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Duole ammetterlo ma la Scuola italiana fatica a modificare il suo apparato or-

ganizzativo ottocentesco, innova didatticamente poco e continua a congedare 
numeri crescenti di ragazzi incapaci di utilizzare correttamente l'impianto orto-
grafico e grammaticale dell'italiano o di distinguere un'iperbole da una parabola. 
Faticosa appare ancora la diffusione di nuovi modelli formativi e organizzativi. 
Perché? Nei tanti discorsi sulla Scuola siamo fermi a un' impasse radicata nella di-
vergenza fondamentale fra chi la intende come un mezzo al servizio del mercato 
e chi, invece, è convinto che essa debba continuare ad esprimere l'ideale di uno 
Stato gestore (e garante) della Scuola di tutti. E' una contrapposizione riproposta 
puntualmente ad ogni cambio di legislatura ma che non giova a nessun vero pro-
getto riformistico perché alimenta la falsa convinzione che la crisi attuale della 
Scuola possa essere superata o confermando con qualche correttivo il modello 
vigente oppure ipotizzando l'improbabile concorrenza fra modelli organizzativi 
diversi, anche affidati a privati. È una contrapposizione che occulta allo sguardo 
dei decisori politici la Scuola "in carne ed ossa" e i suoi problemi reali, cogenti: 
quella Scuola concreta, fatta di persone (studenti, insegnanti, famiglie) piene di 
attese, che ha bisogno di essere rigenerata e rimotivata da un'idea chiara dei fini 
comuni verso cui tendere, oltre la confusione indotta dal concionare politique poli-
ticienne che si fa sulle pagine dei giornali. Un discorso serio sulla Scuola impegne-
rebbe invece su questioni di fondo che riguardano il senso della nostra storia e la 
direzione del nostro cammino di sviluppo in un mondo globalizzato; la trasmis-
sione della memoria e dell'identità del nostro Paese; la formazione degli inse-
gnanti come viatico per l'innovazione e il miglioramento della qualità; il rapporto 
fra educazione, istruzione e lavoro, fra sviluppo economico e libertà. Ma di que-
sti discorsi interessa qualcosa a qualcuno? I contributi di questa sezione appro-
fondiscono alcune di tali questioni.  
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Apprendere a insegnare fra ricerca e formazione.  
La mediazione possibile 

Learning and teaching in Research&Training contexts.  
An achievable mediation  

 
Loredana Perla 

 
 

Il tema della formazione degli insegnanti è al cen-
tro di una diffusa attenzione sia in ambito scienti-
fico e di ricerca che in quello delle politiche dell'i-
struzione, almeno da quando, a Lisbona, agli 
inizi del 2000, col Programma di lavoro sugli 
obiettivi dei sistemi di istruzione e formazione 
2010, gli insegnanti sono stati riconosciuti attori 
chiave di tutte le strategie intese a stimolare lo 
sviluppo della società della conoscenza. Nella pro-
spettiva del lifelong e wide learning, la formazione 
degli insegnanti emerge sempre più come cardine 
per il miglioramento complessivo dei sistemi di 
istruzione, il che implica l'esigenza di una nuova 
governance culturale della formazione del docente 
capace di contemperare le istanze della società del-
lo sviluppo con la centralità dell'apprendimento 
della persona, compito della Scuola e, dunque, 
degli insegnanti. Nella cornice metodologica della 
ricerca-formazione collaborativa viene qui presen-
tato un esempio di protocollo destinato alla forma-
zione di docenti in servizio e un dispositivo di svi-
luppo professionale. Il percorso è stato attivato in 
collaborazione con la rete Labor costituita da 6 
Istituti Comprensivi della Puglia (Italy), il Di-
partimento di Scienze della formazione, psicologia, 
comunicazione dell'Università degli Studi di Bari 
Aldo Moro e dal gruppo di ricerca DidaSco (Di-
dattiche Scolastiche e l'USR-Puglia (Ufficio Sco-
lastico Regionale Puglia).  
 

Teachers' training is part of the scientific and re-
search debate, as well as it is part of education-
based policies. This situation received a greater 
attention in the early 2000s, as the Work pro-
gramme on the follow-up of the objectives of educa-
tion and training systems in Europe - 2010 
drafted in Lisbon recognised the key role of teach-
ers in all activities carried out to encourage the 
development of knowledge-based societies. In the 
framework of lifelong and wide learning, teachers' 
training becomes a fundamental principle to en-
hance education systems. This implies the need for 
a new teachers' training cultural governance that 
can adapt the needs of knowledge-based societies 
and the central role of people's learning, the latter 
being the role performed by the school system, 
therefore by teachers. In the methodological frame-
work of collaborative Research&Training, the 
following is a possible protocol addressed to em-
ployed teachers' training. The project was devel-
oped in cooperation with Labor, a network made 
up of six schools in Apulia (Italy), the Depart-
ment of Educational Sciences, Psychology & 
Cmmunication, University of Bari "Aldo Moro", 
the DidaSco research group (Didattiche Scolas-
tiche, School Didactics and USR Puglia (Apu-
lian Regional School Office). 
 
