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Abstract: Family involvement and participation in education (FIPE) profoundly impacts the quality
of students’ academic and social development. Initial teacher education contribution in fostering
attitudes, skills, and strategies for effective FIPE is therefore unquestionable. We aimed to find out to
what extent Portuguese pre-service teachers are prepared to engage families. A document analysis
was conducted to establish explicit information regarding FIPE within initial teacher education syllabi.
Out of 621 syllabi across 36 master’s courses from 25 institutions, only 98 included some information
on FIPE. A mere 12 syllabi, from seven institutions, exclusively addressed family–school relationships.
Our study covered over 87% of the master’s courses and syllabi, exposing inconsistencies in their
educational aims, content, and recommended literature. These findings highlight discrepancies
within the initial teacher education syllabi and underscore the need for the enhanced training of
pre-service teachers in FIPE. It is crucial to promote more in-depth and explicit syllabi to promote
effective family engagement and enrich initial teacher education programs.

Keywords: family involvement and participation in education; initial teacher education; pre-service
teachers; syllabi

1. Introduction

Family involvement and participation in education (FIPE), or the participation of
significant caregivers in ways that promote academic and social wellbeing in their children’s
educational process, is grounded in Bronfenbrenner’s ecological systems theory [1–3]. The
seminal work by Coleman et al. [3] triggered a growing discussion in the social sciences
by drawing attention to the importance of families in children’s education. From this,
the field of educational research over the last 58 years has focused on gathering evidence
about the influence of different factors on students’ motivation to learn, including family
factors. What has historically been seen as a family responsibility is now being looked at in
a different way: how can schools and educators engage with all students’ families at an
early stage to maximise their academic success [4]?

Recently, the crucial role of both the school and the family in students’ learning has
been seen as consensual. The question about what is more important for students’ learning
(i.e., the school or the family) no longer arises. The results are “consistent, positive and
convincing: families have a major influence on their children’s achievement in school and
through life” [5] (p. 7). Home and school systems can, and should, work together and be
successful in sustaining connections to improve students’ learning and achievement.

The worldwide focus on FIPE has increased, and it has been seen as fundamental to the
educational success and wellbeing of students, families, and teachers [6–9]. Researchers are
highlighting the contribution of initial teacher education (ITE) to the development of skills,
strategies, attitudes, perceptions, and dispositions that encourage FIPE. FIPE’s positive
impacts are supported by evidence, which demand careful attention to how pre-service
teachers are achieving the best knowledge to build and sustain trusting relationships with
families and to promote their involvement (e.g., [3,10–13]).
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Global research has shown that these competencies that encourage FIPE are frequently
inconsistent in initial teacher education [14–18]. There is evidence that initial teacher
education programmes pay little attention to preparing pre-service teachers to form these
relationships [11,19–22]. Particularly in Europe, research addressing how pre-service
teachers are prepared to work with families is scarce [21,23,24], and there is even less focus
on early childhood educators’ master’s degrees [19]. Using document analysis, this paper
addresses how future early childhood educators are prepared to engage families in their
practice by analysing the content of their master’s degree syllabi.

1.1. Conceptual and Theoretical Frameworks

FIPE is described as professionals and families collaborating to enhance children’s
potential in social, emotional, behavioural, and academic domains [1,25]. It is a multidi-
mensional construct suffering from a variety of perceptions, definitions, and designations
to describe the same school–family dynamics: this proliferation of terms and definitions
in scientific, political, and common-sense discourses may represent one of the biggest
obstacles to investigating FIPE [8,26,27].

To guide our research, we drew on Epstein’s overlapping spheres of influence theory.
The external model of this theory identified three main contexts that influence children’s
learning and development: family, school, and the community. It acknowledges a distinc-
tion between the practices they carry out independently and together, and that children
benefit from the collaboration of adults who encourage their development and learn-
ing [28,29]. “The internal model shows where and how complex and essential interpersonal
relations and patterns of influence occur between individuals at home, at school, and in
the community” [29] (p. 8). Epstein’s theory of overlapping spheres of influence has been
a consistent reference, enhanced and applied in a range of cultural contexts, with several
years of existence and acceptance. It is a research-based framework that clearly identifies
types and specific involvement practices, as well as the challenges and the benefits for
children, families, and teachers of well-designed and well-implemented practices. Our
need to define FIPE is due to the main goal of characterising initial teacher education
courses to promote it. We believe that Epstein’s [29] framework structure and dynamic will
allow for a more rigorous and quality approach to this issue. Therefore, from now on, we
will refer to FIPE, keeping in mind all possible relationships that can be generated between
families and schools that support children’s development and learning [1,2,8,10,30,31].

1.2. Benefits and Challenges of FIPE

FIPE’s well-known impact has been highlighted since the 1960s, alongside its benefits,
which have been widely referenced and disseminated in the literature. Positive effects refer
to the quality of students’ development and learning, improved behaviour, and decreased
school absenteeism; some authors associate the quality of involvement with students’
educational and behavioural success [3,8,32]. Some recent findings highlight that FIPE
benefits are not only for children, but also for families, who feel socially valued, and for
teachers, who report greater professional satisfaction [8,11,33,34].

It is important that teachers set out on their profession knowing that establishing
strong partnerships with families is a fundamental part of their role [26]. Fostering this
kind of environment improves the success and significance of students’ learning. The
role of families in supporting their children’s educational progression throughout school
also increases [19]. The evidence that FIPE is a central element for the educational success
and wellbeing of students, families, and teachers is unquestionable. With the goal of
encouraging trusting and effective relationships between early childhood educators and
families, it is crucial to develop such knowledge, skills, and attitudes in initial teacher
education intentionally [10–12,26,35].

Some studies on pre-service teachers’ training have revealed a gap between the impor-
tance of FIPE and the attention that initial teacher education is giving to it [36–39]. Despite
increased attention to this topic in initial teacher education, most newly trained teachers feel
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unprepared to work with their students’ families since FIPE is not adequately addressed in
initial teacher education in ways that prepare them to promote it [40–42]. Sarmento [43,44]
and Silva [45] have already warned that Portuguese initial teacher education may not
be approaching FIPE consistently, with few optional syllabi intentionally addressing this
topic. As far as we are aware, no recent research on FIPE has been carried out in Portugal
following the 1999 Bologna Declaration and the subsequent reform of higher education,
particularly in initial teacher education master’s degrees, characterising the educational
aims, learning outcomes, contents, recommended bibliography, and organisational aspects.

1.3. FIPE and Initial Teacher Education: The Portuguese Case

In the 1980s, there was a significant advance in the participation of families in schools
in Portugal, Law 46/86 referring to the participation of all those involved in the educational
process [46] (p. 3068). Until then, FIPE was barely present in Portuguese legislation: families’
responsibility was to send their children to school daily and to meet the teachers when
invited [47]. Over the years, legislation has recognised families’ right to participate in their
children’s school life and given them more and more responsibilities [44,47]. For instance,
Decree Law nº 240/2001, concerning teachers’ professional profile, was a fundamental
guiding framework stating that the teacher “collaborates with all actors in the educational
process, fostering the creation and development of mutual respect relationships between
teachers, students, parents and non-teaching staff” [48] (p. 5571).

