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ABSTRACT
This article reports the results of a research that aimed to identify and analyze 
the theoretical and methodological connections between studies on teaching 
learning of beginning teachers and the field of research on adult education. 
To this end, a meta-analytical bibliographic study was carried out, which took 
advantage of the analysis of the academic production contained in the doctoral 
dissertations prepared in Brazil and Portugal (between the years 2000 and 
2021), these dissertations that had as their central theme of investigation the 
initiation to teaching. The investigation showed that the issues, concepts, authors 
and methodologies, typical of the field of research on adult education, are not 
mobilized for the purpose of understanding the professional development 
processes of early career teachers.
Keywords: teacher training; initiation to teaching; teaching learning; adult 
training.

RESUMO
O LUGAR DA FORMAÇÃO DE ADULTOS NA PESQUISA SOBRE A 
INICIAÇÃO À DOCÊNCIA
Este artigo relata os resultados de uma pesquisa que teve por objetivos 
identificar e analisar as conexões teórica metodológicas entre os estudos sobre 
a aprendizagem docente de professores iniciantes, e o campo de investigação 
sobre a formação de adultos. Para tal, foi realizado um estudo bibliográfico 
meta-analítico que se valeu da análise da produção acadêmica contida nas 
teses de doutorado elaboradas no Brasil e em Portugal (entre os anos de 2000 
e 2021), teses essas que tinham como tema central de investigação a iniciação à 
docência. A investigação mostrou que as problemáticas, os conceitos, autores e 
metodologias, próprias do campo da pesquisa sobre a formação de adultos, pouco 
são mobilizadas para fins de compreensão dos processos de desenvolvimento 
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profissional de professores início de carreira. 
Palavras-Chave: formação de professores; iniciação à docência; aprendizagem 
docente; formação de adultos.

RESUMEN
EL PAPEL DE LA EDUCACIÓN DE ADULTOS EN LA INVESTIGACIÓN 
SOBRE LA INICIACIÓN DOCENTE
Este artículo relata los resultados de una investigación que tuvo como objetivo 
identificar y analizar las conexiones teóricas y metodológicas entre los 
estudios sobre enseñanza aprendizaje de profesores principiantes y el campo 
de investigación sobre educación de adultos. Para ello, se realizó un estudio 
bibliográfico metaanalítico, que aprovechó el análisis de la producción académica 
contenida en las tesis doctorales elaboradas en Brasil y Portugal (entre los años 
2000 y 2021), estas tesis que tuvieron como eje central tema de investigación 
la iniciación a la docencia. La investigación mostró que los temas, conceptos, 
autores y metodologías, propios del campo de investigación sobre educación 
de adultos, no son movilizados con el propósito de comprender los procesos de 
desarrollo profesional de los docentes principiantes.
Palabras Clave: formación de profesores; iniciación a la docencia; enseñanza 
aprendizaje; entrenamiento para adultos. 

Introduction1

The purpose of this text is to analyze the 
scholarly production on teacher initiation and 
its connection to the field of adult education, in 
order to systematize and synthesize the schol-
arly knowledge produced in this field. We want 
to examine how research on teacher initiation 
has used theoretical and methodological con-
tributions from the field of adult education.1 
To achieve this purpose, we conducted a me-
ta-analytic literature review, analyzing doctoral 
dissertations written in Brazil and Portugal 
between 2000 and 2021, focusing on the cen-
tral theme of teacher initiation. The analysis of 
the dissertations focused on the research ob-
jectives, the methodological procedures used, 
the theoretical framework employed, and the 
final synthesis of the results.

The recognition of the adult status of be-
ginning teachers in studies of professional 
development prompted us to pose a series of 

1 The translation of the article into English was done by the 
translator and reviewer Alison S. G. Correia

questions: How has scholarly production on the 
early stages of the teaching career benefited (or 
not) from the theoretical and methodological 
contributions of the field of adult education? 
What kind of connection and theoretical 
interface have studies of teacher induction 
established with the field of adult education 
research? Which authors and concepts are 
most frequently used? What issues related to 
the field of adult education are addressed or 
neglected in research on the professional de-
velopment of beginning teachers? How often is 
there a dialogue between the field of teacher 
education and the field of adult education? 
What reasons might explain possible thematic 
and theoretical overlaps between these two 
fields of inquiry?

To better organize preliminary responses to 
these research questions, we have divided our 
article into three parts: the first discusses ma-
jor aspects of theoretical production on teacher 
initiation and adult education; the second is 
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more descriptive, presenting the empirical data 
constructed during the investigation and the 
paths taken for its elaboration; the third and 
final part of the text provides some analytical 
syndissertations of the data constructed in the 
research.

Teacher initiation: a distinct 
period in the career

In recent decades, the literature on the pro-
fessional development cycles of teachers has at-
tempted to name, characterize, and distinguish 
the phases/cycles of teachers’ professional 
lives. In constructing his analytical model, Mi-
chael Huberman (1992) categorizes the phases 
of the teaching career into five stages: the phase 
of entering the profession and feeling one’s 
way; the phase of stabilization and consolida-
tion of the pedagogical repertoire; the phase of 
diversification, activism, and questioning; the 
phase of serenity, emotional detachment, and a 
certain conservatism; and finally, a phase char-
acterized by professional disinvestment and 
bitterness toward the profession or serenity. 
Carter et al. (1987) propose a model consisting 
of five distinct phases in the teaching career: 
novice teacher, advanced beginner, competent 
practitioner, proficient practitioner, and expert 
teacher. Feiman-Nemser (1999) suggests that 
the process of professional learning includes 
three phases: initial education, induction (the 
transitional period between initial education 
and entry into the profession), and professional 
development.

In these theoretical formulations on the 
subject, a consensus can be observed: teacher 
induction is understood as a singular period 
in the teaching career. Extensive international 
literature has confirmed this dissertation and 
has attempted to problematize the temporal 
limits of this phase, its situational specificities, 
and its role in the professional development of 
teachers. For some authors, induction is seen 
as a transitional period between the life of a 
student and the state of a teacher, between 

training and the profession, which can contrib-
ute significantly to our understanding of how 
we become teachers (NÓVOA, 2022). Other 
authors define this transitional period in terms 
of the challenging nature of the experience of 
entering the profession, often referred to as a 
“baptism by fire” (KELCHTERMANS; BALLET, 
2002), a “reality shock”, a “practice shock”, 
and a “transition shock” (VEEMAN, 1984), as 
well as a struggle for survival (HUBERMAN, 
1992). Such labels for the teacher induction 
experience stem from the fact that novice 
teachers often struggle with extreme feelings 
of helplessness, loneliness, strangeness, alien-
ation, insecurity, vulnerability, uncertainty, and 
ambiguity.