 

Parole chiave: formazione degli insegnanti, professionalizzazione, ricerca colla-
borativa  
Keywords: teacher education, professionalism, collaborative research  
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Teachers' training is part of the scientific and research debate, as well as it is 
part of education-based policies. This situation received a greater attention in the 
early 2000s, as the Work programme on the follow-up of the objectives of education and 
training systems in Europe - 2010 drafted in Lisbon recognised the key role of teach-
ers in all activities carried out to encourage the development of knowledge-based 
societies. In the framework of lifelong and wide learning100, teachers' training be-
comes a fundamental principle to enhance education systems. This implies the 
need for a new teachers' training cultural governance that can adapt the needs of 
knowledge-based societies and the central role of people's learning, the latter be-
ing the role performed by the school system, therefore by teachers (Goisis, 
2013). Teachers are part of a changing social-cultural scenario that implies the 
reconsideration of the role and the methods of the school system, as well as an 
evolution in the related professional actions. For this purpose, the European 
Commission created the Education and Training 2010 Work Programme, in which a 
group of scholars identified the trends of quality and professional enhancement 
in teachers' staff (CE, 2007)101. Even in the specialised literature teachers are 
identified as the most important factor that affects the quality of education in 
school contexts (Abbott, 1988; Hattie, 2003; Barber e Mourshed, 2007, Perla, 
2011). This assumption is linked to new epistemology of professional training 
that recognises research&action practices, participation-based research and col-
laborative research as contexts aimed at creating and developing educational 
knowledge. The Italian Law no. 107 (July 13, 2015) creates new perspectives of 
analysis for ongoing training issues and the related professional-related practices. 
This law underlines that "ongoing training activities" should no longer be con-
sidered as bureaucratic commitments towards the public administration, but they 
should be seen as an occasion for personal and professional enhancement, in the 
light of a "right" that teachers exercise that becomes a "duty" towards students. 
Therefore, ongoing training is finally legitimated as a right/duty that cannot be 
deferred in a teacher's career. Even though this institutional "openness" is a good 
sign in order to overcome the "deadlock" that deals with the request for new 
models aimed at fostering the professional development of Italian teachers, in 
Italy a broad system of institutional and intellectual agreements is totally missing 
(Margiotta, 2011); this system could create a connection among education-related 
institutions and could modify the conventional practices on the basis of the two 
fundamental and shared principles across European countries:  

a) the idea of professional teachers deeply rooted in reflective practices and in 
the development of cultural and methodological-educational competences aimed 
at students' learning;  

                                                            
100 Commission of the European Communities, Memorandum on Lifelong Learning  
101 Commission of the European Communities (2007). Improving the Quality of teacher Edu-

cation, Brussels, 3.8.2007.  
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b) a cooperation with research institutes (especially Universities) for the de-
velopment of lifelong training-related models considered as priorities and not as 
simple resulting effects of early training.  

In Italy, it is now untimely to refer to an institutional convergence that fosters 
knowledge-based models, field testing, innovation of ongoing training models 
for teachers and considered in the light of these two principles. There is also an-
other issue that refers to the governance of Italian teachers' training, that is the 
formal acknowledgement of trainer of trainers. This role is not only connected 
with the early training stage (coordinating tutors and trainees, pursuant to art. 11 
of the Italian Ministerial Decree no. 249, September 10, 2010102), but also with 
ongoing and lifelong training issues, even though at present a long-standing 
breach exists. There are some institutions authorised by Miur (Italian Depart-
ment for Education and Research) that supply ongoing training, but there is no 
trace of a recognised teacher-trainer that could conduct this complex role.  

While the regulatory framework of Italian teachers' ongoing training is being 
assembling, educational research is experimenting some niche models of "becom-
ing teachers by learning", in which practical and educational theories, academic 
and practical knowledge arising from situational actions meet. These perspectives 
have been considered separate entities for a long time, while at present educa-
tional research is identifying mutual mediation forms that are able to create theo-
retical & practical communication and a connection between school and univer-
sity systems (with the corresponding professional figures, that is teachers and re-
searchers), thus making teachers more aware of their actions. These are models 
based upon "practical mindsets" in professional development (Perla, 2010; 2011, 
2014) that ensure that teachers' actions are analysed and taken as training models 
(Damiano, 1993). 

