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Abstract
The aim of this study is to investigate policy and practice pertaining to
beginning teachers’ induction in Chile. The first teaching experiences have
been recognised as an important phase of teachers’ careers. However, in
Chile the entry of beginning teachers into the profession and the support
they need during induction has, up until recently, received little attention.
To ensure that quality teaching is maintained, beginning teachers need
development support that provides them with opportunities to extend their
pedagogical skills and knowledge. Therefore the key question guiding this
research is: How is induction articulated by policy makers, understood by
principals, and experienced by beginning teachers, in Chile?
This research is positioned within the structure of a professional doctorate.
Thus, it is composed of three interrelated studies, each of which seeks to
investigate different aspects of induction in the Chilean context. Study One
examines policies and reforms relevant to teacher induction. Study Two
explores principals’ perspectives on induction. Study Three documents
beginning teachers’ experiences of induction.
The three studies have employed qualitative research methods. Data for
these studies included policy documents and interviews with principals and
beginning teachers. The analysis employed the conceptual tool of practice
architectures in order to understand the mediating preconditions that enable,
constrain, and construe induction as a social practice. In particular the
practice architectures theoretical lens offered a way of analysing discourses,
material resources, and roles and responsibilities in relation to the induction
practice.
Each study revealed important aspects of the practice of induction at a
system, local and individual school level. A major finding revealed across
the three studies was a tension between conceptualisations of induction as
presented in policy documents, and beginning teachers’ and principals’
expectations regarding initial teacher education. While policy documents
frame induction as part of a professional learning continuum, the principals
and beginning teachers saw the role of preparation for teaching residing
ix

primarily with initial teacher education. A central argument in this thesis is
that the implementation of induction policies will depend upon a
reconceptualised understanding of the roles and responsibilities of initial
teacher education, schools and school systems, and the beginning teachers
themselves as they make the transition into the work of a teacher.
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Glossary
DAEM (Department of Municipal Education). Municipalities administer
schools through the Department of Municipal Education (DAEM). This
department is responsible for the Annual Budget Revenue and the DAEM
administrative expenditure, implementation, monitoring and adjustments in
conformity with current regulations.
General Inspector. The general inspector is the person responsible for the
accomplishment of the internal rules of the schools. General inspectors deal
with administrative aspects such as disciplinary issues, student’s attendance
registration on the class book and school rules.
INICIA (START). This is an initiative developed by the Ministry of
Education that aims to transform the institutions, curriculum, and practices
involved in teacher education seeking in this way to enhance effectiveness
in new graduates. This program comprises three major initiatives: a new
graduates’ assessment, a new curriculum together with the establishment of
standards based regulatory processes, and a support program for universities
and institutions that count with teacher education programs.
Manual de Convivencia Escolar (Handbook of School Life). Regulation
that seeks to promote and develop the principles and elements to build a
healthy school life, with special emphasis on training that supports the
prevention of all forms of violence or aggression.
Masters of Masters. This is a teacher support program whereby teachers
who have been certified because of their professional excellence have the
opportunity to support other teachers. The support is provided on-line
through the Masters of Masters network or within the school if the school
counts with certified teachers.
MINEDUC. Ministry of Education
Municipal School. School financed by the voucher system and run by
municipalities.

xvii

Normal School. A Normal School was a school created to train high school
graduates to be primary school teachers. Its purpose was to establish
teaching standards or norms, hence the name. Perhaps the oldest continually
operating normal school in Latin America is the Escuela Normal Superior
José Abelardo Núñez, founded in Santiago, Chile in 1842 as the Escuela de
Preceptores de Santiago. Normal Schools in Chile were closed in 1974
during the dictatorship.
Normalista. In Chile teachers trained at Normal schools are called
Normalistas establishing in this way a difference from those who get their
degree at Universities.
PEI (Proyecto Educativo Institucional). It is a planning instrument which
explicitly contains the core definitions of a school organisation. The PEI
serves to explain the options and institutional definitions; guide and
coordinate all the processes that occur in the school; and to clarify the goals
for improvement providing meaning and rationality to institutional
management.
Private School. School financed by the voucher system and run by the
private sector.
SIMCE. Standardised test used to measure the quality of education.
Subsidised School. School financed by fees paid by parents and run by the
private sector.
TIC (Technologies of Information and Communication). This is a
program that refers to the technologies of information and communication
implemented by the MINEDUC as a means to introduce the technology in
the schools and promote professional development for teachers at schools
level.
UTP (Unidad Técnico Pedagógica). The UTP was initially created as a
management group comprising the areas of evaluation, curriculum and
counselling. Nowadays, especially in municipal schools, the chief of UTP
works alone and is the professional responsible for both technical and
pedagogical matters within the school.
xviii

Chapter One
Introduction
When one studies pedagogy one has an ideal view of the profession.
I thought that classes would be ideal with students wanting to learn. I
thought that I would find all the support required, as much from the
students as from the school. But as time goes on I’ve come to realise
that things are not as I thought…achieving students’ learning is a big
challenge for the teacher (Santai, high school teacher from a
subsidised school).
This thesis concerns professional learning and in particular the induction of
beginning teachers within the Chilean education context. As the quotation
above suggests, induction is a complex process that cannot be separated
from the social context of schooling practices in which beginning teachers
are plunged. The process of introducing a beginning teacher into a school
system is a complex one. The learning task for beginning teachers not only
involves the development of a professional identity, but also the continual
acquisition of professional and practical skills and knowledge through
continued learning.
To help beginning teachers make the transition from initial teacher
education to work in schools, several countries have developed induction
policies. In Chile, as in many other countries, the quality of teaching has
been shown to make an essential contribution to enhancing the quality of
education and students’ achievements. Therefore, a number of initiatives
have been directed at improving the quality of pre-service preparation and
raising the profile and status of the teaching profession. However, the entry
of beginning teachers and the support they need during the induction phase
has received relatively little attention within the Chilean context. Over the
past five years, and as part of the focus on initial teacher education, there
has been an examination of the connection between initial teacher education
and the beginning years of teaching. As a consequence, the issue of
induction has been placed on the educational agenda and some policy
initiatives are under discussion. It is timely, then, to examine the policy and
practices that facilitate and impede optimal professional learning among
Chilean beginning teachers. Previous research conducted by Chilean
1

scholars provided key insights into the experiences of beginning teachers.
This research can be extended by looking at the broader policy context,
principals’

understandings

of

induction,

and

beginning

teachers’

experiences of induction over time. Thus, the key question underpinning
this research is: How is induction articulated by policy makers, understood
by principals, and experienced by beginning teachers in Chile?
In this study induction is broadly conceptualised as a phase of teacher
development. As such, the induction phase is intended to provide a
supportive space for beginning teachers to legitimately take time for
analysis and be afforded opportunities for learning about classroom teaching
and teachers’ work. Implicit in this definition of induction is that it is a
bridge between initial teacher education and continuing professional
development.
This thesis rests on the assumption that induction is usefully conceptualised
as a practice. In order to understand the practices of induction I turned to
Kemmis’ (2005; Kemmis & Grootenboer, 2008) theory of practice. The
practice architectures theoretical lens provides a means of understanding
induction as an individual practice in relation to the cultural, social, political
and economic context. This will be explained in more detail in Chapter
Three.
In aiming to contribute to professional knowledge within the field of teacher
education and professional learning, this thesis proposes some ways in
which the practices of induction can support beginning teachers as they
make the transition from initial teacher education to work in schools. The
thesis is composed of three studies, each of which seeks to explore induction
practices in the Chilean context. The three studies are each separate research
projects, yet taken together provide a holistic view of induction practices in
Chile. The three studies are briefly outlined below.
Study One
The first study aims to explore the contextual details and the key ideas
framing induction policy and practices in Chile. The study sketches the
educational policies and reforms related to the school system and teacher
2

education from 1980 to 2010. Additionally, analysis of the document
“Propuesta de una Política de Inducción de Profesores Nuevos”1 (Chilean
Government Commission, 2005) has been undertaken in order to identify
how particular ideas are used to advance induction policies and practices in
Chile. Key questions guiding this section are:
•

What are the background issues that frame induction in Chile?

•

What are the major ideas underpinning current policy directions
related to induction?

Study One provides an important context to practices of induction within the
field of teaching in Chile. This study acknowledges the conflicting fields in
which teaching practice is located. It argues that the changing policy
context, educational system, government and market imperatives, as well as
the specific school site in which beginning teachers are located, need to be
taken into account when exploring practices of induction.
Study Two
The second study is a qualitative investigation of principals’ perspectives of
induction. Key questions guiding this study are:
•

From the perspective of principals, what are the major challenges
and difficulties faced by beginning teachers during induction?

•

How do principals describe their role in relation to practices of
induction?

•

What kind of support do principals provide to beginning teachers
during their induction into teaching?

Study Two is an analysis of interviews with a group of eight principals
working in municipal and subsidised schools in Chile. This study
acknowledges principals’ expectations concerning beginning teachers and
raises questions about the adequacy of teacher education. Moreover, it
uncovers the technical and administrative support provided to beginning

1

Propuesta de una Política de Inducción de Profesores Nuevos: Policy Proposal for New Teachers’ Induction

3

teachers by the school executive and how induction as practised by
principals focused on building respect for teachers.
Study Three
The aim of Study Three is to explore induction as it is experienced by
beginning teachers. The guiding questions in this study are:
•

What are the main challenges faced by beginning teachers in making
the transition from teacher education to teaching?

•

What kinds of induction processes and practices do beginning
teachers encounter in their workplace?

•

How do beginning teachers’ experiences of these processes and
practices facilitate or impede their professional learning?

This study had two phases: (1) face-to-face individual interviews with 29
beginning teachers; and (2) follow-up email interviews with 11 of the 29
initial beginning teachers participating in the research. The follow-up
interviews tracked changes in the experiences of the beginning teachers over
15 months. Through analysis of the face-to-face interviews and follow-up
email interviews, this study takes as its focus the induction practices that
beginning teachers encounter in their workplace and how their experiences
of these practices both facilitate or impede their professional learning and
change over time. Findings from Study Three suggest that beginning
teachers are expected to be classroom ready while they are in a process of
learning to teach. Moreover, the study identifies the value of some formal
and informal forms of induction in schools in the Chilean context.
The relationship between the three studies will be drawn together in the
final chapter. A major finding across the three studies was the tension
between the conceptualisation of induction as presented in policy
documents, and beginning teachers’ and principals’ expectations regarding
initial teacher education. The Propuesta analysed in Study One portrays
induction as a phase of professional learning and initial teacher education as
an early stage of this process. However, principals and beginning teachers
expected that universities would better prepare students to ensure that
4

graduates were adequately equipped with the knowledge, skills, and
dispositions to enable a smooth transition into the teaching profession.
The Researcher’s Background
This research study is positioned within the structure of a professional
doctorate. Lee, Green & Brennan (2000), have conceptualised the work of a
professional doctorate as residing in the intersection of three specific
domains, workplace, university and profession. As a Chilean primary school
teacher with some specific responsibility for the induction of beginning
teachers into the school, this doctoral research aims to make a contribution
to the development of beginning teachers’ practice within the teaching
profession.
Since little empirical research on teacher induction has been undertaken in
the Chilean context, this study represents an opportunity to contribute
significantly to the knowledge about the topic. Moreover, the findings of
this research have the potential to inform policy and help to develop
induction practices that effectively support beginning teachers. This is
especially important if the current changing policy context in Chile is taken
into account. Central to this change is the perceived need to develop
induction practices to support beginning teachers within school settings.
This research used qualitative methods and document analysis because it
sought to understand the meaning and significance that practitioners
construct with respect to induction and the context within which such
practices occur. This research aimed to understand the complexities of
induction as a social practice in the Chilean context. While the research
seeks to reveal aspects of induction practices within a country context, it is
not seeking to generalise to all induction experiences.
Although I have made every effort to ensure objectivity, personal features
and my own experiences may have shaped the way that I undertook this
study and influenced the way that I saw and interpreted the data. In this
vein, my own perceptions of beginning teachers’ induction have been
shaped by my personal experiences as a primary school teacher in Chile.
Also, as a head of department, I was involved with induction workshops
5

provided to beginning teachers in my workplace. All this suggests that
inevitably my own professional position has informed the analysis.
Although, I have been very much inside the practice, in writing the thesis I
have been located in another country (Australia) which has assisted the
process of reflection and allowed sharper insights. The use of Australian
research conventions, and the application of theoretical understandings
developed in the Anglophone research tradition, assisted me in gaining the
necessary distance to see the wider perspective.
Before turning to an examination of the individual case studies that
comprise this thesis, it is necessary to explore some of the key terms used in
this study. Specifically, I will examine how concepts such as ‘beginning
teachers’, ‘induction’, ‘professional learning’, and ‘pedagogy’ will be
applied in the present study.
Operational Definitions, Language and Translation
In this study interviews were conducted in Spanish. Similarly, documents
written in Spanish were also analysed. Analysis of the data, the development
of categories and the seeking of patterns were done using the Spanishwritten transcription. Thus, there are some implications in terms of the ways
in which concepts are understood and defined, transcribed and translated.
Key terms in this study are:
Beginning teachers
The lack of a clearly conceptualised definition of beginning teachers has
made it difficult to establish a unique term to define those teachers that have
completed all pre-service requirements and that have acquired employment
in a school. Empirical studies have used the terms beginning teachers,
neophytes, novices, newly qualified teachers, and early career teachers
interchangeably (see, for example, McCormack and Thomas, 2003;
Onafowora, 2005; Peters and Le Cornu, 2006). Similarly, in Chile the
Spanish terms for beginning teachers are:

profesores nuevos (Chilean

Government Commission, 2005), profesores novatos (Inostroza De Celis,
2007); profesores principiantes (Rojas, Maturana, Boerr, Espinosa,
Gonzalez, Gonzalez, Lopez & Mujica, 2010); profesores neófitos (Avalos,
6

Carlson & Aylwin, 2004). While some studies have identified beginning
teachers as those in their first-year of teaching (see, for example, Herbert
and Worthy, 2001) most consider beginning teachers to be those that are in
their early years of teaching, particularly the first three years of employment
(see, for example, Algozzine, Gretes, Queen, & Cowan-Hatchcock, 2007).
Therefore, in the absence of concrete definition, and following an accepted
criterion (Veenman, 1984), for the purpose of this study “beginning teacher”
will be defined as a teacher with three or fewer years of classroom
experience after receiving initial teacher certification.
Induction
In Chile the term ‘teacher induction’ is commonly understood as the
transition from preservice education into the teaching profession (Avalos,
Carlson & Aylwin, 2004). This phase is commonly identified using the
Spanish terms inducción or inserción (Avalos, Carlson & Aylwin, 2004;
Inostroza De Celis, 2007; Rojas et al., 2010). Understandings of induction
will be dealt with in more detail in Chapter Two.
Professional learning
Professional learning in this thesis will be used to refer to both those formal
and informal learning opportunities which enable school professionals to
extend their knowledge of teaching and improve their own teaching
practices. The term ‘professional learning’ is now widely used in the
English language research literature to encompass both formal professional
development activities and informal professional learning that takes place
through the day-to-day practices in schools (Hawley & Valli, 1999;
Ingvarson, Meiers & Beavis, 2005; Thomson & Zeuli, 1999). The term
‘professional learning’ is not typically used in the Chilean context. In Chile
the term desarrollo profesional (professional development) is used to refer
to the idea of professional learning described above. Desarrollo
professional refers to the formal and informal learning opportunities which
are part of teachers’ lifelong learning. The term capacitación (training) is
understood as a more structured and formal program or as “an event in
which prescriptions are delivered to improve teachers’ pedagogy”
(Montecinos, 2003, p. 106).
7

Pedagogy
In Chile pedagogy (pedagogía) in educational vernacular is understood as a
substitute for methods of instruction or techniques of teaching. The analysis
in this study shows that in the Chilean context pedagogy is understood as
methods for instruction. Thus, this study will use pedagogy as it is
commonly understood by principals and beginning teachers participating in
this study.
Structure of Thesis
In order to contextualise the topic and place it within a broader field of
scholarship, Chapter Two examines the literature on beginning teachers and
induction. The review of this literature reveals some important insights into
the difficulties faced by beginning teachers during the transition into
teaching. In this regard the literature highlights the need to ensure that
quality teaching is enabled and sustained through induction practices. To
this end, beginning teachers need development support in which they have
opportunities to learn in detail about teaching and teachers’ work.
Chapter Three gives a broad overview of the field of practice and the
concept of practice architectures and discusses how this theoretical approach
has informed the process of data collection and analysis. In Chapter Three,
methods for data collection and analysis will also be addressed. Issues
regarding the translation of direct quotes from Spanish to English and the
implications for interpretation of data are also discussed in this chapter
Chapters Four, Five and Six present the three studies described earlier.
Chapter Seven constitutes the conclusion in which themes which have
arisen across the three studies, will be drawn together.

8

Chapter 2
Literature Review
Introduction
In Chile, little attention has been given to the entry of beginning teachers
into the profession and the support they need during this induction phase.
Despite the fact that there are no formal indicators in Chile pointing to a
possible teacher shortage, such support for beginning teachers is important
because it is widely recognised that the difficulties and challenges they face
during induction have long-term implications for their effectiveness and job
satisfaction as teachers (Feiman-Nemser, 2001a; Khamis, 2000; McCormick
& Thomas, 2003). As in all countries, the quality of teaching has been
shown to make an essential contribution to enhancing the quality of
education and students’ achievements. In this regard Cochran-Smith states
that, “Over the past several years, a new consensus has emerged that teacher
quality is one of the most, if not the most, significant factor in students’
achievements and educational improvement”(2004, p.3, author’s emphasis).
Moreover, The OECD report Teachers Matter (2005) presents findings from
a study involving 25 countries, including Chile, which point to the
importance of beginning teachers being well prepared to meet school needs.
It is important, then, to examine the factors that facilitate and impede
professional learning among beginning teachers with the particular aim of
learning how such factors may assist education in Chile in terms of fostering
beginning teachers’ ability to teach effectively.
Empirical studies that have considered the problems encountered by
beginning teachers suggest that in their early years, beginning teachers are
often expected to take on and efficiently perform all the tasks of more
experienced teachers. Consequently, many have expressed the need for
increased support during their orientation to the work environment and
introduction to classroom management (Khamis, 2000; McCormack &
Thomas, 2003; Veenman, 1984). These support needs have been
characterized as personal and institutional (Martinez, 1994) or as emotional,
psychological, and technical (Wang & Odell, 2002). In response, a number
9

of initiatives have been directed at easing the entry of beginning teachers
into teaching. Many such induction programs rely on periodic workshops
designed to provide beginning teachers with emotional support and to help
them learn about roles and responsibilities, school policies and rules, and
classroom management (Algozzine et al., 2007). Many countries have
formal induction programs and most of these programs rely on mentoring as
the primary induction strategy (Fideler & Haselkorn, 1999). Moreover,
learning about the context (Anthony, Haigh & Kane, 2011), forms a
significant part of induction activities. Typically, induction programs have
focused on the personal comfort of beginning teachers with support being
the dominant orientation and focus (Gold, 1996). However, as Anyon
(1981) has observed, feeling comfortable does not ensure effective teaching
and learning.
Giving priority to initiatives focused on emotional and technical support has
meant that beginning teachers’ pedagogical practices have received little
attention even though these represent the core of high quality teaching. For
Gold (1996), focusing on generic strategies that help beginning teachers to
cope with classroom management might mean neglecting their need to
develop pedagogical strategies that are appropriate for dealing with
increasingly diverse learners. Beginning teachers' lack of ability to develop
engaging pedagogies is seen as contributing to the emergence of
disciplinary problems in the first place (Gold, 1996). It has been argued,
therefore, that many induction programs directed at survival strategies
address the symptoms rather than the causes of classroom disengagement
and impoverished learning (Darling-Hammond, et al. 1999). That is,
although “survival is often the primary (spoken and unspoken) goal” in
these programs, “even where teacher development is built into induction and
probation processes, the quality of pedagogy is rarely an explicit or specific
focus” (Gore, Williams & Ladwig, 2006, p.4). Moreover, when induction is
“narrowly defined as short-term support to help teachers survive their first
year on the job, its role in fostering quality teaching and learning is
diminished” (Feiman-Nemser, Schwille, Carver & Yusko, 1999, p. 3). Such
a limited approach to induction can overlook beginning teachers’ need to
develop the expertise to become accomplished teachers. Indeed, a focus on
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survival diverts attention away from student learning (Darling-Hammond,
2006).
In this chapter my emphasis will be on the literature that considers the
generic entry problems beginning teachers face and, more specifically, on
the literature concerned with induction and mentoring facilities available for
beginning teachers to help them to develop quality teaching practices. Part
one will discuss the research on beginning teachers’ concerns. Part two will
report on beginning teachers’ conceptions of pre-service and beginning
teaching. This section includes the only Chilean study so far undertaken on
beginning teachers by the Chilean scholars Beatrice Avalos and Pilar
Aylwin. Part three discusses the induction literature. Within this section, a
description of induction is provided, along with important considerations in
mentoring initiatives and the role of the principal in inducting beginning
teachers into teaching. The final discussion examines the impact on
beginning teachers’ teaching of specific examples of structured induction
programs, some of which include the special support that mentoring
provides. The conclusion provides a review of the key findings of the
literature and a rationale for how this study may contribute to the existing
body of knowledge.
Part One: Perceived Entry Problems of Beginning Teachers
It is widely recognised that for beginning teachers, the transition from preservice education into the workforce brings many difficult challenges. If
these are left unresolved, their professional growth may be impoverished
and this may lead to premature career exits. Te vast majority of studies
concerned with induction are empirical and employ quantitative and
qualitative research methodologies. Interview and survey are common tools
for data gathering. There tends to be a consistency of findings related to the
issues faced by beginning teachers during induction. The reasons for this
may be related to commonalities across education systems and may also
reflect the type of methodologies employed to examine induction. It is of
note that there are few longitudinal studies or country comparative studies.
A number of studies in the United States, Australia, the United Kingdom,
and Portugal have investigated this phenomenon. In particular, many have
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focused on the role of formal and informal induction (Algozzinne et al.,
2007; Smith & Ingersoll, 2004; Street, 2004), on the influences affecting
teachers’ development and professional identity (Flores, 2006; Flores &
Day, 2006; McCormack, Thomas, & Gore, 2006), and on the factors
contributing to attrition and turnover (Manuel, 2003; Smethem, 2007).
These studies also consider the support facilities available to beginning
teachers. They identify school leaders, allocated mentors, formal induction
programs, informal support from colleagues, regular feedback, opportunities
for collaboration, and professional learning as among the factors that are
considered vital in supporting beginning teachers during their early teaching
years.
In the ensuing discussion, two broad domains of problems encountered by
beginning teachers are considered, namely transition into teaching and
professional socialisation and identity building (cf. McCormack & Thomas,
2003)
Transition into Teaching
The transition from pre-service education to the first teaching appointment
has been characterized as a traumatic experience involving a “reality shock”
(Veenman, 1984, p. 143). In general, this description is intended to be
indicative of the mismatch between pre-service programs and the teaching
assignments faced by beginning teachers. While more recent studies (e.g.
Anthony, Kane et al., 2008) dispute Veenman’s ‘reality shock concept’ with
suggestions that beginning teachers are much more focused on their
students’ achievements, and therefore more understanding of the situations
they find in themselves, Veenman’s literature contributed to clarify the
mismatch between pre-service programs and the teaching assignments faced
by beginning teachers. It is evident that student teachers become
increasingly idealistic, enthusiastic, and committed concerning education
during