In addition to the shock of reality, teacher 
induction is portrayed as a period of profound 
professional learning, with this learning being 
an essential condition for staying in the pro-
fession. Beginning teachers, especially in the 
first year of their professional insertion, are 
described as eager learners who are eager to 
learn their new craft (BARTH, 1996). In their 
efforts to quickly learn the intricacies of the 
profession, beginning teachers are faced with 
two simultaneous tasks: teaching and learning 
to teach (FEIMAN-NEMSER, 1983). This teach-
er learning involves aspects of professional 
identity that go beyond the domain of teaching 
skills or a narrow understanding of the teacher 
as someone who instructs. Learning to be a 
teacher involves a broader view of the teach-
ing role, i.e., learning to think like a teacher, 
learning to know oneself as a teacher, learning 
to feel like a teacher, and learning to act like a 
teacher (Feiman-Nemser, 2001).

The elements presented above point to the 
central role that the induction phase plays in 
the process of becoming a teacher. The be-
ginning of a teaching career is not just a leap 
between initial and continuing education but 
has a distinctive and influential character in the 
process of professional maturation. The early 
years as a beginning teacher are crucial in the 
professional life of educators because they can 
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shape in many ways the relationship with stu-
dents, knowledge, colleagues, the school, and 
the profession as a whole. In this sense, it may 
be the most important time in the formation of 
a teacher and the construction of a professional 
identity (NÓVOA, 2022).

Putting this academic debate into perspec-
tive, it seemed important to consider that be-
ginning teachers are adult individuals (often 
young adults), and this stage of the human 
developmental life cycle should be considered 
in studies that examine the processes of teach-
er formation at the beginning of their careers. 
Teachers are beginners in their careers, but not 
in life, as they have accumulated a significant 
set of formative experiences before assuming 
the role of teacher in schools. In this regard, 
Peterson, Clark and Dickson (1990) recog-
nize the need to study the learning process 
of teachers as adults. Furthermore, Alarcão 
and Roldão (2008) visualize the processes of 
personal and professional construction and 
improvement in teaching from the perspective 
of adult development.

In light of this, theoretical models need 
to describe, clarify and problematize the na-
ture of change processes in adult individuals 
(CARLOS MARCELO, 1999). Similarly, Oja 
(1991) has demonstrated the usefulness of the 
scientific knowledge produced in studies of 
adult learning and development in the field of 
teacher education. These authors point to the 
need to incorporate the principles, theories, 
and models developed in the field of adult 
education over the past 40 years into studies 
of teacher education and development. The 
research presented in this article is consistent 
with this assumption and seeks to contribute 
to the discussion of the topic.

Adult Education: A Field and a 
Problematic

In this section of the article, we aim to high-
light some of the central issues in the field of 
adult education to provide a framework for an-

alyzing the data constructed in the research. In 
doing so, we also aim to outline the contours of 
the field of adult education to clarify aspects of 
its uniqueness concerning other fields of inves-
tigation. The idea of a distinct field designates 
a social reality of educational practices with 
its own characteristics, as well as systematic 
practices of reflection and the production of 
new knowledge, specifically within a specific 
field of inquiry (CANÁRIO, 2013).

As Rui Canário (2013) emphasizes, the his-
torical emergence of adult education began in 
the 19th century and was associated with two 
major processes: the development of mass so-
cial movements (such as the labor movement), 
which laid the foundation for the vitality of 
popular education, and the consolidation of 
national school systems, which led to the emer-
gence of second-chance education for adults. 
However, it was after World War II that adult 
education experienced a significant increase, 
no longer being limited to a small number of 
individuals or specific socio-professional or 
socio-cultural categories (such as individuals 
with low educational attainment), but rather 
being proposed or even imposed on everyone 
(CANÁRIO, 2013; AVANZANI, 1996).

In this new context, since the 1960s, four 
poles have structured the territory of social 
practices in adult education: literacy and 
basic education, vocational training, local de-
velopment, and socio-cultural animation. The 
first pole corresponds to the development of 
educational opportunities for non-literate and 
low-literate adults; the second pole involves 
continuous training processes aimed at the rap-
id (re)qualification of the workforce; the third 
pole interfaces education and development 
and refers to practices that link adult education 
and local development with direct participa-
tion from stakeholders, in a comprehensive, 
integrated, and sustainable perspective; the 
fourth pole arises from the social changes char-
acterizing urban life, including the so-called 
“revolution of social times” (leisure, free time), 
opening up space for recognizing the educa-
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tional nature of experiences in diverse social 
contexts that share the common characteristic 
of being relatively unfamiliar and distant from 
the traditional school environment (CANÁRIO, 
2013).

In this context of expanding adult education, 
UNESCO played a crucial role in the induction 
and global expansion of policies focused on 
adult education. According to Finger and Asún 
(2001), UNESCO has played and continues to 
play a significant role in the field of adult ed-
ucation, particularly in terms of visibility and 
recognition. Since the 1960s, designated as the 
“development decade”, UNESCO has clarified 
its perspective: education, science, and culture 
should be placed in the service of the develop-
ment of countries and peoples. In summary, 
UNESCO discourse and philosophy regarding 
adult education are typical of the development 
decade and a global action agenda with the 
capacity to influence political orientations 
worldwide. In this movement, literacy and 
basic adult education have received particular 
attention (FINGER; ASÚN, 2001).

From the 1970s onwards, despite the pre-
dominance of literacy issues and the literacy 
levels of adults with low educational attain-
ment, lifelong learning gained prominence in 
the development of policies disseminated by 
UNESCO. What would later be called the “life-
long learning movement” was largely based on 
knowledge and reflection in the field of adult 
education, particularly popular education. 
The core idea of lifelong learning is to create 
a society where everyone is continuously 
learning from early life to later life, in differ-
ent institutions (not just schools), in learning 
communities, and in various social settings. 
Lifelong learning differs from traditional 
(mostly school-based) education in several 
aspects: it recognizes the learners’ experiences 
in an attempt to ensure access and educational 
success for all; it values a democratic teaching 
relationship that starts with the learner as the 
focal point, considering them as subjects; it 
promotes integrated educational processes, 

acknowledging the complementarity of the 
exact sciences and humanities so that art and 
technology are integrated into the process of 
human development (CANÁRIO, 2013; FINGER; 
ASÚN, 2001).