The development of practical knowledge seeks to be one of the most inter-
esting sources for educational research for a long time. The study of knowledge 
considered in actual practices is the predominant trend of a broad research area 
defined as "praxis-based studies" that embeds a set of disciplines such as cultural 
anthropology (Magli, 1989, Gehlen, 2005), social cognition (Pennington, 2000), 
social psychology (Pontecorvo, Ajello, Zucchermaglio, 1995) social-cultural con-
structivism (Bruner, Olver, Greenfield, 1966) etnomethodology studies, (Benson, 
Hughes, 1983; Fele, 2002) , reflection studies (Schön, 1987) up to mind psychol-
ogy and neuroscience, the latter being one of the most promising research fields 
that imply the importance of practical activities (Rizzolatti, Sinigaglia, 2006; Ri-
voltella, 2013). Bio-education studies are also considered innovative research 
fields that consider training by means of innovative perspectives that analyse the 

                                                            
102 Referred regulation: «Definition of the discipline, requisites and modalities of teachers' early 

training in pre-schools, primary and secondary schools, pursuant to art. 2, par. 416, law no. 244, 
December 24, 2007». 
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role of human body (Frauenfelder, Santoianni, Striano, 2004; Sibilio, 2014). 
These are different knowledge systems that share the same interest in recognis-
ing the autonomy of practical knowledge (Sennet, 2008) and in reconsidering 
praxis at the same level of other important categories such as structures, systems, 
symbols. The problem with educational research is the thorough understanding 
of the culture of praxis "as-it-is", thus overlooking theoretical principles as they 
lack a precise, effective context and because they do not consider practical, on-
site activities. Since the 1980s these studies have triggered teachers' training edu-
cational research, thus establishing some dynamic scenarios on the basis of two 
fundamental principles.  

The first principle is a pragmatical-oriented approach that reduces the im-
portance of theory towards praxis in teachers' training. Educational practices 
(Rossi, Rivoltella, 2012) cannot no longer be based on conceptual representa-
tions, thus underrating practical-based activities. Praxis is essential to understand 
the efforts of teachers: "conceptual representations detached from practical-
based activities eclipse the latter" (Seely Brown, Deguid, 2000). From this per-
spective some praxis-oriented results can be inferred: professionals (including 
teachers, too) create an "alternative" knowledge compared to the conventional 
one, sometimes even being more effective; the teachers' knowledge - or his/her 
praxis-driven knowledge (Perla, 2010) - is one of the most important aspects of con-
temporary Education research that can be analysed. This is an issue that deals 
with the so called "teachers' thought" (C.Day, M.Pope, P.Denicolo, 2005) and its 
action-based, practical and heuristic potentialities.  

The second principle deals with educational research aiming at exploring 
"teachers' thought" and the resulting actions. This principle can develop a model 
for innovative teachers' training activities. These models consider teachers as an 
active stakeholder in the development of training activities, and not as simple 
beneficiaries of these activities. Some new models develop an "innovative" role 
for teachers. They are now seen as action researchers, tutors, supervisors, reflective profes-
sionals, teachers-educators, an effective partner in/of research. In this models it is possi-
ble to analyse a sort of duplicity: one is represented by the internal role of training, 
which is always decided by teachers (a professional training should always be 
considered by a self-motivated decision), while the other is more explicit and 
deals with the development of knowledge, the latter being achieved by intertwin-
ing researchers & teachers' actions. This perspective triggers the dialectical com-
parison between theory and praxis that has questioned the idea of prescriptivism 
theorised by scholars in the field. Another consequence is the altered demand for 
training in the school system. Teachers ask for a 'practical training', or a training 
that could solve praxis-related issues, so that it can offer a methodological sup-
port for their daily classroom activities. They ask to "learn by practice", that is 
their practical and research activities. Philippe Maubant and Stéphane Martineau 
(2011), two French researchers on teachers' professional practice, state that 