their

pre-service

training

and

subsequently

experience

disenchantment when confronting the demands of being a good teacher in
the classroom (Avalos & Aylwin, 2007; Hardy, 1999; Manuel, 2003). For
many, moving from well supported pre-service professional experiences to
being totally responsible for a class means the removal of support for and
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feedback on their work. This causes feelings of isolation (Algozzine et al.,
2007; Feiman-Nemser, 2001a; McCormack & Thomas, 2003). Their first
year of employment brings new challenges and responsibilities, including
the need to find a professional place within the school culture (Herbert &
Worthy, 2001). This first year of employment is acknowledged as important
in a novice’s career for it has long-term implications for teaching
effectiveness, job satisfaction, and career length (Feiman-Nemser, 2001a;
Khamis, 2000; McCormack & Thomas, 2003).
Teacher education can equip beginning teachers with critical knowledge and
the skills required for teaching. However, some of the most important
things that they need to learn can only be learned once they actually begin
teaching. Therefore, during their initial experiences, beginning teachers
often realise that being a teacher is more demanding than they expected and
that they lack the immediate competence and support required to succeed as
professionals. At the classroom level, they often struggle with classroom
management, motivating students, meeting the individual needs of students,
assessing students’ work, and managing the curriculum and resources
(Brock & Grady, 1998; Ewing & Manuel, 2005; McCann & Johannessen,
2004; Veenman, 1984).
In regard to beginning teachers’ conditions of work Clement (2000)
highlights the fact that in some countries such as New Zealand a nationwide
induction program, begun in the early 1990s, allows for all new primary
teachers (K-8) to be released up to 20 percent per work week for the
purpose of staff development This situation differs from authors who argue
that beginning teachers are sometimes assigned to the most difficult classes
and have more than normal teaching and extracurricular duties imposed on
them (Gold, 1996; Nolan & Hoover, 2008). Such imposts are highlighted in
the literature along with additional structural factors that might contribute to
failure among beginning teachers, including inappropriate settings;
induction systems based on evaluation and assessment for the purpose of
accreditation rather than genuine support (Yusko & Feiman-Nemser, 2008)
conflicting definitions of good teaching that result in a lack of uniformity
within school systems and ineffective mentoring programs (DarlingHammond & Sclan, 1992; Zimpher & Grossman, 1992).
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Importantly, the literature points to the idiosyncratic way in which
beginning teachers handle and perform their initial teaching. Therefore,
issues concerning their experiences as students, and student teachers’
personal beliefs and images, are believed to influence their practice (see, for
example, Kagan, 1992). The many hours of teacher watching as students
unconsciously shape prospective teachers’ beliefs about teaching and
learning, and these beliefs determine how they experience teacher education
and teaching (Lortie, 1975).
As Darling-Hammond, Barnett, Haselkorn and Fideler (1999) have noted,
there is a significant relationship between teacher quality and student
learning. Similarly, Feiman-Nemser argues that with students’ learning
outcomes directly related to the standards of teaching practice, the
knowledge, skills, and commitment that novice teachers bring to the
classroom, and the opportunities they have to continue learning, are
especially relevant to maximizing the quality of education (2001a). As
Feiman-Nemser goes on to explain, “new teachers have two jobs - they have
to teach and they have to learn to teach. No matter how good a pre-service
program may be, there are some things that can only be learned on the job”
(p.1026).
Beginning teachers are inclined to blame their pre-service teacher education
programs for not providing a realistic image of what they might encounter
in schools. Moreover, knowledge acquired during professional experiences
placements is regarded as more important and useful than theoretical
knowledge that has little apparent relationship to the reality of classrooms
(see, for example, Goddard & Foster, 2001). This raises important questions
concerning the role of teacher education. For Feiman-Nemser, teacher
education is a “weak intervention compared with personal beliefs and
experiences at work of beginning teachers” (2001a, p.1014). She, therefore,
argues that teacher preparation programs should only be seen as an early
stage of professional learning. Subsequent ongoing support and learning
opportunities for teachers at all stages of their professional careers,
especially in the early years, are vital. As Feiman-Nemser observes, preservice programs offer no more than a foundation, for it is when beginning
teachers enter their own classrooms that they really begin to learn about the
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complexities of teaching. She also argues that if teacher educators could rely
on well developed school-based induction initiatives, they could concentrate
more on establishing the foundations for teaching and on preparing
beginning teachers to learn in and from their practice (2001a, p.1016).
Professional Socialisation and Identity Building
In addition to the challenges of the classroom, beginning teachers often face
conflict with school norms, procedures, and structures. Kelchtermans and
Ballet (2002) argued that organisational socialisation constitutes an essential
task for teachers as much as their classroom teaching. In their study they
found that micro-politics is an important issue in beginning teachers’
experience of their induction phase. Likewise, Khamis (2000) argued that
eventually beginning teachers need to compromise between their own ideas
and recent pedagogical training and what is “possible” or “permissible”
according to the dictates of their supervisor/principal and within the
particular school culture (p.6). Difficulties in developing relationships in
schools, particularly with experienced teachers, and the lack of recognition
given to their new ideas and pedagogies by colleagues, have been identified
by Avalos and Aylwin (2007) in their study with beginning teachers in
Chile.
Beginning teachers report a sense of isolation and an intense desire to be
accepted by students, parents, and colleagues (Anthony, Haigh & Kane,
2011; Herbert & Worthy, 2001). This means that they often struggle with
the demands of developing a professional identity, including the need to
combine aspects of their own experiences in schools and in pre-service
preparation with parts of their current experiences. These experiences are
framed by images of the kind of teacher they want to become and the kind
of classroom they want to create (Featherstone, 1993). As Britzman
contends, “learning to teach… … is always the process of becoming: a time
of formation and transformation, of scrutiny into what one is doing and who
one can become” (Britzman, 1991, p.8). Thus, the transition from student to
teacher is always marked by a process that requires recognition of the new
professional role.
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Flores (2006), examined the professional learning and development of 14
beginning teachers in Portugal. Participants reported that the lack of support
available led them into “learning while doing” (p. 2047). The construction
of their professional identities, their understanding of what it means to be a
teacher, was questioned and reshaped while they were attempting to fit into
their schools. Indeed, learning at work implied that their values, beliefs, and
perspectives were constantly challenged by the powerful culture of the
staffroom. In discussing approaches to teaching, Flores (2006) observed
beginning teachers as reporting that their initial belief in a student-centred
approach to teaching gave way to a more traditional teacher-centred one.
This phenomenon was explained by the difficulties that beginning teachers
encountered in dealing effectively with classroom management and with the
issues of teacher socialisation in the workplace.
Developing a professional identity influences beginning teachers’ sense of
self-efficacy. Sense of self-efficacy has a significant impact on retention
rates (McCormack, Gore, & Thomas, 2006). The complexities they confront
in their first years of teaching can lead to a loss of confidence and selfefficacy with respect to the “few abilities they thought they had” as well as
bringing a “loss of confidence in themselves as individuals” (Khamis, 2000,
p.5). Furthermore, “because novice teachers are reluctant to seek assistance
and often experience difficulties in establishing contacts with other
beginning teachers in their school, creating cooperative partnerships to
promote discussion and reassurance can be difficult” (Khamis, 2000, p.8).
In the same vein, Feiman-Nemser (2001a) argues that beginning teachers
need opportunities to talk with others about their teaching. Being able to
analyse, examine, and assess their teaching practices, and consider
alternative explanations and actions, will enable beginning teachers to
acquire the skills and dispositions required to enhance their teaching
prowess.
Studies such as those by Flores (2006) and Avalos and Aylwin (2007),
suggest that constructing a positive professional identity is a challenging
task for beginning teachers, especially because of the number of difficulties
they encounter during their first years of professional practice. Given little
time to reflect, beginning teachers feel overwhelmed and unsure of how to
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address the complexities of teaching. They often lower their expectations to
gain students’ compliance as a consequence (Herbert & Worthy, 2001). It
seems that induction support is of primary importance to beginning teachers.
They need guidance and support during induction; the importance of
induction cannot be overlooked. Perhaps if induction does a better job
supporting beginning teachers’ teaching practices, they will be more likely
to stay in the field and will enhance their classroom pedagogy.
The literature has demonstrated that beginning teachers share common
problems that must be addressed if their quality teaching potential is to be
realised. Doing so calls for a major examination of the provisions made for
teacher induction and continuing professional development. It is
appropriate, then, that I move on to examine the research that has focused
on beginning teachers’ conceptions of pre-service and their emergent
teaching practices.
Part Two: Beginning Teachers’ Conceptions of Pre-Service and
Beginning Teaching
As previously mentioned, experiences as school students have a strong
influence on how beginning teachers perceive their role as teachers and on
their conceptions of good teaching. These images and beliefs, usually
formed during K-12 experience or what Lortie (1975, p. 61) called “the
apprenticeship of observation”, provide a basis for beginning teachers when
interpreting and assessing ideas about teaching and when building up their
understanding of teaching practices (Flores, 2001; Weinstein, 1989). Thus,
support practices need to be directed to fostering the beginning teacher's
construction of his or her own views about teaching. Therefore, reflexivity,
inquiry, and a disposition to examine their practices and beliefs to enhance
their knowledge are also desirable attributes of an effective teacher. Here
Feiman-Nemser argues that “student teachers need opportunities to examine
their beliefs if these are to develop or be amended” (2001a, p.1017). In this
respect, the majority of the literature relates to pre-service teacher education.
The extent to which preconceptions influence the ongoing conceptualisation
of beginning teachers’ professional role once they are working in a school
has been less well documented.
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Avalos and Aylwin’s (2007) study illustrated how beginning teachers
conceptualise beginning teaching and the associated problems. This study
investigated the entry of 15 beginning teachers in Chile, focusing on their
experiences of teaching contexts and working conditions, how they recalled
what it was like beginning to teach, the difficulties faced, and their views
about their profession and their work. The study was undertaken over two
years. The results were indicative of beginning teachers’ professional
socialisation and identity building, how they handled classroom and school
challenges, and their experiences of the process of learning to teach. Among
the participating teachers, the degree and form of their professional
socialisation into the school culture varied. Some were reluctant to accept
school styles and procedures, with one teacher, for example, reporting the
difficulties that she encountered when attempting to apply more active
pedagogies. Being told “this is not done” (p. 25) did not discourage her from
“strategically adjusting” (p. 25) by means of complying overtly but
nonetheless being innovative in her classroom. By contrast, another novice
teacher gave up trying to apply innovative pedagogies to teach students
from low-income backgrounds. This novice demonstrated his low
expectations of students by teaching them only what he defined as “some
clear concepts” and omitting “anything more sophisticated” because he
perceived they were not prepared to engage in their classroom work (p. 20).
In regard to beginning teachers’ conceptions of pre-service programs,
Goddard and Foster’s

(2001) study reported on beginning teachers’

tendency to blame pre-service teacher education for not providing an
accurate enough picture of what they might expect. While the limitations
associated with initial teacher education are acknowledged, there is research
that reports that students perceive themselves to be will prepared. For
example, the New Zealand research on teachers in the first two years of
teaching indicates the teachers generally begin their professional careers
feeling confident about their capabilities (Cameron & Baker, 2004). In this
respect, a more recent study conducted by Kane and Fontaine (2008) in
New Zealand found that graduating secondary teachers perceived
themselves to be well prepared to begin teaching in all but a few significant
areas. These include:
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inclusive educational practices related to Mâori

culture, communication with parents and assessment and monitoring of
student progress. Similarly, Avalos and Aylwin found that although Chilean
teachers prioritize learning through experience, they do not reject the
significance of their pre-service education or accept that teaching quality
should depend only or mainly on experience. On the contrary, beginning
teachers acknowledge the importance of their pre-service teacher education.
Participants in the Chilean study followed similar paths to beginning
teachers in other studies (McCormack et al., 2006) in defining their first
months of teaching as a transition from greater to lesser degrees of
insecurity

about

content

knowledge,

pedagogical

knowledge,

and

management of individual student differences. However, the pedagogic
knowledge required to develop appropriate strategies to teach diverse
student populations remained problematic for most of them. Furthermore,
Avalos and Aylwin reported that none of the 15 novice teachers in the study
showed any sign of being ready to leave the profession. This finding is all
the more significant in light of the fact that Chile, at least at that time, did
not have any induction scheme to help beginning teachers cope with their
first teaching assignment and overall experiences. These beginning teachers
were forced to learn for themselves through experience without supervision
or any feedback on their teaching. However, after analysing the findings
Avalos and Aylwin argued that they would have been better teachers and
more satisfied with their first experiences had they been supported through
appropriate induction as part of their initial professional development.
A Canadian study by Goddard and Foster (2001, p. 360) examined the
experiences of nine beginning teachers over a three-month period. The
intention was to investigate beginning teaching experiences from the
perspective of the beginning teachers themselves and the extent to which
these teachers perceive pre-service programs to be adequate preparation for
the reality of schools. Participants argued that their pre-service education
was “irrelevant” and that approaches to classroom management were often
based on an “ideal situation”. These authors concluded that pre-service
education has a less significant role than may be apparent in the
construction and realisation of teachers’ professional standards. Similar
findings were reported by Flores (2001) after examining the influences of
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the interplay between biographical and contextual factors on new teachers’
professional learning and development during their first years of teaching.
In a manner akin to Lortie’s (1975, p.61) rationale of “apprenticeship of
observation”, participants attributed great significance to their prior
schooling experiences, with particular emphasis on the important influence
previous teachers had on their practices. That is, they interpreted the reality
of schools and classrooms through the lens of their formative experiences
(Knowles, 1992) and these were embedded in their teaching. Flores also
highlighted the fact that this study corroborates previous findings that preservice training has limited influence on beginning teachers’ professional
practice compared with the influence of the workplace and their first
teaching experiences as integral to the process of learning to teach. For
Flores, there is a need to provide beginning teachers with support and
systematic guidance in dealing with the complex and changing nature of
teaching upon entering the profession.
Typically, beginning teachers experience a clash between their ideas and the
prevailing professional climate, lack ongoing support, and experience
related feelings of isolation (Avalos & Aylwin, 2007; Flores, 2006; Manuel,
2003; McCormack, Gore, and Thomas, 2006). Furthermore, this lack of
support leads beginning teachers to adopt a survival mentality described by
Gordon and Maxey (2000) as “a set of restricted teaching methods and a
resistance to curricular and instructional change that may last throughout
their teaching careers” (p.8). As suggested by Feiman-Nemser (1983) in a
similar vein, the first years of teaching are a time of survival and discovery,
of adaptation and learning. This initial time has the highest impact on
beginning teachers through influencing not only their career decisions, but
also the kind of teacher they become.
The challenges that beginning teachers face during their first years of
teaching raise questions regarding sustained and systematic support for
beginning teachers’ development. In considering what constitutes good
teaching, Feiman-Nemser (2001a) observes that proper induction support
can keep beginning teachers from abandoning ambitious pedagogies in
favour of what they perceive as safer or less complex approaches. Induction
practices should focus on facilitating the entry of beginning teachers to
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work. At the same time, they should aim to overcome the inclination of
beginning teachers to rely more on practices that enable them to survive
than on the best practices for their situation. Therefore, due consideration
must be given to determining the nature of support needed for beginning
teachers and to designing effective support practices.
Part Three: Literature on Induction into Teaching
The multiple meanings associated with induction often include views of
induction as a phase in learning to teach, a process of teacher socialisation,
and a program for beginning teachers (Feiman-Nemser, Schwille, Carver &
Yusko 1999; Feiman-Nemser, 2001a; Ganser, 2002; Moir & Gless, 2001;
Wood & Stanulis, 2009). Induction programs focused on the needs of
beginning teachers and their well-being range from largely informal, loosely
organised (Wood & Stanulis, 2009) to comprehensive induction programs
comprising an array of aligned and integrated components which include the
use of mentors (Bickmore & Bickmore, 2010; Piggot-Irvine, Aitken,
Ritchie, Ferguson & McGrath, 2009) and mandated reduction of teaching
load (Langdon, 2011). These programs are often conceived as a “bridge”
from student of teaching to teacher of students (Ingersoll & Strong, 2011, p.
5). In other cases, however, induction encompasses the informal support that
takes place outside of the formal structures and prescriptions of policyderived induction practices (Avalos & Aylwin, 2007; Ewing & Smith, 2003;
McCormack & Thomas, 2003).
The following section of the chapter will consider the literature on
induction. First, it will explore understandings of induction and the ideas
that support induction of beginning teachers. Second, it will explore
conceptualisations of induction that encompass the formal and informal
support practices available to beginning teachers. Third, it will discuss
mentoring as a major component of induction programs. Fourth, it will
explore the role of principals in inducting beginning teachers. Finally, it will
explore the research literature on induction and mentoring and its effects on
beginning teachers’ pedagogical growth.
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Induction of Beginning Teachers
A growing body of literature highlights the uniqueness and complexity of
the induction phase and stresses the need for adequate support and
professional development opportunities during the early years in the
profession (Anthony & Ord, 2008; Feiman-Nemser, 2001a; McCormack et
al., 2006). It has been argued that, “induction can be both productive and
beneficial, particularly when the object of the system is to support the NQT
to become a professional inquirer” (Anthony, Haigh & Kane, 2011, p. 869).
The difficulties associated with the first year of teaching point to the need
for specialised in-service professional development. It is well recognised
that beginning teachers experience identifiable difficulties and that they
should receive some sort of assistance. To this end, several countries have
implemented induction policies and programs.
The benefits of well-designed induction programs for beginning teachers
include attracting better candidates to the profession, reduced attrition and
extended career duration, improved job satisfaction, enhanced professional
development and teaching practices, and improved learning outcomes
(Howe, 2006). In the light of the high attrition and turnover rates among
beginning teachers cited in the literature (see, for example, Peters & Le
Cornu, 2006) retaining committed and effective teachers requires the
provision of the necessary financial resources and incentives for induction
support and ongoing professional learning. At the same time, the teaching
practices of beginning teachers are equally relevant if high quality education
is to be sustained. Induction should endeavour to do more than increase
retention rates through ensuring a smooth transition into the profession. It
should reach beyond immediate measures to reduce stress and address
immediate problems and be underpinned by a vision of sound teaching,
directed at promoting teacher development, and encourage improvement in
the quality of teaching and learning (Anthony, Haigh, & Kane, 2011;
Feiman-Nemser, 2001a). Within the beginning teacher literature it has been
widely argued that such properly devised induction has this potential.
Consequently, induction is now conceived as an important means of
promoting professional growth and enhancing learning within the school
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setting as a whole. However, available evidence suggests that professional
support through effective induction is not always provided and that many
beginning teachers are not receiving the level of support they need to
function effectively after taking up their appointments.
Regarding how induction programs have been structured and what kind of
support they provide, information from the United States, the United
Kingdom, and Australia indicates that teacher induction programs vary
enormously in their quality and purposes (Smith & Ingersoll, 2004). For
example, reports from the United States reveal that almost one half of new
teachers engage in some kind of induction experience (Darling-Hammond,
et al. (1999). However, the programs deployed involve a variety of elements
ranging across district orientations, workshops, support systems, orientation
seminars, instruction in generic classroom management, and mentoring
(Gold, 1996; Smith & Ingersoll, 2004). Critics of these programs cite their
narrow vision as a cause for concern, with the majority offering
unsystematic assistance (Manuel, 2003). They tend to be designed as school
orientations rather than as structured processes that promote professional
learning (Khamis, 2000; McCormack & Thomas, 2003), and are frequently
of short duration, with some lasting only six months (Feiman-Nemser,
2001a). Yet induction programs typically do not challenge beginning
teachers to aspire to emulating or adapting models of teacher expertise. As
suggested by Langdon (2011) induction programs are typically not
presented with a clear view of what constitute expertise or an expectation
that beginning teachers will become accomplished teachers.
An obvious concern, which arises, is identifying precisely the nature of the
assistance that would be helpful to the new teacher in making the transition
from pre-service to the initial years of teaching. The paragraphs above
discussed the varied ideas and components that give form to induction.
Definitions of it clearly include aspects such as a rationale, goals, and
structure. I will argue then that to understand induction it needs to be framed
as a purposeful activity oriented to assist beginning teachers during their
early years teaching. As such, definitions of practices of induction need to
include the formal and informal practices that support beginning teachers’
further acquisition of skills and knowledge.
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Induction — Formal and Informal Practices
Although increasingly conceptualised as a process, teacher induction tends
to be constrained because it is identified only as it is realised in programs.
Thinking of induction as a program suggests something formal and
deliberate. In the literature, emphasis is on prior planning and structures;
informal assistance has typically not counted as induction. It is often
considered as a more structured program that incorporates some form of
assessment or evaluation (see, for example, Darling-Hammond, 1995).
In other cases, however, induction has been defined as a phase that serves as
a bridge between initial or preservice teacher education and continuing
professional development or inservice education (Ingersoll & Strong, 2011;
Killeavy, 2006). In their conceptual review of literature on new teacher
induction, Feiman-Nemser et al. (1999) define induction as a “phase in
teacher development” (p.4). More recently, Feiman-Nemser goes on to argue
that as a phase “induction happens with or without a formal program, and it is
often an abrupt and lonely process” (2001a, p.1030). Unfortunately most
beginning teachers start teaching and have to learn everything on their own or
with occasional help from a sympathetic colleague (Feiman-Nemser et al.,
1999). For example, unplanned support is sometimes provided by a variety of
different members of the school community. Typically, those who have not
been assisted by means of a formal induction program report receiving
variable support and guidance from other teachers (Avalos & Aylwin, 2007).
The study conducted by Avalos and Aylwin with Chilean beginning teachers
confirmed earlier findings by McCormack and Thomas

(2003) who

examined the experiences of a group of beginning teachers in city and
country New South Wales, Australia. While the participants generally ranked
formal induction material (for example, booklets) and support programs as
moderately helpful, they highly valued the informal support of colleagues. In
a related vein, an American study conducted by Marable and Raimondi
(2007) that focused on beginning teachers’ perceptions of what was most
supportive during their first year in the profession and what was the least
supportive found that among teachers who were not mentored, colleagues
and administrative support were identified as most supportive. Similarly,
Ewing and Smith (2003, p.24) found that, despite the mandating of induction
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programs in New South Wales, “informal support…was the most important
form of induction for the large majority of the respondents”.
Although there is general agreement that induction includes the planned
support for beginning teachers, there are obvious forms of support that are
not part of these formal structured programs. Distinctive actions oriented
towards the attainment of particular goals – to support beginning teachers
during their first years teaching – can also be found in more informal forms
of induction. This study will understand induction as a practice that
encompasses the formal and informal support attempting to assist beginning
teachers in making the transition from student teacher to professional
teacher. Formal induction support in this study will encompass those
planned, deliberated, and structured forms of support provided to beginning
teachers. By contrast, informal induction support will encompass those
informal and unplanned forms of support available to beginning teachers
within and outside of the borders of the school setting. These supports might
come from colleagues, friends and former teachers.
Since mentoring appears as one of the most cited induction models, the
following section will discuss the role of mentors fostering beginning
teachers’ professional development.
Mentoring: A Major Component of Induction Programs
The extant literature is replete with claims extolling the benefits of
mentoring for all concerned that is. mentors, mentees and for the school
system itself (Hobson, Ashby, Malderez & Tomlinson, 2009). The
phenomenon of mentoring is broadly conceptualised in the literature,
however, there is no universal definition available. In fact, some argue that a
universal definition is unnecessary and would be limiting (see, for example,
Wildman, Magliaro, Niles & Niles, 1992) while others strongly believe in
the role of mentoring and claim for specific guidelines for their selection
and training (see, for example, Healey & Welchert, 1990). Indeed, in some
literature the two terms mentoring and induction are used interchangeably.
According to the view of Kay (1990), mentoring is “a comprehensive effort
directed towards helping a protégé develop the attitudes, and behaviours
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(skills) of self-reliance and accountability within a defined environment” (p.
27).Walker (1992), defined mentoring as “a philosophically sound process
by which novices can become more proficient in their profession through
structured and planned experiences with a veteran teacher” (pp. 16-17).
Despite a lack of consensus about its conceptualisation, mentoring is
identified as the personal guidance provided, usually by experienced
teachers, to beginning teachers in schools.
With respect to the quality of teaching, mentors can be extremely useful in
providing timely intervention that sustains and reinforces the pedagogical
knowledge acquired by beginning teachers during their pre-service
education (Feiman-Nemser, 2001b). Furthermore, a shift has occurred in the
notions of what it means to be a mentor and to receive mentoring. Mentors
are less often identified as experts, peer coach or veterans and those they
mentor as neophytes. Rather, they are now thought of as co-learners or cothinkers, as colleagues in a collaborative environment (Athanases &
Achinstein, 2003; Carver & Feiman-Nemser, 2009; Feiman-Nemser,
2001b).
Nevertheless, as Martinez (2004) has observed, mentoring can have both
positive and negative impacts on teacher retention and professional learning
outcomes: “as a system of positive, assisted professional entry and renewal;
and as acritical occupational perpetuation of existing practices and patterns
of inequitable educational outcomes for children” (p. 95). Eddy (1969) long
ago warned of the potential risks associated with mentors who can
potentially misguide beginning teachers through accelerated socialisation or
uncritical perpetuation of ill-conceived practices. She observed that veteran
teachers socialised beginning teachers into behaviours, values, and attitudes
that they as teachers had already defined as appropriate, even though the
result was to contribute to poor achievement among children from
disadvantaged backgrounds. Similar practices of socialisation were
observed by Martinez (1994) in Australian settings. In this case,
experienced teachers acted as system maintainers who led beginning
teachers into rapidly adapting to the established standards and practices
expected.
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In the same vein, Feiman-Nemser and Parker (1993) argued that although
mentoring has been widely used as a means of providing structured support
during induction programs, its effects on what and how beginning teachers
learn in relation to their teaching may be qualitatively variable. Similarly,
Scherff (2008) argued that even when mentoring is mandated by
government policy, the quality or nature of the mentoring role varies
dramatically within and across schools. That is, not all structured mentoring
is necessarily supportive of sound teaching practices.
Some mentoring programs are underpinned by a deficit view of teacher
education and of beginning teachers, with minimal emphasis being given to
building on the beginning teachers’ strengths. Achinstein and Athanases
(2006) found that there is a tendency to take a reductive approach to
mentoring offering quick fix solutions frequently in the form of workshops
and resources. The mentors involved have then been described as ‘local
guides’ who endeavour to help beginning teachers solve their immediate
problems and smooth their entry into teaching by familiarising them with
school policies, practices, methods of teaching, and materials (FeimanNemser & Parker, 1993). Here, the major purpose of mentoring is to ensure
that the novice fits in readily and rapidly with minimal disturbance to
normal school functioning (Cochran-Smith & Paris, 1995). Such
perpetuation of practices through a misconstrued mentoring system
highlights the need for developing induction practices that enable beginning
teachers to reflect on and analyse critically their teaching practices and skills
in the light of the particular pedagogies to which they have been exposed.
To address this narrow approach to induction, Norman and Feiman Nemser
(2005) advocate an “educative” form of mentoring that goes beyond
technical advice and emotional support. This approach sees mentoring
“linked to a vision of good teaching and a developmental view of learning to
teach” (p.680).
The Role and Practice of the Principal in Inducting Beginning Teachers
A growing body of literature highlights that the principal can play a critical
role in beginning teachers’ transition and induction into teaching.
Educational reform literature shows that a major role of principals is
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professional development (Darling-Hammond, Meyerson, Lapointe & Orr,
2010). Developing and retaining quality teachers is now viewed as an
important challenge for the work of principals (Watkins, 2005; Wood,
2005). Youngs’ (2007) study supports the premise that: “elementary
principals can promote new teachers’ professional growth in their direct
interactions with them and by facilitating their work with mentors and other
colleagues” (p. 126). A quality comprehensive induction program should be
accompanied by strong principal leadership (Alliance for Excellent
Education, 2004, p. 3). It has been argued that principals who are aware of
their roles in relation to induction and are trained in these areas are more
likely to thrive in fostering successful, comprehensive induction programs
(Alliance for Excellent Education, 2004). In a related vein, the role of the
principal has been noted in the literature as crucial to mentoring programs’
success (Wong, 2004). The induction literature cites three major roles of
principals in relation to beginning teachers: (a) school culture builders, (b)
instructional leaders, and (c) coordinator of mentors (Alliance for Excellent
Education, 2004; Brock & Grady, 1997). The work of Wood (2005)
documented these roles and revealed two additional ones: (1) principals as
novice teacher recruiters; and (2) novice teacher advocate/retainers.
The Alliance for Excellent Education (2004), reports that principals are
instructional leaders responsible for developing teachers into high-quality
professionals. The Alliance adds:
At the school level, teachers follow the lead of their
principals. Induction works best when it is
systematically embedded in the culture of the school.
(p.22)
Similarly, Bickmore and Bickmore (2010) in their study about the
implementation and effectiveness of the components of two induction
programs found that the principal’s role in providing positive working
conditions – including collegial structures for induction – seemed to
enhance school climate which was paramount in the effective induction of
beginning teachers.
The first years of teaching are a vulnerable time. Beginning teachers need
help to contend with the challenging situations they encounter during the
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early stages of their careers. Induction programs have been visualized as a
way to address beginning teachers’ professional development and retention.
Even though principals must accomplish a number of roles within the
school, they have been identified as key players in creating a culture that
supports induction.
The next section examines research that focuses on the effects of induction
on the teaching practices of beginning teachers.
Effects of Induction on the Pedagogical Practices of Beginning Teachers
To ensure that quality teaching is maintained, beginning teachers need
development support in which they have opportunities to improve their
teaching practices. As noted in the introduction of this chapter, one of the
arguments the analysis of the literature will reveal, is that the main focus
of existing induction has been on providing personal or technical support to
beginning teachers and that there has been a consequent neglect of their
classroom pedagogy. While I agree that personal and technical support
should continue to be provided, it is also important to identify what kinds of
professional learning need to be developed to support beginning teachers’
pedagogical growth. What does induction need to be focused on? To what
extent does induction focus on beginning teachers’ classroom pedagogy?
This section will specifically examine induction practices directed toward
classroom teaching.
The ensuing discussion examines the impact on beginning teachers’
classroom pedagogy of specific examples of structured induction programs,
some of which include the special support that mentoring provides in
relation to pedagogy. Examples drawn from research in a number of
countries are considered to ensure a comprehensive insight into such
programs.
Effects of induction on beginning teachers’ classroom pedagogy
An Australian study by Gore, Williams, and Ladwig (2006) that focused on
seven beginning teachers during their first years of appointment provides
important insights into how the potential of pedagogical models to support
the professional learning and teaching success of early-career teachers has
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been overlooked. The intention was to explore the induction and mentoring
experiences of beginning teachers who had had a higher than usual
emphasis on pedagogy during their pre-service and/or in-service education.
Because this study was conducted at a time when public schools in one
Australian state were placing strong emphasis on pedagogy, it was expected
that these beginning teachers were more than usually likely to experience
pedagogically oriented induction. However, contrary to what was expected,
a significant neglect of pedagogy during induction was reported. The type of
support received by the beginning teachers was not that required to enhance
the quality of their pedagogy. Importantly, this study also provides a
valuable example of mentoring initiatives that might have negative effects.
While one of the teacher mentors provided feedback advice to one of the
participants after observing two lessons during a ten week period, the novice
found it of little use and lacking credibility. This novice’s deep
understanding of pedagogy acquired during his pre-service education may
have contributed to this feeling about the feedback he received concerning
his teaching. The authors go on to argue that if such feedback is received
uncritically by beginning teachers who do not have this level of pedagogical
insight, it is likely to be poorly understood and adversely affect their
teaching practices. These research findings thus show that mentoring, the
most common form of induction, sometimes reinforces and perpetuates
traditional norms and conservative pedagogies rather than promoting quality
teaching (cf. Feiman-Nemser & Parker, 1993).
Some degree of agreement in relation to the importance of induction
focused on pedagogy is reported by Peters and Le Cornu (2006). This study
focused on teachers in their third to fifth years of teaching who were
deemed by their principals to be successful in teaching practices. The
findings showed that beginning teachers’ success relate to some extent to
their ability to develop an engaging pedagogy. Nevertheless, this study
indicates that any considerations of beginning teachers’ pedagogy must take
into account individual and contextual factors that influence beginning
teachers’ teaching practice. These factors were grouped by Peters and Le
Cornu into four broad domains: the person who is the teacher, the
preparation for beginning teaching, the contexts in which teaching occurs
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and the learning opportunities for ongoing learning. While Peters and Le
Cornu argued that these factors influence beginning teachers’ teaching
practices, they also considered the learning opportunities provided to
beginning teachers during the induction as crucial to their professional
growth and success.
McCormack, Gore, and Thomas (2006) set out to provide an understanding
of the central tasks of professional learning faced by novice teachers
endeavouring to improve their teaching practice during their induction
period. The premise of these researchers was that becoming a teacher
requires not only the development of a professional identity, but also the
acquisition of the required professional knowledge and the development of
appropriate standards of practice through professional learning. The
research occupied 12 months and involved 16 participants who were asked
to complete a journal documenting the first two terms of their induction into
teaching.
The data accumulated by McCormack et al. (2006) was analysed applying
the Feiman-Nemser’s central tasks of learning to teach (CTLT) as a
theoretical framework (2001a). These tasks involve the acquisition of local
knowledge concerning students, curriculum, and the school context,
designing responsive instructional programs, creating a classroom learning
community, enacting a beginning repertoire, and developing a professional
identity. Some general conclusions drawn from the project are that novice
teachers must frequently contend with well-intentioned but often unsound
advice, dominant school cultures, formal supervision for accreditation,
curriculum demands, and other contextual factors on the way to establishing
their own repertoire of teaching practices within the realities of their schools
and classrooms. Another important aspect of the McCormack et al. study
was their eliciting of the difficulties experienced by these beginning
teachers in developing a professional identity. At the end of the study, many
questioned the degree of success they had achieved as teachers and some
still needed some kind of feedback and support regarding their value within
the school. The authors concluded that if beginning teachers are to be
retained and to develop into effective teachers capable of providing quality