UNESCO has based its discourse on the 
lifelong learning movement on the thinking 
of renowned authors in the field of education, 
particularly Paulo Freire. In this sense, UNESCO 
adopted the premise that education occurs at 
all times and in all spaces throughout life, lead-
ing to the recognition of the complementarity 
of various educational modalities: informal 
education, non-formal education, and formal 
education. Education is considered a univer-
sal basic right for all and aims to improve the 
quality of life through the humanization of 
development (FINGER; ASÚN, 2001). Paulo 
Freire (1993) understood that the main reason 
for lifelong learning is not political or economic 
but rather related to the incompleteness of the 
human being.

The dominance of a school-centered view of 
education, alongside the increasing visibility 
of non-formal educational processes from the 
second half of the 20th century, necessitated 
the need to distinguish and define education-
al modalities. These non-formal educational 
processes can be represented by the image of 
the non-visible face of the moon (CANÁRIO, 
2006). In this context, attention is drawn to 
the valuable heritage and potential of these 
educational experiences (CANÁRIO, 2006). 
According to the author, non-formal education 
is understood within the scope of “educational 
situations” (non-formal or informal) that dif-
fer from the “school format” and are situated 
on a continuum. Understanding education as 
a broad, comprehensive process and the im-
portance of addressing different educational 
modalities present in social practices, as a way 
to overcome the hegemony of the school form, 
has allowed for the emergence of a typology of 
educational modalities referred to as formal, 
non-formal, and informal education. To better 
grasp this idea of a continuum that integrates 
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and articulates different layers of educational 
situations, it is important to distinguish each 
of them. Formal education is characterized by 
intentionality and structure, usually found in 
situations characterized by the school form, 
which can occur within and outside of school, 
based on the asymmetry of the teacher-stu-
dent relationship, pre-structured programs 
and schedules, and the existence of evalua-
tion and certification processes. Non-formal 
education is characterized by flexibility in 
schedules, programs, and locations, often based 
on volunteerism and valuing group dynamics. 
Reciprocity and the intention to create edu-
cational situations tailored to contexts and 
participants, respecting their peculiarities, 
prevail in these processes. Informal education, 
on the other hand, encompasses all potentially 
educational situations, even if not consciously 
or intentionally perceived by those involved, 
and corresponds to loosely structured and 
organized everyday situations in the realms of 
family, personal, social, and professional life. 
The continuum characterizing educational mo-
dalities suggests possibilities of hybridity and 
the difficulty of establishing clear boundaries.

Gaston Pineau’s (1988) tri-polar theory of 
education is based on this broad perspective 
of the educational process. It recognizes the 
importance of socialization, interaction, and 
exchanges with others (hetero-education), 
the influence of the environment and the 
surrounding space (eco-education), and the 
reflection carried out by the individual them-
selves to give meaning to and appropriate their 
life experiences (self-education). According to 
Pineau (1988) and Galvani (1997), self-educa-
tion is a component of a tri-polar process led 
by three interdependent masters: the individ-
ual themselves (self-education), others (het-
ero-education), and things (eco-education). 
Self-education, although carried out by the 
individual, consists of a dialectical relationship 
between the individual and the social, as the 
relationships with others shape life experi-
ences and the thinking patterns mobilized in 

the individual’s reflection have considerable 
social and cultural influence. This theory fo-
cuses on the educational process and allows 
us to understand the status of the learning 
subject concerning themselves, the world, and 
others. Self-education is based on a process in 
which the individual may dispense with the 
pedagogue, merging with their own life cycle, 
and represents unique paths of acquiring and 
building autonomy (CANÁRIO, 2013). The adult 
in a learning situation carries a life history and 
experiences with multiple dimensions, partic-
ularly in the professional domain. Therefore, 
“rather than thinking about how to educate this 
adult, it is important to reflect on how they ed-
ucate themselves, that is, how they appropriate 
their experiential heritage through a dynamic 
of retrospective understanding” (NÓVOA, 1988, 
p. 128).

The centrality of life history in adult edu-
cation stems from the fact that adults cannot 
withdraw from life to learn (FERNANDEZ, 
2006), because the process of education is 
intrinsic to and simultaneous with life. This is 
because “no one educates and forms himself 
first and then lives, participates in the social 
world and asserts himself as an active citizen 
in a democratic context” (LIMA, 2020, p. 203). 
The comprehensiveness and continuity of the 
educational process, as well as the centrality 
of the individual in this dynamic, gain consis-
tency based on research focused on life stories 
(DOMINICÉ, 1990). The use of the biographical 
approach in research and teaching has made 
it possible to understand the diversity and 
complexity of educational dynamics and to 
define some guiding principles in the field of 
adult education.

The above principles demonstrate the im-
portance of experiential learning in the process 
of human development from an anthropolog-
ical perspective. Experiential learning is the 
result of an individual’s self-work, interaction 
with others, and the environment when con-
fronted with events that generate problems 
and challenges that require changes in patterns 
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of thought and action (JOSSO, 1991). Experi-
ential learning occurs in all times and spaces 
of life (family, work, leisure, and school); it is 
linked to the heritage of experiences; it allows 
the development of knowledge, understand-
ing, and skills in instrumental, relational, and 
emotional domains; and it influences identity 
and existential dimensions. When discussing 
experiential learning, the basic assumption 
is that learning happens through experience 
(CAVACO, 2009). According to Pineau (1989), 
experiential learning is learning through direct 
yet reflective contact. It is direct because it does 
not involve the mediation of trainers, programs, 
books, or words.

Therefore, we aim to examine how research 
on teacher induction, as documented in doctor-
al dissertations, has or has not used theoretical 
contributions from the field of adult education. 
In the following section, we present data that 
can help clarify this question.

Research Methodology and 
Procedures

The research was based on a qualitative 
paradigm, specifically a meta-analytic bib-
liographic study, with a descriptive-interpre-
tive approach. The empirical material consisted 
of doctoral dissertations written in Brazil and 
Portugal between 2000 and 2021.

As a first approach to the analysis of the 
scientific production on teacher initiation, 
we tried to determine if our central research 
question had already been investigated in 
other studies in this field. For this purpose, 
we conducted a survey of “state-of-the-art” 
research that aimed to inventory, describe, and 
analyze the theoretical production of teacher 
initiation in Brazil over the last 15 years. In 
chronological order, the following references 
were found Mariano (2006), Papi and Martins 
(2009), Corrêa and Portela (2012), Nunes and 
Cardoso (2013), Cardoso et al. (2017), Rocha 
(2020), and Almeida et al. (2020).