In Portugal today, to work as an early childhood educator, after a three-year degree in
basic education, individuals must complete one of two master’s degrees: early childhood
education or early childhood and primary school education. Decree Law nº 79/2014
approves the professional qualification for teaching and defines the European Credit
Transfer Accumulation System (each corresponding to up to 30 working hours): 90 for
educators and 120 for educators/primary school teachers. These credits are distributed
through their training components: teaching; general education; specific didactics; cultural,
social, and ethical; and initiation to professional practice or internship [49]. Both master’s
degrees include between 39 and 48 credits for internship and a minimum of six credits for
general education, which covers the common knowledge, skills, and attitudes required for
all teachers to perform their role [49], the ideal setting for pre-service teachers to learn and
experience FIPE [26].

The Portuguese government already considers FIPE in specific legislation [46,48];
however, this does not guarantee that it is translated into educational aims and learning
outcomes, content, or recommended bibliographies in initial teacher education curricula.
For instance, although the legislation exists, there might not be enough monitoring to
ensure FIPE is indeed addressed in these degrees. Moreover, constraints to which pre-
service teachers are open, in addition to the absence of explicit training, include the limited
opportunities to interact with families during their internship [50]. As Epstein and Shel-
don [4] (p. 203) state, “The policy tells educators to engage families but does not specify
how to meet these requirements”. The lack of in-depth reflection on this topic means that
family engagement practices are mostly the result of the pedagogical vision and individual
interpretation [26,51]. Based on research that has been conducted so far, even though it
does not inform us how pre-service teachers are taught this topic in their classes, we may
conclude that although FIPE is a concern for initial teacher education, and despite the
government’s acknowledgement of this problem, initial teacher education institutions and
governments are usually unable to solve it.

1.4. Current Study

The main goal of this research is to determine whether and how Portuguese initial
teacher education for early childhood educators handles FIPE. Recent research shows
that initial teacher education rarely addresses the interpersonal aspects of the teaching
profession, where FIPE is included, despite evidence of their positive impact [18,42,52].
Walker [18] even states that initial teacher education may be limiting the quantity, scope,
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and quality of teaching and consequent learning about FIPE. So, future early childhood
educators finish their courses without feeling confident about promoting and effectively
supporting this core competence, with no formal education in this area [11,27]. Therefore,
despite recognising its importance, many early childhood educators find implementing
and maintaining this involvement challenging [53].

The OECD [54–56] confirms how crucial working with families is to support children’s
performance in school and beyond, reinforcing the importance of highlighting families’
engagement in curriculum frameworks, which is underscored in many countries. The liter-
ature review has exposed that family involvement benefits are studied, their significance
acknowledged, the implementation challenges noted, the curriculum held accountable,
and the gap continues.

Across Europe, research has found that FIPE is hard to cover in initial teacher educa-
tion curricula. A study involving seven European countries (Belgium, England, Finland,
The Netherlands, Norway, Spain, and Switzerland) examined initial teacher education
frameworks, searching for their capacity to either facilitate or hinder this crucial learn-
ing [39]. Alongside the importance that governments and institutions attribute to FIPE, the
results clearly show that none of these cross-nation studies offer a satisfying perspective
addressing this issue [13,24,38,39,50,57–59]. Besides the advances in policy, enhancing
initial teacher education courses and fostering the creation of a shared vision on FIPE seems
to be quite pertinent. Consequently, we sought to determine to what extent the curricula
and their syllabi included explicit and consistent information about FIPE, uncovering the
Portuguese reality.

1.5. Research Questions

FIPE positively affects the social, behavioural, and academic aspects of students, and
these skills must be intentionally developed in initial teacher education. To determine
whether our national initial teacher education frameworks enable or constrain future early
childhood educators’ effective training for family engagement, we sought to characterise
their training through a document analysis. In this study, our central questions were as
follows: How are early childhood educators being prepared for FIPE in Portugal? What
can be found in the curriculum regarding FIPE?

a. Which syllabi include explicit information about FIPE?
b. What are their main subjects, mandatory nature, and European Credit Transfer

Accumulation System?
c. What are their educational aims, learning outcomes, content, and recommended

bibliographies?
d. Is there consistency between all these elements?

2. Materials and Methods

For data analysis, we conducted a syllabi content analysis, which can be defined as a
systematic process of searching and organising information to enhance understanding and
communicate findings to others [60]. Our analysis followed a dialectical process combining
deductive and inductive approaches. We began with a provisional “start list” of codes
derived from our theoretical framework [29], and our research questions “How are early
childhood educators being prepared for Family Involvement in Preschool Education (FIPE)
in Portugal?” and “What can be found in the curriculum regarding FIPE?” This deductive
approach was supplemented by inductive coding as new themes emerged from reading
the syllabi [61,62]. This qualitative approach also involved some quantification of data,
enabling us to examine and interpret textual content beyond mere statistical significance.
During the process, the codes were continuously revised, modified, deleted, and expanded
to incorporate new codes [62,63]. This method allowed us to manage a large volume
of textual data efficiently and leveraged the strengths of both deductive and inductive
approaches, providing a comprehensive understanding of the content, contributing to the
existing literature, and corroborating previous research.
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We examined the syllabi to identify covered topics using keyword searches (e.g.,
partnership, family, involvement, participation, and communication). During the ini-
tial coding, additional codes emerged (e.g., syllabi typology, stakeholders’ roles, family
intervention, strategies, and programs). After the coding, we organised categories and sub-
categories based on the relationships between the codes (e.g., type of subject/educational
area; character—optional/mandatory; ECTS; goals; contents; and main recommended bibli-
ography). These codes were then refined to generate themes, which we used to answer our
research questions. The validity of the identified categories and themes was continuously
tested by the research team members to ensure they accurately reflected the data [64].

2.1. Data and Procedures

First, we identified all the institutions responsible for delivering the early childhood
educators master’s degrees: early childhood education and early childhood and primary
school education registered in the General Directorate of Higher Education in January 2021.
This approach revealed 29 institutions, 41 courses (15 for educators and 26 for educators
and primary school teachers), and 706 syllabi listed in Diário da República (Portugal’s
official gazette which publishes a wide range of acts: constitutional laws, international
conventions, and their ratification notices, among other legal acts, including the study
plans of academic degrees). Then, we searched all the institutional websites to collect the
syllabi content. When it was not available online, we contacted the course coordinators
and solicited access to the syllabus. Our final data consisted of 86.2% of the institutions
(n = 25), 36 courses, and 621 syllabi. Information from four institutions was not available,
which accounts for the difference between the early 706 and the 621 we ended up with, but
most of the Portuguese territory (Azores, Madeira, north, Centre, Lisbon metropolitan area,
and south) was represented.

2.2. Data Analysis

Epstein’s theory’s [29] main concepts and ideas were the base to identify the first key-
words for our data analysis process (e.g., partnership, family, involvement, participation,
and communication). The syllabi were examined to determine what topics were covered
using these keyword searches. According to our goals, only the syllabi including specific
content related to FIPE were considered. Therefore, we searched for keywords in the syl-
labi’s educational aims and learning outcomes, content, and recommended bibliographies.
After this identification, we complemented with other keywords that emerged from the
literature, and from the data (e.g., syllabi typology, stakeholders’ roles, family intervention,
strategies, and programmes).

