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ABSTRACT

The present article aims to discuss the process of formulation and implementation of 
the Institutional Teacher Initiation Scholarship Program (Pibid) using the theoretical-
-methodological framework of Theory-Driven Evaluation (TDE), which proposes to 
evaluate a program based on its defining theory. The Pibid is a Federal Government 
program that aims to improve initial teacher education by introducing teacher licensure 
students into public schools’ daily activities since their early stages in college. In order to 
outline the program’s action and change models as suggested by TDE, we used qualitative 
methodology and conducted a discussion of data based on content analysis. The action 
model demonstrates the articulation between partner institutions and the program’s 
actors, who are mobilized by incentive instruments, which resulted in an effective change 
model. We found that Pibid acts on the right determinants, thus causing significant 
change in the initial teacher education process. Our analysis of the program’s model shows 
that Pibid affects positively the initial teacher education process.
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CONTRIBUIÇÕES DA THEORY-DRIVEN EVALUATION  
PARA AVALIAÇÃO DO PIBID

RESUMO

O presente artigo tem como objetivo discutir o processo de formulação e implementação 

do Programa Institucional de Bolsas de Iniciação à Docência (Pibid), a partir do 

arcabouço teórico-metodológico da Theory-Driven Evaluation  (TDE). O Pibid tem como 

propósito qualificar a formação inicial de professores a partir da inserção do licenciando 

no cotidiano das escolas da rede pública. Para a construção do modelo de ação e de 

mudança, sugeridos por essa abordagem, foi utilizada metodologia qualitativa e os dados 

foram discutidos com base na análise de conteúdo. O seu modelo de ação evidencia a 

articulação entre as instituições parceiras e os atores, mobilizados por instrumentos de 

incentivo e valorização, que resulta em um modelo de mudança eficaz. Verificou-se que 

o Pibid atua sobre os determinantes corretos, resultando em mudanças significativas 

no processo de formação inicial de professores. A análise do modelo mostra que o Pibid 

interfere positivamente no processo de formação inicial docente.

PALAVRAS-CHAVE  AVALIAÇÃO DE PROGRAMAS • FORMAÇÃO INICIAL DE 

PROFESSORES • THEORY-DRIVEN EVALUATION • PIBID.

CONTRIBUCIONES DE LA THEORY-DRIVEN 
EVALUATION PARA LA EVALUACIÓN DEL PROGRAMA PIBID

RESUMEN

El presente artículo tiene el objetivo de discutir el proceso de formulación e implementación 

del Programa Institucional de Becas de Iniciación a la Docencia (Pibid), a partir del marco 

teórico-metodológico de la Theory-Driven Evaluation (TDE). El Pibid tiene el propósito de 

calificar la formación inicial de profesores desde su inserción en el cotidiano de las escuelas 

de la red pública. Para construir el modelo de acción y de cambio sugerido por este 

enfoque se utilizó metodología cualitativa y los datos se discutieron en base al análisis de 

contenido. Este modelo de acción evidencia la articulación entre las instituciones asociadas 

y los actores, movilizados por instrumentos de incentivo y valorización, que resulta en un 

modelo eficaz de cambio. Se verificó que el Pibid actúa sobre los determinantes correctos, 

resultando en cambios significativos en el proceso de formación inicial de profesores. 

El análisis del modelo muestra que el Pibid interfiere positivamente en el proceso de 

formación inicial docente.

PALABRAS CLAVE  EVALUACIÓN DE PROGRAMAS • FORMACIÓN INICIAL DE 

PROFESORES • THEORY-DRIVEN EVALUATION • PIBID.
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INTRODUCTION

Improving the quality of basic education in Brazil, which refers to preschool, 
elementary and high school, is a problem that involves several dimensions 
and is not limited to teachers’ performance in the classroom. Low wages, poor 
working conditions in public schools and the absence of career development 
schemes (ASSOCIAÇÃO NACIONAL PELA FORMAÇÃO DOS PROFISSIONAIS DA 
EDUCAÇÃO – ANFOPE, 2006) are among the aspects that must be considered 
and which help explain the low attractiveness of the teacher career, as well as 
the profession’s low social prestige.

On the same subject, Gatti and Barreto (2009) highlight the need for 
more funds for education, as well as the importance of restoring the culture 
of teaching as a valuable profession. In addition, the authors point out the 
quality of initial and continuing teacher education as one of the main factors 
for the valorization of teaching.

Today in Brazil, initial teacher education for basic education is carried 
out in: undergraduate licensure programs; pedagogical training programs 
for unlicensed degree holders; and second licensure programs. All these 
are offered by Higher Education Institutions (HEIs) (BRASIL, 2015), hence 
the importance of discussing the role of HEIs in the processes of initial and 
continuing teacher education for basic education.
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Considering that the improvement of basic education in the country 
represents a relevant issue of collective interest and involves several factors – 
among which the quality of initial and continuing teacher education (GATTI; 
BARRETO, 2009) –, addressing the problem requires the government to design 
and implement articulated policies that can positively interfere with this 
scenario. 

The discussion about the design and implementation of public policies 
also implies deeper theoretical insights into the field of program evaluation. 

Public authorities are expected to implement policies that are effective 
in achieving their objectives, efficient in the use of economic and managerial 
resources and able to produce social effects (SECCHI, 2014; JANNUZZI, 2016).

As the society grows mature, it increasingly demands the various 
government levels to be ethically committed, as well as government 
accountability for better choices using of public resources. Arretche (2009,  
p. 37) emphasizes that rigorous, technically well-designed evaluations allow 
the “exercise of an important democratic right: control over government 
actions”. 

In order to discuss public policies for initial teacher education with the 
subject of program evaluation, the present study chooses as its object of 
reflection the Pibid, implemented by the Coordination for the Improvement 
of Higher Education Personnel (Capes).

Pibid is a program that fosters teacher education and the valorization 
of teaching, created in 2007 and implemented by Capes’ Board of Basic 
Teacher Education (DEB) since 2008. The program provides scholarships to 
undergraduate licensure students to enable their introduction into public 
primary schools, thus providing a training that combines theory and 
practice and brings licensure students closer to the school environment. The 
pedagogical activities developed by the licensure students are guided by a 
supervisor (school teacher) and an area coordinator (teacher at the licensure 
program), both of which also receive a grant to develop these activities.

HEIs quickly joined the program in response to Capes’ calls for new 
projects and the renewal of ongoing ones. Of 3,088 fellows in 2007, the Pibid 
expanded its coverage to 90,254 grants in 2014. That year, 284 higher education 
institutions coordinated Pibid projects, involving approximately 6,000 partner 
schools in the county or state public systems. The number of licensure students 
and educational institutions involved is significant in the current scenario of 
educational policies in Brazil, which, according to Gatti, Barreto and André 
(2011), suggests the need for evaluative research on its results.
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PRESENTING THE STUDY

Choosing the Pibid as the focus of this investigation is justified by: the size and 
scope of the program, which is present in all Brazilian states; the increase in 
the number of scholarships within a short period of time; and the significant 
funds annually allocated to sponsoring it.

Another aspect that helps explain our interest in Pibid is the various 
and significant ways it has been defended since 2015, with the beginning of 
the political and economic crisis in Brazil, which pointed to real chances of 
reducing and restructuring Pibid. Manifestations occurred in all kinds of forms: 
via social networks; official letters to the Ministry of Education (MEC) and to 
the office of the Capes director; hundreds of letters signed on behalf of partner 
institutions to the program management team; individual manifestations; 
strengthening of the actions of the Forum of Institutional Coordinators of the 
Pibid (Forpibid); public hearings on the subject at the Chamber of Deputies and 
at the Senate. In general, the manifestations emphasized the contributions of 
Pibid to initial teacher education, as well as the importance of its continuity, 
as shown in the excerpts from the documents below:

The way it was conceived, structured and put into 

operation, and especially in view of the profitable 

environment it introduced in our educational system, 

the Pibid represents one of those indispensable 

measures for structural improvements in Brazilian 

education. We all know it: good students come from 

good teachers, and quality education requires well-

qualified educators. It is in this direction that Pibid 

moves. It cannot be paralyzed, it cannot be prevented 

from reaching its objectives.2 (ACADEMIA BRASILEIRA 

DE CIÊNCIAS – ABC; SOCIEDADE BRASILEIRA PARA 

O PROGRESSO DA CIÊNCIAS – SBPC, 2015)

2 In the original: “Pela maneira como foi idealizado, estruturado e posto em funcionamento, e, principalmente, 

pelo ambiente profícuo que introduziu em nosso sistema de ensino, o Pibid representa uma daquelas medidas 

indispensáveis para que ocorram melhorias estruturais na educação brasileira. Sabemos todos: bons alunos advêm 

de bons professores e educação de qualidade exige educadores qualificados. É nessa direção que o Pibid caminha. 

