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Abstract: Codes of ethics are essential components of high-quality education, 
considering they help uphold shared universal values. The role transition 
experienced during the school placement carries paradoxical notions between pre-
established images of teaching and the reality experienced. The purpose of this 
study was to explore ethical dispositions of preservice teachers at the end of their 
school placement. We examined 74 school placement reports, written by preservice 
teachers enrolled in a master’s degree in teaching Physical Education at a 
Portuguese public university. We followed a qualitative methodology and performed 
thematic content analysis. Findings showed that the participants’ ethical dispositions 
were primarily reflected in their engagement in professional development, building 
effective relationships, personal conduct, commitment to pupils’ learning, teamwork, 
commitment to one’s own learning, pedagogical content knowledge, initiative and 
responsibility, embracing innovation, and critical and reflective analysis. Our findings 
support enhancing ethical training for new teachers throughout their initial teacher 
education.
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1 INTRODUCTION

Ethics is commonly understood as the philosophical interpretation of the 
principles that guide human action. Codes of ethics, often known as codes of conduct 
or professional codes, are accepted ethical norms and professional guidelines of 
conduct that attempt to strengthen someone’s commitment and efficiency while also 
providing self-regulatory ground rules. The absence (or inadequacy) of integrity and 
ethical conduct in the field of education is incompatible with educational purposes 
(Nuland; Khandelwal, 2006). This article addresses preservice teachers’ reported 
ethical dispositions at the end of the Physical Education school placement, compulsory 
during initial teacher education.

The purpose of developing and improving the quality of education generally 
aims at perceivable outcomes, namely class size, learning time and materials, 
infrastructure and facilities, and teacher qualifications (Poisson, 2009). Education 
quality is seldom associated with outcomes such as teachers’ commitment, ability 
to help every student, ethical and professional conduct, and responsible reasoning. 
These codes are seen as vital elements of high-quality education, considering they 
ensure that universal values are shared by all. According to Poisson (2009), these 
are urgently important for the development of quality education for all, including 
the promotion of global principles such as honesty and integrity. For that reason, 
numerous scholars (Gluchmanová, 2015; Hendrikx, 2020; Warnick; Silverman, 2011) 
argue that ethics is an indispensable domain in teachers’ work because its values 
can be modelled for pupils (Costa; McNamee; Lacerda, 2015). Nevertheless, the 
significance of these codes is contested owing to struggles in understanding them, 
a lack of ability to implement them, and, most importantly, a lack of education for 
teachers (Poisson, 2009).

According to data from the International Institute for Educational Planning 
(2021), 76 nations throughout the world have a code of conduct, a code of ethics, 
or a professional code for teachers. Some countries, such as Malta and Italy, have 
a government-established national-level code. Teachers’ unions in other countries, 
such as Denmark and Finland, have formed a national-level code. Other nations, 
like Australia and the United States of America, have state-specific regional codes. 
However, unlike in the international context, qualified teachers in Portugal are not 
required to adopt key principles of a code of ethics since these professionals lack 
structured, explicit, and objective criteria. However, there is some political interest 
from national stakeholders in deciding and establishing conditions for teachers. There 
has been an increase in the legal priority given to professional ethics, starting with 
the Comprehensive Law on the Education System (Law no. 56/86 of 14 of October) 
published in 1986 (Portugal, 1986), in which ethical concerns are implied but required 
ethics in practice are not clearly stated. This law has been amended several times 
over the years, but without any adjustments regarding teachers’ ethical commitments.

The legal establishment of Decree-Law no. 240/2001 of August 30th (Portugal, 
2001) helped address an ethical gap by approving the General Profile of Teaching 
Performance. Expectations for different aspects of teachers’ professionalism are laid 
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out in four dimensions in that document: professional, social, and ethical dimensions; 
development of teaching and learning dimensions; participation in school and 
relationship with the community dimension; and lifelong professional development 
dimension. In certain ways, this Decree-Law standardises the teaching profession’s 
know-how and social competences, functioning almost as a code of professional 
practice (due to the lack of a better one).

Teacher qualification courses in Portugal were restructured in response to the 
Bologna Process (a higher education reform agreement between European countries 
to establish harmony of quality and recognition of higher education qualifications). This 
resulted in the adoption of Decree-Law no. 79/2014 of May 14th, which established the 
need for ethical training during initial teacher education (Portugal, 2014). However, 
there is no indication of how ethical dispositions should be taught and assessed: 
whether as a stand-alone course or as a cross-curricular course.

The teaching profession is complex and fraught with doubt and uncertainty, 
as evidenced during initial teacher education (Alves et al., 2019). As a result, 
developing theoretical and practical understanding of ethics is critical (Gluchmanová, 
2017). There are several philosophical viewpoints in education on the need to teach 
ethics during initial teacher education and what ethical education should look like 
(Warnick; Silverman, 2011). Some authors (Aurin; Maurer, 1993; Boon, 2011) suggest 
that teaching professional ethics is vital, with an emphasis on learning how to apply 
ethical hypotheses to teaching practice. Some authors argue that an ethical stand-
alone course would be beneficial for initial teacher education (Boon, 2011; Warnick; 
Silverman, 2011) to improve teacher quality. Maxwell et al. (2016) studied the impact of 
preservice teachers being taught ethics as a stand-alone course versus transversally 
as part of the initial teacher education curriculum. The authors found that most initial 
teacher education institutions did not provide ethics as a stand-alone subject due to 
time restrictions on programme schedules and the tradition of having ethics taught as 
part of an integrated curriculum. Walters, Heilbronn and Daly (2017) concluded that 
teaching ethics as a stand-alone course is not the way forward owing to a lack of time 
in the already packed initial teacher education curriculum, student resistance, and 
the complexities of ethics. The authors also address the fact that these limits are not 
inconsequential or meaningless.

There is ongoing debate in the scholarly literature regarding the effectiveness 
of standalone versus integrated curriculum for ethics content and their impact; 
however, empirical evidence is limited (Boon; Maxwell, 2016; Maxwell; Schwimmer, 
2016). Works that explicitly address the issue of the effectiveness of the teaching 
and learning strategies are significantly lacking in the literature on ethics education in 
initial teacher education (Maxwell; Schwimmer, 2016).