After reading all this material, we found 
that most of the studies aimed to analyze more 
general and panoramic aspects of the theoret-
ical production on teacher initiation in Brazil, 
such as thematic gaps and recurrences, the 
theoretical frameworks used, the geographical 
location of the production, the dissemination 
outlets (conference proceedings, scientific 
journals, repositories), the temporality of the 
production, and the research methodologies 
employed. Only one of these studies focused on 
a more specific topic: the analysis of scientific 
production related to mentoring programs 
from 2005 to 2014 (CARDOSO et al., 2017). It 
was noted that none of these studies addressed 
the central question of our investigation. This 
led us to wonder whether the issue of adult 
individuals and/or adult education is truly 
overlooked in research on beginning teachers, 
or whether the authors of these meta-analytic 
studies did not consider this issue relevant.

We then proceeded with the survey of doc-
toral dissertations in the Open Access Scientific 
Repository of Portugal (RCAAP). This reposi-
tory was chosen because it brings together a 
significant part of the academic and scientific 
literature produced in both countries. The 
study aimed to gain a deeper understanding of 
how doctoral dissertations on teacher induc-
tion produced in Brazil and Portugal between 
2000 and 2021 have engaged with the field of 
adult education. The decision to work exclu-
sively with doctoral dissertations was mainly 
based on the recognition that this type of aca-
demic production allows greater possibilities 
for theoretical analysis and the development 
of sophisticated reflections on empirical data. 

For the dissertation search, we defined 
two main sets of search terms. The first set 
of descriptors consisted of keywords closely 
related to the field of adult education studies: 
adult education/ lifelong learning/ continuing 
education/ andragogy/ experiential learning/ 
adult learning/ lifelong education/ adult educa-
tion and training/ youth and adult education/ 
life stories. In this search, we did not find any 
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studies directly related to the topic of teacher 
induction. This already indicates a limited in-
terface between adult education studies and 
studies on teacher initiation.

The second block of search terms consist-
ed of keywords related to the field of teacher 
initiation studies, including teacher initiation/ 
novice teacher/ teacher learning/ professional 
induction/ professional development/ early ca-
reer/ professional identity/ professional social-
ization/ teaching profession/ teaching work/ 
teacher education. We prioritized papers that 
focused on elementary teachers who had com-
pleted their undergraduate degrees and were 
in the early years of their teaching careers.

Using these search parameters, we iden-
tified a total of 18 doctoral dissertations, of 
which 14 were conducted in Brazil and four in 
Portugal, all of which were identified using the 
second block of search terms.

For a panoramic analysis of the data, we car-
ried out two approaches to examine the content 
of the 18 dissertations. The first approach con-
sisted of reading the titles, abstracts, and key-
words. The second approach involved reading 
specific sections of the dissertations, specifically 
the introduction, methodology, and concluding 
remarks. Some dissertations had to be read in 
their entirety because the concluding remarks 
provided only descriptions of what had been 
done in the research process and lacked more 
substantial theoretical and methodological syn-
dissertations related to the research object. For 
each of these approaches, analysis grids were 
created consisting of the following axes: research 
objectives/ guiding questions/ research methods/ 
theoretical framework/ syndissertations, and 
conclusions. These grids were used to organize 
and categorize the data collected.

Presentation of overall survey 
data

In terms of research topics, we found that 
the majority of the dissertations focused on the 
challenges and difficulties faced by beginning 

teachers. Of the 18 dissertations, six have this 
as their central focus, while five others address 
this issue as a complementary topic. In other 
words, a total of 11 dissertations examine, at 
least in part, the aspect of entering the teaching 
profession. This recurrence is also found in oth-
er meta-analytic studies on teacher entry (Papi 
& Martins, 2010; Nunes & Cardoso, 2013).

As for the other studies, one focuses on teach-
er learning, one on professional socialization 
processes, one on teachers’ professional devel-
opment, two on professional induction policies 
and programs, one on the link between gener-
ational belonging (being young) and teacher 
induction, four on the (dis)continuity between 
initial education and the challenges of teacher 
induction, and two studies analyze the domain 
of subject-specific knowledge and pedagogical 
practices of novice teachers. In this review, we 
note the very limited investment in studies that 
aim to problematize the interfaces and connec-
tions between generational belonging (being an 
adult) and early career experiences.

Only one of the dissertations explicitly ad-
dresses the relationship between generational 
belonging and teacher initiation as a central 
research focus. Specifically, this dissertation 
seeks to problematize the intersection of two 
dimensions of the condition of many novice 
teachers: being young and inexperienced in 
the profession. It should be noted, however, 
that the author of this dissertation does not 
draw from the adult education literature, but 
rather from studies in the sociology of youth. 
Nevertheless, we recognize a thematic proxim-
ity to the issue of adult education, particularly 
because it recognizes the need to examine the 
relationship between life cycles, teacher edu-
cation, and teacher induction.

In terms of the temporal distribution of 
dissertations, there is a concentration of pro-
duction between 2014 and 2019, with a notable 
peak in 2017. This trend was also observed 
in the Almeida et al. (2020) study. The graph 
below illustrates this evolutionary aspect of 
academic production:
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Source: Prepared by the authors.

Graph 1 - Number of dissertations per year

Regarding the research identified in Portu-
gal, there seems to be a certain dispersion of 
studies when considering the overall timeline. 
Of the four dissertations carried out in this 
country, three were carried out between 2004 
and 2011, with only one falling within the pe-
riod of higher academic production. We lack 
additional elements that would allow us to 
objectively understand the motivating reasons 
for the differences between the two countries, 
especially regarding the temporal evolution of 
this academic production.

In the case of Brazil, it seems that the signif-
icant participation of Brazilian researchers in 
the International Congress of Novice Teachers, 
the dissemination of the works of Professor 
Carlos Marcelo Garcia - as well as of inter-
national authors introduced to the Brazilian 
context by the aforementioned researcher - and 
his frequent participation in academic events in 
Brazil, have contributed decisively to boosting 
the research production on teacher initiation. 
This hypothesis is supported by comparing 
the citation frequency of this author’s texts 
in the dissertations produced in Brazil with 
those produced in Portugal. Of the Portuguese 
dissertations, two of them contain references 
to a single text by this author, and in one disser-
tation the author is mentioned twice, but only 
briefly. On the other hand, one Brazilian disser-

tation by a Brazilian author stands out because 
it refers to five works by Professor Garcia and 
has a much higher incidence of citations than 
the other dissertations conducted in Portugal.