Não se pode paralisá-lo, não se pode impedi-lo de atingir seus objetivos”.



Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X     75

With the decision to study Pibid, we chose a theoretical framework of 
program evaluation, which allowed understanding elements of the process of 
design and implementation of Pibid.

Thus, this study proposes to qualitatively evaluate the process of design 
and implementation of the Pibid based on the theoretical-methodological 
framework of Theory-Driven Evaluation (TDE). The investigation was guided 
by the following questions: 

• How did Pibid design process occur?
• How did Pibid implementation process occur? 
• Are program’s theoretical principles present in Pibid’s training 

experiences?
• In the last ten years, how did Pibid affect the improvement of the 

initial teacher education process?

To answer these questions, different methods of data collection were 
defined based on a qualitative approach to be detailed in the section on 
methodological procedures.

CONTRIBUTIONS FROM THEORY-DRIVEN EVALUATION TO THE 

EVALUATION OF EDUCATIONAL PROGRAMS

According to Worthen, Sanders and Fitzpatrick (2004, p. 69), the birth of the 
modern program evaluation arises from the enactment of the Elementary and 
Secondary Education Act in 1965, in the United States:

[...] as it designated a significant increase in federal 

funds for education, and there was no convincing 

evidence, in the senators’ view, that any federal funds 

in education had ever resulted in genuine educational 

improvements.

Over time, the field of evaluation grew complex with the emergence of 
new theoretical positions and new methodological approaches.3 Since this 
research was based on principles of Theory-Driven Evaluation for an evaluative 

3 Readers interested in a historical perspective on educational evaluation can refer to Vianna (1995); and on the history of 

modern program evaluation, we recommend reading Worthen, Sanders and Fitzpatrick (2004) and Bauer (2010, 2011).  
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study of Pibid, we sought to identify the researchers who contributed to its 
proposition.

Lipsey (19934 apud CORYN et al., 2011) recognizes that the combined work 
of Rossi and Chen in the 1980’s made a major contribution to the debate about 
the role of theory in evaluation. The studies published at the time proposed 
that each social program embodies a theory of action, which in turn reflects 
the assumptions inherent in the program and how it hopes to bring about 
change in the social problem it addresses. Rossi and Chen (1987) argue that it 
is the role of evaluators to make that theory clear. 

With the development of modern program evaluation, Rossi and Chen 
(1987), acknowledged as authors who discuss questions related to evaluation 
methods, proposed a new current, with a view to overcoming the limits of 
the previous phase. The authors write about theory-driven evaluation as part 
of a movement to overcome the so-called “black-box” evaluations, which 
only allow the final product to be evaluated, and report only on the success 
or failure of an intervention. In turn, theory-driven evaluation seeks causal 
relationships between program components, thus allowing to understand 
the successes and errors and to identify the intervention’s weaknesses 
(CHEN, 1989).

Davidson (20055 apud CORYN et al., 2011) emphasizes that one of the 
advantages of this approach is the fact that a program’s theory explicitly 
shows the relationship between its various components. He also highlights 
the potential of theory-driven evaluation to generate information that can 
contribute to improve the program itself.

Coryn mentions Scriven and Stufflebeam as the main critics of this 
approach. Scriven (19986 apud CORYN et al., 2011) considers that the evaluator’s 
role is to determine whether programs are effective, rather than explain how 
they work. In turn, Stufflebeam (20017 apud CORYN et al., 2011), argues that 
it is not easy to apply a program’s theory, which is often misunderstood. In 
addition, he considers that this is a costly evaluation type and that there may 
be conflicts of interest in considering the evaluation process stakeholders.

4 LIPSEY, Mark W. Theory as method: small theories of treatments. In: SECHREST, L. B.; SCOTT, A. G. (ed.). 

Understanding causes and generalizing about them. San Francisco, CA: Jossey-Bass. p. 5-38. (New Directions for 

Program Evaluation, n. 57).

5 DAVIDSON, Jane. Evaluation methodology basics: the nuts and bolts of sound evaluation. Thousand Oaks, CA: Sage, 

2005.

6 SCRIVEN, Michael. Minimalist theory: the least theory that practice requires. American Journal of Evaluation, v. 19, n. 1, 

p. 57-70, 1998.

7 STUFFLEBEAM, Daniel L. Evaluation models. San Francisco, CA: Jossey-Bass, 2001. (New Directions for Evaluation, n. 89).
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In contrast, the same article lists a number of researchers who support 
the approach:

Contrary to the critics’ assertions, however, the value 

of theory-driven evaluation, to some, remains not only 

in ascertaining whether programs work but, more 

specifically, how they work (Chen, 1990, 2005a, 2005b; 

Donaldson, 2003, 2007; Donaldson & Lipsey, 2006; 

Mark, Hoffman & Reichardt, 1992; Pawson &Tilley, 1997; 

Rogers, 2000, 20078). (CORYN et al., 2011, p. 207)

In his study published in 1994, Chen responds to that criticism with two 
arguments: first, if Scriven uses as an example the evaluation of products 
such as cars, televisions and watches to say that the evaluator’s role is just to 
judge the quality or merit of the product, Chen finds it inappropriate to judge 
the value of social programs exclusively by the achievement of goals or by 
external merits. The author emphasizes that it is equally important to gain 
insight into how the goals of the program have been achieved; and, secondly, 
program improvements are an essential part of evaluations, which justifies 
the importance of including stakeholders’ views (CORYN et al., 2011). 

The book Theory-Driven Evaluation, published in 1990, is recognized 
as an important milestone which has helped to consolidate the theory-
driven approach to evaluation. Since then, it has been adopted frequently 
by theorists, researchers and practitioners (ROSSI, 1990; CORYN, 2011). For 
this reason, we selected Chen as the main theoretical framework for the 

8 CHEN, Huey T. Theory-driven evaluations. Thousand Oaks, CA: Sage, 1990.

 CHEN, Huey T. Practical program evaluation: assessing and improving planning, implementation, and effectiveness. 

Thousand Oaks, CA: Sage, 2005a.

 CHEN, Huey T. Theory-driven evaluation. In: MATHISON, S. (ed.). Encyclopedia of evaluation. Thousand Oaks, CA: 

Sage, 2005b. p. 415-419.

 DONALDSON, Stewart I. Program theory-driven evaluation science. New York: Lawrence Erlbaum, 2007.

 MARK, M. M.; HOFFMAN, D. A.; REICHARDT, C. S. Testing theories in theory-driven evaluations: (Tests of) moderation 

of all things. In: CHEN, H. T.; ROSSI, P. H. (ed.). Using theory to improve program and policy evaluations. Santa 

Barbara, CA: Greenwood Press, 1992. p. 71-84.

 PAWSON, Ray; TILLEY, Nick. Realistic evaluation. London, UK: Sage, 1997.

 ROGERS, Patricia J. Program theory evaluation: not whether programs work but how they work. In: STUFFLEBEAM, 

D. L.; MADAUS, G. F.; KELLAGHAN, T. (ed.). Evaluation models: viewpoints on educational and human services 

evaluation. Boston, MA: Kluwer, 2000. p. 209-232.

 ROGERS, Patricia J. Theory-based evaluation: reflections ten years on. In: MATHISON, S. (ed.). Enduring issues in 
evaluation: the 20th anniversary of the collaboration between NDE and AEA. San Francisco, CA:  

Jossey-Bass, 2007. p. 63-67. (New Directions for Evaluation, n. 114).
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purposes of this study in order to guide us in outlining the Pibid Theory, to be  
discussed later.