Through this search, it was possible to identify and establish our corpus with 98 syllabi,
some provided by master’s degree coordinators and the majority accessed online. Once all
the syllabi were identified, the analysis was carried out in five steps:

1. Identify all the syllabi that include content related to FIPE.
2. Determine the educational aims and learning outcomes related to FIPE specified in

the selected syllabi.
3. Categorise the content related to FIPE indicated in the selected syllabi.
4. Recognise the main recommended bibliography related to FIPE in the syllabi.
5. Analyse the coherence and consistency between these core elements (aims, content,

and bibliography).

The unit of analysis varied from parts of sentences to whole paragraphs; the criterion
for inclusion was that each coded excerpt constituted an independent element of meaning
about the phenomenon being studied [61]. The analysis was performed using the MAXQDA
plus software version 2022 [65]. The analytical process was thus structured and reliable.
A second rater coded 30 syllabi independently to assess intercoder reliability according
to a shared codebook previously developed. Cohen’s kappa values were calculated to
ensure inter-rater agreement, and the kappa value was good (k-Cohen = 0.75), showing an
acceptable level of agreement [66].
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3. Results

Most of the Portuguese territory (Azores, Madeira, north, Centre, Lisbon metropolitan
area, south) was represented by 86.2% (n = 25) of the national institutions. Our analysis
retained only the courses whose syllabi were available for consultation, comprising 87.8%
of the current early childhood education and early childhood and primary school education
master’s degrees (n = 36, 14 educators and 22 educators/primary school teachers), and 88%
of the syllabi (n = 621).

Of the 25 institutions, approximately 72% were public (n = 18), and 72% developed in
polytechnic higher education (n = 18) and 28% in universities (n = 7). Of the 36 courses,
33.3% were developed in Lisbon (n = 12) and 44.4% in the north and Central regions (n = 16,
eight in each). The remaining 22.2% (n = 8) were from the other regions of Portugal, mainly
the south, but used courses from an institution in the Azores and another in Madeira.

Our final corpus comprised 15.8% of the syllabi analysed (n = 98), generated through
keyword searching, as stated in the data analysis procedures, with 46 syllabi from the
14 educators and 52 from the 22 educators/primary school teachers’ master’s degrees.

Following this preliminary glance at the data, we proceeded to identify five different
characteristics of the syllabi: the main topics addressed and mandatory/optional nature;
educational aims and learning outcomes; content; main bibliography; and the simultaneous
presence of educational aims, content, and bibliography.

By analysing each syllabus’s main focus, it was possible to identify five different
topics: 1. internship; 2. educational needs, psychology, and inclusion; 3. family–school
relationship; 4. methodologies; and 5. didactics. As we can see in Table 1, almost one-
third of the syllabi content (30.6%, n = 30) was related to internship and 23.5% (n = 23) to
educational needs, psychology, and inclusion. We found 12.2% (n = 12) clearly addressing
the family–school relationship, representing less than 2% of the 621 syllabi in the 36 courses
analysed. When looking at these 12 syllabi, it was possible to see that they represent six
educators’ master’s courses and six educators/primary school teachers’ master’s courses,
and only seven institutions. In Portugal today, only 24.1% of the institutions delivering
these master’s courses have at least one optional course on FIPE.

Table 1. Main topics addressed in syllabi and mandatory nature.

Main Topics Optional Mandatory
f % f % f %

Internship 30 30.61 0 0.00 30 30.61
EN 1, psychology, and

inclusion
23 23.47 9 9.18 14 14.29

Family–school relationship 12 12.24 10 10.20 2 2.04
Methodologies 19 19.39 3 3.06 16 16.33

Didactics 14 14.29 1 1.02 13 13.27
Total 98 100 23 23.46 75 76.54

1 educational needs (EN).

Analysing the mandatory or optional nature of the syllabi, it was possible to under-
stand that the main mandatory syllabi were related to internship, representing 30.6% of
the corpus (n = 30). Most of the optional syllabi were represented by the family–school
relationship main topic group (10.2%, n = 10) and educational needs, psychology, and
inclusion (9.2%, n = 9).

Table 2 shows how many working hours were allocated to each major syllabus group
through their correspondent European Credit Transfer Accumulation System. The syllabi
referring to the family–school relationship have three credits or fewer. Among those with
more than six ECTS, the internship syllabi are most represented; however, these tap into
many more topics, competencies, and strategies than those related to family involvement.
Not only do the syllabi related to the family–school relationship have the fewest predictable
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working hours, but they also have the fewest of a mandatory nature—2% out of the
98 syllabi examined.

Table 2. Main syllabus topics and ECTS 1.

Main Topics
Less than or Equal to

3 ECTS

Greater than 3 and Less
than or Equal to 6

ECTS

Greater than 6 and
Less than or Equal to

9 ECTS
Greater Than 9 ECTS

f % f % f % f %

Internship (n = 30) 1 1.02 1 1.02 3 3.06 25 25.51
EN, psychology, and

inclusion (n = 23) 11 11.22 12 12.25 0 0 0 0

Family–school
relationship (n = 12) 12 12.25 0 0 0 0 0 0

Methodologies (n = 19) 5 5.10 14 14.29 0 0 0 0
Didactics (n = 14) 3 3.06 5 5.10 6 6.12 0 0

Total 32 32.65 32 32.66 9 9.18 25 25.51
1 European Credit Transfer Accumulation System (ECTS).

After identifying the institutions and master’s degrees whose syllabi explicitly ad-
dressed the family–school relationship and general information, we proceeded to identify
their educational aims and learning outcomes.

Educational aims and learning outcomes were organised into six main groups: 1. in-
volvement in the field of educational needs; 2. conceptualising family involvement;
3. school and family relationships; 4. family involvement models; 5. family involve-
ment challenges and benefits; and 6. family involvement strategies and/or programmes.
Table 3 presents the main educational aims and learning outcomes, together with the main
topics of the syllabi in which they occur.

Table 3. Most mentioned educational aims and learning outcomes addressing FIPE 1.

Main
Topics

Family
Involvement

in EN

Conceptualising
Family

Involvement

Family–School
Relationships

Family
Involvement

Models

Family
Involvement

Challenges and
Benefits

Family
Involvement
Intervention

No
Educational
Aims and
Learning

Outcomes on
FIPE

Internship (n = 30) 0 0 12 3 0 13 4
EN, psychology,

and inclusion
(n = 23)

7 3 4 0 0 4 4

Family–school
relationship

(n = 12)
0 10 3 9 7 10 0

Methodologies
(n = 19) 0 0 5 3 1 3 8

Didactics
(n = 14) 0 0 1 1 1 4 8

Total
(n = 98)

7
(7.14%)

13
(13.27%)

25
(25.51%)

16
(16.33%)

9
(9.18%)

34
(34.69%)

24
(24.49)

1 family involvement and participation in education (FIPE).