The ethical implications of education are unmistakable since education 
contributes to human progress. Individual growth requires well-defined ethical values 
(Queirós; Silva, 2012). As a result of the unique class interaction, students in Physical 
Education classes are more likely to develop moral discernment (HIRAMA et al., 
2012). Thus, Physical Education has an influential role in fostering respect for sport 
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(Costa; McNamee; Lacerda, 2015) and developing values such as justice, courage, 
and honesty, which are orientated towards the individual and collective good (Costa; 
McNamee; Lacerda, 2016). In their research, Costa, McNamee and Lacerda (2016) 
conducted interviews with experienced philosophy, sport, and Physical Education 
scholars to explore the ethical scope of Physical Education. The authors emphasise 
five ethical potentialities of Physical Education, including the dominant structure of 
sport, its intrinsic values and spirit, the appropriate practice of sport, its capacity for 
self-overcoming, and sports as an opportunity to go beyond the requirements of right 
conduct. As a result, it is understood that Physical Education is a fertile ground for 
ethical education through sports, and thus ethical dispositions of Physical Education 
teachers demand a profound awareness of the content to be taught and how that 
content should be developed; therefore, it requires that from preservice Physical 
Education teachers too.

The teaching practicum is the initial point of interaction with the teaching reality, 
and it is characterised by the application of academic knowledge to practical expertise 
(Cardoso; Batista; Graça, 2016; Tardif; Lessard; Lahaye, 1991). It is pertinent to 
examine preservice teachers’ ethical dispositions throughout this period of transition 
from student to teacher, as well as the ethical challenges it entails (Maxwell et al., 
2016). At the time of writing this manuscript, no public university in Portugal offers 
ethics as a stand-alone subject in Physical Education teacher education courses. 
Ethics is taught cross-curricularly, and only a few universities have an assessment 
framework dedicated to the ethical dispositions that preservice teachers must display 
throughout their initial teacher education. Ethical disposition is never assumed as a 
distinct dimension of assessment; rather, it is incorporated into the overall criteria and 
assessment parameters. As a result, Amado et al. (2009) claim that there is no ethical 
training provided during the initial teacher education in Portugal.

The ethics curriculum at the Portuguese public university studied in this 
research is taught transversally throughout the initial teacher education curriculum. 
This transversality is reflected in the school placement syllabus, which states that 
“professional ethics values are present in all areas [of teaching], with emphasis on 
cultural levels, reflective capacity, and preservice teachers’ attitudes, (…) pedagogical 
content knowledge, commitment to student learning, and promotion of individual and 
collective professional development (…)” (Ribeiro-Silva; Fachada; Nobre, 2020). 
Over time, we began to question which ethical dispositions preservice teachers were 
developing at our university. We established research on the ethical dispositions of 
preservice teachers at the conclusion of their school placement, thus, at the end of initial 
teacher education, immediately before qualifying as Physical Education teachers, to 
understand which values they emphasise the most. Therefore, the research question 
that drove this research was: What are the self-reported ethical dispositions that 
preservice teachers highlight as crucial for teaching Physical Education?
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2 METHODS

We adopted a qualitative methodology grounded in a social constructivist 
worldview, which Creswell and Creswell (2018) define as an approach to qualitative 
research in which “individuals develop subjective meanings of their experiences” (p. 
46). Based on the participants’ reported ethical dispositions, we identified connections 
among the data. This strategy preserved an individual perspective on the matter 
(Flick, 2009), allowing for a thorough analysis of the subject. We used documentary 
evidence in the form of reports to collect data. The textual material was analysed 
using thematic content analysis without pre-established themes.

2.1 SAMPLE

We collected data for two years, resulting in 74 school placement reports. The 
reports were written by preservice teachers in the final year of the master’s degree 
in teaching Physical Education, which is offered at a sports faculty in a Portuguese 
public university that teaches ethics cross-curricularly in the initial teacher education 
curriculum. These reports were written by 29 female and 45 male preservice teachers. 
Their age ranged from 22 to 46 years old (M = 25.8, SD = 4.5).

2.2 DATA COLLECTION

To obtain Qualified Teacher Status in Portugal, Physical Education teachers 
must finish a two-year master’s degree in teaching Physical Education. The second 
and final year of the master’s programme consists of a year-long supervised school 
placement designed to facilitate the integration of prior theoretical knowledge via 
teaching practice in a real-world situation. This is designed to prepare competent 
Physical Education teachers for professional practice. The preservice teachers are 
assigned to schools in the third cycle of basic education or secondary education, 
in placement groups of three to four preservice teachers, and are supervised by a 
cooperating teacher and a university supervisor. During this year of training, preservice 
teachers are required to enhance their practice in several areas of teaching, including 
the ethical dispositions and reflective practices.

Preservice teachers write a structured reflection on the course taken during 
their school placement and the work produced during the year. This is an individual 
and original work in which preservice teachers must display critical thinking, in-depth 
reflection, and scientific research based on their school placement experience. They 
must describe their learning path, emphasising their strengths and explaining how 
they overcome their weaknesses.

The school placement report serves as the preservice teachers’ master’s 
dissertation; hence, it must adhere to scientific rigour standards. The intent of studying 
these documents is to observe how preservice teachers perceived and reflected on 
their school placement and which aspects of their ethical dispositions they valued 
more. We considered the school placement reports particularly relevant because of 
their contribution to the preservice teachers’ final master’s grade and because they 
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represent a transformation of lived experience into written narrative through mimesis 
(Flick, 2009). In their literature review, Wang, Odell and Schwille (2008) include 
three different studies in which preservice teachers’ reports were used as data to 
understand the impact of various components of initial teacher education programmes 
on preservice teachers. In this study, we focused exclusively on participants’ accounts 
of ethical dispositions.

2.3 DATA ANALYSIS

We performed thematic content analysis, a standard procedure for analysing 
documental material (Bardin, 2011; Flick, 2009). Using this method involves handling 
themes derived from data (Flick, 2009) through open coding.

We identified the content of the data in the first round of coding, and in the 
second and third rounds, we focused our coding on the most significant codes. We 
repeatedly assessed the school placement reports, identifying new themes of ethical 
dispositions based on what the preservice teachers wrote.

We incorporated strategies to validate and enhance the accuracy of our data 
(Creswell; Creswell, 2018). We used peer debriefing, which is a procedure that 
involves input from other researchers who review the study. We selected two peer 
debriefers, one from our university and one from another public Portuguese university, 
to provide validity to the data analysis. This allowed an external researcher to interpret 
our findings.

We kept a log with all the decisions made along the way, as well as memos, 
to critically analyse the progress achieved. This ensured the trustworthiness of the 
data and reduced discrepancies in interpretation among researchers. We analysed 
and reanalysed data until saturation of themes occurred. Extracts from the school 
placement reports were used to highlight some of the findings.

2.4 ETHICS

To maintain anonymity, we assigned pseudonyms to the authors of the school 
placement reports. All reports are publicly accessible in the university’s digital repository 
for scientific production, which legally exempts us from seeking authorisation to study 
the documents, as they are intellectual property of the university.