According to Chen (2005), Theory-Driven Evaluation is a stakeholder-oriented 
methodological approach that seeks to conceptually explain the model of the 
program by clarifying how and why the observed outcomes are achieved. The 
program’s theory is outlined from the definition of two analytical frameworks 
– i.e., the action model and the change model – and is usually represented 
as a framework (CORYN, 2011),9 which presents the relationships between 
the expected actions, the actors involved, elements of the context and the 
outcomes, as can be seen in Figure 1.

FIGURE 1 – Program Theory Conceptual Framework

Source: Chen (2005). 

9 According to Coryn et al. (2011), some authors present the program theory in the form of tables or narratives. For 

other ways of presenting the logical model, see Wholey, Hatry, and Newcomer (2010).
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The program theory conceptual framework (Figure 1) shows that the 
action model must be properly implemented to activate the transformation 
process in the change model. In order for the program to be effective. 
According to Chen, (2012, p. 18):

[...] the action model must be solid and its change 

model plausible. The implementation should also be 

going well. The arrows illustrate evaluation feedback, 

whose information can be used to improve the 

planning or development of the action model. Likewise, 

change model information can be used to improve the 

implementation process and the action model.

The program theory is a non-linear conceptual model intended to guide 
the evaluation, facilitating the understanding about the program’s operation 
(CHRISTIE; ALKIN, 2003). The model allows revealing the explicit or implicit 
assumptions made when the program was designed, as well as the reasons why 
the program would be appropriate to overcome the public problem in question 
(CHEN, 2005). In addition, the program theory clarifies context factors and 
mechanisms that may or may not contribute to the success of the intervention. 

The analysis of the action model allows understanding how the context  
factors and the activities of the program are organized so that its implementation 
can result in the expected changes. In turn, the change model allows 
understanding how the intervention affects the observed outcomes, in order to 
answer the following evaluative question: does the program adequately act on 
the right determinants in order to generate the expected change?

Based on this framework of Theory-Driven Evaluation, we sought to 
outline a plausible Pibid Theory so that the evaluative questions that guide 
this study might be satisfactorily answered. Therefore, in the next section we 
present the methodological procedures adopted over the course of the study.

METHODOLOGICAL PROCEDURES

Based on the model proposed by Theory-Driven Evaluation, the study was 
structured in two stages. 

Initially, efforts were made to collect data in order to outline the Pibid 
Theory and the respective “action and change models”, as guided by the first 
two research questions. In order to understand the political and institutional 
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context during the Pibid design and implementation processes, different 
methodological strategies were used, such as: analysis of Pibid formal 
documents; and semi-structured interviews with different managers who 
worked at Capes, MEC or the National Education Council (CNE).

Then, we conducted a content analysis of the abstracts of articles 
published in the working group on the training experiences of Pibid, at the 
5th National Meeting of Licensure Programs (Enalic) and at the 4th National 
Pibid Seminar, held in 2014, in order to check whether the principles 
postulated in the Pibid Theory are actually present in the program’s training 
experience. This step is related to the third research question.

In turn, the fourth question is the most comprehensive, and presupposes 
an articulated reflection on the three previous questions. 

Our study was based on these three different methods of data collection, 
which were chosen in a way that is consistent with the perspective of a qualitative 
approach, which, according to Chizzotti (2011), seeks to interpret the meaning of 
the event based on the meaning people attribute to the phenomenon.

The very choice of Theory-Driven Evaluation as our theoretical framework 
among other possible approaches was based on the fact that it values   and 
considers in its model the vision and understanding of the actors involved. 
The conceptual framework we proposed is based on the explicit and implicit 
assumptions of stakeholders (CHEN, 2012), and therefore it was necessary to 
find methodological strategies that allowed accessing the viewpoints of the 
program managers and beneficiaries in order to help outlining the action 
model and the change model.

OUTLINING THE PIBID THEORY

Pibid is a program that fosters initial teacher education and the valorization 
of teaching by providing scholarships to undergraduate licensure students to 
enable their introduction into public primary schools.

The dynamics of the program consist in providing of scholarships as 
an incentive and valorization tool to licensure students who are members 
of teaching initiation projects developed by HEIs, in partnership with basic 
education schools in the public education system. Operationalizing the 
projects required not only the scholarships, but also the transfer of annual 
resources to fund the development of the planned activities. 

The HEIs send a single institutional project to Capes, in response to its 
calls for projects; that single project compiles the subprojects that correspond 
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to each of the licensure programs interested. The projects must meet the 
requirements of each call, but they generally should involve licensure students 
in the daily life of partner public schools since the beginning of their teacher 
education. The proposals should also detail the criteria for the selection of 
fellows, partner schools and the strategies for monitoring and evaluating 
results.

In the Pibid design, the scholarship represents an instrument of attraction 
and valorization of its participants. In addition to the licensure students, the 
other actors in the project are also benefited with a monthly grant,10 according 
to the following modalities: Teaching initiation (licensure students); 
Supervision (public school teachers – basic education – who supervise at least 
five and a maximum of ten students-fellows); Coordination of area (licensure 
teacher who assists in managing the project at the HEI), Coordination of 
management area (licensure teacher who assists in managing the project at 
the HEI) and Institutional coordination (licensure teacher who coordinates 
the Pibid project at the HEI).

The licensure student is the focus of the action, the main beneficiary 
of the program (target population). He circulates between the spaces of the 
HEI (implementing institution) and the school (ecological context), under 
guidance of the coordinator of area and the supervisor, a basic education 
teacher (implementors). In turn, the Capes (implementing institution) has a 
direct relationship with the Institutional Coordinator (implementor), who is 
responsible for managing the project and for mediating the dialogue between 
all parties involved.

The Figure 2 below refers to the action model that represents the actors 
involved in the Pibid implementation process and facilitates understanding 
the program dynamics.

10 According to Capes’ regulations, grant amounts vary according to the modality. In the case of Pibid, the values for 

2015 were: Teaching initiation, 400 reais; Supervision, 765 reais; Coordination of Area, 1,400 reais; Coordination of 

Management Area, 1,400 reais; Institutional Coordination, 1,500 reais. The minimum wage in 2015 was 788 reais.



82     Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X

FIGURE 2 –Pibid Theory Conceptual Framework

Source: prepared by the authors.

1) Implementation Organizations; 2) Implementors; 3) Associate Organizations/Partner Communities; 4) Ecolo-
gical Context; 5) Intervention; 6) Target Audience; 7) Resources; 8) Environment. 

Item 4 refers to the ecological context, understood here as the main locus 
of the program action, which, in the case of Pibid, is basic education schools. 

With an understanding of the action model, it is necessary to have a clear 
understanding of Pibid’s objectives in order to advance the discussion about 
the change model.

Based on the documentary analysis, some variation was found in the 
statement of the program’s objectives in the different Pibid regulations issued 
from 2007 to 2013. However, we were able to identify that the focus of the 
program is the licensure student and the improvement of his training process. 
To conduct this study, we assumed that the main objective of the Pibid is: to 
improve the quality of the initial teacher education process. 
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According to Chen (2012), the change model describes the causal 
process generated by the program and, in order for it to be defined, three 
elements must be observed: the goals of the program, its determinants and 
its results. 

To explain what determinants are, the author clarifies that in order for 
programs to reach their goals, they require a particular focus, with clarity about 
the lines the project must follow: “Each program must identify the mechanism 
or lever on which it should intervene to meet its need” (CHEN, 2012, p. 18). 
In other words, the determinants are constructs on which the interventions 
must act so that the expected changes are brought about. The change model 
proposes the following question: does the program act appropriately on the 
determinants to generate the expected change? A graphic representation of 
the model makes it easier to understand it (Figure 3).

Figure 3 –Representation of the change model

 

 

Intervention Determinants Result

Source: Adapted by the authors from Chen (2012).

Therefore, it is important to understand whether the Pibid acts on the 
correct determinants to result in better initial education processes.