The most mentioned educational aims and learning outcomes are related to family
involvement intervention and the development of programmes and strategies for family
involvement (e.g., “Know different strategies to promote family involvement and training”
or “Plan and develop daily strategies for a relationship with the family or other people in
the child’s life”), emerging in 34 syllabi (34.69%), of which 13 belong to internship. This is
followed by 25 syllabi (25.51%) referring to family–school relationships and understanding
the roles (e.g., “Recognise the role of the educator/teacher in promoting the participation
of parents”; “Realise the importance and power of their action in the development of
parenthood”); here, too, internship is the major group (n = 12).
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The study and conceptualisation of family involvement and participation in education,
where the construct interpretation is expected, is surprisingly limited to 13 syllabi (13.27%),
of which ten are family–school relationship syllabi (e.g., “To know and reflect the family and
the community in a descriptive, historical, political and cultural perspective”). Exploring
family involvement models (e.g., “Reflect on the school-family relationship in a holistic
and systemic perspective” or “Master the theoretical and intervention models of parental
involvement”) and recognising family involvement challenges and benefits (e.g., “Identify
obstacles to effective parental participation” and “Recognise its advantages and limits”) are
also educational aims and learning outcomes mostly emerging in specific family–school
relationship syllabi.

The results of the family involvement and participation in education (FIPE) content
addressed in the syllabi are presented in Table 4. These were firstly organised into six major
groups: 1. contents in the field of EN; 2. conceptualisation; 3. family intervention—generic,
programmes, and strategies; 4. family involvement models; 5. roles; and 6. challenges
and benefits.

The most mentioned content (46.94%, n = 46) was generic references to intervention in
the family (e.g., “Interaction with families and other actors for a pedagogy of participation in
the educational process”; “Family/school/community interactions”; “Parental involvement
in their children’s schooling”); these generic references appear in all the syllabus types. The
remaining content is represented in a smaller number of the syllabi, ranging from 12.24%
(n = 11) for content about educational needs to 2.04% (n = 2) for content related to families’
participation in decision-making processes.

From Table 4, it can also be noted that almost all the categories have few cases and
almost all are from references in the syllabi specifically focused on family involvement as
they have information in almost all content groups identified. We can also see that although
internship is the most represented syllabi among the syllabi analysed (n = 30), the syllabi
mainly focus on generic content about family interventions.

Regarding the main recommended bibliography, by searching for keywords in their
titles, we found that 29.59% (n = 29) of the 98 syllabi have only one explicit reference to
FIPE and 17.35% (n = 17) have two or more explicit references, leaving more than 53%
(n = 52) of the syllabi with no specific references to FIPE in the bibliography. As we can see
in Table 5, it is in didactics (78.57%) and in internship (70%) syllabi that the absence of a
recommended bibliography is most observed. Data also highlight that in the family–school
relationship syllabi, almost all (91.67%) have two or more explicit references to FIPE.
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Table 4. Most mentioned content addressing FIPE.

Main
Topics

1
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2
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on

3
Family Intervention

4
Family Involvement Models

5
Roles

6
Challenges

and Benefits

G
en

er
ic

Pr
og
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m

m
es

Strategies

H
oo

ve
r–

D
em

ps
ey

an
d

Sa
nd

le
r

Ec
cl

es
an

d
H

ar
ol

d

Ep
st

ei
n

O
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er

Te
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he
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Fa
m

il
y

G
en
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ic

D
ec

is
io

n
M

ak
in

g

Fa
m

il
y

Su
pp

or
t

C
om

m
un

ic
at

io
n

Internship
(n = 30) 0 1 16 2 1 0 4 1 0 0 0 0 2 1 0

EN,
psychology, and inclusion

(n = 23)
12 0 5 0 0 0 0 1 0 0 0 2 0 2 0

Family–school
relationship

(n = 12)
0 7 7 5 8 0 2 7 5 5 5 4 4 4 9

Methodologies (n = 19) 0 1 9 0 0 2 1 0 0 0 0 0 3 3 1
Didactics
(n = 14) 0 2 9 0 0 0 1 0 0 0 0 0 0 1 0

Total
(n = 98)

12
(12.24%)

11
(11.22%)

46
(46.94%)

7
(7.14%)

9
(9.18%)

2
(2.04%)

8
(8.16%)

9
(9.18%)

5
(5.10%)

5
(5.10%)

5
(5.10%)

6
(6.12%)

9
(9.18%)

11
(11.22%)

10
(10.20%)
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Table 5. Recommended bibliography addressing FIPE.

Main Topics
No

References
1 Explicit
Reference

2 or More
Explicit

References
f % f % f %

Internship
(n = 30) 21 70 6 20 3 10

EN, psychology,
and inclusion

(n = 23)
8 34.78 13 56.52 2 8.70

Family–school
relationship

(n = 12)
1 8.33 0 0 11 91.67

Methodologies
(n = 19) 11 57.89 8 42.11 0 0

Didactics
(n = 14) 11 78.57 2 14.29 1 7.14

Total
(n = 98) 52 53.06 29 29.59 17 17.35

Table 6 was organised in an attempt to determine the coherence and consistency of
the data. It reveals that, of the 98 syllabi, only 33.67% (n = 33) have information in all these
fields, eleven of them being family–school relationship syllabi.

Table 6. Coherence and consistency analyses.

Main Topics
Coherence between Educational Aims and Learning

Outcomes, Content, and Recommended Bibliography
f %

Internship (n = 30) 6 20
EN, psychology, and inclusion

(n = 23) 12 52.17

Family–school relationship
(n = 12) 11 91.67

Methodologies (n = 19) 3 15.79
Didactics (n = 14) 1 7.14

Total (n = 98) 33 33.67

4. Discussion and Conclusions

Global initiatives in teacher training aim to prepare pre-service teachers to engage with
families and communities. Proper training in this area has a positive impact on family in-
volvement and participation [67]. Its benefits and importance have been proved repeatedly
and consistently over the years [68–71]. Family involvement and participation in education
(FIPE) is widely accepted as a policy and educational ideal; however, efforts in terms of
curricular coverage within initial teachers’ education courses have not kept pace with the
demands of the educational agenda [72]. Research has shown that pre-service teachers’
preparation for FIPE is insufficient or may be entirely missing [21,24,38,39,68]. The disparity
between the relevance of FIPE and the attention that initial teacher education assigns to
this issue has increasingly been highlighted. Our main goal was to characterise FIPE in
initial teacher education courses for early childhood educators in the Portuguese context.
This was accomplished through an in-depth analysis of their required master’s courses.

Our initial attempts to map Portuguese initial teacher education addressing FIPE
revealed a complex and evolving landscape. We found syllabi from diverse topics that
somehow included information about FIPE, FIPE within internship, and in standalone syl-
labi. Our research also revealed that while some initial teacher education master’s courses
in Portugal prepare pre-service teachers for FIPE in a variety of ways, much more must
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be done to ensure consistency and coherence in this preparation. Over 88% of the existing
master’s degrees for early childhood educators were analysed. Out of the 621 syllabi, only
98 (17.2%) contained keywords that led us to believe that we would find explicit informa-
tion on FIPE in their detailed analysis. In fact, they all included some information on the
topic, even if it was more generic. In the end, our results revealed that just 33 syllabi pro-
vided complete, coherent, and consistent information in all the fields analysed (educational
aims and learning outcomes, content, and recommended bibliography). So, while FIPE is
possible and is included in some syllabi, gaps, inconsistencies, and an already crowded
curriculum imply that not all pre-service teachers have the opportunity to address this
topic.