3 FINDINGS AND DISCUSSION

The thematic content analysis of the school placement reports yielded ten 
themes of preservice Physical Education teachers’ self-reported ethical dispositions. 
The following themes were created: a) engaging in professional development; 
b) building effective relationships; c) personal conduct; d) commitment to pupils’ 
learning; e) teamwork; f) commitment to one’s own learning; g) pedagogical content 
knowledge; h) initiative and responsibility; i) embracing innovation; and j) critical and 
reflective analysis.
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3.1 ENGAGING IN PROFESSIONAL DEVELOPMENT

The preservice teachers’ reports clearly demonstrated the importance of self-
training and autonomous research as a continuous learning process. Preservice 
teachers place a high emphasis on participating in training activities throughout their 
initial teacher education to develop a deeper understanding of their teaching practice. 
These findings are consistent with the results of Capel (2016), which discovered 
that Physical Education preservice teachers place higher value on self-actualisation. 
These preservice teachers believe that continuous learning throughout their school 
placement helps them to acquire new knowledge and deepen their understanding on 
certain subjects as well as understand different teaching contexts.

Throughout the school placement, research was constantly present 
since the more we know about a given context, the more questions 
arise. This was a collaborative approach that included our cooperating 
teacher as well as other teachers from the Physical Education group. We 
participated in different training actions provided by the university (namely 
a dance workshop) as well as conferences and workshops organised 
by another school’s placement group. These experiences enabled us to 
consolidate some ideas, learn about diverse teaching realities, and different 
perspectives. (Ana)

Professional development, according to the participants, helped address 
gaps in their knowledge in specific units of work and learning contexts, understand 
different educational contexts, and enhance their teaching practice via knowledge 
sharing. Despite their emphasis on this theme, most of the events mentioned by 
preservice teachers were compulsory, such as seminars and workshops. This may 
call into question their perception of their own professional development. Amorim and 
Ribeiro-Silva (2022) showed in their literature review the value of lifelong learning 
for professional development of Physical Education teachers by allowing teachers to 
experiment with novel approaches to reflective practice that align with their identities.

3.2 BUILDING EFFECTIVE RELATIONSHIPS

The second most often reported theme by the participants was building 
effective relationships. They demonstrated their ethical disposition by engaging in 
constructivist interactions with educational stakeholders such as other teachers, 
staff, pupils, and the community. We saw a difference in detail in this theme between 
preservice teachers who simply mentioned they built effective relationships within the 
school and preservice teachers who precisely described how they demonstrated this 
ethical disposition during their daily practice, as shown in the example below.

Throughout the school placement, we actively engaged and showed 
enthusiasm in a variety of activities linked to the Physical Education group 
and other school events. At the end of the first term, we felt compelled 
to contribute to the school’s surrounding community. We invited pupils 
participating in the school cross-country race to contribute food or clothing 
to support victims of wildfires and organised a lunch to raise funds for new 
sports equipment while promoting healthy eating habits. (Eva)

Preservice teachers mentioned that being available for school events, 
activities, meetings, workshops, and sports teams facilitated interactions with a range 
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of educational stakeholders, resulting in productive relationships within the school 
sphere. However, all these activities are already expected of them, as evidenced by 
the study of Ribeiro-Silva and Amorim (2020), in which the researchers determined 
that cooperating teachers expected preservice teachers to demonstrate faultless 
behaviour in the school community and society. This was also the theme in which 
many preservice teachers merely stated that they built effective relationships without 
providing any details about how they did it, indicating a limited understanding of their 
responsibilities.

The results are consistent with the study of Aurin and Maurer (1993), who 
highlighted a limited understanding in the adoption of duty and commitment to 
the school. The author argues that by presenting a series of elements to take into 
consideration that might influence this feature, such as school size, the significance 
placed on the issue by the headmaster, school traditions and pedagogical orientations. 
In terms of atmosphere and pedagogical characteristics, these preservice teachers 
complete their school placement in different schools. Some are placed in urban 
schools, while others are assigned to semi-rural or rural schools. As a result, effective 
relationship building varies greatly from school to school. While commitment to school 
in large urban schools refers to the disciplinary group of Physical Education and the 
relationships within the group, commitment and relationship-building in semi-rural or 
rural schools often involve the entire school community. These are specific factors 
that can contribute to the results obtained, as well as the variation in the detail and 
importance given to this aspect of ethical disposition by preservice teachers.

3.3 PERSONAL CONDUCT

Preservice teachers reported that their ethical disposition and ethics in practice 
are demonstrated by their personal conduct, which includes appropriate attire and 
appropriate behaviour towards teachers, pupils, and staff; being diligent and punctual 
to school commitments; and promoting and reinforcing values among pupils and peers. 
They also revealed that it was vital for them to be perceived by their pupils as someone 
with strong values and a professional appearance. Most preservice teachers focused 
their personal conduct on setting a good example by being punctual and diligent. The 
participants highlighted how positive interactions among peers, placement groups, 
and other schoolteachers enabled them to pass on these values to their pupils. As we 
can see from the example below, feelings of trust and friendship, as well as personal 
growth, were vital for these preservice teachers during the school placement.

Peers and students developed a trusting and friendly connection. We have 
always attempted to provide a good example for our pupils by demonstrating 
positive principles and behaviours, such as punctuality and assiduity, and 
by consistently encouraging these attitudes in our classroom. We consider 
that the pedagogical relationship created between us and the pupils 
was positive, close, and cordial, both in and out of class. Responsibility, 
punctuality, respect, solidarity, commitment, and persistence are all aspects 
of our development as preservice teachers during the school year. (Nelson)

The results in this specific theme are not surprising, because it is necessary for 
preservice teachers to be punctual and regular in attendance in their school placement, 
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classes, and other school responsibilities to qualify as Physical Education teachers. 
Nonetheless, preservice teachers mentioned that it is critical for them to instill values 
in their students, which is in line with the conclusions of Amorim and Ribeiro-Silva 
(2025a), in which the authors conclude that preservice Physical Education teachers 
perceive that transmitting values was an essential role of teachers. This was seen 
particularly during class, by demonstrating the ethical potentiality of Physical Education 
through developing ethical education via sports (Costa; McNamee; Lacerda, 2016). 
They view this as intuitive and based on their own personal beliefs. These findings are 
consistent with the results of a study conducted by Görgüt and Tutkun (2018), who 
defend that Physical Education teachers convey their values from their families and 
the environment. In the same study, Physical Education teachers stated that teaching 
values such as honesty, modesty, respect, equality, and fair play is inherently related 
to teaching Physical Education. In this line, the research of Amorim and Ribeiro-Silva 
(2025a) also highlighted that most preservice teachers perceive instilling values as a 
fundamental role of teachers during Physical Education teacher education, and not 
transmitting values is one of their fears related to the profession (Amorim; Ribeiro-
Silva, 2025b).