The change model was outlined based on documentary analysis and 
interviews, which helped outline the program theory, revealing explicit 
and implicit premises about how the proposed action intends to interfere 
with results. The action model clarifies how the Pibid’s intervention occurs. 
Considerations on the objectives of the program set forth in the ordinances 
regulating the program led to an understanding of the results that Pibid intends 
to achieve; in turn, the determinants were defined based on the convergence 
between what the theorists of the area say about the problems and gaps in 
teacher education and what is set forth in the sections on the dimensions of 
teaching in Pibid Regulation, n. 96, of 2013 (BRASIL, 2013), and Resolution no. 
2, of 2015 (BRASIL, 2015a) of the CNE on the National Curricular Guidelines 
for Initial Teacher Education in Higher Education and Continuing Education. 
It is worth considering that both documents were issued and published after 
a wide discussion involving the managers and coordinators of Pibid, entities 
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related to educators’ movements, and researchers interested in the area of   
teacher education.

From the analysis of the documents above, we were able to define 
three determinants on which the Pibid operates with a view to improve the 
initial teacher education process. In order for the program to achieve the 
expected result, it must be able to interfere with: 1) the process of knowledge 
construction, guaranteeing the connection between theory and practice;  
2) the licensure student’s perception of the teaching work in the context of 
public basic education schools; and 3) the bond the licensure student forms 
with the program and with the teaching career.

Figure 4 summarizes the change model, facilitating its understanding:

Figure 4 –Pibid change model

 

 

 

Intervention Determinants Result

Introducing the 
licensure student into 
school daily life for 
the development of 
innovative 
pedagogical 
activities that are 
collectively planned

1) Knowledge 
construction process 
based on the 
connection between 
theory and practice;

2) The licensure 
student's perception 
of teaching work in 
the context of public 
basic education 
schools

3) Student's bond 
with the course and 
identity with the 
career

Improvement of the 
initial teacher 
education process

Source: Prepared by the authors.

Once the action and change models are defined, the question is whether 
the principles postulated by this program theory are present in Pibid’s 
everyday training experiences.
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ANALYSIS OF PIBID’S TRAINING EXPERIENCES IN THE LIGHT OF THE 

PROGRAM THEORY

At this point in the study, the dilemma was to find a strategy that would 
allow us to understand how the Pibid materializes on an everyday basis. Our 
intention was to know a vast repertoire of experiences that enhanced the 
actors’ point of view and minimized the interference of the researcher. Thus, 
we decided to analyze 507 abstracts of the articles published in the Annals of 
the 5th Enalic and 4th National Pibid Meeting (2014). After checking the files, 
we excluded those without abstracts, as well as two cases of duplicate texts, 
so that 493 abstracts remained for analysis.

In order to access the reports of experiences contained in the abstracts of 
the academic articles chosen as corpus of this study, the method we chose was 
content analysis, which is intended to interpret communication (BARDIN, 1977). 
Content analysis seeks to extract meanings from the text (ORLANDI, 2015), and 
the most common technique is categorical analysis, which consists in dividing 
the text into thematic units which are then grouped into categories.

After the defining of the categories, the material was coded in a process by 
which excerpts of the texts were classified and aggregated using the MAXQDA 
software, which helped treat and organize the information. 

Qualitative analysis of this nature presupposes that the inference 
process is based on the presence of the theme or category, and not just on 
the frequency of its appearance in each individual communication (BARDIN, 
1977). Considering that a limit of the data chosen refers to the reduced and 
objective text imposed by the format of an academic article abstract, the 
material presents what the informants decided to reveal and prioritize in that 
short space about their experience with the program. 

The greatest research effort was put in the content analysis of the 
abstracts because they contained the narratives of the beneficiaries about the 
program, which can collaborate to validate the Pibid Theory. Therefore, the 
goal of this stage of the study was to verify if there is correspondence between 
the principles postulated in the program theory and beneficiaries’ reports on 
their experiences with Pibid.

During the first reading of the texts, in order to know the content of the 
material to facilitate the next stage of construction of themes and categories, a 
first analysis was carried out with the purpose of verifying the quality of the corpus 
chosen for the analysis and what the articles represented in relation to Pibid.

As for the authorship, there were all the profiles of Pibid fellows: 
coordinators (HEI faculty); supervisors (basic education teachers); and students 
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(licensure students), who account for the largest group, appearing as the 
leading authors in 300 articles of a total of 493. 

The distribution of the articles according to geographic region 
corresponded to the expectation that the event of national scope would be 
able to gather experiences from all regions. The fact that the event took place 
in city of Natal helps explain the significant participation of fellows from the 
Northeast Region, with 44.8% of the articles. However, even the regions with 
a smaller representation, i.e., North and Central West, with 11.2% of the total, 
still participated in the selection, with 55 articles each. 

In relation to the states, it was surprising that the Working Group (GT) 
in question managed to gather 24 states, not only Amapá, Rondônia and 
Roraima. In relation to type of HEI to which the authors of the articles are 
affiliated, all profiles are present, with most of the experiences coming from 
public HEIs. Although the percentage of 8.1% of experiences related to private 
institutions appears small, if we consider the total of 493 articles, it represents 
the opportunity to access 40 accounts of experiences at these institutions.

With regard to the areas of knowledge, of the 28 licensure programs 
selected in the Pibid call for projects 2013, we can find experiences in 23 
areas, not only articles from the areas of Agrarian Sciences, Nursing, Religious 
Education, Letters-Italian and Theater. 

With the content analysis of the abstracts of the 493 articles selected, 
themes emerged that were grouped into categories to facilitate the 
understanding of the experiences of Pibid fellows, whether they were students, 
supervisors or coordinators, in relation to the determinants outlined by the 
program theory.

The guidelines for analyzing the abstracts were taken from the change 
model in order to check for the presence of the principles of the Pibid Theory in 
the informants’ accounts. We found a correspondence between the categories 
that emerged from the content analysis and the guidelines previously defined 
by the change model, as presented in Table 1.
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CHART 1 – Code System for the Content Analysis of the 493 Article Abstracts

COLOR CATEGORIES THEMES CODIFIED 
SEGMENTS DOCUMENTS

a .Article Information a. Title 493 493

b. Pibid Training Experience b. Account on Pibid teaching 
experience 393 381

1. Articulation between HEI and 
School

1.1. Introduction into school through 
Pibid 115 104

1.2. Being closer through internship 18 12

1.3. Contribution to HEI 5 5

2. Collectively planned activities and 
processes

2.1. Planing Content 319 267

2.2. Planning Routine 70 64

3.Pedagogical strategies

3.1. Differentiated class methodology 356 264

3.2. Making didactic material 44 35

3.3. Considerations on the results of 
intervention 262 235

4. Introduction into school’s daily 
routine

4.1. Observations in the school 
environment 86 80

4.2. Management context 58 50

4.3. Material context 16 15

4.4. Context of the relationship with 
the school community 25 23

4.5. Relationship with supervisor 35 29

5.Theoretical perspective of 
pedagogical practice

5.1. Article theoretical foundation 31 30

5.2. Theoretical reflection about 
practice 341 280

5.3. Reflection about the social 
context of learning 140 126

6. Bond with licensure program
6.1. Grants and support funds 1 1

6.2. Identity with licensure program 18 17

7 . Building a teacher identity
7.1. Becoming a teacher 167 129

7.2 Expectations about profession 52 50

Source: Prepared by the authors based on data from GT 15, Enalic (2014).

Category a, referring to “Article Information”, corresponded to the 
coding of the titles of the 493 articles analyzed. The information worked 
as an important marker to track the evolution of the analyzes, since all 
documents would necessarily have their title codified only once. Category 
b, “Pibid Training Experience”, sought to identify all articles that explicitly 
announced an account of an experience with the Pibid. A total of 381 articles 
were identified with this purpose, thus confirming the expectation that the 
texts represented a very diverse range of experiences within the Pibid. 
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Categories 1, 2 and 3, respectively “Articulation between HEI and School”, 
“Collectively planned activities and processes” and “Pedagogical strategies”, 
dialogue with the change model, which says that Pibid’s intervention consists in: 
introducing the licensure student into the school’s daily life for the development 
of innovative pedagogical activities that are collectively planned.