Of the 18 dissertations identified, 16 were 
conducted in education graduate programs 
and two in geography graduate programs, both 
located in Brazil. This indicates that non-edu-
cation graduate programs have also addressed 
issues of teacher initiation, highlighting unique 
aspects of the professional integration of teach-
ers from different disciplinary fields, focusing 
on the pedagogical practices of novice teachers 
in specific subjects. The focus on teacher ini-
tiation within disciplinary fields is evident in 
the diversity of the fields to which the teach-
ers belong: two dissertations address novice 
teachers in geography, two in mathematics, 
one in history, one in physical education, and 
one in chemistry.

Regarding the geographical location of the 
dissertations, in the case of Brazil, the South-
east region had the highest number, with a total 
of nine dissertations, seven in the state of São 
Paulo and two in Minas Gerais. Two disserta-
tions are from the South region, both in Rio 
Grande do Sul. One dissertation was carried 
out in the northeastern region, in the state of 
Paraíba; two in the central-western region, one 
in Goiás, and one in the Federal District. These 
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data show a clear concentration of disserta-
tions from the Southeast region, especially in 
the State of São Paulo. In contrast, no disser-
tations were produced in the northern region 
of Brazil. The tendency for dissertations to be 
concentrated in the Southeast region, especial-
ly in São Paulo, is also observed in other similar 
studies (Rocha, 2020; Almeida et al., 2020). 
This can be explained mainly by the greater 
number of graduate programs in education in 
this region.

Regarding the number of dissertations per 
university, the data indicate a concentration 
of works in the Education Graduate Program 
of PUC-SP (Pontifical Catholic University of 
São Paulo), in contrast to other studies that 
have identified UFSCAR (Federal University 
of São Carlos) as the institution with the most 
significant number of dissertations on teacher 
induction (Almeida et al., 2020).

In Portugal, of the four dissertations found 
on novice teachers in Portuguese, two were 
conducted in the Lisbon region (Institute of 
Education, University of Lisbon), one in the 
Trás-os-Montes region (University of Trás-os-
Montes and Alto Douro), and one in the Algarve 
region (University of Algarve). These data do 
not allow us to identify possible trends, recur-
rences, and/or gaps in research production 
concerning geographical and institutional loca-
tion. The most we can say is that the affiliation 
of Professor António Nóvoa to the Institute of 
Education of the University of Lisbon could be 
seen as a motivating factor for the production 
of dissertations on teacher initiation at the 
University of Lisbon, given his recent strong 
involvement in discussions on this topic.

In terms of the types of research methods 
used, the constructed data show a hegemony 
of qualitative approaches with a phenome-
nological and hermeneutic focus. Only one 
study adopted a critical-dialectical perspec-
tive supported by historical materialism. 
Of the 18 dissertations analyzed, 13 used 
qualitative research premises. Three of them 
claimed to develop qualitative-quantitative 

research, and only one study used predomi-
nantly quantitative research premises. In the 
cases of the dissertations that claimed to be 
qualitative-quantitative research, the majori-
ty justified this framework based on the use 
of questionnaires to define and characterize 
the research subjects or as an exploratory ac-
tion in the research field aimed at informing 
decisions about the future directions of the 
research. These studies predominantly used 
qualitative research tools, thus aligning them 
with a qualitative research framework. This 
further reinforces the hegemony of qualitative 
research methods in teacher induction studies.

The role of the issue of adult 
education in the dissertations

In order to verify the presence/absence of 
discussions related to the field of adult edu-
cation, we conducted an initial search for the 
words adult(s) and their English equivalents 
in the Word Office text editor. In this broad-
er perspective, the following results were 
obtained: of the 18 dissertations, six did not 
mention these words in the keywords, body 
of the text, references or appendices. In seven 
dissertations, the issue of adult education was 
presented superficially, mainly in the context 
of the contextualization of the research ob-
ject. In three dissertations, the issues of adult 
education and adult learners were addressed 
more consistently, although still as comple-
mentary themes. Only one dissertation focused 
on the central issue of the condition of young 
adult teachers as beginners. This first survey 
already indicated a theoretical and thematic 
incipient articulation between the fields of 
teacher education, adult education, and adult 
learners.

In contrast, in the Brazilian context, adult 
education has been more strongly associated 
with the field of Youth and Adult Education 
(EJA), historically been linked to the literacy 
needs of the population with low educational 
attainment. As Soares and Pedroso (2016) 
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remind us, the field of Youth and Adult Edu-
cation in Brazil has been established through 
ongoing tensions regarding the right to edu-
cation for this population, given the denial of 
educational opportunities to young and adult 
individuals who, throughout their lives, have 
not had access to education or have interrupted 
their studies for various reasons. This direct 
connection between adult education and EJA, 
observed in the Brazilian context, was evident 
in our search for dissertations on teacher ini-
tiation using descriptors specific to the field 
of Adult Education. Several studies on teacher 
education with an interface between adult 
education and EJA were found. However, all 
of these studies focused on the education and 
training of teachers/educators who work with 
EJA students, with none of them addressing the 
topic of early career teaching.

Regarding the theoretical frameworks used 
in the field of Adult Education, we identified 
authors whose work relates to two major the-

matic groups: the first group is linked to issues 
related to stages/phases of adult development, 
defining adult identity/personhood, transition 
processes into adulthood, and the definition of 
the field of Adult Education. The second group 
is more directly related to adult learning, the 
peculiarities of adult learning processes, adult 
learning psychology, and how adults learn. The 
overwhelming majority of cited authors come 
from Anglo-Saxon and Francophone back-
grounds. Only one work by Brazilian authors 
specifically addressed adult teacher learning. 
It is also important to note that about 80% of 
the works cited in the dissertations on adult 
education, development, identity, and learn-
ing were from studies conducted in Portugal. 
Additionally, there were a very limited number 
of authors (24) and references (27) on these 
topics cited across the 18 dissertations. The ta-
ble below presents all the texts by authors dis-
cussing adult education, development, identity, 
and learning identified in the 18 dissertations:

Houde, R. (1989). Les transitions de la vie adulte et 
la formation expérientielle. Education Permanente, 
100/101:143-150

Dominicé, P. (1988). A biografia educativa: Instru-
mento de investigação para a educação de adultos. 
In Nóvoa, A. e Finger, M. (Eds.) O método (auto)bio-
gráflco e a formação. Lisboa: Ministério da Saúde, pp. 
101-106.