3.4 COMMITMENT TO PUPILS’ LEARNING

A recurring theme throughout the school placement reports was the preservice 
teachers’ commitment to pupils’ learning, as seen by their advocacy of differentiated 
learning, having an inclusive attitude towards all pupils, and promoting the pupils’ 
success. Given the nature of the teaching profession, the importance placed on this 
theme is not surprising. These findings are in line with the research of Curtner-Smith 
and Meek (2000) and Capel (2016), who found that Physical Education preservice 
teachers placed a high value on their students’ learning processes. This was also 
evident in the preservice teachers’ reports, such as the one below, in which the 
participant emphasises the significance of equitable opportunity for all students.

We were committed to promoting physical and social development, equal 
opportunities, coherence, justice, and responsibility. Our commitment 
was to captivate pupils by encouraging them to achieve and develop their 
abilities, thus providing favourable learning conditions for their development 
and progress. To make this feasible, prior preparation was critical, since 
the teaching and learning process was developed based on the pupils’ 
challenges to present them with learning situations that correspond to their 
ability level. We have always attempted to build attractive and challenging 
learning environments to keep pupils focused on the subject at hand and 
striving to overcome their own limitations. We have strived to be good 
teachers and educators, concerned with the development and progress of 
pupils of all skill levels, while maintaining a correct and fair attitude. As a 
result, we can state that we leave school with a clear conscience in terms of 
our obligation to the pupils’ learning. (Irene)

In our study, preservice teachers were interested not just in what pupils 
learnt but also in how they learnt. These preservice teachers showed an emotional 
connection to students by wanting to make a remarkable difference not just in their 
pedagogical knowledge but also in their social and ethical attitude. This is consistent 
with the findings of Wrench and Garrett (2015), who found that the emotional self 
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was expressed in the preservice teachers’ pedagogical practice. The research by 
Amorim and Ribeiro-Silva (2025b) also showed that preservice Physical Education 
teachers believe the significance of teachers’ work extends beyond teaching Physical 
Education; it also involves influencing youth development, including both their physical 
and personal growth. This was evident in the reports of our participants.

3.5 TEAMWORK

Teamwork was indicated by a few preservice teachers as a key ethical 
disposition for their growth as future professionals. Participants reported encouraging 
peer relationships, mutual respect, and understanding teamwork as a personal and 
collective responsibility and obligation. One preservice teacher explicitly reported how 
they showed their ethical disposition throughout their school placement.

Teamwork was always valued within the placement group, so we met 
whenever possible to clarify questions, reflect on the school placement, and 
collaborate on projects and educational partnerships as a method to learn 
and to support one another. (Fred)

Teamwork was appreciated by preservice teachers for its contributions to 
personal evolution and the ability to build responsibility, communication, collaboration, 
and respect. Literature emphasises the value of teamwork in this stage of learning, 
citing it as an ideal opportunity to provide non-pressured informal feedback with 
someone in the same situation, stage, and status (Lamb; Lane; Aldous, 2012) as their 
peers. In their research, Amorim and Ribeiro-Silva (2025a) mentioned that preservice 
teachers highlight that the most meaningful change experienced during their teacher 
education was an improvement in their social and interpersonal skills, one of them 
being their capacity for teamwork.

3.6 COMMITMENT TO ONE’S OWN LEARNING

It is noteworthy to see that the participants did not give a lot of emphasis to 
the commitment to one’s own learning. This theme was linked to the responsibility 
of preservice teachers to identify their own strengths and weaknesses, as well as 
where (and how) they may improve their practice. On the other hand, engaging 
in professional development was a theme that was often mentioned in the school 
placement reports, as we previously found. The disparity between commitment to 
one’s own learning and engaging in professional development adds to the already 
existing uncertainty about the true reason for such high prevalence of engaging in 
professional development — whether preservice teachers acknowledge this as 
important for their professional development, or whether this is the result of the 
university’s compulsory training actions. One reason for this result might be related to 
the preservice teachers’ responsibility for identifying their strengths and weaknesses 
and where (and how) they must improve their practice. Banville (2015) highlights 
that newly qualified teachers often focus on content and teaching methods before 
considering student learning, and they learn as they go in their first years of teaching.
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3.7 PEDAGOGICAL CONTENT KNOWLEDGE

With such low priority given to pedagogical content knowledge, we may agree 
with Capel (2016) that preservice teachers have high confidence in their own content 
knowledge, prioritising other aspects and, as a result, ignoring this one. During the 
school placement, preservice teachers teach in a variety of teaching units (such as 
gymnastics, track and field, volleyball, and so on), and most of the preservice teachers 
come from a variety of sporting backgrounds, which helps them to understand 
different teaching strategies that will be useful to the placement group. There is a 
strong inclination to replicate lessons or use tasks that have been suggested to them 
by teachers from other sports backgrounds, particularly in subjects in which they 
are not very knowledgeable. The low priority given to this theme is in line with the 
findings of Curtner-Smith and Meek (2000) and Capel (2016) that preservice teachers 
have other priorities outside teaching Physical Education, which might explain these 
findings. When preservice teachers are ill-prepared and lack the teaching skills and 
knowledge necessary for instruction, conflicts with the cooperating teacher may occur 
(Hudson; Hudson, 2018).

3.8 INITIATIVE AND RESPONSIBILITY

The preservice teachers who declared that they demonstrated initiative and 
responsibility throughout their school placement reported fulfilling the commitments 
they had undertaken (accomplishing all tasks proposed), meeting the requirements of 
the school and the school placement, and assuming responsibility for both individual 
and collaborative work. However, there was no clear indication of actions taken to 
show how this was achieved or how it was put into practice throughout the school 
placement. This theme’s low priority is not surprising, and these results are in line 
with the work of Berliner (1988), who suggests that preservice teachers may lack 
accountability for their actions. The school placement is a year in which preservice 
teachers undergo significant changes in their identity as teachers and how they act 
as teachers (Amorim; Ribeiro-Silva, 2025b). As a result, it is understandable that 
preservice teachers seek advice from their cooperating teachers, which might have 
an impact on their own capacity for initiative and responsibility. It is also a time when 
they do not feel entirely like students but also do not feel quite like teachers (Flores, 
2020). Having to rely on their cooperating teachers and university tutors for decision-
making will, inevitably, impair their initiative and responsibility. Richards, Templin and 
Graber (2014) highlight that for new teachers, entering the classroom can be a reality 
shock because of the exponential growth in the number of classes taught, the added 
responsibility, and the bureaucracy.