156 

teachers' training currently urges a new relationship between teachers and 
knowledge, methodologies and even their own role. This new perspective flows 
into three branches:  

a) the twofold process required by teachers in-the-making that looks for the 
integration of theoretical/practical knowledge;  

b) an "educational" disciplinary training. A disciplinary training often lacks the 
intertwining of practices also because of a difficult relationship between discipli-
nary education and pedagogy. Teachers' training is still "isolated" and collides 
with the social and educational aims of contemporary school systems, the latter 
more oriented towards the integration of Education, socialisation and quality;  

c) Finally, there is a risky gap between the so-called "praxis-based" training 
and critical reflective activities that should support it. There are only few ele-
ments retrieved from the monitoring and quality assessment of internships car-
ried out by student-teachers who trail employed teachers. There is no evidence that 
internships provided for the teachers' training programmes are quality services, 
as teachers' competences have never been assessed. On the other hand, a "low 
quality" internship may have negative outcomes in the development of represen-
tations in teachers in-the-making because of tutors' prejudiced or "outdated" 
misconceptions. A limited and demeaning standard vision (or "embedded prac-
tices") is broadly implemented in classroom environments(Lacourse, 2004) but 
scarcely analysed in terms of research. 

This is why employed teachers' training quality should be enhanced by relying 
on existing models that can reconsider teachers' subjectivity in carrying out their 
research activities. Synchronic and diachronic research in different fields such as 
Education, pedagogy, sociology (there is a broad field of studies focused on the 
role of teachers within sociology of professions) and psychology underline the 
heuristic importance of "teachers' thought" in training, thus validating the im-
portance of the current models after a period in which they played a marginal 
role.  

The new professional epistemology "destroyed" the assumption according to 
which professional knowledge is an existing subject, therefore the last stage is to 
disseminate it. This assumption played a leading role in some teachers' training 
models (both early and ongoing training) and expresses managerial and techno-
cratic rationalities that seek quality change in school systems by means of redou-
bling "inactive" knowledge. It is important to underline that professional 
knowledge that keeps up with innovative training projects is the result of the 
practices and professionalism one expects to develop. There is no educational 
innovation if we refer to already existing research, which is taken as the sole ref-
erence for validation. It is not a case if all teachers' training models (as for man-
agement, control, direct learning, tasks) show an increasing level of criticality. 
These models hardly induce significant learning-related outcomes as they do not 
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take teachers' on-site knowledge into consideration. Teachers are here placed as 
receptive entities. 

Conversely, an innovative teachers' training project should be a research op-
portunity for those involved, as well as proper educational research should be-
come a "training-oriented project". The understanding of this twofold relation-
ship could confer a new, central role on teachers and would provide educational 
praxis with an autonomous function that could be analysed using a bottom-up 
procedure and that could develop new functions in educational research.  

Educational research should switch from a provider of models towards prac-
tice into a developer of models of practice, thus completely altering its research 
protocol, using quality-based devices that could enhance the involved stakehold-
ers' awareness (Damiano, 2004, p.312), that is teachers. Within the research per-
spective, teachers' statements are not only considered as best practices, but also a 
unifying energy that connects teachers and researchers. Praxis is then reconsid-
ered as the moment in which educational knowledge depends on the actual situa-
tion in which it is carried out. The existing model considered the teachers' train-
ing epistemology as a training-related activity oriented towards pre-established 
knowledge; the new paradigm favours eclectic training & research models based 
on reflective, hermeneutic and critical epistemology assumption aimed at validat-
ing Teachers' Thought.  

1. TOWARDS A NEW MODEL OF EMPLOYED TEACHERS' TRAINING  

Considering the framework described so far, it is possible to design a project 
called Nuova Formazione Insegnanti, or NFI (New Teachers' Training) that consid-
ers Teachers' Thought as the linking element between the theoretical educational 
research and the culture of teaching practices. 

A particular focus is for the employed teachers' training. The traditional 
methods are now considered outdated even though they are still widespread 
throughout Italy: they are characterized by the dissemination-based lecture fol-
lowed by a debate, or by organisation-based (Training&Development) models 
that date back to the 1980s in which specialists develop and propose "training 
sets" to Schools, the latter being the actual places of use while teachers are given 
the role of "critical beholders".  

These models still have their relative validity also because some rigid dissemi-
nation modes were abandoned in favour of the development of small groups of 
experts who became teachers' trainers on their own (teachers-leaders), thus con-
sidered "agents for change".  

Nevertheless, the aim of these models was unaltered: here, praxis was the re-
sult of theory - and theory/ideas are conceived by researchers! In these models 
theory and praxis are considered two distinct activities in terms of aims and 
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methodologies used, and theory is seen as the principle that drives praxis while 
the latter is seen in an opposite perspective as it is developed on the basis of sin-
gular, concrete elements. Here, theory shapes praxis.  