31

learning outcomes then they need to be supported and challenged during
their induction into the workplace.
British case studies of beginning teachers and mentors have contributed to
an understanding of the effects of individualistic and collaborative cultures
on beginning teachers’ induction. For example, William, Prestage, and
Bedward (2001) interviewed 18 beginning teachers, 17 mentors, and 11
heads of induction programs at the beginning and end of the beginning
teachers’ first year of teaching. In this case, beginning teachers received
structured and collaborative support from the mentors, the induction heads,
and principals. The result was that this structured interaction between those
providing mentoring and the beginning teachers had a positive effect on the
latter’s teaching practice. For beginning teachers, working with mentors in a
collaborative school culture had a significant impact on their professional
development and this was then sustained by the accompanying collaborative
school

environment.

In

contrast,

beginning

teachers

working

in

individualistic cultures reported that the influence of mentors was limited
because the relationships they formed were not supported by the school
environment.

Williams et al. (2001) also found that such mandatory

induction arrangements and the structured relationships with mentors that
are integral to them, made a significant contribution to improving beginning
teachers’ teaching practices.
Despite that positive aspects of the New Zealand system have been widely
recognised (Wong, Britton & Ganser, 2005), New Zealand studies have
highlighted inconsistencies in the quality of induction provided. In 2006 the
New Zealand Teachers Council launched the Learning to Teach research
programme to investigate the quality of advice and guidance provided for
provisionally registered teachers. For the second stage of the research
programme, the researchers were asked to investigate how the mandated
programmes of advice and guidance were experienced by provisionally
registered teachers. In this regard, Cameron, Dingle & Brooking (2007)
found that “many workplaces do not appear to have provided the quality and
frequency of specific pedagogical support that would be likely to lead to
more effective teaching and successful learning” (p. 109).
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Effects of mentors on beginning teachers’ classroom pedagogy
Drawing on 64 conversations about teaching between mentors and sixteen
beginning teachers, Strong and Baron (2004) analysed how mentor teachers
made pedagogical suggestions to beginning teachers during mentoring
conversations and how beginning teachers responded. The study assumed
that when an expert veteran teacher becomes a mentor to a novice teacher,
part of the mentor’s role would include given pedagogical advice and once
accepted by the novice it would influence beginning teachers’ teaching
practices. The study revealed that in more than 30 hours of mentor
conversations, there were 10 instances where the mentor made a direct
suggestion. Moreover, the analysis showed the efforts of mentors to avoid
giving direct advice to beginning teachers. Instead they mainly offered
indirect suggestions, about one-third of which produced elaborated
responses from the beginning teacher. Strong and Baron argued that more
dependent, less experienced teachers may need more direct pedagogical
advice. As their study showed, 18 out of 64 beginning teachers sometimes
requested direct advice. Therefore, individual differences among beginning
teachers require support from a mentor that is adapted to a specific teacher’s
needs.
Some studies of beginning teachers’ induction focused on the nature of
effective mentoring by specifying the beliefs and skills required by mentors
according to accepted theories of learning and teaching. For example,
Feiman-Nemser (2001b) undertook a two-year study of a mentor teacher’s
activities in the United States. She analysed 20 hours of observations and 10
hours of interviews collected while this mentor was working with 14
beginning teachers in an induction program. This resulted in her identifying
the mentor’s skills as consistent with the concept of experience posited by
Dewey (1938) according to which the educator is responsible for creating
conditions that lead learners through educative experiences that promote
future growth. These skills include co-thinking with beginning teachers
about teaching instead of being an expert who imposes ideas; focusing
attention

on

student

thinking

and

understanding;

reinforcing

an

understanding of theory; fostering inquiry; and noticing signs of growth.
Feiman-Nemser argued that this form of mentoring involving practice and a
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relationship with an experienced educator is crucial in improving the
teaching of beginning teachers.
The studies discussed above demonstrate that various countries share
common concerns regarding the entry of beginning teachers into the
profession and respond by implementing a variety of induction policies.
Despite some differences, the programs involved generally share similar
visions of their needs and therefore tend to incorporate similar components,
namely structured induction programs, mentoring initiatives, workshops and
so on. These studies uncovered the different degrees to which induction
programs focus on helping beginning teachers to develop their classroom
pedagogy.
Discussion and Conclusion
This chapter has examined the conceptual and empirical literature that deals
with beginning teachers’ learning to teach experiences and their induction
and mentoring during entry to the profession. Key ideas in the literature
includes: (1) transition into teaching from initial teacher education; (2)
processes of socialisation into the profession; (3) induction as a balance of
formal and informal support practices; and (4) induction initiatives focused
on classroom pedagogy.
The literature discussed in this chapter uncovered a number of themes
concerning the induction of beginning teachers into the profession. The
transition into teaching has generally been described as a complex period
characterised by the shock experienced by beginning teachers when facing
the realities of the school. A key assumption has been that there is an everincreasing need to ensure that beginning teachers receive sufficient and
effective induction into their new career. To this end, beginning teachers
require opportunities to undergo sound professional development and to
improve their pedagogical resources and abilities through properly devised
induction initiatives. The meaning associated with induction varies from
considerations of induction as a phase to highly structured support systems
to assist beginning teachers. In other cases induction encompasses the
formal and informal support available to beginning teachers. To help
beginning teachers to continue to learn on the job with support, several
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countries have introduced induction or mentoring programs. In this regard,
the role of the principals has been considered paramount in setting a culture
for professional development and induction. However, the literature
reviewed here uncovered that induction has mainly focused on providing
beginning teachers emotional and technical support. Induction programs or
practices aiming to support beginning teachers’ further acquisition of
knowledge on classroom pedagogy are rare. Many programs offer only
superficial types of assistance such as district orientations, periodic
workshops, or instruction on generic classroom management. Thus, the
main focus of induction has been on training or mere orientation to the
workplace.
In the Chilean context, Avalos and Aylwin have provided key insights into
the experiences of beginning teachers. Their research uncovered that
Chilean beginning teachers followed similar paths to beginning teachers in
other studies in defining their first months of teaching as a transition from
greater to lesser degrees of insecurity about content knowledge,
pedagogical knowledge, and management of individual student differences.
Significantly, after two years pedagogic knowledge remained problematic
for most of the beginning teachers in their study. Therefore, induction
support focused on beginning teachers’ teaching, not just on technical
aspects and socialisation is crucial to assist them during the learning to
teach stage.
To build knowledge for interpreting Chilean beginning teachers’ needs and
the forms of support currently available to them, more research is
necessary. Given the fact that beginning teachers are inducted into the
workplaces and into the profession with or without a formal program
(Feiman-Nemser, 2001a), more attention needs to be paid to the kinds of
understandings of induction as it is played out at the system level and how
induction is understood and experienced by principals and beginning
teachers respectively. Against this backdrop, this study will seek to address
the following gaps: (1) the relative paucity of research related to teacher
induction in Chile and the need for more research on this topic; (2) research
on induction has been characterised by snapshot studies which take place
over a short period of time. Part of this study involved a consideration of
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the process of induction over time and; (3) the existing research has mainly
focused on beginning teachers’ perspectives. This study constitutes a
holistic examination of teacher induction in Chile comprising policy
investigation, principals’ perspectives on induction, and beginning teachers’
experiences of induction.
In order to explore induction within the context of Chile, I now turn to the
theory of practice architectures as a means of examining documents and
policy initiatives, principals’ perceptions of induction and beginning
teachers’ experiences of induction. The following chapter will examine in
depth ideas of practice and the theoretical frame selected for this study. In
doing so, the specific methods for data collection and analysis will also be
discussed.
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Chapter 3
Methodology
Introduction
The central research question guiding this study is: How is induction
articulated by policy makers, understood by principals, and experienced by
beginning teachers in Chile? This question will be addressed through three
specific aims: (1) to investigate how policy documents and initiatives are
used to advance induction practices; (2) to examine how principals
understand the concept of induction and the kind of support they provide to
beginning teachers; and (3) to document and analyse the process of
beginning teachers’ experiences of induction from the perspective of the
beginning teachers themselves. The goal in this study is to understand
induction by looking at policy and practices of induction within the Chilean
context. This goal has guided the development of the research methodology
the latter of which provides a framework for both understanding induction
as a practice, and for collecting and analysing data.
A foundational premise of this thesis is that professional practice is not
dependent solely upon the experiences and actions of practitioners. Rather,
the practitioners’ practice is shaped and formed by ‘practice architectures’
that constitute the mediating preconditions that construe, enable, or
constrain their actions (Kemmis & Grootenboer, 2008). This statement
signals a key assumption that will guide this research, namely that practice
is conceptualised from a dialectical perspective that challenges the
dichotomies of dualisms, specifically the dualism of the individual and the
social. It attempts to see each of these dimensions in terms of connections
—that is, the individual and the social as a related aspect of human life and
practice that is shaped by, and shapes each other, through practice (Kemmis,
2003, p. 92).
To this end, I propose that induction needs to be understood as a practice
that is formed by: (1) ideas/knowledge; (2) activities and actions; and (3) the
relationships between beginning teachers and people working in education.
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This view will enable us to see induction as a purposeful activity or what
Kemmis, Wilkinson, Hardy & Edwards-Groves (2009) call a human-social
project formed by sayings, doings and relatings which ‘hang together’
(Schatzki, 2002, p. 71). Understanding beginning teachers’ induction
requires not only that beginning teachers’ individual characteristics should
be recognised, but also that the extra-individual features that shape their
professional practice be taken into account. In this respect, the concept of
‘practice architectures’, or the mediating preconditions that enable,
constrain, and construe practices, proposed by Kemmis (2005) constitutes
the basis for an appropriate theoretical framework for understanding
induction.
Thus, this chapter will discuss the theoretical framework that has informed
the process of data collection and analysis. It will explore the field of
practice, and particularly the ways in which the concept of ‘practice
architectures’ provides a framework for the analysis of the three studies that
comprise this thesis. Second, the chapter will explore the research methods
for collecting and analysing data in the three studies. In so doing, I will
examine issues regarding the translation of direct quotes from Spanish to
English and the implications for the interpretation of data.
Understanding Practice
A number of common assumptions made about the nature of professional
practice are currently the subject of extensive debate. The diversity of ways
of framing practice suggests that a range of insights will be required to
understand it, and also illustrate the complexity of professional practice.
Despite differences in approaches to practice and its definitions, some
commonalities among the range of opinions can be found. The social and
purposive character of practice is one such feature that has been repeatedly
emphasized (e.g., Schatzki, 2002; MacIntyre, 1981). Kemmis, EdwardsGroves, Hardy, Wilkinson & Lloyd (2010) define practice as
a coherent and complex form of socially established
cooperative human activity in which characteristic
arrangements of actions and activities (doings) are
comprehensible in terms of arrangements of relevant
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ideas in characteristic discourses (sayings), and
when the people and objects involved are distributed
in characteristic arrangements of relationships
(relatings), and when this complex of sayings,
doings and relatings ‘hangs together’ in a distinctive
human social project. (p. 4)
This definition of practice can be drawn on to understand induction as a
practice that is subsumed within a wider practice of education. As a practice
induction can be understood as a socially cooperative human activity
consisting of actions and activities (doings), ideas and discourses (sayings)
and characteristic arrangements of relationships (relatings) which hang
together in a distinctive human-social project directed to support beginning
teachers during their first years of teaching. This emphasis on arrangements
indicates that a practice is about individuals constructing meaning while
interacting with others in a social context. So it is the social and productive
order that gives meaning to practice. That is, the meaning and impact of
particular actions and results are not constituted on a purely individual basis.
On the contrary, practitioners’ practices are based on the processes of which
they are part and upon which they exert a definite influence (Chaiklin &
Lave, 1993). For example, working in a particular school demands that
those involved share a sense of common enterprise, a common manner of
doing things. In order to identify the often taken for granted conditions that
shape practitioners’ practice Kemmis (2005, 2006, see also Kemmis &
Grootenboer, 2008) uses the concept of practice architectures.
Practice Architectures
The dialectical view of practice provided by Kemmis (2005) is the basis for
an appropriate theoretical framework for this study because it offers an
encompassing perspective on the study of practice. Drawing on the neoAristotelian tradition and applying a critical approach to practice, Kemmis
(2010, see also Kemmis & Grootenboer, 2008) reach beyond the individual
context to establish a relational view that considers the extra-individual
features that enable or constrain practice. This recognises that:
both thought (knowledge) and action, both
theory and practice, and both representations
(codifications, and interpretations) and their
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objects are constituted in physical space, social
space and discursive space in historical time.
(Kemmis, 2005, p.398)
Indeed, this view of practice is appropriate for this study, as it looks at
practice while taking into account the knowledge, self-understandings,
values and skills of individuals, in relation to the culture and discourses,
social structures, and material-economic arrangements in which they
participate as social beings. As human beings we are social beings, and
therefore we are part of the societies that frame us and within which we act
“as persons with human agency, we are constituted through our
relationships with others – culturally, socially and economically” (Kemmis
& Grootenboer, 2008, p. 38 authors’ emphasis). To study induction practice
from this relational perspective implies focusing on the individual and the
social aspects of induction, the aspects of structure and agency involved in
induction, and the connections between the past and the future (Kemmis,
2006).
The study of a complex practice like induction into the teaching profession
entails understanding practice in terms of connections and characteristic
relationships between people working in schools. Schools are institutions
that generate a number of objective structures derived from pre-existing
external structures that determine how practitioners realise their practice. In
this regard, practitioners’ sayings, doings and relatings shape the world
through the immediate effects and long-term consequences of their actions,
“and these effects and consequences become conditions that in turn shape
actors and the media in which they can act in the world” (Kemmis, 2008, p.
5). The practice of teaching thus presupposes traditions of practice in which
there are characteristic arrangements of words, utterances and ideas in
distinctive discourses realised in the medium of language; characteristic
arrangements of activities in distinctive kinds of work realised in the
medium of work; and characteristic arrangements of people in the medium
of social relationships between people and groups at work (Kemmis, 2006,
p.7 author’s emphasis). Thus, for example, teaching is based on shared
understandings and values. The characteristic discourses, work and social
relationships of teaching are distinguishable from those of another practice.
To be an educator requires, among other skills, acquiring relevant
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educational knowledge. Whilst these kinds of knowledge, skills and
capacities appear, from the perspective of the individual person, to be
properties of the individual alone they are also extra-individual in the sense
that they are part of the collective knowledge of the profession (Kemmis &
Grootenboer, 2008, p. 40 authors’ emphasis). This knowledge of the
profession is codified in theories and traditions which are carried in
educational discourses acting as pre-given codifications of practices of
education.
In this study, the notion of ‘practice architectures’ that enable and constrain
the practices of professionals was applied to developing an understanding of
how beginning teachers learn the fundamentals of their professional
practice. Adopting this approach recognises that practitioners’ beliefs might
be the outcome of social structures of which they are unaware and that
pertinent research should seek the meaning and significance that they
construct in relation to their actions and their context (Carr & Kemmis,
1986). These practice architectures that enable and constrain action can
affect not only the actions of educators, but also those they educate, as well
as educational policy-makers and administrators whose work and practices
function as meta-practices, that is, practices that shape the practice of others
(Kemmis, 2008, p. 6). Kemmis (2010) identifies four different metapractices which are interrelated as a complex of practices in the field of
education: (1) education itself which is a meta-practice shaping forms of
life; (2) the initial and continuing education of teachers; (3) educational
policy and administration; and (4) educational research and evaluation
(p.10). This is especially applicable in relation to induction and the practice
architectures by means of which beginning teachers’ developing practices
are shaped and constituted. For example, the practice architectures applies
discursively, in the concepts presupposed by a particular theory the teacher
may be employing, materially, in the material resources available to
beginning teachers within the school settings, or socially and politically, in
such forms as the policies regarding teacher induction.
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Induction: Meta-practices and Practices
Any discussion of beginning teachers and the teaching profession is not
adequate without a proper theorisation of induction. Fully understanding
induction requires that it be recognised as a practice. Learning to teach is a
social process that takes place among people in communities of practice.
The following paragraphs will discuss the varied ideas and components that
give form to induction.
Meta-practices that frame Induction
In line with Kemmis (2010), this study identifies the meta-practices that
frame induction. These include: (1) the education system, (2) initial teacher
education, (3) policies of induction, and (4) research related to induction and
professional learning.
Sayings, Doings, Relatings and Goals of Induction
The interest in developing induction initiatives is rooted in the body of
research described in the literature considered in the previous chapter which
suggests that beginning teachers often suffer a ‘reality shock’ upon entering
teaching contexts (Veenman, 1984, p. 143). At the conceptual level the
varied ways in which induction is described include sayings that portray the
novice teacher as a person who is not fully a member of the profession even
though they have received a qualification for teaching. Empirical studies
suggest that in their early years, beginning teachers face varied challenges
and are often expected to take on and efficiently perform all the tasks of
more experienced teachers. Consequently, they are seen in need of support.
These studies also consider the support actions and activities and people
(doings and relatings) available to beginning teachers. They identify school
leaders, particularly the role of principals in developing a culture supportive
of induction as important. Additionally, formal and informal support from
colleagues, opportunities for collaboration and professional learning, and
mentoring initiatives are among the doings that are considered vital in
supporting beginning teachers’ entry to teaching. Thus, beginning teachers’
ability to relate to other people in the school whether they are school leaders
or other teachers is seen as crucial. Although teacher induction practices
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take a variety of forms (doings), mentoring (relatings) being the dominant
one (Fideler & Haselkorn, 1999), one thing these initiatives all have in
common is that the objective of induction is to offer assistance to the novice
teacher.
Against this background, it can be argued then that induction is a purposeful
activity,

constituted

by

relevant

discourses

and

ideas

(sayings);

characteristic arrangements of actions and activities (doings); and
characteristic patterns or arrangements of relationships (relatings) which
hang together in a distinctive ‘human-social project’ (Kemmis et al., 2010,
p.5). So that, for example, discourses that portray beginning teachers as
experiencing difficulties when they make the transition into the workplace
shape ways of doing things. The material-economic relationships shape
ways of thinking about the design and implementation of induction
programs, and the relationships between people participating in the practice
of induction. These bundles form distinctive patterns or arrangements of
sayings, doings and relatings when they become established as humansocial projects (like activities oriented to instruct beginning teachers on
classroom management, for example). Thus, one might describe as practice
the work of induction which contributes in its own right to the practice of
teaching. Induction is indeed a practice whose purpose is to induct
beginning teachers into the practice of teaching. Therefore, it can be subject
to analysis through the practice architectures theoretical lens proposed by
Kemmis (2006).
Table one represents a structure for understanding induction as a practice.
This is an adapted version of the Kemmis’ (2010) model. The adaptations
are relevant to induction practices. This theoretical framework was used as
an initial tool in analysing documents, principals’ and beginning teachers’
interviews.
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Table 1: Practice Architectures and Meta-practices of Induction
Meta-practices

Orders/arrangements

Individual Principals/Beginning
Teachers

Cultural-discursive

•

Medium: Language

What those involved in induction
say about induction (including
initial teacher education,
beginning teaching and support)

Sayings

•

How and why the sayings about
induction change over time

Material-economic

•

What principals/beginning
teachers do as part of induction

•

What formal and informal
activities and actions are present
during induction

Social features

•

Medium: Social
relationships

What sort of relationships are
developed as part of induction

•

Who is involved in the process of
induction (beginning teachers,
principals, others)

Medium: Work
Doings

Relatings
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(1) Education System

(2) Initial and continuing
teacher education

(3) Educational policy and
administration

(4) Educational research and
evaluation

•

What discourses shape the
education system in Chile

•

•

Why particular discourses
are dominant at particular
times

How market discourses reshaped the conduct of the
practices of educational
policy and administration

•

•

What sort of discourses are
dominant in initial teacher
education and on-going
professional learning

•

How discourses of
accountability and
standards are shaping
initial teacher education

•

What are the sayings in
current policy and
practices of induction

How dominant discourses
in the research literature
shape what gets said about
induction in policy and
practice

•

How the educational
system shapes induction
practices

•

How what gets done in
teacher education
influences induction in
schools

•

What doings of induction
are proposed in policy and
why

•

How beginning teachers’
teaching is shaped by
discourses of quality and
accountability (e.g. nationwide testing)

•

How relationships are
shaped by the education
system

•

How relationships
between those involved in
initial teacher education
and on-going professional
learning are shaped by the
system

•

Who is involved in
induction according to
policy

•

•

What roles are advocated
in policy related to
induction

How are relationships
between those involved in
induction informed by
educational research and
evaluation

The practice architectures framework provided an underpinning for
examining the three studies and their connections.
Context, Projects and Participants
This is a study of induction comprised of three interrelated projects related
to induction practices. Collectively they provide a case study of induction in
Chile. Study One, examines the context focusing on Chilean educational
policies and reforms relevant to teacher induction. Study Two, explores
principals’ perspectives on induction and the sort of support provided to
beginning teachers during induction. Study Three, investigates beginning
teachers’ experiences of induction.
Key features of the research methods for each project are summarised in the
table below. Key aspects of the methods will be elaborated on in the
remainder of the chapter.
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Table 2: Research Studies
Studies

Research questions

Study One

What are the background issues that frame induction in Chile?