Our findings make clear that the Portuguese syllabi are hardly aligned with Epstein’s
internal or external model [29]. The educational aims or content addressing FIPE in the
syllabi were far from referring to theoretical models or challenges and benefits from these
complex interpersonal relations. Although some family intervention strategies are existent
in the syllabi analysed, they are mainly generic and not specifically child-centred.

These results corroborate and complement data in other studies in different coun-
tries [18,38,53,73], and are possibly behind what Epstein [41] also uncovers, that most
newly trained teachers do not feel prepared to work with students’ families. The data
also highlight the major absence of explicit and intentional information on FIPE in the
training of early childhood educators, similar to what was identified in other countries
(e.g., [36–38,50,57,59,73]). However, an analysis of all the courses and syllabi allowed us to
see that while some syllabi prioritise this topic, others give minimal attention to it, without
a coherent and consistent theoretical framework and without explicit guidelines.

Concerning the conceptualisation, as widely mentioned in the literature (e.g., [4]), there
is, again, no consistency. The educational aims and learning outcomes, when explicit in the
syllabus, do not always give rise to specific content in the curriculum and are not necessarily
supported by an explicit theoretical framework in the recommended bibliography, which is
an important way to give consistency and intentionality when training pre-service teachers.
Recent investigations showed inconsistencies, without “an intentional and structured
approach (in this area)” in initial teacher education, perpetuating a disconnection between
training for FIPE, which we hope pre-service teachers will receive, and what is really
addressed and learned [17] (p. 263), [18].

Research has provided evidence that education systems are progressively more con-
cerned with initial teacher education in terms of developing knowledge and skills among
pre-service teachers to involve families [12,41]. Efforts have been comprehensive and
include more activities aimed at better preparing pre-service teachers for FIPE [12,38,57,73].
In line with the international scene (e.g., [12,24,26,36,41,73]), we found advances, with some
specific syllabi in the curricula addressing the topic. Portugal recognises FIPE’s significance
through its legislation and some advances in a few institutions responsible for delivering
this training, but implementation methods or an involvement and participation framework
are yet not clearly defined.

Today, we know that the professional’s role in this field requires a specific approach
during training and that this must be intentional and of high quality [13,24,67]. Concerns
about the academic skills of pre-service teachers are recurrently featured in education
quality policy discussions around the world [55]. Portugal is not an exception, and with
this study, we aimed to take a bigger picture of the initial teacher education curricula in
terms of the presence of up-to-date FIPE content and the possible impact of policy and
practice. This curricula analysis allows us to confirm that in Portugal (with few exceptions
and like other European studies), the learning of competencies, attitudes, and skills that
pre-service teachers must develop to promote FIPE is not totally explicit in their master’s
syllabi. While FIPE is possible and takes place in some (few) syllabi, gaps, inconsistencies,
the European Credit Transfer Accumulation System (ECTS), and the mandatory nature
imply that not all pre-service teachers have the opportunity to address this topic.
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The research literature has called for more consistency in training pre-service teachers
to work with families, and our study supports these concerns by highlighting a lack of
continuity among the syllabi. Based on findings from this study and the emergent literature
in the field [38,39,41,74], our main recommendation for policy is related to the development
of further and clearer standards for teachers’ master’s degree courses, and the inclusion of
parent engagement competencies in teacher standards/certification requirements. Teacher
preparation programs should incorporate and guarantee, besides internship practices, other
opportunities to learn and practice FIPE. These opportunities should allow the develop-
ment of family involvement competencies, and the understanding and appropriation of
theoretical frameworks. Sometimes it is difficult to have specific and mandatory courses
due to the already overcrowded curriculum [26]. However, the training of future teachers
and the development of competencies in parental involvement must not be compromised.
Therefore, space and time must be made available for them to learn, understand, and apply
their knowledge.

We recognise that this study has some limitations. We analysed over 88% of the existing
syllabi for early childhood educators’ master’s courses; however, we have little information
regarding whether and how pre-service teachers are taught this topic in their classes. As
a result, this study presents a broad picture rather than a detailed portrayal of how FIPE
is addressed in Portuguese initial teacher education courses. More research is needed to
identify how FIPE contents and goals are taught in pre-service teachers’ master’s degree
programs. This study recommends additional research into how pre-service teachers’
preparation happens, the shift from syllabus to practice, and how pre-service teachers
perceive and experience FIPE in their initial teacher education courses. Further research on
this key component is needed to achieve greater consistency in preparing early childhood
educators to engage effectively with families.

This exploratory stage was fundamental to support our research, making room for
the next steps: these involve a content analysis of interviews with initial teacher education
master’s coordinators and teachers and the implementation of a questionnaire to teaching
students to get a view from the field encompassing different perspectives and actors.

Author Contributions: Conceptualization, S.C., L.M. and F.P.; methodology, S.C., L.M. and F.P.;
software, S.C.; validation, S.C., L.M. and F.P.; formal analysis, S.C., L.M. and F.P.; investigation, S.C.;
resources, S.C.; writing—original draft preparation, S.C.; writing—review and editing, S.C., L.M. and
F.P.; supervision, L.M. and F.P.; funding acquisition, S.C., L.M. and F.P. All authors have read and
agreed to the published version of the manuscript.

Funding: This work was supported by Portuguese national funds via Fundação para a Ciência e
Tecnologia (FCT) under Grant [https://doi.org/10.54499/2020.06737.BD] awarded to the first author;
and Grants [https://doi.org/10.54499/UIDB/04853/2020], and [https://doi.org/10.54499/UIDP/04
853/2020] awarded to Research Centre in Education (CIE-ISPA).

Institutional Review Board Statement: The study was conducted according to the guidelines of
ISPA Research Ethics Committee [D-056-12-22]. The methods and procedures to be adopted respect
human rights and the recommendations contained in national and international documents on
research ethics.

Data Availability Statement: The raw data supporting the conclusions of this article will be made
available by the authors upon request.

Conflicts of Interest: The authors declare no conflicts of interest.

https://doi.org/10.54499/2020.06737.BD
https://doi.org/10.54499/UIDB/04853/2020
https://doi.org/10.54499/UIDP/04853/2020
https://doi.org/10.54499/UIDP/04853/2020


Educ. Sci. 2024, 14, 674 13 of 15

References
1. Kim, E.M.; Coutts, M.J.; Holmes, S.R.; Sheridan, S.M.; Ransom, K.A.; Sjuts, T.M.; Rispoli, K.M. Parent Involvement and Family-School

Partnerships: Examining the Content, Processes, and Outcomes of Structural Versus Relationship-Based Approaches; CYFS Working Paper
Nº 2012-6; University of Nebraska-Lincoln, Nebraska Center for Research on Children, Youth, Families and Schools: Lincoln, NE,
USA, 2012; Available online: https://cyfs.unl.edu/resources/downloads/working-papers/CYFS_Working_Paper_2012_6.pdf
(accessed on 15 May 2023).