NFI tries to reverse this perspective; here, the core is represented by teachers' 
points of view and not by the trainer (researcher). The aim is to (re)search for a the-
ory of praxis. The only a priori assumption is the development of a context that 
triggers a communication between "teachers' thought" and "researchers' 
thought".  

There are some tasks that cannot no longer be analysed in scientific terms 
and proposed in de-contextualised environments (Schools), such as the critical 
analysis of teachers' practices, their related variables, the analysis of specific 
needs and problems, the expected learning-related outcomes, students and 
teachers' desires. On the contrary, the analysis of this variables by means of cate-
gories that leave out teachers' subjectivity can be risky, as they would generate 
training methodologies that do not consider teachers' actual and school-related 
experiences. 

This is why NFI developed three branches: "seeing like", "seeing together", 
"seeing beyond". 

NFI is "seeing like" because it focuses on the "teachers' thought" which al-
ready experiences daily activities, therefore it develops simulation contexts based 
on teachers' creativity and working methods. The main focus is on teachers' ac-
tions.  

NFI is also "seeing together" because its communication model is a social-
ised, shared and participated reflective practice among researchers and teachers. 
School professional practices are increasingly agreed upon external and internal 
stakeholders (considering the theoretical level), framed into a constant coopera-
tion between different institutions. But if we consider daily school activities, 
teachers' points of view are mostly auto-referential because Schools do not offer 
opportunities for shared reflective activities. NFI establishes these reflective cir-
cumstances in its structure. In this perspective Schools are seen as "practice-
oriented communities", or institutions for permanent educational research.  

NFI is also "seeing beyond" because its aim is to create educational 
knowledge in order to enhance teaching also because it is a context of collabora-
tive research with Universities. In this perspective this model is able to "see be-
yond" simple school activities and makes sure that research is for teachers a con-
notative feature of their professional work and not a "meaningless, marauding" 
subject matter of the research.  
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 NFI MODEL 
Research & Training 

Research & 
Training Orga-
nisation model 

Traditional model 
Lecture+Debate 

Partnerships 
between Uni-
versities and 
Schools 

Supportive, collaborati-
ve, long-lasting 

Time-restricted, 
task-centred, or-

ganisational-
focused 

Time-restricted, 
based on uncertainty 

Management 
orientation 

Distributed leadership Mostly individual 
leadership 

Individual leadership 

Working me-
thodologies 

Mainly constructivist, 
analysis of teaching-

learning situations, anal-
ysis of contexts 

Mixed/Hybrid Transmissive 

Type of rela-
tionships 

Cooperative (Communi-
ty of practice) 

Asymmetrical-
unidirectional 

Asymmetrical-
unidirectional 

Role of 
teachers 

Partner in Re-
search&Training 

Human factor
Organisation ca-

pital 

"Guardian" of 
culture 

Direction of 
learning 

Discipline at the service 
of unitarity Disciplinary Disciplinary 

 
Are there new training-related directions dealing with "teachers' thought"?  
There are three main branches.  
The first one implies the broadening of communication between teachers and 

educational researchers, that is a common reflection on the specific variables of 
school education. One of these features requires in the present age particular at-
tention, as schools are trying to reconvert their actions in the light of compe-
tence-based education methods (Perla, 2014) (curriculum). Even though it was 
disregarded for some years (Baldacci, 2010; Martini, 2011), the curriculum should 
be the new method for a collaborative approach between teachers, educational 
researchers and disciplinary researchers, also to overcome some outdated 
"breaches". What is a "school curriculum"? It is a training project consciously 
designed and implemented by a given school level that refers to a specific disci-
plinary environment (there are some curricula organised according to different 
experiences in pre-schools, but there are curricula for different disciplines such as 
Italian, Mathematics, Science, etc. in secondary schools). A curriculum is the 
whole set of both aware and unaware experiences that take place in school envi-
ronments; it is the set of contents (disciplinary and/or multidisciplinary), occa-
sions, devices, resources and environments designed by teachers in order to let 
students obtain the training purposes required by National Ministerial Programs 
and stated in School Educational Syllabuses (Pof in Italian) and in the school 
planning. Theoretically, a curriculum is the key device to design school training; 
therefore, it is flexible and can be influenced by social-cultural processes which 
are typical of a new, globalised world. This device is then an educational-training 
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attempt achieved by means of the sequential representation of steps aimed at ob-
taining given aims. The device aims for more complex objectives with a hierar-
chical order (from the simplest to the most complex), interrelating some dimen-
sions that are not included in training-related events. European school curricula, 
for instance, are evolving towards a growing integration with the job market; in 
particular, in some European countries secondary schools' curricula have been 
elaborated in cooperation with stakeholders and representatives of business and 
professional contexts for some years (e.g., technical and professional curricula in 
France are developed by specialists in the job market)103. The aim is to develop 
learning contexts that are able to intertwine the dialectical relationship between 
the "cultural object" proposed (that is knowledge and the related social practices) 
and learners (students). The management of this dialectics is what in Education 
is defined as "transposition process", or "an activity that transforms a teaching 
content in knowledge to be taught (Damiano, 2013)104. This transformation hap-
pens in a twofold perspective: an "external" level represented by ministerial 
boards that draft school syllabuses and textbooks' writers, and an "internal" level 
represented by classroom activities, that is daily school activities carried out by 
teachers towards their students. At the same time the "internal" level is split into 
a "knowledge alignment", or school programming, and the actual teaching activi-
ties, or educational actions. Thanks to this transposition (and the quality activities 
carried out by teachers) knowledge becomes competence, even though a differ-
ence remains.  

