutes a
strategy with great training potential (Alarcio & Tavares, 2003). It is also worth
considering that, as Alarcdo and Roldao (2008) state, “um trabalho supervisivo,
assente no acompanhamento e discussdo permanente do processo e da agao e seus
resultados, parece ser um alicerce para a constru¢do do conhecimento profissi-
onal” (p. 54). [a supervisory work, based on the constant monitoring and discus-
sion of the process and the action and its results, seems to be a foundation for the
construction of professional knowledge].
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However, as evidenced by the studies developed by these authors, the practices
of reflection are still incipient, since they are confined to educational activities.
The time factor, in particular that attributed to the post-action reflection, appears
as a constraint to the development of this process. Difficulties in using reflexive
approaches are also identified, such as interpreting, questioning and confronting
trainees, as well as providing them with critical feedback that can encourage them
to progress, without undermining their self-esteem (Alarcdo & Roldao, 2008).
The lack of experience of the trainees and the fact that they are being evaluated are
factors that, as mentioned by Vieira (2010), also contribute to a reflection which
does not always assume the desired reflexive and critical dimension. Supervisors
can, in this process, help to formulate and deconstruct issues that allow mobili-
zation and depth in reflection. They may also help to make data collected by each
trainee on the educational practice more meaningful, favouring their interpreta-
tive analysis.

Therefore, the importance of investing in the quality of reflection processes
promoted within the introduction to professional practice activities, and in parti-
cular, within the practice of supervised teaching, creating better opportunities for
learning and development of the future educators/teachers is emphasized.

The Praxis of Supervision: Role and Knowledge

Since the performance of supervisory tasks requires specific preparation, we
need to ask ourselves about the dimensions to be taken into account in order to
promote them. Thus, and considering that the primary task of supervisors, both
institutional and cooperative, is to help trainees become good professionals, it is
important that they challenge them to invest in their own training path and in the
teaching-learning process they develop with children. As such, it is important for
supervisors to master not only knowledge in the various subject areas, content
domains, curriculum development and teaching-learning methodologies, but
also to have a good knowledge of themselves and the contexts in which they are
integrated and to base their action on responsible ethics.

So, we corroborate the opinion of Mesquita and Roldao (2017), when they state
that “o supervisor deve ter uma consciéncia ética sobre a fun¢ao que desempenha,
agir atendendo a esses principios e ajudar a promover uma atitude responsavel
dos formandos (supervisionados), conhecendo-os na sua individualidade e sem
generalizar” (p. 75). [the supervisor must have an ethical conscience about the
function that he/she performs, act on these principles and help to promote a re-
sponsible attitude of the (supervised) trainees, knowing them in their individua-
lity and without generalizing]. Their ethical responsibility also depends on their
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social responsibility to promote the relationship and dialogue among the mem-
bers of the educational community, favouring the sharing of ideas and knowledge.

In order to perform the supervisory functions, Vasconcelos (2009, based on
Alarcdo, 2007) names a set of qualities that she considers essential in the super-
visor: “possuir uma enorme capacidade de observacdo e interpretacdo; ser con-
hecedor das matérias sobre as quais faz supervisdo; saber ir buscar os saberes de
referéncia; valorizar a dimensao da relagao interpessoal e manifestar inteligéncia
interpessoal” (p. 101). [to have an enormous capacity for observation and inter-
pretation; to be knowledgeable about the subjects he or she supervises; to know
how to get the knowledge of reference; to value the dimension of the interpersonal
relationship and to manifest interpersonal intelligence].

Mosher and Purpel (1972) gave another important contribution to delimit the
knowledge to be developed by supervisors. Alarcao and Tavares (2003) identify
six areas of characteristics that supervisors must have, namely:

a) Sensitivity to perceive problems and their causes; b) Ability to analyse, dis-
sect and conceptualize the problems and prioritize the causes that gave rise to
them; c¢) Ability to establish effective communication in order to perceive the
opinions and feelings of teachers and express their own opinions and feelings;
d) Competence in curriculum development and teaching theory and practice; e)
Interpersonal relationship skills; f) Social responsibility based on clear notions
about the purposes of education (p. 73).

The ability to pay attention, to listen, to understand and to integrate the per-
spective of others, through the clarification of the senses and the active participa-
tion of every one, are part of a knowledge that can also be understood as funda-
mental. Supervisors also need to be able to analyse, in a prospective, interactive
and retrospective manner, the implications of their performance, not only at the
technical and practical level, but also from the critical, reflective and emancipato-
ry point of view of the trainees.

Considering that the supervisors should evaluate the professional performan-
ce of the trainees, and that this task may inhibit the relationship of encouragement
that is intended to provide them, this difficulty can be minimized by building a
positive interpersonal relationship, committed to the development of a quality
process of teaching-learning. This contributes not only to the learning and to the
development of children, but also of the trainees and supervisors, as well as of the
contexts in which they are integrated.

In this context and corroborating the idea of Alarcao and Tavares (2003), we
stress the importance of creating a positive affective-relational and cultural en-
vironment, based on a reciprocal, spontaneous, authentic, friendly, empathetic,
collaborative and solidary support among all (p. 61).
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The role of trainees is to collaborate with the supervisors so that this process
develops positively and favours their professional and personal development. It
is important to consider that the basis of their professional and personal emanci-
pation is the development of a theoretical and practical knowledge, which helps
to better understand, organize, guide and evaluate the educational action and to
participate actively in the life of schools and its relationship with the community.

Thus, recognizing the importance of self-supervision, in a process of a conti-
nuous and sustained self-training (Alarcao & Roldao, 2008), the development of
self-support and self-regulation skills, both by the trainees and the supervisors, it
becomes equally relevant to their professional and personal development.

Final Considerations

In this text we focused on the role of pedagogical supervision as a process that
facilitates the learning and development of early childhood educators/teachers,
bearing in mind their repercussions on the teaching-learning process of children.

Throughout the text we emphasize the importance of promoting a collabora-
tive, training and emancipatory supervisory action, emphasizing that it is based
on (inter)actions that encourage and challenge the trainees to learn and develop
the knowledge, attitudes and dispositions that enable them to become capable of
professional performance.

Besides, we also underlined the important contribution that the introduction
to professional practice and supervised teaching practice activities can assume in
the construction of teaching professionalism, which require a supervisory moni-
toring. It is in this line that we understand pedagogical supervision as the process
that supports and regulates the learning and professional development, integrating
a reflexive and autonomous training intentionality. That is why we foresee the de-
velopment of an initial training committed and oriented to “serve the children” and
to the (re)construction of a more just and democratic society (Vasconcelos, 2009).

The contributions of different types of supervision to challenge and support
the trainees in the development of their educational and training action, as well as
the role that joint reflection can take in this process has to be taken into account.

It is necessary to underline the importance of fostering the development of
knowledge, skills, attitudes and predispositions that facilitates ethically respon-
sible pedagogical supervision in the context of complexity and uncertainty that
characterizes the world today. We value the development of positive interpersonal
relationships and processes of collaborative construction of professional knowled-
ge, highlighting the sharing of knowledge and ideas among the different actors, in
order to create a true educational community.
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We also consider that the supervisory process requires continuity so that each
one can feel supported in the development of the professional activity, an aspect
that requires attention and further study.
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