Categories 4, 5, 6 and 7, respectively “Insertion into school’s daily 
routine”, “Theoretical perspective of pedagogical practice”, “Bond with 
licensure program” and “Building a teacher identity”, converge, in turn, with 
the elements announced in determinants.

ANALYSIS OF RESULTS 

The outlining of the Pibid action and change models contributes to the 
discussion regarding the first two questions guiding the research, which seek 
to understand how the process of design and implementation of the program 
took place. 

Regarding the environment, which represents, in the action model, the 
macro context in which the Pibid is situated, the documents and interviews 
allowed understanding that in 2007 there was a favorable political and 
institutional conjuncture for the emergence of the program.

The movement of educators articulated in entities such as the National 
Association of Postgraduation and Research in Education (ANPED),  
the National Association for the Professional Educators Formation (ANFOPE), the  
National Confederation of Workers in Education (CNTE) and the Forum of  
the Directors of Faculties of Education at Brazilian Public Universities 
(FORUNDIR) presented their criticism to the Ministry of Education about the 
lack of actions for initial teacher education in the Education Development 
Plan (PDE), launched in April 2007. Haddad remembers the time the Pibid was 
proposed:

It [the Pibid] arises amidst criticism to the PDE. 

After the PDE was launched, the entities related to 

teacher training pointed to this gap. The PDE has a 

lot of good things, it’s an almost complete program, 

but it has nothing innovative in the area of   teacher 

education, initial teacher education. And then we 

assimilated the criticism, we saw it was pertinent 

[...]. The Pibid was, therefore, a response from 



Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X     89

the Ministry to a pertinent criticism to the PDE.11  

(HADDAD, 2017)

The Pibid was then launched as part of the PDE’s complementary actions 
in December 2007 and was well received by the institutions because there was 
a convergence between the program’s design and the issues that were being 
debated in universities, as Dourado (2017) points out:

Because I think it’s important to say that, let’s say, these 

references were already being discussed, i.e., the Pibid 

is only well assimilated, the way I see it, because it brings 

references that the universities had been discussing. 

The universities already felt that need.12

The HEIs quickly adhered to the Capes calls for projects and started their 
projects.

The implementors, defined as the actors responsible for operationalizing 
the program, in the case of Pibid, are Capes and the HEIs. From the institutional 
perspective, the program faced a beginning marked by legal and budgetary 
difficulties, due to the need to adapt their formal instruments to the new 
teacher education actions. Once the obstacles were overcome, Capes proved a 
favorable institutional environment for the implementation of the program, 
mobilizing budgetary resources and personnel for its management. The program 
expanded as new calls for projects were launched. And the implementing 
institutions, i.e., Capes and the HEIs built a productive dialogue, which resulted 
in improvements in the Pibid’s legal regulations. Later in the history of the 
program, the institutional coordinators organized themselves as a forum to 
facilitate their dialogue with the Capes management team, and amidst a crisis 
scenario, formed a movement at national level in defense of the program.

With regard to the target audience, it became clear from the action model 
outlined that the main beneficiaries are the licensure students, and the focus of 
Pibid is on their initial education process. Dourado (2017) reinforces that view:

11 In the original: “Ele [o PIBID] surge na crítica ao PDE. Depois do lançamento do PDE, as entidades ligadas à formação 
de professores apontam esta lacuna. O PDE tem muita coisa boa, é um programa quase completo, mas ele não tem 
nada inovador na área de formação de professores, formação inicial de professores. E aí nós assimilamos a crítica, nós 
entendemos que era pertinente [...]. O Pibid foi, portanto, uma resposta do Ministério a uma crítica pertinente ao PDE”.

12 In the original: “Porque eu acho importante dizer que, vamos dizer, esses referenciais já eram objetos de discussão, 
quer dizer, o Pibid só é bem assimilado na minha avaliação porque o Pibid traz referenciais que as universidades já 
vinham discutindo. As universidades já sentiam essa necessidade”.
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[...] the central element of the Pibid is that it was necessary 

to ensure students a more effective initiation in teaching, 

and to that end, a greater articulation was necessary be-

tween the teacher education institutions and basic edu-

cation schools, therefore Pibid comes with this design. 

Primarily a program focusing on licensure programs.13

Based on the Pibid theory, we can say that any other expectation of results 
for the program means to extrapolate from what its design allows. In this 
respect, it is worth remembering former Minister Mercadante’s criticism to the 
program at the time of his inauguration speech at the MEC, in October 2015:

[...] another recognized complementary program in 

teacher education, the Pibid (Institutional Teacher 

Initiation Scholarship Program), which currently serves 

90,000 fellows, retains only 18% of them as teachers 

in public basic education. Let’s review Pibid.14 (BRASIL, 

2015b)

However, results of a survey with Pibid alumni conducted in 2017 revealed 
that 64.1% of respondents are working in the area of   education. The study 
concluded that Pibid, along with two other programs analyzed, represent:

[...] an advance in initial teacher education to 

reduce the distance between the training provided 

in higher education and the work place, allowing 

better articulation between theory and practice and 

contributing to the improve the quality of licensure 

programs.15 (ANDRÉ, 2017, p. 2) 

13 n the original: “o elemento central do Pibid é que era preciso garantir ao estudante uma iniciação à docência 
mais efetiva e para isso era necessário uma maior articulação entre as instituições formadoras e as instituições de 
educação básica, então o Pibid vem com esse desenho. Primeiro, um programa direcionado à licenciatura”.

14 In the original: “outro reconhecido programa complementar na formação de professores, o Pibid (Programa 
Institucional de Bolsas de Iniciação à Docência), que atende hoje 90 mil bolsistas, retém apenas 18% de seus egressos 
como professores da educação básica pública. Vamos rever o Pibid”.

15 In the original: “um avanço na formação inicial no sentido de diminuir a distância entre a formação acadêmica e 
o espaço de trabalho, possibilitando melhor articulação entre teoria e prática e contribuindo para a elevação da 
qualidade dos cursos de licenciatura”.
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Silveira (2017) also refutes the idea that Pibid prioritizes the improvement  
of education in primary schools, and insists that its main purpose is to improve 
the teacher education process for licensure students:

What is Pibid’s real focus? Is it to solve schools’ Ideb? 

No, Pibid doesn’t have that design however much he 

wanted to in the beginning, it never had that design. 

Because then, it would be another program. Is it really 

for us to research the school? It’s not that either. It’s 

possible to research the school, but we won’t solve 

the school’s problems. [...]. So perhaps what was most 

important for Pibid was to engage the student in the 

school dynamics.16

With regard to the ecological context, in the case of Pibid, the public 
system of basic education schools was considered the main locus for the 
program’s action. When analyzing the profile of the projects’ partner schools, 
based on the infrastructure scale proposed by Soares Neto et al. (2013), the 
following distribution was observed:

TABLE 1 – Distribution of the number of schools in Pibid by infrastructure level

LEVEL FREQUENCY PERCENTAGE (%)

Elementary Infrastructure 362 7.30

Basic Infrastructure 2.083 42.3

Adequate Infrastructure 2.334 47.3

Ideal Infrastructure 133 2.7

No Information 18 0.4

Total 4.930 100

Source: Prepared by the authors based on data from CGV17/DEB/Capes.

It is observed that 47.3% of Pibid partner schools were found to have 
an adequate infrastructure, “allowing a more conducive environment for 
teaching and learning” (SOARES NETO et al., 2013), with spaces such as library, 
teacher’s room, computer lab, children’s toilet, as well as a sports court and 

16 In the original: “Qual é o foco de fato do Pibid? É resolver o Ideb da escola? Não, o Pibid não tem esse desenho por mais 

que ele quisesse no começo, ele nunca teve esse desenho. Porque aí, seria um outro programa. É de fato para a gente 

pesquisar sobre a escola? Também não. É possível se pesquisar sobre a escola, mas a gente não vai resolver os problemas 

da escola. [...]. Então, talvez, o que era mais importante para o Pibid era envolver o estudante na dinâmica da escola”.

17 General Coordination of Teaching Promotion Programs.
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internet access. In addition, 42.3% of the units are categorized as schools with 
a basic level of infrastructure, which includes a principal’s office and some 
equipment such as TV, DVD, computers and printers. 