3.9 EMBRACING INNOVATION

A few preservice teachers highlighted embracing innovation by promoting 
original pedagogical interventions in their class planning, teaching, and reflection, 
as well as by showing originality and innovation in document production and project 
design. It was interesting to note that while they concede they did not become a beacon 
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of innovation and creativity, they do state that their perspective on Physical Education 
changed because of the school placement, leading to a more unique and original 
manner of planning the class. Their previous perspective had been shaped by former 
Physical Education teachers, who used traditional pedagogical approaches to the 
units of work. We believe that lack of innovation develops from traditional approaches 
that stem from pre-established educational notions (Capel, 2016; Wrench; Garrett, 
2012). Contributing factors include the many years of schooling that preservice 
teachers have completed by the time they begin their initial teacher education, as well 
as their background and experiences in Physical Education (Matanin; Collier, 2003; 
Wrench; Garrett, 2012), all of which shape their perceptions of Physical Education 
and the teaching profession (Amorim; Ribeiro-Silva; 2025b).

3.10 CRITICAL AND REFLECTIVE ANALYSIS

Critical and reflective analysis was the final theme discovered in the thematic 
content analysis of the school placement reports. We discovered that preservice 
teachers autonomously analyse and reflect on their school placement, provide 
plausible solutions to their problems, and self-evaluate their performance based on 
internal and external references. The preservice teachers reported that their weekly 
meetings not only helped them analyse and reflect on their personal pedagogical 
practices but were also crucial in debating collective work. The ability to think critically, 
pinpoint areas that need work, and dedicate oneself to establishing these learning 
opportunities were viewed as strengths for professional development. Chua, Liu 
and Chia (2018) state that sharing one’s reflection process is a crucial step in the 
development of teachers who have a strong sense of their professional identities 
because, as they become more aware of who they are as teachers, they take part in 
more thoughtful planning and reflective inquiry to make sure that their actions align 
with who they are. Purposeful dialogue among peers is an important exercise (Lamb; 
Lane; Aldous, 2012). During the school placement, none of the preservice teachers 
mentioned how critical thinking and reflecting on their teaching practice helped them 
situate themselves in their practice. There is a disconnect between ethical awareness 
and practical enactment, as participants do not always connect reflection to action in 
their teaching practice, even when they reflect on their experiences.

4 CONCLUSIONS

Ethics occupies a prominent place in educational research because of its 
contribution to individual development (Costa; McNamee; Lacerda, 2015; Saarniit; 
Pevkur, 2019). At the end of the master’s degree, it was essential to study the 
preservice teachers’ concept of ethical disposition and how it was developed 
throughout initial teacher education, particularly during the school placement. This is 
clearly significant since teachers are expected to demonstrate ethical conduct in both 
social and individual contexts (Crisol-Moya; Romero, 2014).

Based on these findings, we can conclude that ethical disposition is 
demonstrated by these preservice teachers through professional development, 
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effective relationships with educational stakeholders, personal conduct, commitment 
to pupils’ learning, the ability to work as a team, commitment to one’s own learning, 
pedagogical content knowledge, initiative and responsibility, embracing innovation, 
and critical and reflective analysis. This perspective does not enable us to infer that 
preservice teachers lack ethical understanding or have flaws in their ethical training, 
but it may reflect limited reflexivity and critical analysis of their actions. Despite being 
aware of the critical function of a strong ethical disposition in their initial teacher 
education, they fail to act on their analysis. Therefore, we believe that insufficient 
reflection and self-analysis may hinder the conversion of ethical consciousness 
into practical action, which highlights the difference between understanding ethical 
dispositions and putting them into practice. To assess their ethical dispositions and 
ethics in practice, careful observation and analysis of their actual school placement 
and teaching practice would be required.

The findings provide valuable insights for both research and teacher education 
curricula. These findings will assist future preservice teachers in understanding the 
ethical implications of the school placement and how it influences their teaching and 
the transmission of ethical values to their pupils. These conclusions are also crucial 
in showing initial teacher education academics the range of ethical dispositions 
demonstrated by preservice teachers when it comes to learning how to teach and 
teaching itself. This allows initial teacher education professors to modify the curriculum 
in the future courses to improve ethical awareness, differentiated learning, and student 
achievement. Being aware of the preservice teachers’ ethical attitudes will contribute 
to the learning process (Capel, 2016).

Our findings indicate that critical and reflective analysis (with an emphasis on 
ethical dispositions) must be strengthened during initial teacher education, as the 
preservice teachers’ learning before training may also affect their comprehension of 
ethical dispositions. As a result, while we agree with the many authors who argue that 
ethics should be taught across the curriculum (Aurin; Maurer, 1993; Maxwell et al., 
2016; Walters; Heilbronn; Daly, 2017), we also feel that a greater emphasis should 
be placed on this matter for ethics education to be more effective. It is fundamental 
for universities to assess the ethical dispositions of the preservice teachers they are 
educating until they are ready to enter the teaching profession (Crisol-Moya; Romero, 
2014). As it is compulsory for teachers to perform in an ethically acceptable manner, it 
is the responsibility of universities to ensure that preservice teachers get a conscious 
understanding of ethics and how to conduct themselves ethically throughout their 
teaching career.

Despite the study’s limitations, the results are valuable. One limitation is 
relying on written documents for data. This limitation can be addressed in the future 
by interviewing participants or doing school placement observations. These results 
highlight the difficulties that preservice teachers have in reflecting on and analysing 
their actions as well as narrating their experiences during the school placement. This 
may generate new questions that were not previously anticipated.
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Returning to the university’s guidelines for professional ethics stated in the 
school placement syllabus (Ribeiro-Silva; Fachada; Nobre, 2020), the results show 
that cultural level is not identified as fundamental in preservice teachers’ ethical 
dispositions. However, we found that embracing innovation, which was not included 
in those recommendations, is seen as meaningful. The results are consistent with the 
university’s professional ethics recommendations for preservice teachers. According 
to our results, we cannot conclude as confidently as Amado et al. (2009) that there 
is no ethical training during initial teacher education in Portugal. Nevertheless, we 
recognise that it is barely visible and that greater attention should be paid to it in the 
initial teacher education curriculum as well as to the content of the curricular units 
proposed by the professors.

REFERENCES

ALVES, Margarida et al. Becoming a physical education teacher during formalised school 
placement: a rollercoaster of emotions. European Physical Education Review, v. 25, n. 3, 
p. 893–909, 2019. DOI: https://doi.org/10.1177/1356336X18785333

AMADO, João et al. The role of affectivity in the pedagogical relation. Contributions for 
teacher education. Sísifo Educational Sciences Journal, n. 8, p. 69-80, 2009.