(Document
analysis)

What are the major ideas underpinning current policy directions related to
induction?

Study Two

What are the main challenges and difficulties faced by beginning teachers
during induction (from the perspective of the principals)?

(Principals’
perspectives)

Study Three
(Beginning
teachers’
experiences)

Participants / Sources
Documents
OECD Country Report (2003)
Propuesta de una Política de
Inducción de Profesores Nuevos
(Chilean Government Commission,
2005)
Principals

How do principals describe their role in particular, regarding practices
induction?
What kind of support do principals provide to beginning teachers during
their induction into teaching?
What are the main challenges faced by beginning teachers in making the
transition from teacher education to teaching?

Data collection
Website search

Examining meta-practices

Face-to-face
interviews

Analysis of interviews

Focus group

Beginning teachers

Face-to-face
interviews

Identifying sayings,
doings and relatings

Analysis of interviews
Identifying sayings,
doings and relatings

What kind of induction processes and practices do beginning teachers
encounter in their workplace?
How do their experiences of these processes and practices facilitate or
impede their professional development?

Data analysis

Email
interviews
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Study One was concerned with analysis of national policies and with a
specific focus on policy documents pertaining to induction. Studies Two and
Study Three comprised interviews with beginning teachers and principals.
Study Two and Three focused on beginning teachers and principals working
in the three kinds of schools that comprise the education system in Chile,
namely municipal, subsidised, and private schools. For pragmatic reasons,
all participants were recruited in the north of Chile (Third Region) using the
city of Copiapó as the sample population on which to draw. Copiapo is a
city in northern Chile that has a population of 129,091 inhabitants. It lies
800 kilometres north of Santiago, the capital and largest city of Chile. In this
study issues of access were similar in the ten school settings (see below). I
gained ethical approval for the study from the Charles Sturt University
Human Research Ethics Committee and from the Ministry of Education of
Chile. A letter containing a general description of the research and
explaining that it would include face-to-face interviews and follow-up email
interviews was sent to the 57 schools in the district inviting beginning
teachers and principals to take part in the study. I sought permission to
access the beginning teachers from the principal of each site. Participants
from primary, secondary, and K-12 municipal, subsidised, and private
schools in Copiapo were invited to participate. Potential participants were
provided with written information about the study, which included
assurances that all the information gained would be treated confidentially.
All participants gave written consent to participate. Table 3 exhibits the
number of each type of school in the city and its funding dependency
(DIRECPROV, 2008).

47

Table 3: Schools in the Province of Copiapó, Chile
Schools in Copiapó
Municipal (Public)

Subsidised (Private)

Private

Primary

21

4

2

Secondary

2

5

K-12

1

6

Other Schools2

7

7

N Schools

31

22

2

4

N Schools = 57

Principals and beginning teachers working in 14 out of 57 schools in
Copiapó volunteered to participate in the study. Table 4 exhibits information
regarding the number of schools in the study and their dependency.
Table 4: Schools in the study
Schools in the study
Municipal (Public)

Subsidised (Private)

Primary

5

1

Secondary

1

2

K-12
N Schools

6

Private

3

2

6

2

N Schools = 14

Study Two Participants — Principals
Four principals working in municipal urban schools and four in subsidised
private urban schools volunteered to participate in Study One. The group
included seven males and one female. The only female principal was
working in a subsidised primary school. These principals were working in
both the primary and secondary levels: four principals were working in
primary schools, one in a K-12 school, and three in high schools. The
average experience of the eight principals was approximately 20 years. Four

2

These include special education schools
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principals graduated from a Normal School3 and four obtained their degree
at universities. Table 5 provides general information regarding principals in
the study.
Table 5: Principals in the study
Principals in the study
Municipal (Public)

Subsidised (Private)

Primary

3

1

Secondary

1

2

K-124
N

Private

1
4

4

-

N principals = 8

Study Three Participants — Beginning teachers
Beginning teachers recruited in Study Three were in their first to third year of
teaching. Even though the recruitment criteria were known by potential
participants, one beginning teacher in her fourth year of teaching asked to
participate as well. Due to her willingness and enthusiasm to participate she
was also part of the sample.

3
A Normal School was a school created to train high school graduates to be primary school teachers. Its
purpose was to establish teaching standards or norms, hence the name. Perhaps the oldest continually operating
normal school in Latin America is the Escuela Normal Superior José Abelardo Núñez, founded in Santiago, Chile
in 1842 as the Escuela de Preceptores de Santiago. Normal Schools in Chile were closed in 1974 during the
dictatorship.
4
In K-12 schools work teachers qualified in early childhood education, teachers qualified in primary education
and teachers qualified in secondary education.
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Table 6: Beginning Teachers in the study
Beginning teachers in the study
Municipal
(Public)

Subsidised
(Private)

Early Childhood5
Primary6

5

Secondary7
N

7

Private

N

2

2

4

16

11
5

18

11
6

29

There were 29 participants in the first phase of the study, 24 female teachers
and 5 male teachers. The distribution of gender is representative of the
national trend (OECD, 2003). Participants held a position in K-12, primary
and secondary schools settings. Of the 29 beginning teachers, 2 were
working in early childhood education, 16 in primary education and 11 in
secondary education. Five beginning teachers were working in municipal
schools, eighteen were working in subsidised schools and six were working
in private schools. The sample was determined by the number of beginning
teachers who responded to letters that were sent to school principals and
then distributed by principals to beginning teachers. Seventeen beginning
teachers in this study were working in the same school as the principals and
12 of them were in different schools. Five beginning teachers were working
with Mr Torres, 3 with Mr Gonzalez, 3 with Mr. Diaz and 1 with Mrs Marin
in subsidised schools. Regarding municipal schools, 2 beginning teachers
were working with Mr Tapia, 2 with Mr Lopez, and 1 with Mr. Castillo8.
Twenty-eight beginning teachers were in their first to third years of
teaching. As explained earlier, this study also included one teacher in her
fourth year teaching.
Eleven beginning teachers volunteered to participate in the second phase of
data collection which involved follow-up email interviews over the course
of 15 months. Participants in follow-up email interviews were working in

5
Early childhood teachers hold a professional qualification to work with children from 3 months – kindergarten.
Early childhood teachers in this study were teaching in Kindergarten in a K-12 private school.
6
Primary education teachers hold a professional qualification to work from grades 1st – 8th.
7
Secondary education teachers hold a professional qualification to work in secondary education, in various
subjects, from grades 9th – 12th.
8
Pseudonyms have been used to ensure anonymity.
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the three types of schools that comprise the education system in Chile and
their teaching experience ranged from two months to two years.
Data Collection
Data were collected from April 2009 to July, 2010. The following
paragraphs describe the methods for data collection in relation to the three
studies.
Data Collection Study One — Document Analysis
Study One is an analysis of documents related to educational reforms and
teacher induction. Documentary research is regarded as a means of
enhancing understanding in case studies due to its potential to situate
contemporary accounts within an historical context (May, 2001). Such timeperiod analysis allows researchers to identify and pinpoint changing patterns
and trends (Walter, 2006). Furthermore, the analysis of documents has been
cited as an unobtrusive method of inquiry that is valuable for describing and
interpreting the artefacts of societies and social groups (Marshall &
Rossman, 2006). When conducting this study I attempted to make a study of
the documents that might provide contextual information on the metapractices shaping the Chilean education system and specific policy on
induction.
To gain an indication of the policy initiatives regarding induction in Chile a
search of the official Chilean educational website MINEDUC (Ministry of
Education) was conducted. The search yielded two technical reports written
by the Advisory Council for Quality Education appointed to advise the
President of Chile on educational policy reports: Informe Final sobre la
Calidad de la Educación (Final Report about the Quality of Education,
2006) and Propuestas para Fortalecer la Profesión Docente en el Sistema
Escolar Chileno (Proposal to Strengthen Initial Teacher Education within
the Chilean Education System, 2010).
In addition, some other documents including: Políticas de Inducción para el
Ejercicio Docente: Reflexión Crítica (Policies of Teacher Induction: Critical
Reflection, 2007); Informe Comisión sobre Formación Inicial Docente
(Report on Initial Teacher Education, 2005); Propuesta de una Política de
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Inducción de Profesores Nuevos (Policy Proposal for New Teachers’
Induction, Chilean Government Commission, 2005); OECD Country Report
(2003);

and the report ¿Como asegurar la calidad de los profesores

principiantes? Posible sistema de habilitación para la docencia (How to
ensure the quality of beginning teachers? Possible accreditation system for
teaching, Avalos, 2004) were obtained through communication with
ministry officials who have access to public documents. The secondary
sources for this study were obtained from ERIC9 searches using keywords
Chile and voucher or educational reform from 1980 to 2010.
Thus, my research materials included government reports, documents, and
policy documents that discussed contextual information and issues of
induction and had the potential to answer my research question.
To discuss the contextual information that will provide a background for the
other two studies, Study One selected as unit of analysis the OECD Country
Report (2003). This analysis was complemented with theoretical and
empirical literature written by the Chilean scholar Beatrice Avalos regarding
the quality of teacher education and beginning teachers’ professional
practice. Beatrice Avalos’ literature was selected as it is one of the few
works which deals with this topic in the Chilean education sector.
Moreover, Avalos has written extensively on the topic of beginning
teachers’ professional practice and her work is regularly cited in
international scholastic publications in this area (see, for example, Avalos,
2002 a, b; 2005; 2008).
To discuss specific information on induction the study selected as its unit of
analysis the document Propuesta de una Política de Inducción de Profesores
Nuevos

(Chilean

Government

Commission,

2005).

This

provided

information on how documents and policy initiatives are being used to
advance induction policies and practices within the Chilean context.
Data Collection Study Two — Principals’ Perspectives
Data for Study Two were collected via face-to-face interviews. Four
principals from municipal schools participated in a focus group interview
9

ERIC Education Resources Information Center (see ttp:/web.ebscohost.com/)
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and four principals from subsidised schools in individual semi-structured
interviews. The municipal principals knew one another so they were happy
to participate in a focus group session whereas principals working in
subsidised private schools asked to participate in individual interviews.
They generally argued time constraints and the inconvenience of leaving the
school.
The one-hour-long individual interviews were undertaken in the principal’s
office. The one-hour-long moderated small focus group was undertaken in a
meeting room at the Education Department in Copiapó. Using a group of
this size allowed all principals the possibility to share their opinions which
had a positive impact on the focus group effectiveness. Participants in the
focus group were very enthusiastic. They appreciated the possibility of
being listened to and considered this opportunity a valuable one. Some
instructions regarding focus group functioning and rules were briefly
discussed. Principals were familiar with the questions to be discussed since
these had been provided at the first interview during recruitment.
Interactions between participants were encouraged (Kitzinger, 1994). All
questions were covered and clarifications and further discussion were
encouraged when required. I acted simply as a facilitator, to avoid biasing or
inhibiting the active participation of interviewees (Morgan, 1998). All
participants agreed for the session to be tape recorded. The same set of
questions was formulated in both individual interviews and focus group.
Both individual interviews and focus groups have advantages and
disadvantages which I now will consider.
Individual semi-structured Interviews
Individual semi-structured interviewing is often considered a favourite
methodological tool of qualitative researchers (Denzin, 1978). Interview
research is grounded in human conversation and allows the researcher the
flexibility required to bring out the best in respondents. Individual
interviews attempt to understand the world from the subjects’ point of view,
to unfold the meaning of peoples’ experiences (Kvale, 1996). Participants’
own perspectives are important in qualitative research. The purpose of
interviewing has been defined by Patton (1990, p. 278) as “to find out what
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is on someone’s mind… …We interview people to find out from them those
things we cannot directly observe”. It must be recognised, however, that the
thoughts and perceptions of participants are not always based on facts.
Instead, they are participants’ recounts of how they experience and interpret
their social world. These reasons are congruent with qualitative inquiry and
with the aim of two out of the three studies comprising this research — that
is, to identify participants’ perspectives on induction by making visible the
sayings, doings and relatings that give form to induction in Chile.
Hollowaay and Fulbrook (2001) justify the use of interviews by stating that
it gives participants freedom to explore issues to whatever degree they feel
necessary. Moreover, interviews enable participants to describe and interpret
the phenomenon under study. According to Hannabuss (1996), interview
research has the advantage of providing responses in the form in which
respondents think and use the language, which can be important when
examining how participants look at the social world.
In this study there were a number of advantages to using the individual
interviews as one of the methods for data collection. Each member of the
sample group was approached personally to answer any question and
arrange a convenient time for the interview. This high level of face to face
contact with each potential participant had three important outcomes:
•

interest and confidence in the project increased as familiarity with
me grew;

•

participants who were perhaps hesitant about participating initially
were able to know about the project and ask questions; and

•

the individual interview enabled principals to discuss induction
practice.

In addition, face-to-face contact in which non-verbal behaviour could be
observed and noted helped me to better grasp the complexity and
background of the participants’ experience. Moreover, the semi structured
format of interviewing allowed immediate follow up questioning for
expansion, clarification, and contextualization.
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Focus Group
In this study, a focus group interview offered a useful complement to the
individual interviews used with principals from subsidised schools. Focus
group interviewing allowed the principals to make explicit their feelings,
thoughts, opinions and beliefs regarding the induction of beginning teachers.
A range of experiences and opinions regarding the induction of beginning
teachers was obtained from the interview.
Similar to the strengths described above, the weaknesses of the focus group
method can relate to group dynamics. These include issues in relation to the
role of the moderator in facilitating the discussion, and how the
relationships between group members can affect individuals, and hence the
data. For example, researchers have argued that interactions within focus
groups can be influenced by a phenomenon called “group think”, in which
people conform to what they think others believe (Johnson & Johnson,
2000). These and similar critiques suggest that participants’ contributions in
focus groups may not represent what they really believe. For instance,
conformity pressures may lead people to adjust their beliefs in order to fit
others (Hollander, 2004), or express more extreme ideas than they would
state alone (Janis, 1972). However, according to a social constructionist
perspective, individuals do not have stable underlying attitudes and
opinions; rather, their knowledge and ideas are developed within social
contexts through group interactions (Delli Carpini & Williams, 1994). In
reaction, proponents of focus groups have argued that the focus of the
analysis in such studies is the group, not the individual. They have
suggested that the interactions within the group allow researchers to
understand and analyse the degree of agreements and disagreements
between participants in relation to a particular issue (Chioncel, Van Der
Veen, Wildemeersch & Javis, 2003). Hence group think and conformity are
not viewed as negative influences on the data. Rather, in an essential way
they are the data, because they reflect the everyday interactions occurring
between individuals (Hollander, 2004; Morgan, 1998).
In this study, using focus group allowed principals to raise issues for debate
which permitted them greater involvement in the study (Field, 2000).
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Interactions within the group of principals allowed me to understand and
analyse the degree of agreements and disagreements between participants in
relation to induction (Chioncel et al., 2003). Some differences in data might
be explained by the use of two different interview types: individual
interview and focus group.
Data Collection Study Three — Beginning Teachers’ Experiences
Data collection in Study Three had two phases: (1) individual semistructured one-hour-long interviews with 29 beginning teachers; (2) followup email interviews with 11of the 29 initial beginning teachers participating
in the research. The reasons that explain the use of individual interviews in
this study are the same as Study Two. In addition to the advantages of using
individual interviews explained earlier, with beginning teachers, I found that
questions demonstrating my awareness of the issues affecting them provided
me with a level of respect and credibility.
Individual semi-structured interviews with beginning teachers were carried
out in the school meeting rooms. Therefore, the individual interviews were
conducted in total privacy away from principals and other members of the
school. Beginning teachers were given a brief overview of the questions that
would guide the interview in advance to ensure that the interviews focused
on research areas and to encourage deep thought about the issues to be
discussed. All participants agreed for the interview to be tape recorded.
Email Interviews
Participants were invited to continue participating in the research over a
period of 15 months in order to track change over time. Data were collected
via email interviews. The email interview tool was chosen for pragmatic
reasons. Given my location in Australia it was not practical to conduct
ongoing face-to-face interviews.
The growth of information and communication technologies available for
undertaking qualitative research has opened up new opportunities for
researchers to adapt their methods of data collection so as to obtain rich,
descriptive data and to understand participants experience by means of
online facilities (Mann & Stewart, 2000). Seymour (2001) argues, too, that
56

such electronically based research methods relate more closely to the needs
of participants. Ultimately, then, although I conducted an initial individual
interview in person during the recruitment process, email interviewing in the
second phase of the data collection process, was the main medium for
eliciting participant information over time. Using email communication
generated the feeling of an on-going conversation with each beginning
teacher and facilitated in-depth follow-up interviews, especially as most
participants concerned were familiar with this online communication
through using it in their personal lives.
The advantages of using online research methods, such as gaining access to
groups hard-to-reach due to practical constraints, some disability of group
members, and language or communication difficulties, have been well
documented (Jones, 1999; Mann & Stewart, 2000). In this respect, James
and Busher (2006) contend that web-based approaches can make a unique
contribution to research by allowing researchers to hold asynchronous
conversations with participants, especially when they are located at a
distance from the researcher and the aim is to generate reflective and
descriptive data. It has been argued, too, that an asynchronous email
exchange encourages participants to explore and revisit their insights and to
increase the extent of their reflection on matters concerned by providing
both the time and space for participants to construct and to learn from their
stories and experiences (James, 2007; Mann & Stewart, 2000).
Among the disadvantages of email interviews cited in the literature are those
relating to time. In particular, because the interview interactions between
interviewer and interviewee are asynchronous, pauses between episodes or
communications are likely to be variable and may involve delays ranging
from seconds to hours or days (Bampton & Cowton, 2002). However, such
time lapses can also constitute one further major benefit of the email
interview in that researchers do not have to arrange special times to
interview otherwise preoccupied and busy participants. Moreover, as
indicated above, the time lapse between thought and writing in preparing an
email response gives participants time to think and organise their answers
(Mann & Stewart, 2000).
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At the same time, though, the possibility of drafting and re-drafting an email
reply in order to convey the desired impression has also been posited in the
literature as a factor that might lead to a lack of participant spontaneity
(Bampton & Cowton, 2002). This is by no means inevitable, however, with
Crystal (2001) citing his own research as an example in which some replies
came back quickly. Because they often contained the kinds of grammatical
errors typical of much email communications, this suggests that they were
not reviewed and re-drafted. It should be added here also that carefully
revised and drafted responses to questions are not necessarily less valid than
spontaneous ones (Bampton & Cowton, 2002).
Methods for Analysis
The methods for analysis were common to the three projects. The purpose of
the analysis was to understand induction as a professional practice. The data
were analysed inductively looking at the data themselves from which
categories were developed; and deductively in line with the practice
architectures theoretical framework and the literature in the field. In this
study, the practice architectures framework provided a way to analyse
induction as a practice giving attention to the ways in which contexts provide
tools, constraints, and practices that channel people towards particular ends.
With this more social focus, the practice architectures lens provided a way to
analyse how induction practices are part of a larger system that includes
meta-practices such as educational policy and administration, the education
system, policies of induction, and initial teacher education.
The transcribing, the organisation of, and continual reflection concerning
the acquired data was an ongoing process during the present study. Analysis
was not a wholly separate stage but overlapped at all phases of the research,
particularly with interpretation and explanation. The overall approach to
analysis was based on Lincoln and Guba’s (1985) recommendations about
the steps that might be followed in data processing activities (e.g. unitizing,
categorizing and filling in patterns). Spanish-written transcripts and
documents were read carefully to get a sense of the whole. Questions and
participants’ answers to each question were entered into an adapted version
of Miles and Huberman’s (1994) contact summary form to summarise data
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and to facilitate the reading and re-reading of the data. This data summary
form included notes from the literature as well as my own reflective
remarks. These notes served as memory joggers to record ideas and theories
that I used while working with the data. Each piece of information, in the
data summary form, was coded with the participant’s pseudonym and the
type of school he or she was working in. Significant sentences, words, and
phrases – units of information – (Lincoln & Guba, 1985, p.344 authors’
emphasis) in the transcriptions were coloured in order to define categories.
Different colours were used to identify sayings, doings and relatings.
Although one of the strengths of using the practice architectures framework
was that it provides a way to analyse induction as a practice formed by
bundles of sayings, doings and relatings, the three were so intertwined that
it became difficult to separate one from the other. Moreover, since
observations were not conducted in this study, the doings and relatings were
drawn from the sayings of the participants. This was achieved through a
close analysis of the language and grammar, that is looking for words that
illustrated what people did and how they related within the meta-practices in
relation to the culture and discourses, social structures, and materialeconomic arrangements shaping their practice.
The initial themes were further developed into categories finding multiple
indicators within the data to support a category and removing any categories
not supported by

sufficient

indicators (Lincoln

&

Guba, 1985).

Trustworthiness, a term proposed by Lincoln and Guba (1985) as an
alternative to reliability and validity, was established by the inclusion of
multiple data sources (including researcher’s memos, documents, focus
group, individual and email interviews) and participant checking of the
interview transcriptions.
Study One
Analysis in Study One of documents and policy sought to explicate the
meta-practices that frame teaching and induction in Chile. Document
analysis was conducted to provide information about the historical policy
context framing induction practices in Chile. In addition, detailed
consideration of one document was conducted to understand how
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documents are used to advance induction policies and practices. In Study
One, tools of discourse analysis such as the identification of ideas in
language, recurrent terms and phrases, vocabulary, collocations, and
metaphors were drawn on to identify the meta-practices that give form to
induction in Chile (Fairclough, 2001; Terre Blanche & Durrheim, 1999).
Therefore, detailed analysis of the specific language in use was conducted to
reveal how discourses operate in the construction of social practices,
particularly practices of induction in Chile. Discourse is understood in this
study as ways of thinking and talking about particular subjects and ideas.
The language was then considered within the four broad induction metapractices.
Study Two and Study Three
The practice architectures theoretical framework is used in Study Two and
Three to identify sayings, doings and relatings that give form to induction.
Although much interview material was gathered, it was not possible to
conduct participant observations. Therefore, the findings are limited by the
gathering of participants’ recounts on their experiences (sayings). However,
it was possible to extrapolate from participants’ sayings what they were
doing and how they related to others. To this end, principals’ interviews
were analysed to make visible how principals talked about induction –
including initial teacher education, beginning teaching and support – and
what they did as part of the process.
Detailed analysis of words in regard to ideas, actions and relationships
allowed for a clear understanding of principals’ views on the issue. A
similar approach was used in Study Three. Interviews were analysed to
identify how beginning teachers talked about the induction – including
initial teacher education, the challenges faced, formal and informal support
available and change over time. The intention was to identify the sayings,
doings and relatings concerning their experiences of induction and how
these shape the way in which they develop their teaching practices.
Moreover, the sayings, doings and relatings were considered in relation to
the meta-practices framing induction in Chile.

60

Transcribing and Translating Data — Implications for Analysis
Since the data was collected, transcribed and analysed in Spanish, it is
important to identify the main issues associated with analysing and reporting
the findings in English. Therefore, due consideration needs to be given to the
data translation process. The following section will discuss the process.
Research is considered to be cross-cultural when it compares behaviours
across two or more cultures; when it is conducted with a culture different
from that of an investigator’s; and/when it uses instruments that were
developed and intended for use in a different culture (Rogler, 1999).
Drawing on Rogler’s argument, this thesis will also consider as crosscultural research, studies that are underpinned by theoretical stances and
knowledge built on a culture different from that of participants and/or of
researchers. In this study, Anglophone theoretical perspectives and
conventions have been used by a Chilean doctoral student to explore
induction practices in Chile.
All cross-cultural research with non-English-speaking populations must
contend with issues of translation; yet most literature fails to describe and
explain translation processes that were used in detail. As a result, it is
difficult to fully understand how translation procedures were implemented
or adapted to maintain the scientific rigor of studies while being culturally
sensitive to the participants. Therefore, the most telling criticism in
conducting cross-cultural and cross-language research is the lack of
acknowledgement by researchers’ reports of the roles translators play in the
research process and consequently, their effects on the findings (Temple,
2002). To value such a process, translation must be rendered problematic.
As this study crosses the boundaries of continents, language and culture,
interesting and substantive concerns arose about how to address issues
regarding translation. Cross-language qualitative researchers have the
responsibility to maintain the integrity and credibility of translated
qualitative data. With Spanish words as data, translating these data into
English became a formidable methodological challenge.