Boutinet, J. (1998). L’immaturité de la vie adulte. Pa-
ris: PUF, 2ª edição.

Ferry, G. (1980). Problématiques et Pratiques de 
1’Éducation des Adultes. Quelques Points de Repère 
pour la Formation des Enseignants. Revue Francaise 
de Pédagogie, 50, pp. 42-53.

Karpiak, I. (1997). Change, Evolution, and Global Vi-
sion-Logic: A Gentle Challenge for - Adult Develop-
ment.

Levinson, D. (1986). A Conceptualization of Adult 
Development American Psicologist, 41(1), pp. 3-13.

Oja, S. (1989). Teachers: Ages and Stages of Adult 

Rogers, A. (2003). What is the difference? A new cri-
tique to adult learning and teaching. Leicester: Niace.

Legendre, M. (1998). Apport du modèle de l’équili-
bration à l ’étude de l ’apprentissage chez l ’adulte.

Merriam, S. e Clark, M. (\99\). ‘Lifelines. Patterns of 
Work, Love, and Learning in Adulthood. San Francis-
co: Jossey-Bass

Mezirow, J. (1991). Transformative Dimensions of 
Adult Learning. San Francisco: Jossey-Bass. Mezi-
row, J. (1997). Transformative Learning: Theory to 
Practice. New Directions for Adult and Continuing 
Education, 74, pp. 5-12. 

Mezirow, J. (2000). Learning to Think like an Adult: 
Core Concepts of Transformation Theory. In Mezi-
row, J. e Associates (Eds.) Learning as transforma-
tion. Critical Perspectives on a Theory in Progress. 
San Francisco: Jossey-Bass, pp. 3-33.

Smith, C. e Pourchot, T. (1997). Adult Learning 
and Development Perspectives From Educational 
Psychology. London, New Jersey: Lawrence Erlbaum 
Associates Publishers. 

ADULT FORMATION, DEVELOPMENT,

AND IDENTITY
ADULT LEARNING

Chart 1 - Works and authors in the field of adult education in doctoral dissertations
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Development In Huberman, M. (Ed.) Perspectives on 
Teacher Professional Development. London: Falmer 
Press, pp. 119-153Solar, C. (1998). De la ruptura au 
changement: le cas de 1’iniquité. In Danis, C. e Solar, 
C. (Eds.) Apprentissage et développement des adul-
tes. Quebec: Les Editions Logiques, pp. 123-164.

Rosan, S. (1987). Identity and its development in 
addulhood. In T Honees and K. Yardley (Eds), Sel 
and Identity: Perspective across lifespan (p. 304-
319). London: Routledge & Kegan Paul.

Schon, D. (1996). A la recherche d’une nouvelle éps-
témologie de la pratique et de ce qu’elle implique 
pour l’education des adultes. In: J. M. Barbier (dir). 
Savoirs théoriques et saviors d’action. (pp. 201-222). 
Paris: PUF.

Cookson, P. S. (1986). A framework for theory 
and research on adult-education participa-
tion. Adult Education Quarterly, 36(3), 130-141. 
doi:10.1177/0001848186036003002

Trilla Bernet, J. (1993). Otras educaciones: Anima-
ción sociocultural, formación de adultos e ciudad 
educativa. Barcelona: Editorial Anthropos.

Canário, R. Educação de adultos: um campo e uma 
problemática. Lisboa: EDUCA, 2013

Smith, R. (1988). Learning how to Learn: Applied 
Theory for Adults. Milton Keynes: Open University 
Press. 

Usher, R.; Bryant, L. e Johnston, R. (1997). Adult 
Education and the Postmodern Challenge: Learning 
beyond Limits. London: Routledge

Danis, C. Processos de Aprendizagem dos adultos 
numa perspectiva de desenvolvimento. In: DANIS, 
C.; SOLAR, C. Aprendizagem e desenvolvimento 
dos adultos. Tradução Joana Chaves. Les Editions 
Logiques, 1998. 

Brookfield, S. D. (1993). Self-directed learning, poli-
tical clarity, and the critical practice of adult educa-
tion. Adult Education Quartely, 43 (4), 227-242.

Brookfield, S. D. (1998). Understanding and faci-
litating moral learning in adults. Journal of Moral 
Education, 27 (3), 283-300

Brookfield, S. D. (1986). Understanding and facilita-
ting adult learning. San Francisco, CA: Jossey-Bass.

Basseches, M. (1984). Dialectical Thinking and 
Adult Development. Norwood, New York: Praeger.

Placo, V. M. N. S.; Souza, V. L. T. A aprendizagem do 
adulto professor. São Paulo: Edições Loyola, 2006.

Source: Prepared by the authors

When it comes to the number of authors cited 
in the dissertations that address the connections 
between teacher initiation, professional devel-
opment, and adult education, we found a very 
limited number of authors. They are: Nóvoa 
(1988), Oja (1989), Marcelo (1999), Cavaco 
(1995), Huberman (1989), Alarcão, Roldão 
(2006), Canário (2007), Dal-Forno, Rinaldi, and 
Reali (2008), and Rinaldi (2009), Isaia, Maciel, 
Bolzan (2011). The last three texts are the only 
references by Brazilian authors. In this set of ci-
tations found in the 18 dissertations, there is one 
text by a British author, one by a Spanish author, 
one by a Swiss author, four texts by Portuguese 
authors, and two by Brazilian authors.

In addition to the limited number of authors 
and texts that discuss the connections between 
teacher initiation and adult education, it is 
striking how briefly these reflections appear 
in the dissertations. They are often limited 
to a single paragraph or sentence, mentioned 
sporadically in literature reviews, and often 

detached from the data analysis process and/
or the construction of the research object. This 
pattern reinforces what we have been pointing 
out throughout the article: the peripheral, lat-
eral, and complementary position of studies on 
adult learners, formation, and learning in the 
dissertations under analysis.

In the citations found in the dissertations, 
the authors draw attention to the need to re-
flect on the connections between the life cycle 
and professional development processes, life 
cycles and teaching career cycles, the recogni-
tion of adult teachers in continuous formation 
processes, teacher autonomy in managing 
their formation strategies (self-formation), 
the recognition of the specific context of adult 
development, the centrality of self-formation 
and hetero-formation in teacher professional 
development processes, adult learning psy-
chology, processes of change in adults, aspects 
of transition to adulthood, adults’ interest in 
practical aspects and know-how in continuous 
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formation processes, and the recognition of life 
histories in teacher education.