The basic and adequate infrastructure levels were found to provide the 
licensure students with conducive spaces for them to develop differentiated 
teaching-learning methodologies so as to experience teaching. 

Partner organizations are those that do not have an active participation 
in the program’s design. In the case of Pibid, education departments and the 
school community were recognized in the program’s graphic representation 
as partner organizations, but without formal responsibilities in implementing 
the action. Since the calls for projects did not foresee or guide the participation 
of education departments and school communities in the projects, that 
participation varied a lot, depending on the local conjuncture. Certainly, 
questions concerning the relationship of education departments with Pibid 
projects deserve attention in future studies.

Finally, with regard to Pibid intervention, it is important to highlight the 
role of the management tools. In addition to guiding the activities, the calls 
for projects establish the attributions of each of the actors and institutions 
involved and, together with the grants, promote the commitment and 
dedication of participants. Guimarães (2017) recognizes that the grants have 
an important role of “attraction”. In turn, Amaral (2017) highlights the role 
of contributing to “improve self-esteem, reduce licensure drop-off rates and 
improve students’ interest in enrolling in licensure programs.” Neves (2017) 
agrees with some of these arguments and acknowledges that:

The grant to the student, it’s an important thing. It’s 

important not only to attract young people to the 

Pibid, but they also use it as a means to remain in the 

program. There are several student accounts in which, 

because of the scholarship, they were able to stay.18

The support funds ensure conditions of implementation: 

18 In the original: “A bolsa para o aluno, ela é importante. Ela é importante inclusive não é só para atrair o jovem para 
o Pibid, mas ela é usada pelos bolsistas como forma de se manter na licenciatura. Tem vários depoimentos de aluno 
que, por conta da bolsa, podiam se manter”.
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Support funds are crucial. So when you want a 

policy to work, it’s critical to ensure that funding; 

and Pibid comes with support, even if it comes in the 

condition of a program within the limits of the calls 

for projects, but it will have a growing dynamic.19 

(DOURADO, 2017)

The instruments have played an important role in operationalizing the 
program on an everyday basis, along with the dynamics and relationships 
established between the other actors and institutions. The next step is to 
discuss how the Pibid’s operationalization activates the change model.

As for the third research question, i.e., whether the principles of the 
program theory are present in the Pibid training experiences, the analysis 
of the set of categories and themes helped understand how the program 
materializes on an everyday basis, as presented in the Chart 2:

19 In the original: “O fomento é crucial. Então, quando você quer que uma política se efetive, é fundamental você 
garantir fomento; e o Pibid vem com fomento, ainda que venha na condição de programa com os limites da própria 
perspectiva de edital, mas ele vai ter uma dinâmica crescente”.
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CHART 2 –Categories and themes related to Pibid’s intervention

   

                        

Articulation between HEI and School 

Introduction into school through Pibid (115) 
 

Introduction into school’s daily routine 
 

Introduction into school’s 
daily routine 

 
- Observations in the school 
environment (86) 
- Management context (58) 
- Material context (16) 
- Context of relationship with 
community (25) 

 

 
 Theoretical perspective of pedagogical 

practice 
 
- Reflection about the social context of 
learning (140) 
- Theoretical reflection about practice (341) 
 
 

 
Collectively planned activities 

 
- Planning Routine (70) 
- Planning Content (319) 
- Relationship with supervisor (35) 

 

 

The licensure students experience teaching, developing differentiated pedagogical practices in 
the classroom or  school 

 

Pedagogical Strategies 
   - Differentiated class methodology (356) 

- Making didactic material (44) 
 

 The licensure seek to interfere positively in the teaching-learning process  

 

Pibid training experience 
- Considerations about results of intervention (262)  
- Contribution for the HEI(5)                                       

                                                          Building a teacher identity 
   - Identity Identity with the program (18) 

    - Becoming a teacher (167) 
    - Expectations about profession (52) 

 

 

 

  
 

Source: Prepared by the authors.

Note: The categories are underlined and, below them are the themes and their frequency. 

Based on the analysis of the abstracts and the categories presented in 
the previous chart, we can infer that the articulation between the HEIs and 
schools, which occurs through the Pibid, allows the licensure student to be 
introduced into the school routine. During that time, the licensure student 
has the opportunity to make observations in the school environment and 
come in contact with the material context, as well as with the contexts of 
management and community relationship. From these observations of 
and from being closer to public basic education schools, there is a process 
of theoretical reflection that will found the planning of their activities. 
Theoretical discussions and planning are carried out in group, under guidance 
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of the supervisor and/or the coordinator. The planning guides the activity that 
will be carried out by the licensure student in the classroom or school, and it 
almost always seeks to interfere with the teaching-learning process through 
the development of differentiated class methodologies, often with students 
making didactic material. The students’ experience in teaching interferes 
in their training process and in the construction of the bond they form with 
the licensure program and with the profession (becoming a teacher and 
expectations about the profession).

Note that a correspondence can be established between the categories 
that emerged from the analysis and the change model outlined:

1. Categories related to the intervention (introducing the licensure 
student into the school routine for the development of innovative 
pedagogical activities that are collectively planned):
• Articulation between the HEI and the school;
• Introduction in the school routine;
• Collectively developed activities;
• Pedagogical strategies.

2. Categories related to the 1st determinant (knowledge building 
process based on the articulation between theory and practice):
• Theoretical perspective of practice;
• Pibid training experience.

3. Categories related to the 2nd determinant (licensure student’s 
perception of the teaching work in the context of public basic 
education schools):
• Introduction into the school routine;
• Collectively planned activities.

4. Category related to the 3rd determinant (licensure student’s bond 
with the licensure program and identity with the teaching career):
• Building a teacher identity.

The correspondence between the principles postulated in the Pibid change 
model and the categories that emerged from the analysis of the accounts 
allows validating the Pibid theory, so that in fulfilling what is proposed for 
the program, it shows conditions to achieve the desired result.
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CONCLUSIONS

From our analysis of Pibid’s design and implementation processes, we found 
that the program’s action model presents an articulation between the partner 
institutions and the actors, who are mobilized by incentive and valorization 
instruments, which results in an effective change model. Thus, by intervening 
on the correct determinants, the Pibid has interfered positively in the initial 
teacher education process.

Based on the Pibid theory and the analysis of categories of fellows’ accounts 
of training experiences, we found that the program has allowed students to 
have experiences in line with an expanded teaching concept. In addition to 
experiencing the teaching-learning process in the classroom, the licensure 
student has been encouraged to participate in the context of the school in a 
reflexive and committed way, including in the organization and management 
processes. The student’s introduction into the school occurs with key guidance 
by the supervisor and the coordinator, thus enriching the student’s training 
process. In addition, the experiences shared show the program’s important 
role in strengthening the bond with the licensure program and the teaching 
profession.

Another point refers to the observation that the Pibid theory shows 
that the program aims to create conditions for students to identify with the 
teaching profession in the course of their training process. Therefore, it is 
important to find strategies and methodologies that allow understanding the 
subjectivities of those involved, thus reaching the meanings that each of them 
attributes to their training process. This study advances in this direction, 
by finding ways to access the genuine expression of how the beneficiaries 
understand and value their experiences in the Pibid. The accounts translated 
the free choice of issues that each author considered relevant to share, either 
to emphasize its qualities or to make their criticism.