As argued by

Temple and Young (2004) in this line, “methodological and epistemological
challenges arise from the recognition that people using different languages
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may construct different ways of seeing the social life” (p.164). In this study,
adopting a perspective that acknowledges differences in the way the social
world is seen is relevant to translation as the researcher plays such a direct
and intimate role in both data translation and analysis.
Another dimension that needs to be explored within this thesis relates to my
own position as a practitioner, and as a Chilean doctoral student conducting
cross-cultural, cross-language research. Therefore, I will examine issues of
transcribing and translation faced while conducting my study by considering
the influence of the insider/outsider position in the translation act. Thus, the
specific aim of this section is to discuss: (1) the researcher/translator’s role;
(2) collecting and transcribing data; (3) the influence of grammatical and
syntactical styles in translation; (4) the complexity of managing data when
no equivalent word exists in the target language. Key questions to be
explored in this section are:
•

Does it matter who does the translation?

•

What were some transcription and translation issues faced?

The Researcher/Translator’s Role
The significance of understanding participants’ construction of meaning –
which is at the heart of qualitative analysis – highlights the importance of
considering the extent to which translation influences the trustworthiness
and reliability of the collection and analysis of qualitative data. It has been
argued that the issue of translating data from one language to another is
more complex than mere transcribing because translation involves issues of
connotation and meaning. Consequently, an emphasis on ensuring the
generation of accurate and meaningful data is crucial to the task of
translating responses (Marshall & Rossman, 2006, p.111 authors’
emphasis). This issue is especially relevant to my study since the language
for interviewing and of the documents was Spanish, my first language.
Furthermore, this study involved issues raised by undertaking a study in a
different country from that in which I am resident. Such a situation implied
not only the use of a second language, but also involved working across
cultures. In this respect, anthropologists working in cross-cultural conditions
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have emphasized the importance of preserving and reporting what Patton
(2002) referred to as ‘indigenous categories’, namely key phrases, terms,
and practices that are of special significance to the people in the setting
being studied. Therefore an integral part of the translating and reporting
during the present research required taking into account these cross-cultural
issues. However, preserving participants’ and documents’ own words, key
phrases and terms, proved to be challenging.
Being an Insider/Outsider Researcher
As a Chilean primary school teacher my own perceptions of beginning
teachers’ induction have been shaped by my personal experiences. Such
personal experiences relate not only to my work as a teacher but also as a
head of department who was involved with induction workshops provided
to beginning teachers within the school. All this suggests that I might have
inevitably brought some biases to the conduct of this study. Therefore,
although I made every effort to ensure objectivity, these personal features
might have shaped the way that I undertook this study and influenced the
way that I saw, interpreted and translated the data in the light of my own
experience.
The site of the study was my own original home city in Chile, a situation
that proved favourable when obtaining access to the schools that agreed to
participate in the research. Being a Chilean primary school teacher and
therefore, part of the culture under study who shares an identity, the
language and experiential base with the study participants placed me as an
insider researcher (Asselin, 2003). As argued by Kanuha (2000) having an
insider perspective enhances the depth and breadth of understanding
participants’ experiences. My knowledge of the language, the culture, and
the educational system constituted clear advantages, particularly during the
process of translating participants’ words. In addition, the prior experiences
with the educational system enabled me to be more sensitive to participants’
experiences. On the other hand, it has been argued also that ‘outsiders’ are
likely to have greater degree of objectivity. For example, it has been widely
argued that as an insider it is easy to take for granted everyday issues in
practice (Vulliamy, 1990). However, as stated by Mullings (1999) the
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insider/outsider binary “in reality is a boundary that is not only highly
unstable but also one that ignores the dynamism of positionalities in time
and through space” (p. 340).
Drawing upon my experience whilst conducting interviews with beginning
teachers and principals, I argue that it is very difficult to consistently remain
as an insider.

The use of Australian research conventions, and the

application of theoretical understandings developed in the Anglophone
research, gave me the necessary distance to see the wider perspective. Being
both an insider and outsider proved to be particularly helpful when
translating and interpreting the data in this study.
Collecting and Transcribing Data in Spanish
Using semi-structured interviews in the first language of the participants
proved to be a valuable method of qualitative data collection in this
research. My prior familiarity with the language and the culture of the
people under study represented an obvious advantage. For example,
conducting interviews in my native language allowed me to carry out follow
up questions which contributed to the richness of the data. It is important to
note that when I was analysing the tapes I discovered that, in some
occasions, my familiarity with the language prevented me from asking
participants to clarify some terms and expression that they used and which
have a particular meaning in our culture.
In this study interviews were transcribed into the source language Spanish.
Similarly, documents written in Spanish were also analysed. Therefore, the
quality of the transcript did not create difficulties for the researcher in the
interpretation and analysis of data (Twin, 1997). Analysis of the data, the
development of categories and the seeking of patterns were done using the
Spanish-written transcription. This allowed me to preserve the contextual
meaning of participants’ responses and documents which diminished the
difficulties commonly implied in translation. Creswell (2003), Rossman and
Rallis (2003), and Silverman (2005) contend that data collection and data
analysis must be included in a simultaneous process when carrying out
qualitative research. Consequently, conducting the interviews and
transcribing them in Spanish allowed me to be immersed in the data to
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achieve a better sense of participants' words. Moreover, the language
barriers between researchers and participants argued by Larson (1998) and
Temple (2002) were not present in this study. Although such language
barriers did not exist, this study faced methodological challenges of
conducting research in one language and reporting the findings in another.
In this case methodological issues surrounding translation were still present.
Translating Data from Spanish to English
While the data collection and the transcriptions in this study were done in
Spanish, the final report needed to be written in English. In order to give
readers of the research the opportunity to ‘see for themselves’ what
participants ‘look like’ (Wolcott, 1994), the use of direct quotations required
them to be translated from Spanish into English. Translating quotations
needed me to make a decision between a ‘literal’ (i.e. translating word-byword) or a ‘free’ translation. As suggested by Honing (1997, p. 17) a wordby-word translation could perhaps be seen as doing more justice to what
participants have said and ‘make one’s readers to understand the foreign
mentality better’. However, such practice reduces the readability of the text.
On the other hand, creating readable quotations implies editing which
always involves the risk of misrepresenting the meaning of the participant
(Rubin & Rubin, 1995, p. 273).
When translating data the most critical issue at stake was not only to be able
to do a literal translation of language – which resulted to be the less efficient
form of translation – but also to be able to gain conceptual equivalence or
comparability of meaning (Temple, 1997). Most of the time, it was
impossible to do a literal movement from Spanish to English. In many cases
there was not an exact match for a word. Instead, there were a number of
possible word combinations that could be used to convey meaning. In
addition to the complexity of managing data when no equivalent word exists
in English, the influence of the grammatical style was also a challenge.
Therefore, translation proved to be more than an exchange of words from
one language to another. The inevitable consequence of this was that I had
to use words that were not spoken by participants. Since it was not possible
to develop a translation that represented the exact words used by
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participants; my goal in this study was to use an approach to translation that
would be as close to reality as possible. For Spanish words that have a
different meaning in English; or English words that do not exist in Spanish
(such as the word mentoring translated by some Chilean scholars as
mentorazgo which is not recognised by the Real Academia Española10), the
contextual meaning of each word or phrase was used. In such cases, a
contextual translation was obtained based on the participant’s responses.
The Influence of Grammatical-Syntactical Styles when Translating
Data
Still another problem in translation arises from the fact that languages differ
widely in their grammar and syntax and these differences influence
translation. Although Spanish is a much more heavily inflected language
than English, there are many aspects of verb grammar that are similar.
Therefore, the use of the tenses when translating the quotes did not present a
major difficulty. Although the use of tenses was not a major challenge, there
were other aspects of the Spanish language that required special attention.
For example, Spanish is a language that clearly defines the relationship
between the speaker and the person who is being addressed. Relationships
are defined through status and role. Thus, in Spanish, there are two versions
of the word you (tú and usted). The correct word is determined by formality,
respect, or familiarity. This is not the case in English. Problematic when
translating direct quotes from Spanish to English was the absence in the
former of an auxiliary in the formation of interrogatives or negatives.
Moreover, the subject pronoun it is understood or assumed in Spanish.
Thus, Spanish-speakers often omit it. Additionally, Spanish word order is
generally Subject-Verb-Object, like English. However, Spanish allows more
flexibility than English, and generally places at the end of the sentence
words that are to be emphasised. Therefore, attempting to do word-by-word
translation from Spanish to English resulted in non-standard syntax. The
following vignette shows a word-by-word translation which clearly reduces
the readability of the text.

10
Real Academia Española (RAE – Royal Spanish Academy): The Diccionario de la lengua española de la
Real Academia Española or DRAE is the most authoritative dictionary of the Spanish language.
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The influence of grammatical-syntactical styles in word-by word translation
Spanish words used by the participant

Word-by-word translation

“Yo creo que se le debe dar mas
importancia a los problemas actuales, no
quedarnos tanto en Vygotsky en todo ese
cúmulo de teóricos de la psicología de
antaño, sino analizar los nuevos problemas
como el bullying que si bien es cierto se
hablaron pero no se tocaron, no hubo nunca
talleres en la universidad con respecto a eso
y a los males que están presente”.

“I believe there should be more importance
given to actual problems, not stay so much
on Vygotsky and all that pile of theorists of
outdated psychology, but analyse new
problems such as bullying which were
talked about but not touched upon, there
were never workshops at university
regarding that and the evils that are now
present”.

In this case, the literal translation from Spanish to English ended in a text
which was difficult to read and understand. It is worth noting that the
beginning teacher used the word bullying in English. This can be explained
by the fact that in Spanish-Chilean there is not a word with the same
conceptual equivalence, and the English word bullying is commonly used to
refer to the action of hurting or frightening someone smaller or less
powerful.
Concepts in Spanish that have a Different Meaning in English
Another difficulty found in this study was the problem of conceptual
equivalence. As explained in the above example, sometimes a concept well
understood and employed in one culture may be lacking altogether in
another culture, or it may appear at least with a different meaning. For
example the concept ‘professional practice’ in Spanish-Chilean has a
different meaning from English. While in English the concept of practice is
generally understood as what a professional does, in Spanish-Chilean –
particularly in the field of education – professional practice relates to the
part of the course of teacher education consisting of practical work within a
school setting. Therefore, when beginning teachers and principals in this
study referred to ‘professional practice’, even though I knew what they
meant, I asked for clarification of the term. It was important to make
intelligible what participants understood by the concept, particularly when it
has a different meaning in English. This was also important when
translating direct quotes. In order to avoid confusion instead of using
professional practice (the concept used by participants), I had to use the
term professional experience. Thus, being an insider was particularly
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important transferring concepts across cultures. When translating data it is
not enough to speak the relevant language, it is important also to be familiar
with the culture and the field of study. This helped me to contextualise
participants' words to preserve the integrity of the data. This was also
important to maintain the integrity of the documents used in Study One. The
following vignette exhibits an example of how I addressed the translation of
concepts in Spanish-Chilean that have a different meaning in English.
Translation Process: Considering the context rather than words in deciding equivalence or
difference in meaning
Spanish

English
Translation
(the
contextual
translation is included in square brackets
for clarification)

“Yo hice la practica profesional en este
mismo colegio y me toco una profesora
muy buena, joven como yo…”

“I did my professional practice, [I did my
professional experience] at this school and I
got a very good teacher [tutor], young like
me…”

Considering the Cultural Meaning which Language Carries
Examining definitions from both Spanish and English dictionaries is a first
step in determining similarities and differences in the meaning of a word.
However, as argued by Phillips (1960, p. 291), “almost any utterance in any
language carries with it a set of assumptions, feelings, and values that the
speaker may or may not be aware of but that the field worker, as an outsider,
usually is not”. In this case, as an insider I was familiar with the cultural
meaning of the Spanish-Chilean language therefore, I was able to
understand the vernacular used by participants in the interviews. The
following vignette exhibits an example of how I used the context to translate
vernacular expressions and slang terminology.
Translation considering the meaning of the words only:
“En cuanto a mis clases no, no me cuesta motivarlos, porque yo soy bastante hincha podría
decirlo …”
This participant used the word hincha in the following manner yo soy bastante hincha
hincha: partidario entusiasta de un equipo deportivo (Real Academia Española online
Dictionary)
English translation for the word hincha would be fan (someone who admires and supports a
person, sport, etc.)
The literal translation would it be:
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I am very fan

This translation proved to be inadequate. Then I decided to use the cultural
meaning rather that words.
Translation considering the cultural meaning rather than words:
“En cuanto a mis clases no, no me cuesta motivarlos, porque yo soy bastante hincha podría
decirlo …”
This participant used the word hincha in the following manner yo soy bastante hincha
hincha is a slang used in Chile to mean insistent so the participant was actually referring to
her own ability to state things forcefully.
Then probably the best translation possible would it be:
I am a very insistent teacher

When accounts are translated into a different language it is useful to try to
convey meaning using words other than literally translated equivalents. This
might be easier to do if the translator considers the context and the culture
and tries to obtain conceptual equivalence without concern for grammatical
or lexical comparability (Temple, 1997). My option in this study was to
discuss concepts rather than just words. In so doing, I opted for a free
translation using the context in which the words were spoken and my
knowledge about the culture and the field of the study. The free translation
is more thorough, allowing for a greater understanding of the participant’s
meaning. Moreover, using the context makes it possible to overcome issues
of conceptual equivalence reaching ‘sufficient similarity’ (Rogler, 1999)
which makes the text readable and at the same time does justice to what the
participants have said. The following vignette exemplifies how direct
quotations were translated in this study using free translation.
Free translation to make the text more readable
“Yo creo que se le debe dar mas
importancia a los problemas actuales, no
quedarnos tanto en Vygotsky en todo ese
cúmulo de teóricos de la psicología de
antaño, sino analizar los nuevos problemas
como el bullying que si bien es cierto se
hablaron pero no se tocaron, no hubo nunca
talleres en la universidad con respecto a eso
y a los males que están presente”.

“I believe that we should take more into
account the problems of now. We shouldn’t
consider so much Vygotsky and all of those
outdated psychology theorists. Instead we
should look at recent problems such as
bullying, an issue which has indeed been
talked about but not really discussed in
depth. There were never any workshops at
university regarding the issue or other
present problems for that matter”.
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Conclusion
This chapter has discussed the theoretical framework, the methods for data
collection and data analysis, and specific methodological considerations in
relation to translation. The theoretical framework discussed the concept of
practice architectures and specified the mediating preconditions around
practices that establish the ways in which a practice is construed, enabled, or
constrained. The work of practice architectures is fruitful in identifying the
often invisible and taken for granted circumstances and conditions that are
beyond an individual’s agency which – as practice architectures – may
enable and constrain actions such as the design and implementation of
induction strategies to support beginning teachers, particularly in terms of
learning pedagogical strategies for classroom practice. Similarly, the work
of Kemmis (2005, 2006, and 2010) has been used in this study to identify
the meta-practices such as educational policy and research framing practices
of induction in Chile.
The following chapter will discuss Study One which examines how
documents and policy initiatives are used to advance induction policies and
practices in Chile.
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Chapter Four
Study One
Educational Context and Induction Initiatives in
Chile
Introduction
Context is critical in understanding the induction practices of beginning
teachers. In Chile, expectations for teacher performance have undergone a
significant shift in the last two decades, and although those expectations
may be ill-defined, they have increased public and political interest in
teacher education and teaching practices. Therefore, a number of initiatives
have been directed at improving the quality of pre-service teacher
preparation and raising the profile and status of the teaching profession.
However, the entry of beginning teachers into the profession and the support
they need during induction has, up until recently, received little attention.
Induction has been placed on the educational and political agenda, and,
therefore, some policy initiatives are being discussed. It is important, then,
to examine documents and policy initiatives in order to establish a picture of
the educational context within which teaching, teacher education and more
specifically induction are situated in the Chilean context.
The theoretical framework to be used in this study explains the study of
practices from a dialectical perspective and thereby understands the
induction practices involving beginning teachers in context. This view
suggests that understanding observed practice requires identifying not only a
given teacher’s construction of social meaning, but also recognition of the
social structures that shape that construction. Kemmis (2010) aims to
identify such social structures by using the concept of ‘practice
architectures’ through which he describes ‘mediating preconditions’ for
practice such as structures of discourse and language, structures of activities
and work, and social and political structures comprising organisations and
institutions. Kemmis et al, (2010) see practices as embedded in practice
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architectures and in relationship to other practices including practices they
describe as meta-practices (p.3 authors’ emphasis). These meta-practices are
defined as practices that shape the conduct and conditions of other practices.
Kemmis (2010) argues that education is part of the complex of metapractices in which it is nested, namely, education policy and administration,
initial and continuing teacher education and educational research and
evaluation. In this view, education is itself a meta-practice, aimed at shaping
forms of life. Educational policy and administration is a meta-practice that
shapes practices of education and teacher education. Similarly, the initial
and continuing formation of teachers through pre-service teacher education
and in-service professional development shape the practices of teachers
(Kemmis, 2010, p.6).
This first study will commence by exploring the contextual details that
constitute the broad educational meta-practices in Chile — that is, practices
that shape by regulating, informing, enabling or constraining the content and
conduct of other practices including the practices of induction. In so doing,
this study will identify some of the components of the meta-practices of
education policy and reforms related to the school system and teacher
education that frame induction practices in Chile. The key questions
underpinning this study are:
•

What are the background issues that frame induction in Chile?

•

What are the major ideas underpinning current policy directions
related to induction?

This study is divided into two parts. First, I begin with contextual
information about the educational system in Chile. I then consider the
purpose and main forms taken by national educational reforms over thirty
years of change in policy and practice concerning teachers’ work conditions,
the school system and the teacher education system. To this end, I will
examine the OECD (2003) Country Background Report for Chile.
Theoretical and empirical literature written by the Chilean scholar Beatrice
Avalos will complement the analysis.
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The second part looks more specifically at induction. It will include the
specific analysis of the document Propuesta de una Política de Inducción de
Profesores Nuevos (Proposal for a Policy of Induction of New Teachers)
(Chilean Government Commission, 2005). A close analysis of this
document will be undertaken in order to identify how particular discourses
are used to advance induction policies and practices in Chile. Thus, this
study will provide the context for the other two studies that comprise this
thesis.
Part One: National Context — Educational Policies and Reforms
This section focuses on the educational reforms which have taken place in
Chile over the past three decades. In this first part, I will provide an
overview of the policies implemented in the 1980s and the consequent
changes in the school system. The rest of the section will describe the
educational reforms undertaken in the country from 1990. The selection of
this period of time allows the identification of patterns and trends in terms
of education policies and practices. Table 7 shows a timeline which
summarises the major reforms undertaken from 1980 to 2010 discussed in
the chapter.
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Table 7: Summary of the Policies and Educational Reforms from 1980 to
2010.
Government
Presidency of Augusto
Pinochet (1973-1989)

Presidency of Patricio
Aylwin (1990-1994)

Presidency of Eduardo
Frei (1994-2000)

Presidency of Ricardo
Lagos (2000-2006)

Presidency of Michelle
Bachelet (2006-2010)

Reform
• The Military government imposed educational policies that
both decentralised and privatised education.
• The school attendance grants (vouchers) were introduced to
finance primary-secondary education.
• Three types of schools were established: municipal,
subsidised, and private.
• Modifications of the tertiary level. Universities began to
charge fees. To address increasing demand the military
authorities also de-regulated the market, allowing for the
entry of private providers.
• The plebiscite rejection in 1988 of the military government
allowed for the election in 1989 of an elected government
supported by a coalition of centre-left political parties,
known as the Concertación.
• The program upheld by the Concertación has two important
components: a) the correction of social inequities; and b)
support for economic growth through increased international
competitiveness within the framework of neo-liberal market
policies (Avalos, 1996).
• The government decided to maintain the decentralised
education system and address the issue of quality and equity
directly through policies targeted at the municipal schools.
• The Teacher Act (Estatuto Docente) for Professionals in
education was approved. This regulates the professional
requirements, obligations, duties and rights, common to all
the education professionals.
• Modernising education became a central policy at this time.
• The President Frei appointed a national task-force to review
the requirements for the modernisation of Chilean education
(Comisión Nacional Para la Modernización de la
Educación).11
• The Educational Reform (ER) was implemented.
• The Programa de Fortalecimiento de la Formación Inicial
Docente (PFFID)12 was implemented.
• A voluntary system of teacher evaluation based on high
accomplishment was created.
• The National Coordination Office assembled an ad-hoc
committee to develop Performance Standards,
• The Marco Para la Buena Enseñanza (Good Teaching
Framework) was created.
• The Teacher Performance Evaluation System was approved.
• The Ministry of education appointed the Comisión sobre la
Formación Inicial Docente.13.
• The president Bachelet appointed the Consejo14 Asesor para
la Calidad de la Educación
• The program INICIA15 was created to improve the quality of
initial teacher education.
• A new General Law of Education, replacing the existing
Pinochet-era law, known as the L.O.C.E. (Ley Orgánica
Constitucional de Enseñanza), was approved.

11
Comisión Nacional Para la Modernización de la Educación: National Commission for the Modernisation of
Education (literal translation).
12
Programa de Fortalecimiento de la Formación Inicial Docente: Program of Strengthening Initial Teacher
Education (literal translation).
13
Comisión sobre la Formación Inicial Docente: Commission on Initial Teacher Education (literal translation).
14
Consejo Asesor para la Calidad de la Educación: Advisory Council for Quality Education (literal translation).
15
INICIA: in English START
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Neoliberal Education Policies in Chile
Chile is considered to be one of the first countries in which neoliberal
policies were applied (Klein, 2007). Neoliberalism is a broad concept that
defines the different economic and political capitalist processes that have
been implemented at national and global levels in the past decades (Clarke,
2004). In general, neoliberal policies promote the privatisation of the
economy, and even those institutions that remain public are shaped into
following a business-like model based on competition and strict
accountability to improve the services and goods they offer (Cavieres,
2011). Apple (2006) claims that the ultimate goal of neoliberal reformers is
to convert educational systems into markets, and as much as possible,
privatise educational services.
In Chile, during the dictatorship (1973-1989), major measures were taken to
privatise state assets namely, health, housing, social security, fisheries,
agriculture, transportation and of course – education (Pinkney Pastrana,
2007). The military government produced a profound transformation of the
social, economic and political fabric of the country. Along with exerting
political repression, the military government called upon a selected group of
Chilean economists to enforce an economic model that drastically moved
away from the centralisation advocated by its predecessor (Cavieres, 2011).
These economists (‘Chicago Boys’ as they were called) had been formed in
the University of Chicago under the guidance of Milton Friedman, one of
the founders of neoliberal thought. The economic reforms of the ‘Chicago
Boys’, changed the entire Chilean infrastructure and meant a radical
redefinition of the role of the State over schools and teachers (Avalos,
2004).
The following section will discuss the case of the neo-liberal measures
applied in Chile and how they re-shaped the conduct of the meta-practices
of educational policy and administration, initial and continuing teacher
education, and education itself. In so doing, it will discuss how policies of
privatisation and decentralisation driven by goals of efficiency and
competitiveness re-shaped the school system and teachers’ work.
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Decentralisation and Privatisation in the Military Period (1980-1989):
An Overview of the School System
In 1980 the government of Chile, a dictatorship led by Pinochet, introduced
new educational policies that both decentralised and privatised education.
The decentralisation process initiated in the early 1980s transferred the
administration

of

the

public

sector

to

the

municipalities.

The

decentralisation was achieved through the shifting of responsibilities from
the central Ministry of Education (MINEDUC) to regions and on down to
the deliverers of educational services through the system of subvenciones
(subsidy or vouchers). Probably the most revolutionary transformation of
the privatisation reform was the introduction of a voucher system (a
modified version of Friedman & Friedman, 1980) of financing in which a
subsidy was paid to public and private schools on the basis of daily
attendance of pupils. The Chilean system pays the per child subsidy directly
to the school chosen by the children’s family. This is known as a fundsfollow-the child system (Mizala & Romaguera, 2000).
This new development was introduced for political as well as economic
reasons as it greatly reduced the power and cohesion of teachers, many of
whom opposed the Pinochet regime (Parry, 1996b). The government
removed several vital rights of teachers: they were terminated as central
government employees, given severance pay, and transferred to municipal
payrolls, they lost tenure privileges, and their national union was disbanded
(Carnoy, 1998). This was seen as an offence to their identity as public
servants (Núñez, 2007). Members or appointees of the Armed Forces
replaced authorities in the Ministry of Education and universities. Similarly,
mayors were designated by the government and as a consequence the
municipalisation increased the control of teachers and the loss of their
professional autonomy. Thus, the process of municipalisation was
enormously disruptive for teachers, many of whom were dismissed for
political reasons (Avalos & Assael, 2006).
The 1980 Decentralisation Act introduced the central government school
attendance grants (vouchers) to finance primary-secondary education. Three
types of school were established in this system, namely municipal schools
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financed by the voucher system and run by municipalities, private
subsidised schools financed by the voucher system and run by the private
sector, and private fee-paying schools financed by fees paid by parents and
run by the private sector16 (Mizala & Romaguera, 2000). The school system
is summarised in table 8.
Table 8: Types of School
Type of school

Education Provided

Education Financed

Municipal

Publicly

Publicly (by subsidy or voucher)

Subsidised

Privately

Publicly (by subsidy or voucher)

Private

Privately

Privately (by tuition fees)

Following Mizala and Romaguera (2000)

Municipalities have responsibility for the financial administration of public
education at the local level. Each city has a municipality – larger cities have
more than one – that has autonomy over its administration and resources
and its own budget (Ministerio de Educación, 1993). The distinct role of
municipalities in education relates to budget allocation and the selection and
recruitment of teaching staff (including principals) within public schools for
which they are responsible. The schools’ budgets are managed centrally by
the municipality and the sum allocated is based on the average attendance of
pupils per month. Auditing is carried out at least once a term through the
provincial supervisors who check student attendance against enrolment. In
case of errors in relation to student attendance, monetary fines may be
applied. Thus, the administrative task of calling the roll constitutes a great
responsibility for teachers.
The municipal school is just one of the ways in which students may receive
an education through public funding. There exists also a semiprivate sector
(Particular Subvencionado), a mixed market of privately owned schools
that are also state subsidised. In this study this sector is referred to as
subsidised.