2. Sheridan, S.M.; Kim, E.M.; Coutts, M.J.; Sjuts, T.M.; Holmes, S.R.; Ransom, K.A.; Garbacz, S.A. Clarifying Parent Involvement
and Family-School Partnership Intervention Research: A Preliminary Synthesis; CYFS Working Paper Nº. 2012-4; University of
Nebraska-Lincoln, Nebraska Center for Research on Children, Youth, Families and Schools: Lincoln, NE, USA, 2012. Available
online: https://eric.ed.gov/?id=ED537845 (accessed on 15 May 2023).

3. Coleman, J.S.; Campbell, E.; Hobson, C.; McPartland, J.; Mood, A.; Weinfeld, F.; York, R. Equality of Educational Opportunity;
Department of Health, Education, and Welfare: Washington, DC, USA, 1966. Available online: https://eric.ed.gov/?id=ED012275
(accessed on 14 November 2022).

4. Epstein, J.L.; Sheldon, S.B. Necessary but Not Sufficient: The Role of Policy for Advancing Programs of School, Family, and
Community Partnerships. RSF Russell Sage Found. J. Soc. Sci. 2016, 2, 202–219. [CrossRef]

5. Henderson, A.; Mapp, K. A New Wave of Evidence: The Impact of School, Family, and Community Connections on Student Achievement;
Annual Synthesis; National Center for Family & Community Connections with Schools, SDEL—Advancing Research, Improving
Education: Arlington, VA, USA, 2002; Available online: https://sedl.org/connections/resources/evidence.pdf (accessed on 9
February 2023).

6. Cox-Peterson, A. Educational Partnerships. Connecting Schools, Families, and the Community; SAGE: Thousand Oaks, CA, USA, 2011;
ISBN 9781412952125.

7. Fan, X.; Chen, M. Parental Involvement and Students’ Academic Achievement: A Meta-Analysis. Educ. Psychol. Rev. 2001,
13, 1–22. [CrossRef]

8. Smith, T.E.; Sheridan, S.M.; Kim, E.M.; Park, S.; Beretvas, S.N. The Effects of Family-School Partnership Interventions on Academic
and Social-Emotional Functioning: A Meta-Analysis Exploring What Works for Whom. Educ. Psychol. Rev. 2020, 32, 511–544.
[CrossRef]

9. Winship, M.; Standish, H.; Trawick-Smith, J.; Perry, C. Reflections on practice: Providing authentic experiences with families in
early childhood teacher education. J. Early Child. Teach. Educ. 2020, 42, 299–317. [CrossRef]

10. Epstein, J.L. School and Family Partnerships; Report Nº.6; Center on Families, Communities, Schools and Children’s Learning,
Johns Hopkins University: Baltimore, MD, USA, 1992; pp. 3–25. Available online: https://eric.ed.gov/?id=ED343715 (accessed
on 21 October 2023).

11. Jones, C. Don’t forget the parents: Preparing trainee teachers for family–school partnership. Practice 2020, 2, 68–85. [CrossRef]
12. Mancenido, Z.; Pello, R. Preparing Teachers for Families: What do we know about how to effectively prepare teachers to engage

with families? Sch. Community J. 2020, 30, 9–38.
13. Nathans, L.; Brown, A.; Harris, M.; Jacobson, A. Preservice teacher learning about parent involvement at four universities. Educ.

Stud. 2020, 48, 529–548. [CrossRef]
14. Antony-Newman, M. Teachers and School Leaders’ Readiness for Parental Engagement: Critical Policy Analysis of Canadian

Standards. J. Teach. Educ. 2023, 75, 321–333. [CrossRef]
15. Epstein, J.L.; Sanders, M.G. Prospects for Change: Preparing Educators for School, Family, and Community Partnerships. Peabody

J. Educ. 2006, 81, 81–120. [CrossRef]
16. Geelan, D.; Ronksley-Pavia, M. Families Welcome: Promoting Parent Engagement in Learning through Initial Teacher Education;

Australian Research Alliance for Children and Youth (ARACY), Australian Government Department of Education: Canberra,
Australia, 2018; Available online: https://www.aracy.org.au/documents/item/638?fbclid=IwAR2cR5EZKszNy2VIB7gDgO7
vmO21UmTL-o6AkmgTlCRzDUGGM8IAq4SD7Zo (accessed on 12 January 2023).

17. Mata, L.; Pacheco, P.; Brito, A.T.; Pereira, M.; Cabral, S. Envolvimento das famílias no processo educativo: Perspetiva de futuros
profissionais. Rev. Port. De Educ. 2022, 35, 263–290. [CrossRef]

18. Walker, J.M.T. Recognizing Family Engagement as a Core Practice: Using situated pedagogies to advance candidates’ readiness to
invite families. In The Wiley Handbook of Family, School, and Community Relationships in Education; Sheldon, S.B., Turner-Vorbeck,
T.A., Eds.; John Wiley & Sons, Inc.: Hoboken, NJ, USA, 2019; pp. 623–646, ISBN 9781119083054.

19. Boit, R. Navigating the process of building parent-teacher partnerships: Experiences of early childhood pre-service teachers. J.
Child. Educ. Soc. 2020, 1, 167–181. [CrossRef]

20. Buchanan, K.S.; Buchanan, T.D. Preparing Teacher Candidates to Collaborate with Families and Communities: Standards,
Research, and Practice. Northwest J. Teach. Educ. 2019, 14, 6. [CrossRef]

21. Evans, M.P. Educating preservice teachers for family, school, and community engagement. Teach. Educ. 2013, 24, 123–133.
[CrossRef]

22. Mitsch, M.K.; Branch, J.M.; Weglarz-Ward, J.M. Integrating family content in teacher preparation programs using intentional
reflection and planning. J. Early Child. Teach. Educ. 2020, 41, 197–208. [CrossRef]

23. Miller, G.E.; Coleman, J.; Mitchell, J. Towards a model of interprofessional preparation to enhance partnering between educators
and families. J. Educ. Teach. 2018, 44, 353–365. [CrossRef]

https://cyfs.unl.edu/resources/downloads/working-papers/CYFS_Working_Paper_2012_6.pdf
https://eric.ed.gov/?id=ED537845
https://eric.ed.gov/?id=ED012275
https://doi.org/10.7758/rsf.2016.2.5.10
https://sedl.org/connections/resources/evidence.pdf
https://doi.org/10.1023/A:1009048817385
https://doi.org/10.1007/s10648-019-09509-w
https://doi.org/10.1080/10901027.2020.1736695
https://eric.ed.gov/?id=ED343715
https://doi.org/10.1080/25783858.2020.1732630
https://doi.org/10.1080/03055698.2020.1793297
https://doi.org/10.1177/00224871231199365
https://doi.org/10.1207/S15327930pje8102_5
https://www.aracy.org.au/documents/item/638?fbclid=IwAR2cR5EZKszNy2VIB7gDgO7vmO21UmTL-o6AkmgTlCRzDUGGM8IAq4SD7Zo
https://www.aracy.org.au/documents/item/638?fbclid=IwAR2cR5EZKszNy2VIB7gDgO7vmO21UmTL-o6AkmgTlCRzDUGGM8IAq4SD7Zo
https://doi.org/10.21814/rpe.24634
https://doi.org/10.37291/2717638X.20201238
https://doi.org/10.15760/nwjte.2019.14.1.6
https://doi.org/10.1080/10476210.2013.786897
https://doi.org/10.1080/10901027.2020.1740843
https://doi.org/10.1080/02607476.2018.1465660


Educ. Sci. 2024, 14, 674 14 of 15

24. Willemse, T.M.; Thompson, I.; Vanderlinde, R.; Mutton, T. Family-school partnerships: A challenge for teacher education. J. Educ.
Teach. 2018, 44, 252–257. [CrossRef]

25. Christenson, S.; Sheridan, S.M. Schools and Families: Creating Essential Connections for Learning; The Guilford School Practitioner
Series; Guilford Press: New York, NY, USA, 2001; ISBN 1-57230-654-8.