By reflecting on how Pibid interferes in initial teacher education processes, 
it was possible to conclude that the program is not exactly innovative in 
relation to its theoretical assumptions, since they were already established 
and developed by researchers of the area and by the movement of educators. 
However, the program innovates in the way it materializes. In that respect, 
Silveira (2017) considers that Pibid is:

[...] as a systematized policy in scholarship programs 

that can bring together the theoretical presuppositions 

of the field of education and combine these 
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presuppositions with a strategic and methodological 

action, [...] an innovative policy. So, well, its uniqueness 

is not in its presuppositions, its originality lies in its 

strategy. And the strategy is not the same as the 

internship. Its originality lies precisely in enabling this 

theoretical density to take place in training, take place 

in the school, take place in the interaction between the 

school and the university.20

Despite the contributions of Pibid, the program has very clear budget 
limits, since it is a program of calls for proposals. Considering the universe 
of enrollments in licensure programs, the Pibid does not even include 10% 
of licensure students (BARRETO, 2016). And the dilemma that is posed 
to managers and stakeholders in the area is to reflect on how the positive 
experience of the program can reach a greater number of institutions and 
students. The program was not designed for, and it seems unreasonable to 
think of universal scholarship for all students, precisely because of budget 
constraints. On this issue, Dourado (2017) says:

I think a part of her criticism [Elba de Sá Barreto] is quite 

pertinent, when you look at the number of students, of 

enrollments in licensure and the program coverage. A 

program is always limited. So, even though Pibid is a 

big program compared to others, it is small compared 

to the number of licensure enrolments. When I think 

about the program’s level of institutionalization, I’m 

not thinking about universalizing the fellowships; I 

am thinking that the institutions should take over the 

Pibid, and to that end there must be the corresponding 

funds, but they would be of another magnitude, that 

is, in terms of development, it could be differentiated. 

I mean, what does the Pibid do? The Pibid shows that 

20  In the original: “enquanto uma política sistematizada em programas de bolsas que consegue aglutinar os 
pressupostos teóricos do campo da educação e aliar esses pressupostos a uma ação estratégica e metodológica, 
[...] uma política inovadora. Então assim, a unicidade não está nos seus pressupostos, a originalidade dela está na sua 
estratégia. E a estratégia não é a mesma do estágio. A originalidade dela está justamente em possibilitar que essa 
densidade teórica ganhasse lugar para a formação, ganhasse lugar na escola, ganhasse lugar na interação com a 
escola e a universidade”.
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this political-pedagogical action is an effective action 

that contributes to the training process. So, as such, 

it needs to be institutionalized. What is the best way? 

Is it to institutionalize by universalizing grants for 

all? No. It is institutionalizing into the culture of each 

institution, which requires support funds and then 

it would be an institutional support, I mean, turning 

the Pibid from a program into a policy is to intervene 

in a more comprehensive perspective of teacher 

education policy supported by institutions so that this 

can actually unfold in their institutional culture.21

From these reflections, a new question arises: what is the possibility of 
reverberating the experience of the Pibid?

Somehow, the program seems to fill gaps in the curricular teacher 
internship. The curriculum guidelines for teacher education established by 
the CNE in 2002 and 2006 already incorporate a rather broad conception of 
teacher education that should induce processes capable of breaking with the 
dichotomy between theory and practice. Resolution no. 2, of 2015, of the CNE 
mentions the Pibid as a horizon of possibilities, as its rapporteur recalls:

[...] Then you come to Resolution 2 of 2015, and that 

resolution reinforces this identity of teaching initiation 

a little when it has 400 hours of practice as a curricular 

component and 400 hours of supervised internship. 

And, in that design, it opens the possibility of, the 

Pibid is nominally cited as a horizon of possibilities. 

It means the institutions could think of their teacher 

initiation project that wouldn’t necessarily have to be 

21 In the original: “Acho que uma parte da crítica dela [Elba de Sá Barreto] é bastante pertinente, quando você olha 
o quantitativo de estudantes, de matriculas na licenciatura e a cobertura do programa. Um programa é sempre 
algo limitado. Então, quer dizer, por mais que o Pibid seja um grande programa em comparação com outros, ele 
é pequeno face ao número de matrículas nas licenciaturas. Quando eu penso o nível de institucionalização do 
programa, eu não estou pensando em universalizar as bolsas; eu estou pensando que as instituições assumam o Pibid 
e para isso precisa haver uma contrapartida financeira, mas que seria de outra magnitude, quer dizer, em termos de 
fomento, poderia ser diferenciado. Quer dizer, o que o Pibid faz? O Pibid mostra que essa ação político-pedagógica é 
uma ação de retorno que contribui para o processo formativo. Então, como tal, precisa ser institucionalizada. Qual é 
a melhor forma? É institucionalizar universalizando bolsas para todos? Não. É institucionalizar na cultura de cada uma 
das instituições e para isso precisa ter o fomento que aí seria um fomento institucional, quer dizer, transformar o Pibid 
de programa em política é intervir numa perspectiva mais abrangente da política de formação de professores com 
respaldo das instituições, para que isso de fato possa se desdobrar em sua cultura institucional”.
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the Pibid, but with that formulation. So you see, it’s 

the spreading of a policy that would obviously require 

financial induction and could be in the same way 

as Pibid itself or by turning the Pibid into a policy.22  

(DOURADO, 2017)

The resolution sets forth that licensure programs provide their students 
with 400 hours of practice as a curricular component and 400 hours of 
supervised internship. These two spaces are intrinsic in all licensure programs 
and should involve all their students. In this respect, it is possible to think 
of the Pibid as a program that induces differentiated initial education 
processes. One expects that, based on its successful experience, the Pibid 
can interfere in the institutional culture of HEIs so they might review their 
internship proposals and curricular practices. Then, perhaps in the future, it 
will be possible to speak of the contribution of the Pibid to the overcoming 
of the fragmented 3+1 training model,23 which is still present in licensure  
programs.

Finally, the evaluative study of the Pibid based on the model proposed 
by Theory-Driven Evaluation provides an important contribution to the 
proposals of curricular internship, practices as a curricular component 
or even other programs that may be formulated, as it indicates that other 
initiatives intended to improve initial teacher education should seek to 
interfere in the three determinants pointed by the change model outlined 
in the Pibid Theory: 1) providing knowledge building processes based on 
the articulation between theory and practice; 2) interfering in the licensure 
student’s perception of teaching in the context of the public basic education 
schools; and 3) strengthening the student’s bond with the licensure program 
and the teaching career.

22 In the original: “Aí a gente chega à Resolução 2 de 2015, e essa resolução vai reforçar um pouco essa identidade 
da iniciação à docência quando ela tem 400 horas de prática como componente curricular e 400 horas de estágio 
supervisionado. E, nesse desenho, ela abre a possibilidade de, o Pibid é nominalmente citado como um horizonte de 
possibilidades. Quer dizer, as instituições poderiam pensar o seu projeto de iniciação à docência que necessariamente 
não precisaria ser o Pibid, mas com essa formulação. Então, veja, é um espraiamento de política que precisaria 
obviamente de indução financeira e poderia ser nos moldes do próprio Pibid ou da transformação do Pibid em uma 
política”.

23 Traditional training model of the late 1930’s (GATTI, 2010), which proposed 3 years of specific training in different 

areas of knowledge (baccalaureate) and an extra year of pedagogical training (licensure).



100     Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X

REFERENCES

ACADEMIA BRASILEIRA DE CIÊNCIAS; SOCIEDADE BRASILEIRA PARA O PROGRESSO DA 
CIÊNCIAS. Carta ao ministro da Educação e ao presidente da Capes. São Paulo: ABC; SBPC, 2015. 
Disponível em: http://portal.sbpcnet.org.br/noticias/cartaquebrasbpc-e-abc-manifestam-se-contra-
cortes-no-pibid/. Acesso em: 5 dez. 2017.

AMARAL, Patrícia. Entrevista [26/04/2017]. Entrevista concedida a Fernanda Litvin Villas Bôas. 
Brasília, 2017. 4 arquivos .mp3 (122:31 min.).

ANDRÉ, Marly. Inserção profissional de egressos de programas de iniciação à docência. In: 
REUNIÃO DA ANPED, 38., 2017, São Luis, MA. Anais [...]. São Luis, 2017.

ARRETCHE, Marta. Tendências no estudo sobre avaliação. In: RICO, E. M. (org.). Avaliação de 
políticas sociais: uma questão em debate. São Paulo: Cortez/IEE, 2009. p. 29-40. 

ASSOCIAÇÃO NACIONAL PELA FORMAÇÃO DOS PROFISSIONAIS DA EDUCAÇÃO. Documento final 
do XIII Encontro Nacional. Campinas: Unicamp, 2006.

BARDIN, Laurence. Análise de conteúdo. Lisboa: Edições 70, 1977.