The second direction theorised by NFI is the use of different training devices 
in order to support teachers' reflective and practical actions and post-action 
thoughts: two effective devices are the professional writing (Perla, 2012) and the 
teacher portfolio (Varisco, 2004; Rossi, 2005; Magnoler, 2007).  

The last direction theorised by NFI is to allow all school to become an Edu-
cational research centre (School-based teacher education) for students and teachers, by 
means of cooperation with Universities. The long-term aim is the development 
of a permanent communication channel between scientific knowledge systems 
developed in academic settings and the transposed knowledge systems developed 
in schools; but also between researchers and teachers. This is the utmost Educa-
tional utopia, conceived by J. Dewey in 1894; he was the first to develop an ex-
perimental school in the Department of Philosophy, Psychology and Education, 

                                                            
103 This means that since the 1970s, that is in the early age of curricula's development, teachers 

cannot develop plans according to their own activities, relying only on teaching contents. It is nec-
essary to refer to a theoretical curriculum model that may derive from: a) Educational theories; b) 
different learning theories; c) different planning and educational intervention technologies; d) dif-
ferent theories from culture and science. 

104 Educational transposition is a phrase introduced in Educational Sciences by Chevallard and 
Develay to refer to the re-codification of knowledge (that is knowledge developed in academic and 
research-related contexts) into "knowledge to be taught".  
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University of Chicago (USA) he supervised. His research was published in The 
School and Society. Some of his key topics were: students' training with free minds, 
who used to connect manual (unsophisticated) knowledge with intellectual (theo-
retical) knowledge; the refusal by teachers to depend on others' mindsets; listen-
ing before speaking. A similar educational approach (schools as research centres) 
was developed by A. Giunti. The curriculum is based on the principle "education 
towards reflection" ("studying means reflecting", Giunti 1973) and a cooperative re-
search. This method proves to be still valid, and it is recalled in the NFI ap-
proach. Giunti's model started from "Experimentation groups" of the Italian 
monthly "Scuola Italiana Moderna" (Italian Modern School) and promptly became 
an "alternative cultural theory". School as a research centre did not ignore the 
disciplinary-based structure but it introduced a new way to consider disciplines as 
study-related devices of reality to be learnt as contents, methods, languages. 
Practices still represented the preferential methodologies to develop students' 
ways of thinking but also "teachers' thought". This is why Giunti's words, a fore-
runner theorist of reflective practitioners, sound like a prophecy: "The quality of dis-
ciplines is assessed on the basis of their ability to support and foster reflective 
thoughts" (Giunti 1973, p. 18).  

2. THE NFI MODEL: COLLABORATIVE RESEARCH  

The collaborative Research&Training paradigm in the NFI model endorses 
"Teachers' Thought". My interest in this paradigm has come in the attempt to 
analyse two issues in implicit teaching methodologies (Perla, 2010): identifying 
the most appropriate methodology that could represent theoretically-based edu-
cational practices and choosing the most effective devices that could favour the 
pragmatical-oriented exchange between practical experiences (and the related 
knowledge systems) and researchers' theoretical approach (and their related 
knowledge). Research on educational practices does not imply the "discussion" 
between theory and praxis (and between theorists and pragmatists) but the com-
parison between two different types of theories: praxis-based teachers' ongoing 
theories and researchers' formal theories. The complexity lies in a favourable 
communication (for teachers and researchers) between these distinct theoretical 
worlds; this situation occurs when praxis is not considered a mere "internal" 
stage of theory-making, but a way to theorise; some Education scholars think of 
this way as the most important factor for pragmatical-oriented approaches. The 
development of this effective communication allows the creation of the resulting 
training model. 