26. de Bruïne, E.J.; Willemse, T.M.; D’Haem, J.; Griswold, P.; Vloeberghs, L.; van Eynde, S. Preparing teacher candidates for
family–school partnerships. Eur. J. Teach. Educ. 2014, 37, 409–425. [CrossRef]

27. Levinthal, C.; Kuusisto, E.; Tirri, K. Finnish and Portuguese Parents’ Perspectives on the Role of Teachers in Parent-Teacher
Partnerships and Parental Engagement. Educ. Sci. 2021, 11, 306. [CrossRef]

28. Epstein, J.L. Toward a Theory of Family—School Connections: Teacher Practices and Parent Involvement. In Social Intervention;
Klaus, H., Franz-Xaver, K., Friedrich, L., Eds.; De Gruyter: Berlin, Germany; Boston, MA, USA, 1987; pp. 121–136, ISBN
9783110850963.

29. Epstein, J.L. School, Family, and Community Partnerships: Preparing Educators and Improving Schools, 2nd ed.; Routledge: New York,
NY, USA, 2011; ISBN 9780429494673. [CrossRef]

30. Hoover-Dempsey, K.V.; Sandler, H.M. Parental Involvement in Children’s Education: Why Does it Make a Difference? Teach. Coll.
Rec. 1995, 97, 310–331. [CrossRef]

31. Hoover-Dempsey, K.V.; Sandler, H.M. Why Do Parents Become Involved in Their Children’s Education? Rev. Educ. Res. 1997, 67,
3–42. [CrossRef]

32. OECD. Starting Strong 2017: Key OECD Indicators on Early Childhood Education and Care; Starting Strong; OECD Publishing: Paris,
France, 2017. [CrossRef]

33. Sheridan, S.M.; Witte, A.L.; Holmes, S.R.; Coutts, M.J.; Dent, A.L.; Kunz, G.M.; Wu, C. A randomized trial examining the effects
of Conjoint Behavioral Consultation in rural schools: Student outcomes and the mediating role of the teacher–parent relationship.
J. Sch. Psychol. 2017, 61, 33–53. [CrossRef] [PubMed]

34. Sheridan, S.M.; Witte, A.L.; Kunz, G.M.; Wheeler, L.A.; Angell, S.R.; Lester, H.F. Rural Teacher Practices and Partnerships to
Address Behavioral Challenges: The Efficacy and Mechanisms of Conjoint Behavioral Consultation. Elem. Sch. J. 2018, 119, 99–121.
[CrossRef]

35. Eccles, J.S.; Harold, R.D. Family involvement in children’s and adolescents’ schooling. In Family–School Links: How Do They Affect
Educational Outcomes? Booth, A., Dunn, J.F., Eds.; Lawrence Erlbaum Associates, Inc.: New York, NY, USA, 1996; pp. 3–34.

36. de Bruïne, E.; Willemse, T.M.; Franssens, J.; Eynde, S.v.; Vloeberghs, L.; Vandermarliere, L. Small-scale curriculum changes for
improving pre-service teachers’ preparation for Family-School Partnerships. J. Educ. Teach. 2018, 44, 381–396. [CrossRef]

37. Eret-Orhan, E.; Ok, A.; Capa-Aydin, Y. We train, but what do they think? Preservice teachers’ perceptions of the adequacy of their
teacher education in Turkey. Asia-Pac. J. Teach. Educ. 2018, 46, 183–198. [CrossRef]

38. Mutton, T.; Burn, K.; Thompson, I. Preparation for family-school partnerships within initial teacher education programmes in
England. J. Educ. Teach. 2018, 44, 278–295. [CrossRef]

39. Thompson, I.; Willemse, M.; Mutton, T.; Burn, K.; De Bruïne, E. Teacher education and family–school partnerships in different
contexts: A cross country analysis of national teacher education frameworks across a range of European countries. J. Educ. Teach.
2018, 44, 258–277. [CrossRef]

40. Brown, A.L.; Harris, M.; Jacobson, A.; Trotti, J. Parent Teacher Education Connection: Preparing Preservice Teachers for Family
Engagement. Teach. Educ. 2014, 49, 133–151. [CrossRef]

41. Epstein, J.L. School, family, and community partnerships in teachers’ professional work. J. Educ. Teach. 2018, 44, 397–406.
[CrossRef]
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Publishing: Cham, Switzerland, 2023; pp. 1–19, ISBN 978-973-031-38762-38763.

43. Sarmento, T. (Re)pensar a interação escola-família [(Re)think the school-family interaction]. Rev. Port. Educ. 2005, 18, 53–75.
44. Sarmento, T. Families and education in Portugal: Summary’ characterization. Adv. Soc. Sci. Res. J. 2016, 3, 97–110. [CrossRef]
45. Silva, P. Análise sociológica da relação escola-família: Um roteiro sobre o caso português. [Sociological analysis of the school-

family relationship: A roadmap on the Portuguese case]. Sociol. Rev. Dep. Sociol. FLUP 2010, 20, 443–464.
46. Assembleia da República. Lei de Bases do Sistema Educativo: Lei n.º 46/86. [Basic Law of the Educational System: Law n.º46/86].

Diário República 1986, 1, 3067–3081.
47. Gonçalves, E. Family involvement and participation in schools in Portugal: The difficulty in sharing responsibilities. In Parental

Involvement Across European Education Systems: Critical Perspectives; Paseka, A., Byrne, D., Eds.; Routledge: London, UK, 2019;
pp. 90–103.