In addition to the broader survey of the 
presence/absence of citations of the words 
adult(s) in the dissertations, as well as authors 
associated with the field of adult education, 
formation, and adult learning, we conducted 
a similar search using the Word Office word 

search tool to identify the recurrence of con-
cepts that are important in the field of adult 
education. These concepts include andragogy, 
interformation, self-formation, lifelong learn-
ing/permanent education (LL/PE), non-formal 
education (NFE), informal education, and adult 
learning. In this search, we obtained the results 
shown in the graph below:

Graph 2 - Core concepts of the field of adult education studies

CONCEITOs CITADOs NAs TEsEs

Source: prepared by the authors

Despite the recognition that the disserta-
tions analyzed incorporate valuable concepts 
from the field of adult education, few dis-
sertations develop these concepts in depth. 
Furthermore, these concepts are often used to 
contextualize the research object, mentioned 
briefly, and with little organic connection to the 
central theme of the research. It is evident that 
in none of the dissertations are these concepts 
taken as central drivers for the development 
of the research and the analysis of the data. It 
is, therefore, no coincidence that they do not 
appear in the titles and keywords of the dis-
sertations. In the abstracts, there was only one 
mention (in one abstract) of informal education 
and learning.

Figure 2 also shows a certain imbalance in 
the presence of these concepts in the disser-
tations analyzed. Concepts related to lifelong 
learning were predominant. The hegemony 

of these concepts seems to be directly related 
to the importance of the topic of teacher pro-
fessional development in discussions about 
teacher education, especially in the debate 
about the professional development of teach-
ers. This concept has the clearest connection 
and interface with adult education studies. On 
the other hand, the concepts of “andragogy” 
and “alienation” are virtually absent in the 
dissertations analyzed.

Other concepts are very tentatively present-
ed in the dissertations, especially adult educa-
tion. Only three of them develop this theme. 
Most of the time, attention is focused on what 
novice teachers learn in induction programs 
or through professional experience. There is 
virtually no discussion of how adults learn, 
given their adult status. Thus, issues related to 
the psychology of adult learning are virtually 
absent from the dissertations reviewed.
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Concepts that draw attention to less insti-
tutionalized aspects of teacher learning (in-
formal education, non-formal education, and 
interformation) are emphasized in more than 
half of the dissertations, which we consider 
significant. Equally important is the number of 
studies that deal with the concept of self-for-
mation (one-third of the dissertations), which 
indicates a certain recognition of the teacher 
as an adult who plays a fundamental role in 
building more biographical formative trajec-
tories and producing more authorial meanings 
in the process of becoming a teacher. However, 
these types of formative practices are used 
in the dissertations without more consistent 
interfaces with the theoretical debate on the 
specificities of adulthood and the process of 
adult education, in particular a more compre-
hensive experiential education that includes 
psychological, anthropological, sociological, 
and philosophical dimensions.

The recognition of non-formal educational 
processes suggests that experiential education 
has an important place in the training and 
professional development of beginning teach-
ers. Although the dissertations do not address 
experiential education in the terms present 
in the debate on adult education - linked to 
the dimensions of self, hetero, and eco-for-
mation - they are presented based on the rec-
ognition and analytical effort to understand 
the meanings constructed by novice teachers 
regarding their experiences of professional 
insertion. Some indications highlight the con-
ception of the novice teacher as an adult who 
incorporates a knowledge base linked to their 
experience and identity. The dissertations, by 
highlighting the predominantly solitary nature 
of the experience of entering the profession, 
the constant mobilization of self-formation, 
the engagement in networks of (self)participa-
tory formation, and the types of professional 
learning experienced - many of which are tacit, 
determined by the predominance of practical 
learning - shed light on aspects of experiential 
education and its importance in the profes-

sional development processes of teachers in 
the early stages of their careers.

Concerning experiential education, it is im-
portant to note that in most of the dissertations, 
the theme of life stories is not considered a 
central issue in the development of research, 
either in the use of research tools or in the 
construction of training processes and inter-
ventions. To give an idea of what we are talking 
about, only one dissertation (developed in 
Portugal) mentions the term “life stories” in the 
keywords. Furthermore, only one dissertation 
mentions the use of a biographical approach, 
and four dissertations state that the authors 
used narrative interviews.

Concluding remarks
In this final section of the article, we will at-

tempt to synthesize and analyze the data from 
the research described so far to raise questions 
for the field of teacher induction research. 
Specifically, we will attempt to problematize 
some possibilities for connections between 
the research fields of teacher induction and 
adult education that we believe are fruitful for 
advancing research on novice teachers.

We would like to offer some reflections 
on the symbolic boundaries of the research/
intervention fields of adult education and 
teacher education. In recent decades, these 
two scientific fields, integrated within the field 
of education, have developed their autonomy 
and theoretical frameworks to a large extent 
through the specific way they construct their 
research objects and “question the reality of 
the field of practices they study” (CANÁRIO, 
2005, p. 27). Adult education, historically 
linked to popular education, is based on a 
broad perspective of educational processes, 
recognizing their diversity and complexity. 
In this sense, it criticizes the monopoly of 
the school as an educational institution and 
emphasizes the complementarity of informal, 
non-formal, and formal education in learning, 
as well as hetero-eco-autoformation and expe-
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riential learning. Teacher education, due to the 
professional context of these practitioners, is 
more closely associated with institutionalized 
education, educational policies, the notion of 
the school as the central locus of continuous 
teacher education, and the emphasis on formal 
education in initial and continuing teacher 
education (undergraduate education, master’s 
degrees, specialization programs).

As a result of these unique historical origins, 
it is evident that both fields have constructed 
specific problems, objects of research, and 
scientific knowledge, contributing to the “di-
versity of possible ‘perspectives’ on the social” 
(CANÁRIO, 2005, p. 25) and education. It is 
easy to observe in scientific journals, book 
publications, conferences, scientific events, and 
research communities that research on teacher 
education and adult education has gained its 
own substance.

On the other hand, given this reflection, it is 
understood that it would be fruitful for the field 
of research on teacher education, especially 
concerning the study of teacher initiation, to 
strengthen the dialogue with the field of adult 
education, recognizing the importance of 
“multiplying the possibility of multi-referen-
tial perspectives” (CANÁRIO, 2005, p. 25) on 
educational phenomena. First and foremost, 
we believe it is necessary to recognize the 
uniqueness of the adult learner, considering 
life cycles and experiential learning, as well as 
the contribution of a comprehensive approach 
to educational processes - one that recognizes 
their diversity, complexity, and the interdepen-
dence between heteroformation, ecoformation, 
and self-formation - concerning the profession-
al development of novice teachers.