16

These types of schools exist in each of the three levels into which the Chilean school system is divided:
preschool, primary school, and high school.
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In the subsidised sector the owners of the school receive the subvención
(subsidy) directly from the central government and are financially
accountable for monies received (Barnard, 2000). Some of these subsidised
schools are run for non-profit institutions but the large majority are run by
private agents, as a for profit business. Often the school principal is the
owner (or one of the owners) who has substantial or complete control over
school operations and receives financial rewards for attracting and
maintaining students (Parry, 1996a). Subsidised schools, which have lower
recurrent costs than the public schools, can also maximise profits (in the
form of principal/owner salaries) by enrolling students up to the school’s
physical capacity (Winkler & Rounds, 1996). Major differences between
municipal and subsidised refer to the student-selection mechanism: whereas
subsidised schools select students according to the criteria of their choice,
municipal schools have to accept all students who apply (Mizala &
Romaguera, 2000).
Alongside the public (municipal) and semiprivate (subsidised) system is a
substantial private system of primary and secondary schools. The state does
not pay any subsidy to fee-paying private schools, and these are financed
entirely out of fees paid by parents. The municipal and subsidised systems
share commonalities of curriculum with the private system but differ widely
in their client group and level of resourcing (Barnard, 2000).The Ministry of
Education (MINEDUC) retained responsibility for curricular design through
setting school hours and dates, having a system of school supervision, and
setting and administering examinations of student achievements and the
quality of their education (SIMCE Sistema de Medición de la Calidad de la
Educación)17 (Avalos, 1996; Mizala & Romaguera, 2000). This unit in the
Ministry of Education has the purpose of testing students nationwide in the
areas of mathematics, language, and science, and then publicly reporting the
results. The SIMCE test was introduced in 1988 in 4th, 8th and 10th grades. It
was considered essential to the reform process, as it provides parents with
an objective indicator of school performance in terms of student
achievement. The results of this test are made public – comparable results

17

SIMCE (System for the Measuring the Quality of Education, literal translation)
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are published in all regional papers – which introduces an element of
competitiveness between schools.
Currently, several kinds of intermediate authorities work at various levels
between the central government and the schools to provide secondary and
primary education. In total, the educational system has five levels of
management: national, regional, provincial, municipal, and the school (see
figure 1).
Figure 1: Educational System (OECD, 2003, p. 20)

Private Area

Internal Public Area

Ministry of Education

Regional Office

Provincial or Local

Private Stakeholder
Municipal Stakeholder

Private School

Private Subsidised

Public School

Major Issues, Controversies, and Problems
There is considerable debate regarding the decentralised system. Perhaps
one of the important behavioural effects of Chile’s educational reform was
to directly tie school revenues to school enrolments, thus providing an
incentive for schools to compete for students. The rapid growth in the
number of subsidised schools since 1981, suggests that vouchers are
adequate to generate “profits” (Winkler & Round, 1996 p. 374). Before the
reforms of the 1980s only 14% of enrolments were at private subsidised
schools and close to 80% of students were enrolled in public schools. Upon
the introduction of the voucher system private subsidised schools expanded
rapidly, accounting for 36% of total enrolments by 2000, reflecting a mass
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exodus from public schools. In 2000 54% of students were enrolled in the
public sector, while the remaining 10% attended private fee-paying schools
(Carnoy, 2003; OECD, 2003; Parry, 1996b). Subsidised schools prospered
in urban, highly populated areas but were not profitable in very poor or rural
neighbourhoods (Parry, 1996b), and they became an alternative for middle
and upper-middle income sectors unable to access fully paid private schools.
The application of the neoliberal model to schooling carried with it the
rhetoric of the market. The voucher-type per-student subsidy was introduced
to encourage private education providers to enter the market. The rationale
for the voucher system was based on Friedman’s (1962) theory that
educational vouchers increase equity by giving middle-and lower-income
families the choice of private education without paying twice, once through
general taxes which support public schools and once through private school
fees. However, the characteristics of the educational market have meant that
private and subsidised schools were not open in poorer, rural, or more
isolated sectors, which continued being served by municipal schools.
Moreover, in Chile there are not transportation subsides to facilitate choice
on the part of poor families. Therefore, ‘school choice’ is not a real option
for low-income groups or students living in rural areas.
Differences in the quality of education available at municipal and private
schools, and enhanced social segmentation, are two key effects of these
policies (Aedo & Larrañaga, 1994). The process of decentralisation ended in
an education system clearly stratified as students who attend municipal
schools in general belong to the middle and low-income groups, while those
in private schools belong to the highest income group. The remaining
middle and upper-middle group generally attends subsidised schools
(Avalos & Aylwin, 2007). The three kinds of schools created by the voucher
system thus appear to differentially attract students from different
socioeconomic levels. Thus, vouchers in Chile have not produced the
educational results proponents claim or that the poor have expected. The
competitiveness associated with this program has promoted the use of
selection mechanisms by schools, which screen for the more able or
privileged students coming from the best family backgrounds (Parry,
1996b). This competition has widened the gap between rich and poor
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neighbourhoods as wealthy areas have been better able to supplement
government subsidy (voucher) from parents, businesses and other municipal
revenues (Pinkney Pastrana, 2007).
Municipalities face different degrees of competition in the education market
at the commune level; face education with heterogeneous socioeconomic
populations; have different cost structures; and use different municipal
management schemes in education (Aedo & Larragaña1994). Hojman
(1993) presents evidence to suggest that in wealthy areas, spending per
pupil in the public sector is twice that of schools in the poorer
municipalities. Thus, not only are there resulting qualitative differences
between schools of the same type, but teacher salaries, working conditions,
and contracts will vary from one city to another and within larger cities such
as Santiago, which has fifty-four municipalities, and from one municipality
to another. Further, it has exacerbated problems of attracting strong teachers
to low-income areas of the country (Pinkney Pastrana, 2007).
The national test SIMCE has been in place since the military government.
With every publication of national and international evaluations of
achievement, there has been strong media publicity highlighting the fact that
private and subsidised schools are consistently better performers compared
to municipal ones. Therefore, teachers working in municipal schools (the
only ones subject to a process of evaluation) are also considered of lower
performance compared with teachers working in the private and subsidised
sectors. Equally, teacher performance is also understood as linked to the
results in national standardised test SIMCE. Indeed, standardised tests are
generally viewed uncritically in Chile, as good measures of the quality of
schools and the knowledge held by students (Pinkney Pastrana, 2007). In
this context it has been easy to equate subsidised or private with better
management; and municipal schools with inefficiency, even though it has
been demonstrated statistically that subsidised schools are not necessarily
better than municipal schools (Avalos, 2009; Carnoy, 1998).
Another component of the 1980s privatisation reform was the modification
of the tertiary level. Public resources for education contracted drastically
which forced universities to search for alternatives forms of funding. Public
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institutions, free until then, began charging fees. Moreover, in order to
address increasing demand the military authorities also de-regulated the
market, allowing for the entry of private providers (Katz & Spence, 2009).
The following section will discuss the main policy reforms implemented in
Chile from 1990 until 2010 after regaining democracy. In doing so, it will
show that the policies and practices have changed and evolved over time. In
this case, although the targets are distinctive – to improve quality and equity
of education or required outcomes for teacher education graduates and
teacher education institutions – the discourses of competitiveness and
accountability have remained the same.
Educational Policies (1990-2010): Teachers, Reforms and Working
Conditions
In 1989 a new democratic government was elected in Chile, supported by a
coalition of centre-left political parties known as the Concertaciόn. With the
election of the Concertación, and despite the promise of an education
revolution, the dominance of neoliberal ideologies and discourses of school
performance, competitiveness and accountability prevailed. The program
upheld by the government aimed to support economic growth through
increased international competitiveness within the framework of neo-liberal
market policies. Therefore, a number of policies and reforms were
developed attempting to improve quality and equity of education.
The first democratic administration (1990-1994)
Education reform in Chile has been an important national objective since
1990, with a major concern being the improvement of the quality of public
education, especially of poor children (Carlson, 2000).
The return of democratic government provoked strong pressures to reverse
many of the education policies instituted under the military regime. These
pressures came mainly from the teachers’ union, who argued that the
teaching sector suffered profoundly during the dictatorship. Increases in
teachers’ salaries and measures to improve the equity and quality of
education began in 1990. The Concertación saw equity as a condition for
quality and quality as a condition for equity (Avalos, 2004).
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During Chile’s first democratic administration from 1990 to 1994, the
Teachers Act for Professionals in Education18 (Estatuto Docente) was
approved. Its purpose was to correct the perceived deterioration in teaching
standards experienced since 1980 and to improve the professional
development of teachers so as to raise the quality and equity of public
education. It also legally recognised the professional nature of teaching,
ensuring a strong amount of stability to those employed in public sector
education (OECD, 2003). Whilst teachers still resent the loss of status as
public servants, in municipal schools they enjoy stability, unless they lose
their job due to chronic inefficiency.
There are some important aspects regarding the labour legislation that
governs teachers’ work. The labour legislation that regulates teachers’
contracts differs between municipal, subsidised, and private schools. The
education system allows teachers to work in any of the three kinds of
schools that comprise the education system in Chile. In the municipal sector,
the Teacher Act (Estatuto Docente) regulates the selection of teachers. The
most general way is employing teachers on an official contract, which gives
them greater stability. The Teacher Act is in general applied to all those
professionals in education who work in municipal, subsidised, and private
schools, and states that they are subject to the current Labour Legislation.
Nevertheless, the law allows a differentiation in the contracts of teachers
depending on where they work. Those who work in public schools are
subject to a standard career teacher contract.
On the other hand, the same law establishes that those teachers who work in
the subsidised private sector are regulated by private contracts, that is by the
rules of the Labour Legislation (Código del Trabajo) applicable to all
private sector employees. Private schools (both subsidised and private)
operate as firms, and their workers (teachers) come under the Labour Code
like all other private-sector workers in the country. The application and
selection procedure is conducted by the schools, based on the type of

The Teacher Act (Estatuto Docente) is a legislation that regulates the professional requirements, duties,
responsibilities and rights common to all the educational professionals. In terms of salaries, it sets a minimum
value of the chronological hour and for the municipal sector, compulsorily sets the incentives allowances of
experience, of working in hard conditions and of directive and technical-pedagogical responsibilities. The private
sector is regulated by the norm of the Labour Code.

18
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applicant the employer wants and in agreement with its criteria. It is not
normal practice for principals of schools to decide on the vacancies but they
do have a large say in the recruitment process (OECD, 2003, p. 55). A fixed
term contract lasts one school year (from March to February), unless the
contract has been drawn up during the course of the year due to a teacher
replacement. The contract can be renewed for another working year but
from this moment on becomes definitive. Although there is not compulsory
testing period, being able to contract someone for the fixed period of a year
enables the private employer to evaluate the performance of the newly
contracted teachers before renewing their contracts, a trial period which is
not available in the municipal sector, unless the teacher has been contracted
on a temporary “fee” basis, which can apply to only 20% of the teaching
staff (OECD, 2003).
The second democratic administration (1994-2000)
The second democratic administration from 1994 to 2000 undertook an
analysis of, and promoted political discussion concerning, the strategic
implications of education for the country’s overall development. The claim
that education is the means by which the bulk of Chile’s poor might enter
into the competitive market is a central principle of the second democratic
government thinking.
In 1995 the Chilean Ministry of Education established a commission of
national and international experts to provide advice on policy directions for
improving education. The Comisión Nacional Para la Modernización de la
Educación (National Commission on the Modernisation of Education),
made a number of recommendations. One major conclusion was that quality
improvement, as a means of achieving equity in education, should be given
highest priority. One of the areas considered by the Commission referred to
teachers. Important recommendations were made to strengthen the teaching
profession through better initial and in-service opportunities, improved
working conditions and greater autonomy in the planning of their work. In
turn, teachers should strive for higher standards and be accountable for the
result of their students and their schools. The government immediately took
up two of the Commission’s recommendations on policy: Teacher education
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improvement and teacher incentives (Avalos, 2004; OECD, 2003). These
will be discussed later in the chapter.
The third democratic administration (2000-2006)
The third democratic administration from (2000-2006) put its efforts into
improving the education of all students. The president at that time was
Ricardo Lagos who was the first Minister of Education of the democratic
governments installed since 1990. Importantly, this administration
continued to support policies aiming to strengthen the teacher profession.
During this period, demands for teacher accountability as a means for
improving student results began to be discussed. Strong pressures began at
that time to implement the evaluation of teacher performance and the
establishment of a reward/punishment system (Avalos, 2004). Thus, one of
the first policy decisions of the government was to improve teachers’
working conditions and to deal with the controversial issues of teacher
evaluation (Avalos, 2004). The Ministry of Education took a lead in this,
producing a set of criteria based on work done earlier to monitor the quality
of the graduating students (Avalos & Assael, 2006). The result was the
Marco Para la Buena Enseñanza (Framework for Good Teaching, in its
literal translation), formulated in four teaching domains and 20 criteria or
standards (Ministerio de Educacion, 2003a).
The fourth democratic administration (2006-2010)
On January, 15, 2006, Michelle Bachelet became Chile’s first female
president-elect. The principal policy options to which the Government
committed itself attempted to assure the community a good quality
education as the core of the educational offer.
On June, 2006 Bachelet announced several new measures for education.
Among these announcements, there was the creation of the Consejo Asesor
para la Calidad de la Educación (Advisory Council for Quality Education),
a 73- member presidential advisory committee. One of the committee’s
recommendations taken up by the government concerned teacher education.
In 2008 the Education Ministry launched a program called INICIA (or, in
English, START) to transform the institutions, curriculum, and practices
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involved in teacher education seeking in this way to enhance effectiveness
in new graduates. This program also includes a voluntary evaluation for new
graduates.
Initial Teacher Education: Structure, Policy and Reforms
Other key actors involved in the educational process are higher education
institutions through their link with teaching policy and their responsibility
for teacher education. The following section will provide an overview of the
structure of initial teacher education in Chile and the main policy concerns
and reforms over the past three decades. A program included in the Chilean
reform efforts to improve the quality of initial teacher education in Chilean
universities, coordinated by the Chilean scholar Beatrice Avalos, will be
discussed.
Normal Schools
The Escuela Normal de Preceptores (Normal School) founded in Chile in
1842 by the Argentine educator Domingo Faustino Sarmiento served as a
model for primary teacher training in the Latin American region. By 1925,
there were 15 Normal Schools in Chile (Asociación Nacional de Profesores
Normalistas, 2007). The tradition involved selecting the best students at the
end of the primary school for teacher education and moulding them in a
boarding situation over a period of six or seven years into a dedicated
primary school teacher (Avalos, 2000). Normal Schools provided sites for
the training of teachers as well as for secondary education (Austin, 2003).
Moreover, since most of the future teachers were from the poorer sectors of
society, for the most part of the twentieth century Normal Schools offered
an important opportunity for social mobility to middle and low socioeconomic groups (Avalos, 2000).
During the dictatorship, in 1973, the Normal schools were closed. Since
then the preparation of teachers has taken place in tertiary level institutions,
namely universities and professional institutes.
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Universities and Professional Institutes
In the tertiary sector, two different university groupings can be identified —
the traditional state universities (estatales) and those universities created by
the private sector following the 1981 educational reform (privadas). The
number of tertiary institutions grew from 8 which had 64 regional campuses
(Katz & Spence, 2009) to 252 between 1980 and 1999 (Brunner, 1999).
Currently, in Chile there are 61 institutions that offer teacher education in
342 different courses. A special route degree course for beginners is offered
by certain universities to people with some experience in education, and
working in activities compatible to their working hours (i.e. on Saturdays
and/or via distance learning) (OECD, 2003). Universities prepare the vast
majority of teachers through regular on campus courses: 57% of those
programs are developed in state-funded universities, 30% in private
universities (non state-funded) and 13% in professional institutes. Currently,
there are 43 professional institutes. Professional institutes are nonuniversities institutions that have degree granting status and offer different
programs.
Admission requirements for teacher education courses typically involve a
secondary school diploma and a Higher Education Admission Test that
measures academic aptitude19. The length of the program varies according
to the teaching field (early childhood, primary, secondary and special
education). For primary education teachers, it runs from seven to ten
semesters and for secondary education teachers it varies from six to 11
semesters (OECD, 2003). Figure 2 shows the range of alternatives for
becoming a teacher.

19

Each higher education institution sets their own minimum score to accept applicants to their programs.
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Figure 2: Routes for becoming a teacher

Teacher Higher
Education Degree
6 – 11 semesters

Other University
Degree

Second Bachelor’s
Degree

10 -12 semesters

2 – 4 semesters

High School
University Alternative
Special Route

Diploma
Experience

Experience

Teacher

2 – 5 semesters

Authorised, subject to obtaining
a qualified teaching degree

within 8 years
Source: Department of Research and Statistics Ministry of Education (2003b, p. 32).

After completion of the requirements students are awarded the academic
degree of Bachelor in Education and receive the professional title of
Teacher or Educator (indicating the relevant level or discipline), which
enables them to be employed as a teacher in their respective level of
education in the public, subsidised or private system. The qualifications that
are typically offered include: early childhood education (children from 3
months- kindergarten), primary education teacher (grades 1st-8th), secondary
education in various subjects (grades 9th-12th), and special education. There
are a few institutions offering programs to prepare teachers to work in
grades 1st-12th in areas such as physical education, art, religion and music.
Moreover, there are no rules and regulations governing the assignment of
teachers from the Ministry of Education to schools. Indeed, each teacher
chooses where she/he wants to work, as there is no national employer
(OECD, 2003).
Policy Reform in Initial Teacher Education in Chile
With the Educational Reform intending to improve and maintain highquality learning, there remains a real concern about attracting, developing
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and retaining ‘good teachers’ (OECD, 2003).

One of the strategic

challenges for people leading educational reform in Chile has been the
implementation of diverse initiatives to change initial teacher education. The
policy statements for initial and continuing teacher education are concerned
with the improvement of quality; proposed changes are justified in those
terms. The assumption is that the quality of teacher education is seen as
central to improving the quality of teaching and learning outcomes in
schools.
By 1996/1997, there was a broad national consensus that initial teacher
training was not producing the teachers demanded by the Educational
Reform and the new imperatives for national development (OECD, 2003).
In several countries throughout the world, the field of teacher education has
been the focus of debate for education reformers. In many countries not only
teachers and parents, but also politicians and other stakeholders, are often
dissatisfied with teacher education (see, for example, Ashton, 1996;
Cochran-Smith, 2001b; Tatto, 2007; Walsh, 2006). As stated by Avalos
(2002b) both the teacher education institutions and the schools and parents
in Chile judged the quality of the teacher preparation by the mid 1990s as
being of low quality. Evidence of unsatisfactory student learning results
(based on SIMCE, TIMSS, PISA and the UNESCO Latin American
assessments) led Chilean government authorities to target teachers as partly
responsible for these results (Avalos & Assael, 2006). In such view, quality
seems be understood in terms of the connections between teacher skills and
student performance in standardised tests. This emphasis on evaluation of
teachers based on student results in high-stakes national census testing has
become a globalized educational policy discourse (Lingard, 2010).
Within the framework of the Educational Reform, a public policy of
“strengthening the teaching profession” (OECD, 2003, p. 37) through
revised teacher education programs and improved teaching standards has
been undertaken since 1996. This policy of strengthening the teaching
profession has aimed to create conditions to retain effective teachers within
the profession and to improve the quality of teacher education. The task of
improving teacher education was enabled through the establishment of a
competitive fund for the improvement of initial teacher education
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programmes. The initiative was known as Programa de Fortalecimiento de
la Formación Inicial Docente (PFFID).
The implementation of the PFFID
The initiatives implemented from 1997-2002 were intended to reinforce the
teaching profession included reforming initial teacher education. The
diagnosis realised in Chile through different evaluations of teacher training
programs showed:
•

An excessively fragmented and heterogeneous curricular structure.
Students spend more of their time attending lectures. Moreover, students
have little time for independent learning or practical experiences;

•

Old academic staff with low qualifications and minimal skills updating,
with not much contact with schools:

•

Low academic level of the students enrolling in these programs;

•

Fewer students with a vocation for teaching deciding to enter training
institutions;

•

Fewer opportunities for younger teachers to enter educational
institutions; and

•

Lack of equipment and resources suitable to the demands of modern
teaching (Avalos, 2005; OECD, 2003).

To address the situation approximately US$30 million was set aside to fund
teacher education projects presented on a competitive basis by university
institutions, both public and private (Avalos, 2005). The PFFID was
coordinated by the Chilean scholar Beatrice Avalos. The purpose was to
invite teacher-training institutions to submit proposals for innovations that
would strengthen initial teacher training. The projects needed to address
substantive improvements in the structure, content, and processes of their
training programs as well as an enhancement in the quality of teacher
educators.
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Importantly, the team at the Ministry of Education that was leading the
initiative, suggested to the universities to consider improvements in:
teaching resources, the field experience component, recruitment and
retention of academically talented students for teacher training programs,
induction, and closer relationships with schools and communities, as well as
closer alignment with the primary and secondary national curriculum.
Among the 36 institutions that submitted a proposal, 17 were awarded funds
to implement the innovations. They covered almost 80 per cent of the
student teachers and institutions extended all over the country (Avalos,
2002b; OECD, 2003). As stated in the OECD (2003) Country Report, some
of these institutions started some initiatives in the area of induction,
however, little available information concerning the evaluation and impact
of these initiatives has been found.
As part of the PFFID the National Coordination office assembled an ad-hoc
committee to develop Performance Standards. These were developed with
the help of Educational Testing Service (USA) and the scholar Lawrence
Ingvarson (OECD, 2003). The standards could assist the institutions and
MINEDUC to monitor the quality of the graduating students. These
standards are generic and outline what teachers need to know and be able to
do in four dimensions of teaching tasks: a) preparation, b) setting an
appropriate classroom environment, c) classroom interaction for learning
and, d) professional related responsibilities (Avalos, 2004).
In Chile, teacher education in particular has received considerable attention
as part of the efforts to legitimise discourses about performance and
standards. The process of learning to teach and becoming a teacher have
been influenced by new developments seeking to improve the quality of
education. Policies intending to attract, develop and retain good teachers
have been developed. Moreover, standards to monitor the quality of new
graduates are part of the initiatives implemented to achieve quality teaching.
In addition, the restructuring of the school system has meant that beginning
teachers’ transition into teaching and their experiences of beginning
teaching might be different depending on if they are working in a public,
subsidised or private school.
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Policy attention not only focused on initial teacher education but also on
transition into teaching.
Part Two: Induction in Chile — Policy Initiatives
A close analysis of the document Propuesta de una Política de Inducción de
Profesores Nuevos (Proposal for a Policy of Induction of New Teachers,
Chilean Government Commission, 2005), has been undertaken in order to
establish a picture of the institutional context within which teacher
education and more specifically induction is situated. Analysis of the
document Propuesta de una Política de Inducción de Profesores Nuevos
will help to discern how particular discourses present the concept of
induction in the Chilean context. In this study this document is referred to as
the Propuesta.
The Induction of Beginning Teachers: General Principles
Society’s attention as a whole is currently
upon the training institutions; the improvement
of their educational processes; the type of
professional who graduate from them; and the
public policies and the ways in which their
guidelines promote changes in the teaching
work (Ministerio de Educación, 2005).
This quotation provides an illustration of the context of claimed importance
regarding the quality of teaching, teachers and teacher education in Chile.
As stated by the Comisión sobre Formación Inicial Docente created by the
Ministry of Education (Ministerio de Educación) in 2005, to improve the
quality of initial and continuing teacher education:
The induction of beginning teachers should be
seen as an important means of promoting
professional growth and enhanced learning
within the school setting as a whole.
(Ministerio de Educación 2005, p. 65)
The Comisión sobre Formación Inicial Docente then raised critical issues to
be addressed in regard to the induction of beginning teachers. These were:
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•

The induction of beginning teachers should be seen as an important
means of promoting professional growth and enhanced learning
within the school setting as a whole;

•

The need to develop initiatives to enhance collaborative work
between beginning teachers and experienced teachers; and

•

The need to promote links between training institutions and schools
through the development of support networks – among different
actors involved with beginning teachers – to make the necessary
connection between theory and practice (Ministerio de Educación
2005, p.65).