AMORIM, Catarina; RIBEIRO-SILVA, Elsa. Can school placement foster professional identity 
formation? A multiple case study. Journal of Education for Teaching, v. 51, n. 1, p. 46–60, 
2025b. DOI: https://doi.org/10.1080/02607476.2024.2390397

AMORIM, Catarina; RIBEIRO-SILVA, Elsa. Preservice physical education teachers’ 
perceptions of initial teacher education. European Physical Education Review, v. 31, n. 3, 
p. 355-373, 2025a. DOI: https://doi.org/10.1177/1356336X241276825

AMORIM, Catarina; RIBEIRO-SILVA, Elsa. Professional identity in physical education: a 
review of literature. Retos, v. 46, p. 774-788, 2022. DOI: https://doi.org/10.47197/retos.
v46.94479

AURIN, Kurt; MAURER, Martina. Forms and dimensions of teachers’ professional ethics-
case studies in secondary schools. Journal of Moral Education, v. 22, n. 3, p. 277–96, 
1993. DOI: https://doi.org/10.1080/0305724930220307

BANVILLE, Dominique. Novice physical education teachers learning to teach. Journal of 
Teaching in Physical Education, v. 34, n. 2, p. 259-277, 2015. https://doi.org/10.1123/
jtpe.2013-0129

BARDIN, Laurence. Análise de conteúdo. Lisboa: Edições 70, 2011.

BERLINER, David. C. The development of expertise in pedagogy. Washington DC: 
AACTE Publications, 1988.

BOON, Helen. Raising the bar: ethics education for quality teachers. Australian Journal 
of Teacher Education, v. 36, n. 7, p. 104–21, 2011. DOI: https://doi.org/10.14221/
ajte.2011v36n7.2

BOON, Helen; MAXWELL, Bruce. Ethics education in Australian preservice teacher 
programs: a hidden imperative? Australian Journal of Teacher Education, v. 41, n. 5, p. 
1-20, 2016. DOI: https://doi.org/10.14221/ajte.2016v41n5.1

https://doi.org/10.22456/1982-8918.147821
https://doi.org/10.1177/1356336X18785333
https://doi.org/10.1080/02607476.2024.2390397
https://doi.org/10.1177/1356336X241276825
https://doi.org/10.47197/retos.v46.94479
https://doi.org/10.47197/retos.v46.94479
https://doi.org/10.1080/0305724930220307
https://doi.org/10.1123/jtpe.2013-0129
https://doi.org/10.1123/jtpe.2013-0129
https://doi.org/10.14221/ajte.2011v36n7.2
https://doi.org/10.14221/ajte.2011v36n7.2
https://doi.org/10.14221/ajte.2016v41n5.1


Movimento, v. 32, e32028, 2026. DOI: https://doi.org/10.22456/1982-8918.147821ISSN: 1982-8918

Exploring Physical Education preservice teachers’ ethical dispositions during school placement

15

CAPEL, Susan. Value orientations of student physical education teachers learning 
to teach on school-based initial teacher education courses in England. European 
Physical Education Review, v. 22, n. 2, p. 167–84, 2016. DOI: https://doi.
org/10.1177/1356336X15596984

CARDOSO, Inês; BATISTA, Paula; GRAÇA, Amândio. Narrativas acerca da formação de 
professores de educação física em contexto de prática supervisionada. Sociologia: Revista 
da Faculdade de Letras da Universidade do Porto, v. 32, p. 125–145, 2016. DOI: https://doi.
org/10.21747/0872-3419/soc32a6

CHUA, Bee; LIU, Woon; CHIA, Stephanie. Teacher identity, professional practice, and inquiry 
(PPI) in teacher education. Asia Pacific Journal of Education, v. 38, n. 4, p. 550-564, 
2018. DOI: https://doi.org/10.1080/02188791.2018.1536602

COSTA, Luísa; MCNAMEE, Michael; LACERDA, Teresa. Ethical potentialities on 
physical education as a vehicle for ethical education through sports. Recerca, Revista 
de Pensament i Anàlisi, n. 18, p. 29–48, 2016. DOI: http://dx.doi.org/10.6035/
Recerca.2016.18.3

COSTA, Luísa; MCNAMEE, Michael; LACERDA, Teresa. Physical education as an aesthetic-
ethical educational project. European Physical Education Review, v. 21, n. 2, p. 162–175, 
2015. DOI: https://doi.org/10.1177/1356336X14555297

CRESWELL, John; CRESWELL, David. Research design: qualitative, quantitative, and 
mixed methods approaches. 5th. ed. Los Angeles: Sage Publications, 2018.

CRISOL-MOYA, Emilio; ROMERO, Maria. Práctica docente versus ética docente. hacia 
la mejora de la práctica docente a partir de la ética profesional. Journal for Educators, 
Teachers and Trainers, v. 5, n. 2, p. 23–35, 2014. Available at: https://www.ugr.es/~jett/pdf/
Vol5(2)_002_jett_crisol_romero.pdf.  Accessed on: Mar. 15, 2025.

CURTNER-SMITH, Matthew; MEEK, Geoffrey. Teachers’ value orientations and 
their compatibility with the national curriculum for physical education. European 
Physical Education Review, v. 6, n. 1, p. 27-45, 2000. DOI: https://doi.
org/10.1177/1356336X000061004

FLICK, Uwe. An introduction to qualitative research. 4. ed. Thousand Oaks: Sage 
Publications, 2009.

FLORES, Maria Assunção. Feeling like a student but thinking like a teacher: a study of the 
development of professional identity in initial teacher education. Journal of Education for 
Teaching, v. 46, n. 2, p. 145-158, 2020. DOI: https://doi.org/10.1080/02607476.2020.1724659

GLUCHMANOVÁ, Marta. The importance of ethics in the teaching profession. Procedia-
Social and Behavioral Sciences, v. 176, p. 509–513, Feb. 2015. DOI: https://doi.
org/10.1016/j.sbspro.2015.01.504

GLUCHMANOVÁ, Marta. Theoretical and practical aspects of a professional ethics 
of teaching. Human Affairs, v. 27, n. 1, p. 75–81, 2017. DOI: https://doi.org/10.1515/
humaff-2017-0007

GÖRGÜT, İlyas; TUTKUN, Erkut. Views of physical education teachers on values education. 
Universal Journal of Educational Research, v. 6, n. 2, p. 317–332, 2018. DOI: https://doi.
org/10.13189/ujer.2018.060215