The increased dialogue between these 
domains would involve the articulation with 
knowledge about adult education, particularly 
the processes of learning and their connection 
to life experience and teacher professional 
development. There is extensive international 
literature on adult learning and education that 
has been largely unexplored in the disserta-

tions, which could help us understand the var-
ious dimensions of novice teachers’ learning: 
what, how, why, where, with whom, and when 
do novice teachers learn? The limited engage-
ment with this literature may, in part, explain 
why the analyses in the dissertations primar-
ily focused on understanding what novice 
teachers learn during the early stages of their 
teaching careers. As a result, other dimensions 
of professional learning experienced by novice 
teachers, such as diversity and the richness 
of life contexts and experiences, particularly 
as adult individuals with extensive schooling 
experiences as students, were overlooked.

This relative silence on the topic of adult 
education and learning is also reflected in the 
limited engagement with authors from the 
field of adult education, particularly in rela-
tion to andragogy, which has played a crucial 
role in defining specific parameters for adult 
education and learning, as well as in the de-
velopment of alternative educational practices 
that have critiqued, enriched, and surpassed 
the traditional schooling model (CANÁRIO, 
2013). One could infer that this absence is due, 
at least in part, to the criticisms that the an-
dragogical model has faced in recent decades. 
These criticisms argue that, contrary to what 
the model suggests, education is a lifelong 
process of self-construction for all individuals, 
not just adults, and thus the principles inher-
ent in the andragogical model are valid for all 
individuals regardless of age. This perspective 
diminishes the significant differences between 
teaching and learning processes for children 
and adults, as such diversity is more a matter 
of degree than of nature. In transitioning from 
a perspective of disjunction to one of synthe-
sis, adult education would be part of a general 
theory of human development (apud CANÁRIO, 
2013 apud MONTEIL, 1985). This observation 
suggests a closer dialogue with theories of 
human development, which is not recurrently 
observed in the dissertations. Specifically, only 
one dissertation engages more consistently 
with Vygotsky’s theory of human development.
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Another point we would like to address, 
based on the data from our research, relates 
to the potential of a comprehensive approach 
to education and training in the discussion 
of novice teacher development. The prem-
ise that education and training occur in all 
times and spaces of life, in complementary 
and interdependent processes that combine 
formal, non-formal, and informal education, 
as well as heteroformation, ecoformation, and 
self-formation, could inspire new directions 
for research on teacher initiation. The disser-
tations do not adequately explore aspects of 
the relationship between teacher initiation, 
professional development, and formative pro-
cesses from a comprehensive perspective. If we 
consider teacher professional development as 
the professional growth of teachers, resulting 
from their experiences and systematic analysis 
of their own practice, we can infer that there 
are non-formal and informal educational pro-
cesses and acquired experiences that novice 
teachers mobilize to develop their actions and 
reflections within the context of their initial 
professional engagement.

Although we recognize that the disserta-
tions frequently use the concept of lifelong 
education/training in problematizing their 
research objects, this mobilization remains 
closely tied to the notion of school-centered 
training. This is justifiable as the school plays 
a fundamental role in the continuous training 
experiences of novice teachers. When we speak 
of school-centered training, we understand 
that this educational institution becomes the 
primary site for training in relation to other 
formative actions (IMBERNÓN, 2006).

While we do not deny the relevance of the 
school as a site for teacher training, we believe 
that a comprehensive perspective on education 
and training challenges this centrality. Firstly, 
this perspective is associated with a critique of 
the hegemony of the school and the schooling 
model, among other aspects, due to the coer-
cive imposition of uniform teaching processes 
and the dichotomy between learning times/

spaces and action times/spaces. Secondly, this 
perspective recognizes and values experiential 
knowledge acquired in various life contexts, 
such as family, cultural spaces, political partic-
ipation, religious experiences, urban environ-
ments, learning communities, and work. The 
idea of life experience as the main resource for 
the educational process aligns with the broad 
perspective of adult education, which is more 
prevalent in Portugal and has been discussed in 
this article. By acknowledging the vast iceberg 
of non-formalized and/or deliberate educa-
tional phenomena, beyond the hegemony and 
omnipresence of the schooling model, we can 
transcend a dichotomous division between 
educational and non-educational institutions 
(CANÁRIO, 2013).

In this regard, we believe it would be fruitful 
for research on teacher initiation to question 
the relevance of formative experiences outside 
the school environment in the professional 
development of novice teachers. Conversely, 
to what extent can non-formal and informal 
educational experiences hinder the discovery 
of the profession and the ability to confront 
the shock of reality? Which non-school insti-
tutions, groups, and spaces carry more weight 
in the continuous training process of novice 
teachers, enabling the development of theoreti-
cal-practical repertoire that can be mobilized in 
facing the dilemmas and challenges of teacher 
initiation?

One possible direction for expanding the 
research horizon would be to incorporate 
methodologies that aim to understand and 
relate life history, formative processes, and the 
unique moment of beginning a teaching career. 
The dissertations clearly demonstrated a re-
currence of synchronic studies that focused on 
teachers’ experiences during the early stages 
of their careers, invariably within the school 
context or in continuation of their initial aca-
demic training. The more diachronic aspects of 
formative processes did not receive prominent 
attention in the dissertations, limited to linking 
two moments of the formative trajectory (be-
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ginning of the career and initial training). Little 
investment was made in attempting to capture 
the novice teacher, as an adult, in the entirety 
of what their life has allowed them to learn 
(DOMINICÉ, 1998), and in connecting these 
elements with the processes of professional 
learning during the early stages of their career 
and the confrontation with the shock of reality.

Finally, we want to reaffirm the need for 
advancement in the theoretical and thematic 
dialogue between the academic and scientific 
fields of adult education and teacher training. 
We believe that such interfaces and connec-
tions can open up horizons of investigation that 
have been relatively unexplored in the domain 
of research on teacher initiation. Recognizing 
novice teachers as adult individuals with life 
experiences, unique ways of learning, and 
their own agenda of self-formation (whether 
shared or not) can contribute significantly to 
the debate on initial and continuing training 
policies for novice teachers. It can broaden 
the understanding of the transition shock 
from being a student to becoming a teacher, 
the phenomenon of professional retention/
attrition during the early stages of a career, 
and the advances and setbacks in the processes 
of exploration-discovery-stabilization in the 
teaching profession.
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