As part of the focus on initial teacher education, there has been an
examination of aspects such as transition and induction and the connection
between initial teacher education and the beginning years of teaching.
Within this context, some initiatives concerning the induction of beginning
teachers are currently part of the discussion about improving the quality of
teaching and learning in Chile.
Within the framework of the Comisión sobre Formación Inicial Docente,
the Minister of Education created in June, 2005 a National Commission to
prepare a proposal in order to implement a system of induction in Chile. The
invitation to participate in the Commission of Induction was made to people
with experience in the area of initial teacher education. In order to have a
representative structure which enabled various interest groups to have a
voice in decision making, participation was encouraged. Therefore, the
Commission was formed by 10 experts with vast experience in education.
These included academics from different higher education institutions and
officials of the Ministry of Education. All of them were experienced in the
area of teacher education. The commission included also a representative of
the Colegio de Profesores (Teacher’s Union). The Commission participated
in several working sessions over three months and its proposal included an
“extensive review of the national and international experience” (Chilean
Government Commission, 2005, p. 3).
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Strictly speaking the document Propuesta de una Política de Inducción de
Profesores Nuevos (2005) is not policy, rather it summarises the work done
by the Commission appointed by the Minister of Education through a
proposal which is intended to inform future policy. The Propuesta is
significant in terms of its historical position, that is, the political and
institutional context in which it arose along with the values that generally
permeate policy processes (Taylor, Rizvi & Lingard, 1997).
Rationale Underpinning Induction
In terms of context, the Propuesta claims that:
…in Chile there has been no official
recognition of the complexities of the
induction phase and the system operates on the
assumption that beginning teachers have
learned all that is necessary to perform well,
and if they do not practice it is because they
have not been adequately prepared. (Chilean
Government Commission, 2005, p. 4)
The Propuesta also notes the challenges faced by beginning teachers during
induction:
…beginning teachers experience a number of
different issues that relate on the one hand to
teaching as such and classroom management,
and on the other hand to issues related to the
school culture and their relationships with
other teachers and particularly with parents.
(ibid p.4)
Significantly, the document acknowledges the role played by factors other
than initial teacher education:
Although there is evidence that initial teacher
education has shortcomings, such as the
absence of specific training for the Second
Cycle of Basic General Education [years 5 to
8], it is clear that the initial performance of
many teachers depends also upon many other
factors that have not been given sufficient
importance. (ibid, p. 4)
Despite that in this Propuesta teacher education is portrayed as having
‘shortcomings’, the language here conveys the importance of recognising
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the existence of other factors influencing beginning teachers’ practice.
Therefore, induction is presented in terms of both problems with initial
teacher education and the existence of generic entry problems that beginning
teachers face during induction. In this regard the Propuesta cites the Chilean
research conducted by Avalos, Carlson and Aylwin (2004) in which it is
stated that:
…no matter how well prepared are teachers in
their initial training, they are likely to face
problems related to curriculum management…
….the management of the diverse student
population; the use of material; and general
issues related to classroom teaching. (p. 4)
Thus, the Propuesta can be read as recognising that beginning teachers face
various difficulties when they begin teaching that cannot necessarily be
addressed during initial teacher education.
Underpinning this perceived need for support, the Propuesta claimed the
influence of the first years’ teaching on “the quality of future performance”
(p. 3). Thus, the issue of induction is presented in terms of the long-term
implications of beginning teachers’ early experiences on their teaching
practices and student learning outcomes. In this way, the Propuesta
understands induction as “a phase of learning to teach which can have longterm implications for beginning teachers in terms of their effectiveness as a
teacher, their attitudes, and their decision to continue teaching” (p. 2).
Interestingly, this view reflects Feiman-Nemser et al. (1999) definition of
induction as a “phase in teacher development” (p. 4) which

shows a

movement away from more constrained definitions of induction that identify
it only as realised in programs. Moreover, this definition of induction as a
phase of learning to teach acknowledges, as Feiman-Nemser (2001a) does,
that initial teacher education can only provide a foundation and that some
things are best learnt on the job.
In addition, induction is presented as the period in which beginning teachers
achieve a “competent performance” (ibid, p. 6). In this regard, the
Propuesta cites the definition of “competent performance” as understood in
the System of Teacher Evaluation which defines it as “one that allows full
compliance of all the requirements to promote student learning” (ibis, p. 6).
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There are thus a series of linked assertions that frame the Propuesta, the first
of which unequivocally links induction and student learning outcomes to
issues concerning ‘beginning teachers’ competent performance’. In this
regard the Propuesta claimed that:
The overall purpose of the system [induction]
is to support beginning teachers… … through
specific actions in and out of school to help
strengthen their professional competence in
order to increase their chances of remaining in
the teaching profession and contribute to the
quality of their performance. (ibid, p. 12)
Therefore, within a context of claimed importance regarding retaining good
teachers and the quality of teaching, induction is presented as significant.
The Goals of Induction
The Propuesta presents a holistic view of induction. In this regard the
Propuesta:
…recognises the personal needs, work-related
needs and professional needs of young
teachers by creating an induction system or
support system concerning the establishment
of their first job placement. (ibid, p. 5)
To this end, the Propuesta cited its four specific goals as:
•

promoting beginning teachers’ learning to teach (quehacer docente)
through class observation and sound feedback in order to help them
to overcome difficulties and to increase their abilities;

•

supporting the socialisation (socialización) of beginning teachers
while helping them to learn about roles and responsibilities and
school policies;

•

advancing the well-being (bienestar) of beginning teachers by
making them feel comfortable in the profession;

•

and encouraging beginning teachers’ participation in learning
communities (comunidades de aprendizaje) as integral to their
continuing education (ibid, p.12/13).
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The preceding goals attend to important dimensions of teacher’s work and
teaching. In this way, the Propuesta has as its focus the improvement of
beginning teachers’ classroom teaching. Here then the assumption is that
professional learning supports good quality teaching. Moreover, the four
specific goals above relate to concerns with aspects that move beyond
beginning teachers’ classroom needs. Significantly, the analysis of the
Propuesta shows that teaching and teachers’ work is framed holistically in
terms of work, socialisation into the culture, individual’s emotional and
relational needs, and professional learning. To this end, one of the aims of
induction in Chile is to provide opportunities for beginning teachers to
enhance their teaching practices through class observation and sound
feedback, and through their participation in learning communities. This
illustrates how the Propuesta draws on ideas discussed extensively in the
research literature that supports the argument that professional learning
communities provide a developmental approach to adult learning by
promoting discussion about professional issues, and exposing teachers to
new ideas from peers (i.e. Hayes, Mills, Christie & Lingard, 2006; Huffman
& Hipp, 2003; Mitchell, 1999). Whilst claiming a link between professional
learning and good quality teaching, there is also a relationship stated
between induction and beginning teachers’ well-being. Therefore, actions
seeking to attend beginning teachers’ emotional needs are also considered.
Further, a preferred version of induction is advocated, one in which
induction is defined as a phase of teachers’ lifelong learning which begins in
initial teacher education, continues through beginning teachers’ induction
into the teaching profession, and moves towards in-service professional
development to keep teachers updated. In this regard the Propuesta states:
The introduction into teaching has been
recognised... …as a phase that continues,
deepens, and contextualizes (according to the
new tasks and responsibilities) the teacher
training started in training institutions. (ibid, p.
4)
Thus within the framework of lifelong learning, one specific objective
named in the Propuesta relates to the “inclusion of beginning teachers into
learning communities” (ibid, p. 13). This focus recognises that beginning
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teachers have things to learn, which they could not have learned during
initial training, and that support is required to hep them to become effective
teachers.
Linked to the inclusion of beginning teachers into learning communities is a
strong commitment to developing more collaborative relationships between
universities and schools. “The continuous teacher training contexts are
favourable to support beginning teachers: The Network of Masters of
Masters, Local Teaching Networks, Professional Working Groups, and
Rural Microcenters” (ibid, p. 11). Additionally, the initiatives developed by
higher education institutions seeking to support their graduates as well as
facilitate better integration of student teachers into the schools – through the
training of mentors – are considered “valuable experiences that may form
part of induction” (ibid, p.11).
Moreover, it is stated: “the school in which each beginning teacher is placed
constitutes the main centre for induction” (ibid, p. 16).

Therefore,

beginning teachers will be assigned a “mentor that will support them
regularly” (ibid, p. 16). In terms of “induction activities” (ibid, p. 16) as it is
termed, the Propuesta suggests the creation of a system of training for
mentors; the organisation of monthly meetings in which beginning teachers
may share their experiences with other beginning teachers; and convening
higher education institutions to participate in the intended annual seminar of
beginning teachers to share experiences and receive feedback from
beginning teachers in regard to strengths and weaknesses of initial teacher
training. What is of interest is the extent to which the particular version of
induction described within the Propuesta is strongly informed by a social
component. Here the social dimension of induction is introduced, as in
induction as “an organised system of pedagogical support for beginning
teachers consisting of mentors and collective forms of support” (ibid, p.12).
These collective forms of support include not only beginning teachers and
the people working within the school but also instances such as beginning
teachers working in other districts and with university lecturers, particularly
those involved in professional experiences. This might mean that induction
is seen in the Propuesta as developing also beyond the limits of the school
borders.
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Although the Propuesta identifies the people and institutions involved in
induction it does not specify responsibilities and roles. The Propuesta does
not mention the role of the principals in relation to induction. Nor does it
examine the role of other teachers or other members of the school executive
such as the chief of UTP or the general inspector.
One clear discourse in the document concerns professional learning and lifelong learning and induction is one part of this. This is a discourse that is
strong in the research literature on induction illustrated by Feiman-Nemser
(2001a). However, as well as the discourse of teachers’ lifelong learning, a
discourse of standards and accountability runs through the Propuesta. In this
regard the analysis indicates that induction is framed against “conditions
that will favour [the implementation of] the proposal” (ibid, p.10) which
refers to recent policies concerning teachers in Chile. Among these are: the
existence of evaluation standards for new graduates; the National Teacher
Evaluation System based on The Framework for Good Teaching; the current
discussions to establish a Teacher Career based, inter alia, on the quality of
performance; and the accreditation of teaching courses (ibid). All are
considered potential facilitators of induction in Chile.
Standards, evaluation and accreditation are presented in the Propuesta in
terms of supporting the implementation of induction practices. In this
regard, the Propuesta associates evaluation and standards with induction
and therefore it states: “the performance evaluation criteria contained in The
Framework for Good Teaching, will constitute the elements that will guide
the process [of induction]” (ibid, p. 25). The notion of competence will be
assessed using as a guide the standards contained in The Framework for
Good Teaching which are currently in use to evaluate experienced teachers
in Chile. Moreover, the Propuesta reinforces its statement on induction by
citing international experiences in which:
…induction is linked to some kind of
performance evaluation which allows the
teacher to certify compliance with the
professional competence required to integrate
a national registry of teachers. (p. 6)
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It goes on to argue that “the certification or authorization is the act that
constitutes the end of the induction period” (p. 6). Therefore, the Propuesta
states: “the quality of performance during induction could be regarded as a
point of entry into teaching” (p.11).
With respect to induction policy, the Propuesta incorporates some form of
assessment or evaluation on beginning teachers’ performance and, therefore,
the Propuesta suggests the creation of “instances of support for those who
might fail the evaluation” (ibid, p. 14). It is through induction that standards
for graduates will be implemented for the accrediting and disaccrediting of
beginning teachers.
Discourses of Standards and Learning intermingled
What emerges from the analysis of the document Propuesta de una Política
de Inducción de Profesores Nuevos is the manner in which two discursive
threads — teacher learning on the one hand, and standards and
accountability on the other — have been articulated in an initiative
attempting to design an induction policy for beginning teachers.
The Propuesta presents a view of induction in which it is conceived as a
phase of teacher development. In doing so, the Propuesta frames induction
holistically in terms of the institutional, the individual and the relational.
Further, it attends to the methods by which beginning teachers can advance
their knowledge through observation and sound feedback and through being
part of the learning communities. This view of induction moves away from
more constrained definitions of induction that identify it only as realised in
programs. Moreover, it challenges common assumptions that initial teacher
education should do more. Indeed, it proposes a view of induction as a
continuum that begins in initial teacher education, continues during an
induction phase within schools, and moves towards in-service professional
development. This is in line with Feiman-Nemser’s view of teacher
preparation programs as an early stage of professional learning (2001a).
Both discourses can complement each other in the induction process.
However, there are some tensions when induction tries to do both support
and judgment. In fact, induction systems based on evaluation and
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assessment for the purpose of accreditation rather than genuine support have
been highlighted as one of the structural factors that might contribute to
failure among beginning teachers

(Yusko & Feiman-Nemser, 2008).

Although these two discursive threads are not mutually exclusive, it is
necessary to consider the tension and contradictions that might arise as a
result of considering both approaches together. Induction linked to
evaluation for accreditation may undermine trust and support that are
prerequisite to the establishment and maintenance of collaboration.
Moreover, the tensions they encompass may force their resolution in favour
of the current dominant side — induction focused on standards, evaluation
and accountability.
Importantly, policy-making needs to recognise the importance of the context
and the participants in the policy implementation process and their
conflicting interests need to be taken into account. In their work on the
relationships between induction policies, programs, and practices, Carver
and Feiman-Nemser (2009) argue that “policy makers and local induction
leadership must be of common mind and understanding for the policy to
work” (p. 315). Similar findings are reported by Anthony, Haigh and Kane
(2011). These authors argue that effective induction programs need not only
to be focused on the continuous development of teachers as professional
learners, but also they need to be nested in an organisational structure that
supports learning within the whole school. Therefore, the implementation
process that is, how this policy is going to be translated into practice needs
to be taken into account. This raises questions in terms of: How does the
support get developed alongside the standards? How is this intention going
to be understood in practice? What are the contradictions between these two
approaches? What are people’s roles in terms of beginning teacher
assistance and assessment?
Conclusion
Through focusing on policy documents, Study One has explored some of
the components of the meta-practices of educational policy and
administration and institutional discourses structuring schools, teaching,
teacher education, and induction in Chile. The first section of this chapter
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explored the purpose and main forms taken by national educational reforms
over thirty years of change in policy and practice concerning the school and
the teacher education system. The introduction of market-oriented policy
reforms during the 1980s incorporated elements that have changed the
social, economic and political fabric of the country. Therefore, new
distinctive understandings and discourses of education, educational policy
and administration, and educational research and evaluation are framing
schools, teaching, teacher education and induction within the Chilean
context.
The policy of decentralisation initiated in the early 1980s has had enormous
consequences for teachers and teaching in Chile. As a result of efforts to
decentralise the provision of education, different types of schools comprise
the school system: municipal, subsidised and private schools. These
transformations are already having a profound effect on how schools are
funded and controlled, the ways teaching is done, who controls it, and what
schools themselves are for.
The segmentation of the school system involves differences in the work
conditions and rights of a number of teachers’. Moreover, within the
municipal system differences exist in terms of the resources and the support
provided to the schools which have an effect on teachers’ working
conditions. Therefore, beginning teachers’ experiences might be different
depending on if they are working in a public, subsidised or private school.
To some extent, the difference may relate to the student population that they
need to teach but also to the resources available within the school or to the
school organisation. Thus, the school system is part of the meta-practices
that will frame the practices of principals and beginning teachers explored in
the next two studies.
In this study, the analysis clearly shows dominant ideas in the policy
literature and the research literature which reflects the policy exchange
across countries that relate to quality teaching, standards and accountability.
Since the beginning of the 1990s the word ‘quality’ was high on the
educational agenda in Chile, although clear definitions were missing.
National quality assurance agencies and a number of government
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commissions were established with different mandates; for example
accreditation, evaluation, and the development of professional standards,
either at institutional or programme level. Providing proven quality in
education in Chile includes initial teacher education, in-service training, and
induction. It is within this context that induction policy initiatives have been
discussed.
Information available after the Proposal was delivered in October, 2005
indicates that while some initiatives have been implemented at the
university level, such as developing a pilot program to select and train a
cohort of 12 mentors (Inostroza De Celis, 2007) and devising some special
programs that provide support for graduates, this is far from being a nationwide trend. As a member of the Commission of Induction Jose Cornejo
notes:
Due to lack of resources, changes in
government and in the Ministry of Education,
the initiatives that had been implemented such
as the pilot program with early childhood
teachers and English teachers, both have been
left to their own fate and dispersed over time.
(email communication, 2011)
All in all, then, although the topic of beginning teachers and their induction
appears on the political agenda of Chile, few policies addressing the issue
have been developed or implemented.
This chapter provided the context and an overview of the meta-practices that
frame the practices of those involved or concerned with induction in Chile.
It is important to identify the meta-practices and their impact on schools,
teachers, and teacher education to help policy makers and practitioners
develop a deep understanding about them and their influence on the
induction of beginning teachers. The second study which follows, takes as
its focus principals’ perspectives on induction. Through a close analysis of
interviews with principals, their perceptions on what induction means, the
challenges faced by beginning teachers during the transition into teaching,
and the kind of support provided to beginning teachers are explored.
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Chapter Five
Study Two
Beginning Teachers’ Induction: The Perspective of
Principals
Introduction
Beginning teachers need professional development…
…beginning teachers are a finished product but not polished
up, they lack shine. [Principal from a subsidised school]
The metaphor used by this principal, provides an illustration of the
principals’ perception on the beginning teachers need of support during
induction into teaching. In this regard, the lack of induction support for
beginning teachers in Chile has been a concern in recent years. Available
evidence indicates that beginning teachers are not experiencing induction
that provides them with adequate development support. Many beginning
teachers are not receiving the type and level of help they need to function
effectively after taking up their appointments (Avalos & Aylwin, 2007).
At the school level, the principal can play a critical part in the beginning
teachers’ transition and induction into teaching. Principal support is a
significant variable in achieving beginning teachers’ efficacy (Çapa &
Loadman, 2004). The lack or poor quality of principal support of novice
teachers is cited as a problem for beginning teachers (Brock & Grady,
1997). Empirical studies have highlighted the role played by the principal
and the school executive in establishing, supporting, and evaluating
induction processes which promote ongoing professional development for
beginning teachers (as considered in chapter two, McCormack & Thomas,
2003). According to Bickmore and Bickmore (2010), the principal’s role in
providing collegial structures for induction seems to enhance school climate
which is paramount in the effective induction of beginning teachers.
Research conducted by Quinn and D’Amato Andrews (2004) examined the
principal’s role in the support of new teachers. Their study found a
significant correlation between the level of support from the principal and
105

that of the entire staff. Thus, principals who support their beginning teachers
are more likely to increase the assistance that beginning teachers receive
from all members of the school community. It is important then to explore
how principals understand and conceptualise induction in the Chilean
context and the role they consider important for principals in the induction
process.
In focusing on principal interviews, what is sought is not only an
understanding of principals’ conceptions of induction but also on
identification of the implications of these conceptions in terms of helping
beginning teachers to develop their pedagogy. A key question then
concerns: How do principals understand the concept of induction and what
kind of support do they provide to beginning teachers during this process in
particular in terms of classroom teaching?
As outlined in chapter three, the concept of practice architectures is
productive in guiding the analysis of the field of induction practices. In so
doing, this chapter will identify: (1) what principals say about induction in
the Chilean and school context and who has responsibility for it; (2) what
principals do in relation to beginning teachers’ induction; (3) principals’
perspectives on the sort of school cultures and how people relate to each
other within schools and its impact upon beginning teachers. These sayings,
doings and relatings will also be considered in relation to the meta-practices
and practices architectures that affect the conditions for educational practice
shaping principals’ understandings of induction and prefiguring the
induction of beginning teachers into the profession.
Four principals working in municipal urban schools and four in subsidised
urban schools volunteered to participate in the study. Mr Tapia, Mr Lopez,
Mr Castillo and Mr Fuentes worked at municipal schools. Mrs Marin, Mr
Gonzalez, Mr Diaz and Mr Torres worked at subsidised schools20. These
principals were working in the primary and secondary levels: four principals
were working in primary schools, one in a K-12 school, and three in high
schools. Four principals graduated from a Normal School and four obtained
their degree at universities.
20

Pseudonyms were used.
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The data collection included: (1) one-hour-long moderated small focus
group consisted of four principals working in municipal schools; and (2)
one-hour-long individual interviews involving four principals from
subsidised schools. The same set of questions was formulated in both focus
group and face-to-face interviews. As explained in chapter three, there were
pragmatic reasons to conduct interviews and focus group with principals.
When presenting the data the participants were identified by referring to
their last names and school sector as follows: Mr. Tapia (Mu) representing a
principal working in a municipal school; and Mr Diaz (Su) representing a
principal working in a subsidised private school.
Questions posed to principals during the interviews were:
•

What are the major challenges and difficulties faced by beginning
teachers during induction (from the perspective of the principal)?

•

How do the principals describe their role regarding induction?

•

What kind of support is provided to beginning teachers during
induction?

As explained in Chapter 4, the decentralisation process of the early 1980s in
Chile transferred the administration of the public sector to the
municipalities. Three types of school were established within this system,
namely municipal schools financed by a voucher system and run by the
municipalities, private subsidised schools financed by a voucher system and
run by the private sector, and private fee-paying schools financed by fees
paid by parents and run by the private sector. The differences in the school
system and the division between municipal and subsidised schools are
important when analysing principals’ perspectives on induction.
The following section will discuss the three questions posed to principals
mentioned above. The data will be presented according to the school sector
in which principals work. The reason for this is that the school sector
provides an important set of meta-practices in which principals’ sayings,
doings and relatings can be located. Additionally, some similarities and
differences within and between both groups of principals will be discussed.
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The perspectives of principals are also considered alongside some of the key
policies that frame teacher education and the school systems.
In Chile, although, the main educational goal has been to improve the
quality of teaching (Avalos, 2002a), little attention has been given to the
entry of beginning teachers into the profession and the support they need
during this induction phase. Even though there is current recognition of the
need to develop and implement policies related to induction (Tercer
Encuentro de Formación Docente, 2007), the lack of information about the
problems faced by beginning teachers and the lack of induction programs
has meant that teachers and teacher educators are unfamiliar with the
induction — as a formal school-based process oriented to support beginning
teachers during their transition from pre-service preparation to classroom
practice (ibid). In the schools in which this study was located there were no
formal school-based induction programs focused on classroom teaching.
This is an important contextual factor that influenced principals’ saying,
doings and relatings in relation to the induction of beginning teachers.
Thus, due consideration needs to be given to the lack of formal induction
programs in Chile when analysing principals’ understandings of the
concept.
This chapter is divided into two parts. The first part will explore principals’
sayings concerning the key issues faced by beginning teachers on entry to
teach. The second part will discuss the principals’ perspectives on support
for beginning teachers. The conclusion provides a review of the key
findings of this study which will be analysed in relation to the literature in
the field and the practice architectures lens used for data analysis.
Part One: Principals’ Perceptions of Beginning Teaching
This section will consider principals’ sayings concerning the key issues
experienced by beginning teachers during the process of learning to teach.
When talking about beginning teachers’ difficulties, principals addressed the
question in terms of institutional practices as well as individual experiences.
In doing so, they highlighted some key issues concerning both teacher
education and the experiences of being beginning teachers.
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Perceptions of Initial Teacher Education and Transition — Municipal
School Principals
When principals from municipal schools were asked to identify the main
challenges faced by beginning teachers during their first years teaching, the
discussion centred on teacher education. In terms of initial training,
municipal principals claimed that the challenge for initial teacher education
is to prepare prospective teachers better. The strength of the convictions of
these principals on the matter of teacher education and its failure to provide
an adequate initial training to beginning teachers was unexpected. For this
group of principals, teacher education is perceived as failing in helping
beginning teachers to develop proper understandings of how to make the
transition from theory to practice in teaching. Initial training is portrayed as
outdated and unable to provide beginning teachers with the tools they need
to face the challenges that involve being an educator. The principals held a
range of perspectives on this general theme of teacher education. The
perspectives showed different emphases related to one common problem.
Mr Tapia (Mu), for example, noted the perspective of beginning teachers:
We’d had a number of beginning teachers in
our liceo [high school] who have said to
everyone, the principal, the chief of UTP21,
and their colleagues that they are not prepared,
that they haven’t been given the appropriate
tools because they have been taught discipline
as a course but it hasn’t considered how to
handle conflictive situations within the
classrooms.
In a similar vein, Mr Lopez (Mu) argued that:
Beginning teachers had been trained using an
outdated model. For this reason they continue
with the traditional transmission model of
instruction and learning… …there is a lack of
innovation on those aspects.