HENDRIKX, Wiljan. What we should do vs what we do: teachers’ professional identity in 
a context of managerial reform. Educational Studies, v. 46, n. 5, p. 607-623, 2020. DOI: 
https://doi.org/10.1080/03055698.2019.1620694

https://doi.org/10.22456/1982-8918.147821
https://doi.org/10.1177/1356336X15596984
https://doi.org/10.1177/1356336X15596984
https://doi.org/10.21747/0872-3419/soc32a6
https://doi.org/10.21747/0872-3419/soc32a6
https://doi.org/10.1080/02188791.2018.1536602
http://dx.doi.org/10.6035/Recerca.2016.18.3
http://dx.doi.org/10.6035/Recerca.2016.18.3
https://doi.org/10.1177/1356336X14555297
https://www.ugr.es/~jett/pdf/Vol5(2)_002_jett_crisol_romero.pdf
https://www.ugr.es/~jett/pdf/Vol5(2)_002_jett_crisol_romero.pdf
https://doi.org/10.1177/1356336X000061004
https://doi.org/10.1177/1356336X000061004
https://doi.org/10.1080/02607476.2020.1724659
https://doi.org/10.1016/j.sbspro.2015.01.504
https://doi.org/10.1016/j.sbspro.2015.01.504
https://doi.org/10.1515/humaff-2017-0007
https://doi.org/10.1515/humaff-2017-0007
https://doi.org/10.13189/ujer.2018.060215
https://doi.org/10.13189/ujer.2018.060215
https://doi.org/10.1080/03055698.2019.1620694


Movimento, v. 32, e32028, 2026. DOI: https://doi.org/10.22456/1982-8918.147821ISSN: 1982-8918

Catarina Amorim, Elsa Ribeiro-Silva

16

HIRAMA, Leopoldo et al. Educação moral e pedagogia do esporte: dimensões que 
coexistem? Revista Portuguesa de Ciências do Desporto, v. 12 (supl.), p. 103-106, 2012. 
[Lectures]. Available at: https://rpcd.fade.up.pt/_arquivo/artigos_soltos/2012-Supl/Lectures.
pdf. Accessed on: Mar. 15, 2025.

HUDSON, Peter; HUDSON, Sue. Mentoring preservice teachers: identifying tensions and 
possible resolutions. Teacher Development, v. 22, n. 1, p. 16-30, 2018. DOI: https://doi.org/
10.1080/13664530.2017.1298535

INTERNATIONAL INSTITUTE FOR EDUCATIONAL PLANNING, 2021. Available at: https://
etico.iiep.unesco.org/en/teacher-codes-conducts. Accessed on: Mar. 15, 2025.

LAMB, Penny; LANE, Kathleen; ALDOUS, David. Enhancing the spaces of reflection. 
European Physical Education Review, v. 19, n. 1, p. 21-38, 2012. DOI: https://doi.
org/10.1177/1356336X12457293

MATANIN, Marcia; COLLIER, Connie. Longitudinal analysis of preservice teachers’ beliefs 
about teaching physical education. Journal of Teaching in Physical Education, v. 22, n. 2, 
p. 153–168, 2003. DOI: https://doi.org/10.1123/jtpe.22.2.153

MAXWELL, Bruce et al. A five-country survey on ethics education in preservice teaching 
programs. Journal of Teacher Education, v. 67, n. 2, p. 135–151, 2016. DOI: https://doi.
org/10.1177/0022487115624490

MAXWELL, Bruce; SCHWIMMER, Marina. Professional ethics education for future teachers: 
a narrative review of the scholarly writings. Journal of Moral Education, v. 45, n. 3, p. 354-
371, 2016. DOI: https://doi.org/10.1080/03057240.2016.1204271

NULAND, Shirley; KHANDELWAL, B. P. Ethics in education: the role of teacher codes. 
Paris: IIEP-UNESCO, 2006. (Ethics and Corruption in Education series). Available at: https://
files.eric.ed.gov/fulltext/ED495400.pdf. Accessed on: Mar. 15, 2025.

POISSON, Muriel. Guidelines for the design and effective use of teacher codes of 
conduct. Paris: UNESCO: International Institute for Educational Planning, 2009. Available 
at: https://unesdoc.unesco.org/ark:/48223/pf0000185010. Accessed on: Mar. 15, 2025.

PORTUGAL. Ministério da Educação e Ciência. Decreto-Lei n. 240/2001 of Aug.30. Diário 
da República, Lisboa, n.º 201/2001 - Série I-A de 2001-08-30, 5569-5572, 2001. Available 
at: https://diariodarepublica.pt/dr/detalhe/decreto-lei/240-2001-631837. Accessed on: Mar. 
15, 2025.

PORTUGAL. Ministério da Educação e Ciência. Decreto-Lei n. 79/2014 of May 14. Diário 
da República, Lisboa, n.º 92/2014 - Série I de 2014-05-14, 2819-2828, 2014. Available at: 
https://diariodarepublica.pt/dr/detalhe/decreto-lei/79-2014-25344769. Accessed on: Mar. 15, 
2025.

PORTUGAL. Ministério da Educação e Ciência. Lei n.. 46/86 of Oct. 14. Lei de bases do 
sistema educativo. Diário da República, Lisboa, n.º 237/1986 - Série I de 1986-10-14, 
3067-3081, 1986. Available at: https://diariodarepublica.pt/dr/detalhe/lei/46-1986-222418. 
Accessed on: Mar. 15, 2025.

QUEIRÓS, Paula; SILVA, Paula. Pensar o corpo na educação física e no desporto. 
Implicações éticas para os profissionais. Revista Portuguesa de Ciências do Desporto, v. 
12, p. 147-150, 2012.