The collaborative research paradigm connects these two worlds and allows 
teachers a training model that derives from their own research-related nature. In 
this case, research is not on training or it is not carried out by means of training 
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(as in this case it would result in the researcher's role), but training is carried out 
by means of research (therefore, by means of cooperation: researchers and 
teachers work together). This is the core of NFI's model: collaborative research 
is the paradigm for training methodologies. It differs from the model in which 
teachers are the "source" of researchers' studies. It implies the development of 
relationships with schools following the co-equal-relationship principle instead of 
the academic-practitioner-relationship one. The latter principle has been developed for 
more than twenty years in America, Canada, England, the Netherlands, France 
and Italy, but in this case teachers are not involved in a co-equal relationship, with 
a common task or issues derived from specific contexts and then shared with the 
researchers' group. The task is established by researchers; schools cooperate, 
teachers remain "sources" and therefore are only part of the "observed system". 
The collaborative Research&Training model is based on a co-equal-relationship with 
teachers, therefore they are part of the "systems who observe"; they are no long-
er considered passive stakeholder but they play an active role in research. In the 
"observer-observed" regime the researcher's thought is independent from 
and/or overrides pragmatists (researchers decide research fields, propose them 
to schools, develop groups with teachers in order to carry out their research; re-
searchers' and teachers' roles are defined according to a top-down approach: the 
former is a "guide", the latter is an "executor"). In the "observation-based sys-
tems" teachers are researchers' active partners, even though there are different mo-
tivating forces; researchers aim at creating general knowledge to be shared with 
the scientific community (therefore educational practices are only their starting 
points for research), while teachers share their practices in order to compare and 
analyse them, so that a "practice-based knowledge" can be inferred. This means 
that research fields, data effectiveness, assessment and validation are soon "nego-
tiated" with schools. Researchers and teachers are legitimised to shape research 
contents, taking on their responsibility in terms of research results. This is why I 
would like to underline that the collaborative approach enhances research prod-
ucts, as it overcomes critical issues that may emerge from school contexts. This 
is also an useful approach as it is part of evidence-based research, aimed at iden-
tifying what is or can be important in order to enhance educational practices. C. 
Day (1999) identified different collaborative forms between researchers and 
teachers, but only his latest study is a collaborative one:  

a) supervision or monitoring in early training (addressed to teachers in-the-
making);  

b) training activities carried out in the framework of lifelong training (University);  
c) "applied research", in which researchers carry out Research&Training projects;  
d) collaborative research, in which researchers and teachers work together on the 

schools' needs in order to develop common knowledge. The NFI's Re-
search&Training model is identified in the collaborative research paradigm (d), 
therefore its results can be considered "co-creation" (Perla, 2011). 
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3. A COLLABORATIVE RESEARCH&TRAINING CASE STUDY: "TOWARDS A VERTI-
CAL CURRICULUM OF GEOHISTORY STARTING FROM THE ITALIAN IDENTITY"  

In the methodological framework of collaborative Research&Training, the 
following is a possible protocol addressed to employed teachers' training. This 
Research&Training project is called La Storia e la scuola. Senso e methodi di un inse-
gnamento (History and School. Some teaching methods). The project was devel-
oped in cooperation with University of Macerata (prof. Patrizia Magnoler) and 
Labor, a network made up of six schools in Apulia (Italy), the Department of 
Educational Sciences, Psychology & Cmmunication, University of Bari "Aldo 
Moro", the DidaSco research group (Didattiche Scolastiche, School Didactics - a 
research project coordinated by Professor Loredana Perla) and USR Puglia 
(Apulian Regional School Office). The project aimed at focusing on the central 
role of mediation processes (Damiano, 2013) in History teaching and on the cur-
ricular actions implied by these mediation processes of History teaching (Brusa, 
1991). The project was developed on a three-year basis.  

In the first year (2013-2014) the four main aims were: 
a) to explain teachers' implicit knowledge, beliefs and representations dealing 

with the process of History teaching and learning; 
b) to identify the education organisers dealing with History as a subject; 
c) to instil in teachers an enduring reflection-based method about their Histo-

ry-related teaching, that is about the modes of mediation between students, His-
tory-related contents, methodologies, strategies and tools used; 

d) to make teachers aware of the reasons of the choices guided by History 
textbooks. 