48. Ministério da República. Decreto-Lei n.º 240/2001. Diário República 2001, 1, 5569–5572.
49. Ministério da Educação e Ciência. Decreto-Lei n.º79/2014. Diário República 2014, 1, 2819–2828.
50. Willemse, T.M.; Vloeberghs, L.; de Bruïne, E.J.; Van Eynde, S. Preparing teachers for family–school partnerships: A Dutch and

Belgian perspective. Teach. Educ. 2016, 27, 212–228. [CrossRef]

https://doi.org/10.1080/02607476.2018.1465545
https://doi.org/10.1080/02619768.2014.912628
https://doi.org/10.3390/educsci11060306
https://doi.org/10.4324/9780429494673
https://doi.org/10.1177/016146819509700202
https://doi.org/10.3102/00346543067001003
https://doi.org/10.1787/9789264276116-en
https://doi.org/10.1016/j.jsp.2016.12.002
https://www.ncbi.nlm.nih.gov/pubmed/28259243
https://doi.org/10.1086/698694
https://doi.org/10.1080/02607476.2018.1465667
https://doi.org/10.1080/1359866X.2017.1355050
https://doi.org/10.1080/02607476.2018.1465624
https://doi.org/10.1080/02607476.2018.1465621
https://doi.org/10.1080/08878730.2014.887169
https://doi.org/10.1080/02607476.2018.1465669
https://doi.org/10.14738/assrj.33.1856
https://doi.org/10.1080/10476210.2015.1069264


Educ. Sci. 2024, 14, 674 15 of 15

51. Mata, L.; Pedro, I. Participação e Envolvimento das Famílias—Construção de Parcerias em Contextos de Educação de Infância; [Participation
and involvement of families—Building partnerships in early childhood education settings]; Direção-Geral da Educação (DGE):
Lisboa, Portugal, 2021; Available online: https://www.dge.mec.pt/sites/default/files/EInfancia/documentos/participfamilias.
pdf (accessed on 27 January 2024).

52. Miller, K. Preservice teachers’ memories of home-school connections and their link to anticipated practices. J. Fam. Divers. Educ.
2019, 3, 112–139. [CrossRef]

53. Epstein, J.L.; Jung, S.B.; Sheldon, S.B. Toward Equity in School, Family, and Community Partnerships. In The Wiley Handbook
of Family, School, and Community Relationships in Education; Sheldon, S.B., Turner-Vorbeck, T.A., Eds.; Jonh Wiley & Sons, Inc.:
Hoboken, NJ, USA, 2019; pp. 555–574, ISBN 9781119083054.

54. OECD. Let’s Read Them a Story! The Parent Factor in Education, PISA; OECD Publishing: Paris, France, 2012. [CrossRef]
55. OECD. Working and Learning Together: Rethinking Human Resource Policies for Schools, OECD Reviews of School Resources; OECD

Publishing: Paris, France, 2019. [CrossRef]
56. OECD. Education at a Glance 2022: OECD Indicators; OECD Publishing: Paris, France, 2022. [CrossRef]
57. Alanko, A. Preparing pre-service teachers for home–school cooperation: Exploring Finnish teacher education programmes. J.

Educ. Teach. 2018, 44, 321–332. [CrossRef]
58. Muñoz-Tique, J.A.; Cárcamo-Vázquez, H.G. La relación familia-escuela en la formación y desarrollo profesional docente. Educ.

Educ. 2023, 25, e2525. [CrossRef]
59. Vuorinen, T.; Gu, L. Swedish preschool student teachers’ views on family-(pre)school partnerships. Int. J. About Parents Educ.

2023, 13, 1–20. [CrossRef]
60. Bogdan, R.C.; Biklen, S.K. Qualitative Research for Education: An Introduction to Theory and Methods, 2nd ed.; Allyn and Bacon:

Boston, MA, USA, 1992; ISBN 0-205-13266-9.
61. Elo, S.; Kyngäs, H. The qualitative content analysis process. J. Adv. Nurs. 2008, 62, 107–115. [CrossRef]
62. Miles, M.; Huberman, M.; Saldaña, J. Qualitative Data Analysis: A Methods Sourcebook, 3rd ed.; SAGE Publications: Thousand Oaks,

CA, USA, 2014; ISBN 978-1-4522-5787-7.
63. Saldaña, J. The Coding Manual for Qualitative Researchers, 2nd ed.; SAGE Publications: Thousand Oaks, CA, USA, 2013;

ISBN 978-1-44624-736-5.
64. Braun, V.; Clarke, V. Reflecting on reflexive thematic analysis. Qual. Res. Sport Exerc. Health 2019, 11, 589–597. [CrossRef]
65. Kuckartz, U.; Rädiker, S. Introduction: Analyzing Qualitative Data with Software. Analyzing Qualitative Data with MAXQDA; Springer:

Cham, Switzerland, 2019; pp. 1–11, ISBN 978-973-030-15671-15678. [CrossRef]
66. Cohen, J. A Coefficient of Agreement for Nominal Scales. Educ. Psychol. Meas. 1960, 20, 37–46. [CrossRef]
67. Smith, T.E.; Sheridan, S.M. The Effects of Teacher Training on Teachers’ Family-Engagement Practices, Attitudes, and Knowledge:

A Meta-analysis. J. Educ. Psychol. Consult. 2019, 29, 128–157. [CrossRef]
68. Goodall, J. A framework for family engagement: Going beyond the Epstein Framework. Wales J. Educ. 2022, 24, 1–96. [CrossRef]
69. Jeynes, W.H. A Meta-Analysis of the Relation of Parental Involvement to Urban Elementary School Student Academic Achieve-

ment. Urban Educ. 2005, 40, 237–269. [CrossRef]
70. Jeynes, W.H. The Relationship Between Parental Involvement and Urban Secondary School Student Academic Achievement:A

Meta-Analysis. Urban Educ. 2007, 42, 82–110. [CrossRef]
71. Jeynes, W.H. A Meta-Analysis of the Efficacy of Different Types of Parental Involvement Programs for Urban Students. Urban

Educ. 2012, 47, 706–742. [CrossRef]
72. Saltmarsh, S.; Barr, J.; Chapman, A. Preparing for parents: How Australian teacher education is addressing the question of

parent-school engagement. Asia Pac. J. Educ. 2015, 35, 69–84. [CrossRef]
73. Gomila, M.A.; Pascual, B.; Quincoces, M. Family-school partnership in the Spanish education system. J. Educ. Teach. 2018, 44,

309–320. [CrossRef]
74. Antony-Newman, M. Preparing teachers for parent engagement: Role of teacher educators in Canada. Educ. Rev. 2023, 1–17.

[CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

https://www.dge.mec.pt/sites/default/files/EInfancia/documentos/participfamilias.pdf
https://www.dge.mec.pt/sites/default/files/EInfancia/documentos/participfamilias.pdf
https://doi.org/10.53956/jfde.2019.142
https://doi.org/10.1787/9789264176232-en
https://doi.org/10.1787/b7aaf050-en
https://doi.org/10.1787/3197152b-en
https://doi.org/10.1080/02607476.2018.1465644
https://doi.org/10.5294/edu.2022.25.2.5
https://doi.org/10.54195/ijpe.16411
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1080/2159676X.2019.1628806
https://doi.org/10.1007/978-3-030-15671-8_1
https://doi.org/10.1177/001316446002000104
https://doi.org/10.1080/10474412.2018.1460725
https://doi.org/10.16922/wje.24.2.5
https://doi.org/10.1177/0042085905274540
https://doi.org/10.1177/0042085906293818
https://doi.org/10.1177/0042085912445643
https://doi.org/10.1080/02188791.2014.906385
https://doi.org/10.1080/02607476.2018.1465641
https://doi.org/10.1080/00131911.2024.2324154

	Introduction 
	Conceptual and Theoretical Frameworks 
	Benefits and Challenges of FIPE 
	FIPE and Initial Teacher Education: The Portuguese Case 
	Current Study 
	Research Questions 

	Materials and Methods 
	Data and Procedures 
	Data Analysis 

	Results 
	Discussion and Conclusions 
	References