RIBEIRO-SILVA, Elsa; AMORIM, Catarina. Physical education cooperating teachers’ 
perspectives on professional ethics. Journal of Sport Pedagogy and Research, v. 6, n. 1, 
p. 46-50, 2020. DOI: http://doi.org/10.47863/FWVN1757

https://doi.org/10.22456/1982-8918.147821
https://rpcd.fade.up.pt/_arquivo/artigos_soltos/2012-Supl/Lectures.pdf
https://rpcd.fade.up.pt/_arquivo/artigos_soltos/2012-Supl/Lectures.pdf
https://doi.org/10.1080/13664530.2017.1298535
https://doi.org/10.1080/13664530.2017.1298535
https://etico.iiep.unesco.org/en/teacher-codes-conducts
https://etico.iiep.unesco.org/en/teacher-codes-conducts
https://doi.org/10.1177/1356336X12457293
https://doi.org/10.1177/1356336X12457293
https://doi.org/10.1123/jtpe.22.2.153
https://doi.org/10.1177/0022487115624490
https://doi.org/10.1177/0022487115624490
https://doi.org/10.1080/03057240.2016.1204271
https://files.eric.ed.gov/fulltext/ED495400.pdf
https://files.eric.ed.gov/fulltext/ED495400.pdf
https://unesdoc.unesco.org/ark:/48223/pf0000185010
https://diariodarepublica.pt/dr/detalhe/decreto-lei/240-2001-631837
https://diariodarepublica.pt/dr/detalhe/decreto-lei/79-2014-25344769
https://diariodarepublica.pt/dr/detalhe/lei/46-1986-222418
http://doi.org/10.47863/FWVN1757


Movimento, v. 32, e32028, 2026. DOI: https://doi.org/10.22456/1982-8918.147821ISSN: 1982-8918

Exploring Physical Education preservice teachers’ ethical dispositions during school placement

17

RIBEIRO-SILVA, Elsa; FACHADA, Miguel; NOBRE, Paulo. Prática pedagogical 
supervisionada em Educação Física IV - 2020/2021. Universidade de Coimbra, 2020.

RICHARDS, Andrew; TEMPLIN, Thomas; GRABER, Kim. The socialization of teachers in 
physical education: review and recommendations for future works. Kinesiology Review, v. 
3, n. 2, p. 113-134, 2014. DOI: https://doi.org/10.1123/kr.2013-0006

SAARNIIT, Leno; PEVKUR, Aive. Teaching ethics in academic curricula: the case of five 
disciplines in Estonian public Universities. Ethical perspectives, v. 26, n. 1, p. 33-58, 2019. 
DOI: https://doi.org/10.2143/EP.26.1.3286288

TARDIF, Maurice; LESSARD, Claude; LAHAYE, Louise. Os professores face ao saber: 
esboço de uma problemática do saber docente. Teoria e Educação, n. 4, p. 215–233. Porto 
Alegre, 1991.

WALTERS, Sue; HEILBRONN, Ruth; DALY, Caroline. Ethics education in initial teacher 
education: pre-service provision in England. Professional Development in Education, v. 
44, n. 3, p. 385–396, 2017. DOI: https://doi.org/10.1080/19415257.2017.1318773

WANG, Jian; ODELL, Sandra; SCHWILLE, Sharon. Effects of teacher induction on beginning 
teachers’ teaching: a critical review of the literature. Journal of Teacher Education, v. 59, n. 
2, p. 132–152, 2008. DOI: https://doi.org/10.1177/0022487107314002

WARNICK, Bryan; SILVERMAN, Sarah. A framework for professional ethics courses in 
teacher education. Journal of Teacher Education, v. 62, n. 3, p. 273–285, 2011. DOI: 
https://doi.org/10.1177/0022487110398002

WRENCH, Alison; GARRETT, Robyne. Emotional connections and caring: ethical teachers 
of physical education. Sport, Education and Society, v. 20, n. 2, p. 212–227, 2015. DOI: 
https://doi.org/10.1080/13573322.2012.747434

WRENCH, Alison; GARRETT, Robyne. Identity work: stories told in learning to teach physical 
education. Sport, Education and Society, v. 17, n. 1, p. 1–19, 2012. DOI: https://doi.org/10.
1080/13573322.2011.607909

https://doi.org/10.22456/1982-8918.147821
https://doi.org/10.1123/kr.2013-0006
https://doi.org/10.2143/EP.26.1.3286288
https://doi.org/10.1080/19415257.2017.1318773
https://doi.org/10.1177/0022487107314002
https://doi.org/10.1177/0022487110398002
https://doi.org/10.1080/13573322.2012.747434
https://doi.org/10.1080/13573322.2011.607909
https://doi.org/10.1080/13573322.2011.607909


ISSN: 1982-8918

Movimento, v. 32, e32028, 2026. DOI: https://doi.org/10.22456/1982-8918.147821ISSN: 1982-8918

18

RESUMO
RESUMEN

Resumo: Os códigos de ética são componentes essenciais de uma educação 
de elevada qualidade, considerando que garantem valores universais mútuos. A 
transição de papéis vivenciada durante o estágio pedagógico transporta noções 
paradoxais entre imagens pré-estabelecidas da docência e a realidade vivenciada. 
O objetivo deste estudo foi explorar as disposições éticas de futuros professores no 
fim do estágio pedagógico. Foram analisados 74 relatórios de estágio, elaborados 
por estudantes estagiários de um Mestrado em Ensino de Educação Física de uma 
universidade pública portuguesa. Seguimos uma metodologia qualitativa e realizámos 
análise temática de conteúdo. Os resultados revelam que as disposições éticas dos 
participantes se focaram, sobretudo, no respetivo desenvolvimento profissional, 
na construção de relações eficazes, na conduta pessoal, no compromisso com a 
aprendizagem dos alunos, no trabalho em equipa, no compromisso com a própria 
aprendizagem, no conhecimento do conteúdo pedagógico, na capacidade de 
iniciativa e responsabilidade, na capacidade de inovação e na análise crítica e 
reflexiva. Estes resultados sugerem que a formação ética deve ser melhorada ao 
longo da formação inicial para a docência.

Palavras-chave: Ética profissional. Formação inicial docente. Estágio pedagógico. 
Educação física. Disposição ética.

Resumen: Los códigos éticos son componentes esenciales de una educación de 
alta calidad, ya que garantizan valores universales mutuos. La transición de roles 
que se experimenta durante el Practicum conlleva nociones paradójicas entre las 
imágenes preestablecidas de la enseñanza y la realidad vivida. El objetivo de este 
estudio fue explorar las disposiciones éticas de los futuros profesores al final del 
Practicum. Analizamos 74 informes de las prácticas, escritos por estudiantes en 
formación para la docencia, de un máster en enseñanza de educación física de una 
universidad pública portuguesa. Seguimos una metodología cualitativa y realizamos 
un análisis de contenido temático. Los resultados revelaron que las disposiciones 
éticas de los participantes se reflejaron, sobre todo, en su participación en el 
desarrollo profesional, la construcción de relaciones efectivas, la conducta personal, 
el compromiso con el aprendizaje del alumnado, el trabajo en equipo, el compromiso 
con el propio aprendizaje, el conocimiento del contenido pedagógico, la iniciativa y 
la responsabilidad, la capacidad de innovación y el análisis crítico y reflexivo. Los 
resultados sugieren que la formación ética deberá ser abordada a lo largo de la 
formación inicial de los futuros docentes.

Palabras clave: Ética profesional. Formación inicial docente. Practicum. Educación 
Física. Disposición ética.
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