The results arising from the analysis of practices (and the critical issues as 
well) allowed the development of a training plan carried out in the second year 
and considered a non-dependent variable in order to verify any enhancement in 
History teaching. During the second-year teaching activities (2014-2015) some 
innovative educational History-related devices were introduced. In the third year 
(2015-2016) the protocol of analysis of practices will be reintroduced in order to 
find any difference in terms of educational practices (Rivoltella, Rossi, 2012). Ac-
tivities carried out in the third year aim at producing a shared development of a 
History curriculum of the Italian Identity based on the series published by Il Mulino 
and edited by Prof. Ernesto Galli della Loggia.  

The methodological protocol has been developed on the basis of the collabo-
rative research approach (Perla, 2014) that intertwines teachers' competences 
(thus retrieving their professional knowledge systems), practical and methodo-
logical competences and disciplinary experts' competences, as shown in diagram 
1. By means of this device teachers enhance their analysis-related competence 
but also their reflection-based skills and their awareness in describing their own 
professional practices: "professionalism is developed in one's experience and fieldwork, with 
the aid of a mediator that simplifies their awareness, takes part in the analysis of practices, fol-
lowing a co-training methodology" (Atlet, 1994).  
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Diagram 1: a three-element device of collaborative Research&Training 

 
 
 
 
Why is it important to work with employed teachers using professional devices? 
A device defines the learning environment of a Research&Training project, 

managing the mediation of knowledge contents so that they could be "usable 
and co-developed" by teachers and researchers, together. On the one hand, the 
device is a "latent structure" of training designing (Massa, 2005), but it has also 
the power to clarify all the variables in a learning environment. It provides 
"stakeholders" with a name; it "defines" contents, tasks and responsibilities; it 
"monitors" actions performed; it "provides documentary evidence" of the pro-
ject contents. This is why the device has ergonomic functions that make it a 
channel of the relationship between training and practicality of professional actions 
(Maubant, Martineau, 2013, p.7). Usually employed teachers' training activities 
insist on one of the dimensions and they never consider their relationship, also 
because in traditional training models researchers are in a one-up position; they 
are the "experts who teach", while teachers are in a one-down position, or those 
who "learn". The collaborative research paradigm alters the traditional positions. 
It requires both stakeholders to work on the relationship training/practicality of 
professional actions in another perspective. Researchers and teachers are both in 
a learning position between theory and praxis, between knowledge and action, be-
tween analysis and interpretation. Researchers also support praxis-related 
knowledge by means of suitable devices (Perla, 2010), or the knowledge that 
teachers elaborate throughout their professional careers; but considering the fact 
that they are "concentrated in their action(s)", they are not completely aware of 
their competence compared with the corresponding experience they had.  
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Diagram 2: Actions and contents of the Research&Training project  
"History and School. Some teaching methods" 

 

 

 
 
As shown in Diagram 2, the stages of the Research&Training project implied 

the choice of different contents and methodological devices depending on the 
enabled training function (knowledge, analysis, reflection, providing documentary evidence).  

4. CONCLUDING REMARKS 

As it can be deduced at the end of this study, the issue of teachers' profes-
sional development needs a multi-lateral perspective, so that any project in this 
field could account for some principles.  

a) The support of a culture of research based on long-term partnerships be-
tween schools, regional school offices and universities, that could allow teachers 
to familiarise with the use of methodologies, approaches, research devices (the 
school network affiliate to universities is still an efficient device); 

b) Research&Training projects should be seen in a "circumdisciplinary" per-
spective (Lenoir, 2000) in order to establish a connection among different roles 
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and competences but also to develop innovative Research&Training devices as 
the result of partnerships between researchers and teachers;  

c) a stable, accredited theoretical framework of these projects in terms of in-
ternationalisation processes.. One of these frameworks is surely the "professional 
educational practice": (Altet, Vinatier 2008; Pastré, 2002; Habboub et Lenoir, 
2005; Pastre, Lenoir 2008; Perla 2011, 2012, 2014), a frontier in educational theo-
ries whose aim is to look for a supporting rationality for the development of 
teachers' professional competences by means of the analysis of their activities 
(Lenoir, Vanhulle, 2006) and by means of the analysis of lifelong self-training 
devices considered as distinctive training organisers; 

d) the override of the dichotomy "theory/practice" even in their representa-
tions: theory cannot be independent from human actions. Latour (1996) rejects 
this perspective and states that theory is the result of praxis in teachers' training 
methodologies; teachers' professional knowledge is the outcome of constraining 
forces coming from experiences and on which reflection is triggered.  

The model of analysis of practices here described is still valid: professional 
knowledge for educational practices must come from teachers or researchers that 
are aware of professional practices (Altet, 2006, p. 41). This is a commitment (or 
maybe a limit?) that the new teachers' training paradigm cannot ignore.  
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