BARRETO, Elba de Sá. Sobre implicações da formação de professores com base na escola nas 
políticas docentes. In: CONGRESSO NACIONAL DE FORMAÇÃO DE PROFESSORES, 3., 2016, Águas 
de Lindóia, SP. Palestra [...]. Águas de Lindóia, 2016.

BAUER, Adriana. Usos dos resultados das avaliações de sistemas educacionais: iniciativas em 
curso em alguns países da América. Revista Brasileira de Estudos Pedagógicos, Brasília, v. 91,  
n. 228, p. 315-344, maio/ago. 2010.

BAUER, Adriana. Avaliação de impacto de formação docente em serviço: o Programa Letra e Vida. 2011. 
250 f. Tese (Doutorado em Educação) − Faculdade de Educação, Universidade de São Paulo,  
São Paulo, 2011.

BRASIL. Ministério da Educação. Coordenação de Aperfeiçoamento de Pessoal de Nível Superior. 
Portaria n. 96, de 18 jul. 2013. Aprova o regulamento do Pibid. Diário Oficial da União, Poder 
Executivo, Brasília, 23 jul. 2013.

BRASIL. Ministério da Educação. Conselho Nacional de Educação. Resolução n. 2, de 1 de julho 
de 2015. Define as Diretrizes Curriculares Nacionais para a formação inicial em nível superior 
(cursos de licenciatura, cursos de formação pedagógica para graduados e cursos de segunda 
licenciatura) e para a formação continuada. Diário Oficial da União, Poder Executivo, Brasília,  
2 jul. 2015a. Seção 1, p. 8-12.

BRASIL. Ministério da Educação. Assessoria de Comunicação Social. Discurso da transmissão 
de cargo do ministro Aloizio Mercadante. Brasília, ACS/MEC, 2015b. Disponível em: http://portal.
mec.gov.br/index.php?option=com_docman&view=download&alias=23971-discruso-de-posse-
mercadante-pdf-1&Itemid=30192. Acesso em: 18 out. 2017.

CARDOSO, Claudete B.; VILLAS BOAS, Fernanda L.; SOARES NETO, Joaquim J.; CHALUB MARTINS, 
Leila. Avaliação de políticas públicas em educação utilizando o modelo proposto pela  

http://portal.sbpcnet.org.br/noticias/cartaquebrasbpc-e-abc-manifestam-se-contra-cortes-no-pibid/
http://portal.sbpcnet.org.br/noticias/cartaquebrasbpc-e-abc-manifestam-se-contra-cortes-no-pibid/
http://portal.mec.gov.br/index.php?option=com_docman&view=download&alias=23971-discruso-de-posse-mercadante-pdf-1&Itemid=30192
http://portal.mec.gov.br/index.php?option=com_docman&view=download&alias=23971-discruso-de-posse-mercadante-pdf-1&Itemid=30192
http://portal.mec.gov.br/index.php?option=com_docman&view=download&alias=23971-discruso-de-posse-mercadante-pdf-1&Itemid=30192


Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X     101

Theory-Driven Evaluation: o caso do Pibid. In: CONGRESSO INTERNACIONAL INTERDISCIPLINAR 
EM CIÊNCIAS E HUMANIDADES, 4., 2015, Foz do Iguaçu. Anais [...]. Foz do Iguaçu, 2015.

CHEN, Huey-Tsyh. The conceptual framework of the theory-driven perspective. Evaluation and 
Program Planning, v. 12, n. 4, p. 391-396, 1989.

CHEN, Huey-Tsyh. Theory-driven evaluations. Newbury Park: Sage, 1990.

CHEN, Huey-Tsyh. Practical program evaluation: assessing and improving – planning, 
implementation, and effectiveness. Newbury Park: Sage, 2005.

CHEN, Huey-Tsyh. Evaluation von Programmen und Projekten für eine demokratische Kultur. Wiesbaden: 
Springer Fachmedien Wiesbaden, 2012.

CHIZZOTTI, Antônio. Pesquisa qualitativa em ciências humanas e sociais. Petrópolis: Vozes, 2011.

CHRISTIE, Christina A.; ALKIN, Marvin C. The user-oriented evaluator's role in formulating a 
program theory using a Theory Driven Approach. American Journal of Evaluation, Baltimore,  
v. 24, n. 3, p. 373-385, 2003.

CORYN, Chris L. S.; NOAKES, Lindsay A.; WESTINE, Carl D.; SCHRÖTER, Daniela C. A systematic 
review of Theory-driven Evaluation practice from 1990 to 2009. American Journal of Evaluation,  
v. 32, n. 2, p. 199-226, 2011.

DOURADO, Luis Fernandes. Entrevista VII [10/11/2017]. Entrevista concedida a Fernanda Litvin 
Villas Bôas. Goiânia, 2017. 1 arquivo .mp3 (1:07:02 min.).

GATTI, Bernadete A.; BARRETO, Elba de Sá. Professores do Brasil: impasses e desafios. Brasília: 
UNESCO, 2009.

GATTI, Bernadete A. A formação de professores no Brasil: características e problemas. Educação e 
Sociedade, Campinas, v. 31, n. 113, p. 1355-1379, out./dez. 2010.

GATTI, Bernardete A.; BARRETO, Elba S. de S.; ANDRÉ, Marli. Políticas docentes no Brasil: um estado 
da arte. Brasília: Unesco, 2011.

GUIMARÃES, Jorge Almeida. Entrevista V [31/05/2017]. Entrevista concedida a Fernanda Litvin 
Villas Bôas. Brasília, 2017. 1 arquivos .mp3 (43:50 min.).

HADDAD, Fernando. Entrevista VI [25/09/2017]. Entrevista concedida a Fernanda Litvin Villas 
Bôas. São Paulo, 2017. 1 arquivos .mp3 (31:36 min.).

JANNUZZI, Paulo de M. Monitoramento e avaliação de programas sociais: uma introdução aos 
conceitos e técnicas. Campinas: Alínea, 2016. 

NEVES, Carmen Moreira de Castro. Entrevista II [12/05/2017]. Entrevista concedida a Fernanda 
Litvin Villas Bôas. Brasília, 2017. 1 arquivo .mp3 (70:21 min.).

ORLANDI, Eni. P. Análise de discurso: princípios e procedimentos. Campinas: Pontes Editores, 
2015.



102     Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X

ROSSI, Peter. Prefácio. In: CHEN, Huey-Tsyh. Theory-driven evaluations. Newbury Park: Sage, 1990.

ROSSI, Peter H.; CHEN, Huey-Tsyh. The theory-driven approach to validity. Evaluation and Program 
Planning, v. 10, n. 1, p. 95-103, 1987.

SECCHI, Leonardo. Políticas públicas: conceitos, esquema de análise e casos práticos. São Paulo, 
Cengage Learning, 2014.

SILVEIRA, Hélder E. Entrevista IV [17/06/2017 Entrevista concedida a Fernanda Litvin Villas Bôas. 
Brasília, DF, 2017. 1 arquivo .mp3 (101:28 min.).

SOARES NETO, Joaquim José et al. Uma escala para medir a infraestrutura escolar. Estudos em 
Avaliação Educacional, São Paulo, v. 24, n. 54, p. 78-99, jan./abr. 2013.

VIANNA, Heraldo Marelim. Avaliação educacional: uma perspectiva histórica. Estudos em 
Avaliação Educacional, São Paulo, n. 12, p. 7-24. jul./dez. 1995.

WHOLEY, Joseph S.; HATRY, Harry P.; NEWCOMER, Kathryn E. Handbook of practical program 
evaluation. San Francisco, CA, USA. Jossey-Bass, 2010.

WORTHEN, Blaine R.; SANDERS, James R.; FITZPATRICK, Jody L. Avaliação de programa: 
concepções e práticas. São Paulo: Gente, 2004. 

Received on: JUNE 15, 2018

Approved for publication on: NOVEMBER 19, 2018

This content is licensed under a Creative Commons attribution-type BY-NC.



Estud. Aval. Educ., São Paulo, v. 30, n. 73, p. 70-102, jan./abr. 2019, ISSN 0103-6831, e-ISSN 1984-932X     103