21
UTP (Unidad Técnico Pedagógica) The UTP was initially created as a management group comprising the
areas of evaluation, curriculum and counselling. Nowadays, especially in municipal schools, the chief of UTP
works alone and is the professional responsible for both technical and pedagogical matters within the school.
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From this principal’s perspective teacher education does not properly
prepare teachers for new and innovative models of pedagogy. He felt that
beginning teachers might be ill-equipped to deal with today’s increasing
classroom challenges, especially in terms of their pedagogy.
While Mr Lopez (Mu) noted lack of innovation, Mr Tapia (Mu) noted that
teacher education programs do not provide a realistic image of what
beginning teachers might encounter in schools. Therefore, beginning
teachers must face a world that is unknown for them and for which they are
considered not to be prepared. The following quotations provide a sense
about this principal’s perspectives on teacher education:
They [beginning teachers] haven’t acquired
the skills during their initial training.
Universities are still teaching them pedagogy
for an ideal world. And what happens is that
beginning teachers get into a different world in
which kids are facing high social risks so they
[beginning teachers] have to face difficult
situations and they don’t have the tools, they
don’t have the expertise… …frequently they
don’t know what to do in the classroom.
Additionally, some important issues concerning professional experiences
were highlighted. Among the main criticisms were a poor coordination and
communication between universities and school settings; lack of lecturer
visits to student teachers during professional experiences; and professional
experiences which did not last long enough for beginning teachers to get
acquainted with the world of schools. This lack of adequate professional
experiences became evident in Mr Fuentes’ comment:
One of the problems of education today is
teacher education. Universities place student
teachers in local schools to do their pre-service
school-based experience but they [lecturers]
do not take responsibilities for these student
teachers… …the assessment of the Internship
is not done by the university instead it must be
done by the mentor teacher…that seems weird
to me.
Regarding the skills required of beginning teachers to handle difficulties at
work, Mr Tapia (Mu) also noted the length of professional experiences:
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In this regard we think that student teachers
should attend weekly meetings, stay more
hours at the school in order to know what
happens within the school and in this way
acquire the knowledge required to handle the
conflicts. This knowledge cannot be acquired
at the university…
Similarly, Mr Castillo (Mu) noted the length of professional experiences and
the type of schools where student teachers were usually placed:
…professional experiences are really minor,
very minor… sometimes beginning teachers
do their professional experience at ideal
colleges22 then they don’t know the reality
they will face and the reality in some
problematic schools is very hard. I remember a
professional experience of 15 days carried on
by student teachers from the Isla
University23…this
cannot
be
allowed.
Professional experiences need to be guided.
They [lecturers] ask for our help but then they
even forget the students’ assessments and then,
at the last minute, they usually call us urgently
because students need to be assessed. The
problem here resides in the universities and I
think that the government must implement a
national curriculum for teacher education.
There was general agreement among the principals that universities were not
providing the professional experiences required by teachers in order to be
able to handle the difficulties that they usually encounter in municipal
schools today. In this study, principals’ sayings portrayed initial training as
‘idealised’ with pre-service professional experiences taking place in ‘ideal
colleges’. When principals use the word colleges they refer to subsidised
schools which are considered to have a different reality to that of municipal
schools. Household income and education and socioeconomic status are all
higher in private than municipal schools and pupils in private schools
typically have higher educational achievement levels than peers in
municipal schools. These, among others, are the main aspects that
differentiate municipal and private schools (MINEDUC24). Thus, Mr
22
An unpublished experiment carried out by a Chilean think tank found that changing the school name from
Spanish to English and introducing school uniforms in public schools resulted in increased public school
enrolments (Winkler & Rounds, 1996). This might explain that private and private subsidised schools in Chile are
generally named colleges instead of schools. By contrast the term school is generally used in the public system.
23
A pseudonym has been used to ensure anonymity.
24
MINEDUC Ministry of Education
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Castillo’s comments suggest that usually student teachers do their
professional experiences in schools that do not represent the day-to-day
reality of the municipal system.
Principals’ sayings in regard to higher education institutions also focused on
the academic level of the students enrolling in teacher education programs.
In this line, Mr Tapia (Mu) raised a concern regarding the low scores
achieved by students who gained entrance to teacher education programs
and his perception of beginning teachers’ lack of personal attributes and
basic skills to enter the profession. This becomes evident in this comment:
What I think is wrong is that the scores
achieved by students who get into teacher
education programs are very low… usually
those graduates who do not meet the entry
criteria for any other course, decide to get into
pedagogy [teaching]. Thus there are student
teachers who do not have a strong personality
or do not have an appropriate voice. That is a
mistake because universities offer anyone a
place for teaching, good people, bad, small,
big, anyone. More than often we have seen
people [student teachers] who say “this is not
for me” and they have abandoned the course
during their last year course because they
realised that teaching was not their vocation.
In the quote above, Mr Tapia raised a broad concern about the suitability of
people for teaching in terms of both the school as well as a sense of
vocation for the profession.
Accompanying principals’ beliefs on improved initial training as central to
improving beginning teachers’ performance was a reference to their own
initial training. Principals in the focus group had been trained at either
Normal Schools or universities which seem to have influenced their beliefs
concerning teacher education. Principals trained at Normal Schools, brought
to the table the idea that teachers trained at these schools were ‘a different
kind of teacher’ [Mr Fuentes (Mu)]. An analysis of this expression suggests
that principals are making a judgment in saying ‘a different kind’ they
believe that their initial teacher training was more appropriate than the one
being provided now by universities to student teachers. Their personal
experiences, regarding initial training, have provided a set of sayings about
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types of teacher education that reflected their own experiences. As Mr
Fuentes (Mu) states:
…well I’m Normalista25, our initial training
was totally different… another kind of
teacher… ….in fact we had to do a year of
professional experiences before we were able
to obtain our degree.
By contrast, Mr Lopez’ comment exemplifies a university graduate’s point of
view on the issue. When he first intervened in the discussion he argued:
Well first of all I want to say that I’m a
university graduate and I’ve been teaching for
22 years. Based on my experience I can say
that a university graduate can be as good as a
Normalista, it will depend on people’s own
interests and capacities.
Such comments reflect the complex interplay between individuals, teacher
education, and induction experiences as part of the process of learning to
teach. Among this group of principals there was not agreement on best
models for teacher education showing a tension about how best to prepare
teachers for the profession.
The analysis of the interviews revealed how principals talked about
beginning teachers and their emergent teaching practices. In this regard,
principals see initial teacher education as outdated and unable to provide
beginning teachers with the tools they need to face the challenges that
involve being an educator. Therefore, the main sayings portray the problems
of induction related to initial teacher education.
Challenges Faced by Beginning Teachers — Municipal School
Principals
The transition from student teacher to being a teacher, which most of the
time involves changing their role abruptly, is mentioned by the principals in
this study as one of the challenges faced by beginning teachers. This is a
common concern during induction (Avalos & Aylwin, 2007; Hardy, 1999;
Manuel, 2003). During this transition the management of student behaviour
25
In Chile teachers trained at Normal schools are called Normalistas establishing in this way a difference from
those who get their degree at Universities.
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is recognised as one of the greatest problems facing beginning teachers. The
other serious problems that principals reported in this study were as follows:
managing computer technology, lack of knowledge about curriculum, and
assessing pupils’ work. In addition to the challenges of the classroom,
establishing relationships within the school is also reported as problematic
for beginning teachers. According to the principals, beginning teachers have
problems not only developing relationships with other teachers but also
dealing with parents and caregivers.
Mr Castillo (Mu) noted the common clash between reality and beginning
teachers' expectations. In this line Mr Castillo argued that beginning
teachers’ main difficulty concerns discipline:
Beginning teachers experience a dramatic
change of role. One day they are student
teachers and the following day they are
teachers…they are professionals. More than
often this novice comes to the school and
wants to do many different things. But he gets
into the classroom and must face a group of
children that do not allow him to do his
class… he cannot control the discipline…I
think that this is one of the greatest difficulties
faced by beginning teachers today.
Mr Castillo (Mu) also mentioned beginning teachers’ difficulties
establishing relationships not only with other teachers and students but also
with parents:
In addition, beginning teachers need to be able
to relate to students, bosses, colleagues, and
parents.
In terms of leadership in relation to classroom discipline, this was expected
by Mr Lopez (Mu):
I believe that during this first stage [induction]
beginning
teachers
need
to
assume
leadership’s roles and must keep them for a
long time. Teachers are leaders by nature, if
not it means that they don’t have the fingers to
play the piano…because they have to lead a
class, they must have the capacity to lead and
to be able to handle the discipline…that’s of
paramount importance.
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The saying ‘they don’t have the fingers to play the piano’ represent Mr
Lopez’ expectations of beginning teachers’ natural leadership abilities.
These words suggest that Mr Lopez expect beginning teachers to be fullyformed, as teachers and leaders, and to be able to manage classes.
In relation to the reality of the classroom, Mr Fuentes (Mu) added a new
dimension through reference to new technologies and methodologies that
are expected to be applied by beginning teachers. He had a slightly different
perspective from Mr Castillo and Mr Lopez. Whilst the latter expects
beginning teachers to be able to handle classroom discipline and be fullyformed in terms of leading their classrooms, Mr Fuentes sees beginning
teachers as potential agents of change, and therefore, even greater
expectations concerning what it means to be a novice emerged here. He
expects beginning teachers to promote new technologies and methodologies
and to take on a leading role in guiding teachers towards cultural change or
to a change in pedagogical practices:
The major challenge encountered by beginning
teachers is the adaptation to the reality they
will face while meeting the schools’
expectations regarding their performance. It is
expected that beginning teachers will be able
to
promote
new
technologies,
new
methodologies,
innovate,
lead
people
(teachers) to a cultural change or to a change
on pedagogical practices that is what is
expected.
Regarding innovation, principals reported a disconnection still prevailing
between teacher education programs and some government initiatives
aimed at the improvement of the quality of education. Mr Tapia argued, for
example, that some education reforms are not in line with pre-service
teacher education curriculum. Therefore, when beginning teachers take up
their first appointments they are usually not familiar with these new
developments. This is the case with some initiatives developed to promote
the use of computer technology at schools. As stated by Mr Tapia (Mu):
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The government of Chile has implemented the
computer technology through the TIC26
(Tecnología
de
la
Información
y
Comunicación). A great emphasis has been
placed on this technological tool but this is not
linked to pre-service education programs. As a
result beginning teachers arrive in the schools
and they do not know what it is all about. I can
tell you that in my school there are 100
computers and 98 have not been unpacked
because the beginning teachers, who should
promote their use and be leaders in this aspect,
are oblivious to the process.
Mr Tapia’s account shows that beginning teachers are expected to teach
others, innovate, and lead practice. Despite that beginning teachers should
not be held responsible for this policy implementation, principals’ words
showed their high expectations regarding the role of beginning teachers in
relation to both knowledge on technology and their innovative ideas and
practices. Yet there is not necessarily a matching of the policy that
implemented the TIC within the schools and the reality of teacher education
programs. This is an illustration of beginning teachers’ experience of
induction and how it is located within a set of meta-practices such as the
technology policy implemented within the schools.
Another challenge identified by principals concerned beginning teachers’
knowledge of curriculum and assessment. A compelling comment regarding
the issue was made by Mr Lopez:
Another difficulty concerns the educational
processes… curriculum and planning has to be
learned by beginning teachers within the
schools. Typically, universities address the
topic through curriculum courses but it is too
superficial. I can explain this using my
personal experience…especially through the
assistance that I’ve provided to graduates from
private universities mainly…I’ve realised that
these processes are mentioned [by teacher
education], they are known, but they are not
addressed to in depth. In-depth knowledge is
acquired within the schools… …For example
26
TIC is a program that refers to the technologies of information and communication implemented by the
MINEDUC as a means to introduce the technology in the schools and promote professional development for
teachers at schools level.
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during interviews they [beginning teachers]
were asked “what is your understanding of
assessment” and they [beginning teachers]
were unable to give an answer. They weren’t
capable to identify the differences between a
standard assessment and an assessment of
students with special needs through a
differentiated assessment.
Mr Lopez’ words reveal a tension regarding beginning teachers’ theoretical
foundations. He acknowledges that in-depth knowledge is acquired within
the school but at the same time he criticises teacher education for not
addressing this foundational knowledge in more depth.
Municipal principals’ focus group discussion provided a number of key
sayings in regard to the difficulties faced by beginning teachers during their
first years of teaching. The transition from pre-service education into the
workforce is seen as involving many challenges. Therefore sayings such as
‘one day they are student teachers and the following day they are teachers’
exemplify the difficult and usually unmediated transition into teaching faced
by beginning teachers during induction.
Regarding the sayings concerning the challenges they fit into two main
ideas: (1) among this group of principals was a broad consensus that teacher
education was not producing the teachers demanded by municipal schools;
(2) from these principals’ views beginning teachers face ‘a dramatic change
of role’ from student teacher to teacher.
From principals’ perspectives changing their role involves a number of
challenging situations for beginning teachers including: classroom
management, innovation particularly in terms of technology, and knowledge
of the curriculum and student assessment. In addition to the challenges of
the classroom, establishing relationships within the school was also reported
as problematic for beginning teachers. This aligns with the literature that
highlights classroom management, knowledge of the curriculum, assessing
students’ work and relationships among the major challenges faced by
beginning teachers during induction (Brock & Grady, 1998; Ewing &
Manuel, 2005; McCann & Johannessen, 2004; Veenman, 1984).
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It is well worth noting the high expectations of principals in regard to
beginning teachers’ initial teacher preparation. Principals in this study
expect beginning teachers to not only be fully-formed on entry to teaching
but also to demonstrate leadership skills and innovation. Thus, saying such
as ‘they don’t have the fingers to play the piano’ represents how principals
talk about beginning teachers’ emergent teaching practices and the
challenges faced by them during induction. Therefore, a tension between
what it means to be a novice and principals’ expectations emerges. A good
example of this tension can be seen when principals criticise novices for not
taking on a leading role in guiding teachers towards cultural change or to a
change in pedagogical practices. It is remarkable that principals working in
municipal schools think that novices with little or no practical experiences
and limited repertoires should be able to develop leadership roles to
influence the conditions of practice at school settings. Even though
beginning teachers can make an important contribution to the school, asking
them to assume leadership roles from the onset is to ignore the fact that
beginning teachers are novices. And as such, beginning teachers are
particularly in need of meaningful help during their early years in the
classroom. Although beginning teachers want to make contributions and
feel they are a working part of a school culture (Wong, 2004), they still need
to develop skills that enable them to cope with the pressures of an
increasingly demanding profession. Therefore, principals need to develop
better understandings of beginning teachers’ knowledge and skills and how
these can be developed so that the beginning teachers are successful in their
schools. The ability to lead is neither innate nor an ability that every novice
possesses upon graduation. Instead, it is an ability to be developed.
The following section will discuss the challenges faced by beginning
teachers according to principals from subsidised schools.
Perceptions of Initial Teacher Education and Transition — Subsidised
School Principals
Sayings about teacher education were also present among principals from
subsidised schools. Despite the difference in school sector, some criticisms
regarding teacher education were common. Among these, subsidised
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principals mentioned: teacher education’s failure in helping beginning
teachers to develop proper understandings of how to connect theory with
practical action, lack of productive approaches to behaviour management,
and a weak preparation in computer technology. Additional aspects such as
the lack of preparation on roles as chief teachers (tutors) and insufficient
preparation on various aspects for teaching were also reported. The
subsidised principals highlighted the issue of teacher education and
transition as key challenges. The following quotations represent a range of
related, and yet slightly different, takes on the challenges.
Mr Torres (Su) highlighted the difficulties faced by beginning teachers
during the transition from student teacher to being a teacher. What he noted
is the importance of the theoretical foundations provided by teacher
education programs:
…there is a distance between the theory taught
by academics at the university and what the
reality of the pedagogical practice within the
classroom is... … this leads beginning teachers
to relearn… …then beginning teachers are
forced to forget all the valuable knowledge
that they had learnt, the theory, and begin to
relearn more practical processes. In my
opinion forgetting the theory is wrong,
because theory should be the foundation for a
good curricular work.
The problem as Mr Torres sees it, is that beginning teachers forget the
theory. He sees the disconnection between theory and practice but makes
the case for a better connection by recognising the value of university
learning.
When talking about beginning teachers’ difficulties managing student
behaviour, Mr Diaz (Su) argued:
During initial training, where the “tools” are
given to beginning teachers, the difficulties of
facing high school students are not considered.
I acknowledge the value of initial training but I
prefer the training provided by Normal
schools, “Normalista to the grave” (laughter).

119

From Mr Diaz’ point of view, teacher education does not adequately
prepare beginning teachers in aspects of classroom management. In a
manner akin to Mr Fuentes, a principal from a municipal school, Mr Diaz’
words strongly reflect his own experience as student teacher.
Regarding beginning teachers’ preparation in computer technology, Mr Diaz
(Su) reported:
Beginning teachers sometimes show a lack of
preparation on computer technology and more
often high school students exceed them in
knowledge.
Mr Gonzalez (Su) raised a point concerning beginning teachers’ role as
tutors (chief teacher), a role that in Chile also involves establishing
relationships with parents. Tutors conduct monthly meetings with all parents,
individual parent-teacher interviews and attend to any concern that students
or parents might have. They also lead the team of teachers that teach that
particular class. In this line he argued:
If the novice graduated from the Villa
University27, then I know that beginning
teachers graduated from that university come
with a weak foundation on aspects regarding
their role as tutors [chief teacher]… …In this
case, I design a support program in that area to
prevent that particular teacher from having
difficulties with students and parents, because
the idea is to be proactive here.
When talking about beginning teachers’ teaching practices Mr Gonzalez (Su)
reported his concerns regarding beginning teachers’ ability to teach.
According to him, high school teachers have a strong content knowledge but
their ability to teach seems to be more restricted. As indicated in the
following quote:
Lecturers from the universities should further
explore these topics [teaching practices]
because high school teachers have a very
strong knowledge of the content matter but I
wouldn’t say the same in the area of teaching
itself.

27

A pseudonym has been used to ensure anonymity.
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Similarly, Mr Diaz (Su) argued that beginning teachers are sent to the
school unprepared just based on the premise that the experience will fix it
all:
As has been said before, the university or
institutions of higher education do not
adequately prepare students for this
responsibility [teaching]. Instead, under the
premise that ‘they can make their way while
they walk’ they [beginning teachers] are sent
to the schools to teach.
In a similar vein, Mr Torres (Su) commented on some information regarding
INICIA28 the evaluation system of new graduate student teachers:
For example, there is the information of the
INICIA (Spanish word) which indicates that
around only 40% of the new graduates have
some abilities to teach well.
Principals’ interviews revealed sayings concerning beginning teachers’
weak preparation for teaching practice. For example, Mr Diaz argued that
‘beginning teachers are sent to the schools under the premise that they can
make their way while they walk’. Thus, findings regarding initial teacher
education and transition into teaching were very similar to municipal
principals.
Challenges Faced by Beginning Teachers — Subsidised School
Principals
In relation to the transition into teaching, distinctive sayings about the major
problems encountered by beginning teachers during the early stages of their
teaching assignments were reported. From principals’ perspectives, at
classroom level beginning teachers often struggle with administrative tasks,
classroom management, and understanding and managing the curriculum. In
addition to the challenges of the classroom, principals reported establishing
relations with parents as a difficulty encountered by beginning teachers
during their first years of teaching. The administrative tasks mentioned

28
INICIA is an initiative developed by the Ministry of Education (MINEDUC) that aims to transform the
institutions, curriculum, and practices involved in teacher education seeking in this way to enhance effectiveness
in new graduates. This program comprises three major initiatives: a new graduates’ assessment, a new curriculum
together with the establishment of standards based regulatory processes, and a support program for universities
and institutions that count with teacher education programs.
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above usually refer to calling the roll and consigning students’ attendance
on the classroom book. Each class has a book which considers not only
curricular records but also records regarding pupils’ school attendance. This
is an official document which is supervised by the Ministry of Education.
It is important to consider here that school attendance grants (vouchers) to
finance primary-secondary education introduced by the government in
1980, directly tie school revenues to school enrolments. Therefore,
municipalities and private subsidised schools receive grants based on the
number of students attending class each month. The system is based on
statements submitted by the schools and subjected to a periodic, random
control by supervisors from the provincial boards of MINEDUC. This
means that often the classroom books in which students’ attendance is
recorded are supervised by a government representative and therefore the
administrative task of calling the roll constitutes a great responsibility for
teachers.
Mr Gonzalez (Su) criticised initial training for failing to prepare beginning
teachers for day-to-day duties, particularly administrative tasks. He reported
that there is a common belief that beginning teachers will learn once they
start teaching and, therefore, no attention has been given to learning
administrative tasks such as calling the roll and filling in the classroom
book. These words show a tension between better initial training
preparation and learning on the job. These views are mirrored in the
following comments:
Among the administrative tasks, handling the
classroom book and knowing the rules are the
major administrative challenges faced by
beginning teachers. These matters are not
taught to beginning teachers by universities
during initial training. Beginning teachers do
not have professional experiences in which
they could strengthen their knowledge about
administrative issues such these. There is a
general belief on what we call ‘fix things up as
you go’.
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Similarly, Mr Marin (Su) argued:
…it is uncommon that beginning teachers
know how to handle the classroom book. Even
though for us it might look easy to do, for
them [beginning teachers] it is a challenge.
Because they need to register the contents,
take the roll, sign it, etc.
The following quotation exemplifies beginning teachers’ struggling with
classroom management. Importantly, these challenges are also seen as
having an effect on beginning teachers’ teaching practices and consequently
students’ learning. As stated by Mr Gonzalez (Su) in the following
comment:
…the difficulties regarding classroom
management… … they [beginning teachers]
need to face a different reality… … they are
now an authority so they must impose respect
and that respect must be accompanied by the
instruction of contents… pupils must learn.
In a similar vein, Mrs Marin (Su) commented on the following:
Regarding beginning teachers’ difficulties, one
often meets beginning teachers who are unable
to handle disciplinary issues. For example,
some beginning teachers take students out of
the classroom despite that this is not allowed
because for students’ own benefit they must be
in the classroom during the whole lesson.
A significant point was made in relation to classroom discipline by Mr Diaz
(Su) who argued that while beginning teachers master content knowledge, it
is their lack of ability to manage student behaviour which interferes with
their teaching. Consider this comment:
It doesn’t mean that beginning teachers don’t
handle the content knowledge it’s just that
they don’t have leadership skills… beginning
teachers do not have authority which doesn’t
mean they need to be authoritarian, because
one can be tough but using common sense and
that is achieved through experience.
Mr Diaz’ saying shows a tension between the expectations concerning
beginning teachers’ leadership skills and learning through experience.
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Whilst Mr Diaz acknowledges that beginning teachers do not have
leadership skills, he also recognises that experience will provide beginning
teachers the necessary competences in this area.
Mr Gonzalez (Su) added another dimension by arguing that content
knowledge, understood as knowledge of the subject matter and pedagogy,
are not a problem for beginning teachers. According to this principal
beginning teachers have a strong knowledge of the subjects they need to
teach, as illustrated in the following account which typifies the view
expressed:
…content knowledge and the pedagogies are
not a problem because beginning teachers have
a solid knowledge and those topics they don’t
know are complemented by them with further
studies.
Mr Torres’ and Mrs Marin’s recounts show a different view in regard
beginning teachers’ knowledge of the syllabus. From their perspective,
beginning teachers do not have a strong knowledge about it. This view is
exemplified in the following quotations:
…the main challenge faced by beginning
teachers is that they don’t know the syllabus in
great
depth.
Therefore,
professional
development instances along with induction
will help to enhance beginning teachers’
performance. [Mr Torres (Su)]
Usually when one interviews beginning
teachers one of the questions is about their
knowledge of the syllabus and sometimes
there are people that don’t know it very well.
[Mrs Marin (Su)]
These words suggest that two principals’ general views are that beginning
teachers are experiencing problems managing the curriculum. In this regard,
Mr Torres thinks that professional development strategies and induction
will help beginning teachers to develop high levels of classroom practice.
Further, Mr Gonzalez (Su) noted that despite initial training, beginning
teachers need help on how to make the transition from theory to practice in
teaching. Importantly, Mr Gonzalez uses the saying ‘to complement it and
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land it’ to explain that beginning teachers need to complement the
knowledge acquired from teacher education and to connect it to the practical
field. Therefore, these words suggest that schools have a role to play in this
process. As indicated in this statement:
Beginning teachers are desirous of giving their
knowledge and they have a good initial
training but they need to complement it and
land it. Taking it off from the utopia that they
bring from the university.
Whilst not explicitly stated, these words show an underlying assumption:
despite preparation beginning teachers’ limited experience requires
induction support to make them effective teachers.
Comparison between Principals’ Perceptions on the Transition and the
Challenges faced by Beginning teachers during Induction: Municipal
and Subsidised Schools
The above section sought to identify principals’ sayings concerning
beginning teaching and the challenges faced by beginning teachers during
the transition to becoming a teacher. While there were some key common
elements across the two school systems (such as principals’ views of the
role of teacher education), there were some subtle differences. The
principals’ sayings fall under two themes overall: teacher education and
challenges faced during the transition to becoming a teacher.
Regarding teacher education, the analyses of the principals’ sayings suggest
that although all principals criticised initial teacher education some of them
were more positive concerning the role of initial training. Of the eight
principals, six principals criticised the quality of teacher education programs
and only two of them valued some aspects of initial training. Moreover,
these principals generally argued in favour of an improved initial training. In
this regard, the theory-practice disconnection, the lack of preparation on
classroom management strategies, and the lack of training on computer
technology appear as common criticisms in this study.
Significantly, principals in this study tended to use their own training
experiences as a kind of background against which they assess teacher
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education. In doing so, the three principals trained at Normal Schools saw
their training as being of superior quality to the training provided today by
universities while two other principals preferred the university training.
There are some subtle differences between principals’ perspectives based on
the school system. For example, municipal principals criticised some
particular aspects of teacher education. Among these are: the lack of new
and innovative models of pedagogy; the disconnection still prevailing
between teacher education programs and some government initiatives aimed
at the improvement of quality of education; the low quality of professional
practices experiences; and the academic level of the students enrolling into
teacher education programs. Subsidised principals criticised the lack of
beginning teachers’ training on aspects concerning: the chief teacher’s role
and the knowledge of the syllabus.
Regarding the challenges faced by beginning teachers during the transition
to becoming a teacher, they were broadly explained by principals as preservice preparation deficiencies. Whilst the beginning teachers’ difficulties
identified by principals were common — such as classroom management,
knowledge of the curriculum, assessment tasks, establishing relationships
with other teachers and parents and exerting leadership in terms of
classroom management, others existed only within the specific context of
subsidised schools. Examples of these are: beginning teachers’ difficulties
with administrative tasks especially those related to calling the roll and
filling in the classroom book.
Since a strong critique of initial teacher education was the norm among the
group of eight principals, it also raises more profound questions about how
these discourses affect ways in which principals understand induction and
their role in promoting support to beginning teachers. I am particularly
interested in how principals’ sayings have a consequence regarding how
beginning teachers’ practice is supported and valued within the school. And
how these particular kinds of ‘sayings’ could have an effect on the potential
‘doings’ of induction? And what does it mean in terms of induction? To this
end, the following section will identify what principals do regarding the
induction of beginning teachers. In so doing, principals’ perspectives on their
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role during induction; the role of other members of the school; the support
provided; and the relationships of people involved in induction within the
school will be discussed.
Part Two: Principals’ Perspectives on Induction Practices and School
Culture
The views presented so far indicate that these principals expect teacher
education to better prepare beginning teachers for the realities they will face
at school settings. Therefore, from the perspectives of principals, induction
– understood by them as including beginning teachers’ adequate training –
is perceived as a responsibility of pre-service teacher education.
Nevertheless, deeper insights gleaned from principals’ sayings may suggest
that despite principals’ expectation that teacher education adequately
prepare beginning teachers, they also see their role during beginning
teachers’ induction phase as crucial. Understanding the perspectives of
principals about induction practices may help policy makers to understand
what, in fact, are the induction practices (doings) currently available to
beginning teachers at school settings and how principals describe their role
regarding such practices.
The induction of beginning teachers — that is, the activities or actions
aiming to support beginning teachers occur in a social dimension through
the relationships beginning teachers establish with people involved in the
process. Therefore when analysing principals’ interviews, the ‘doings’ that
constitute the practices of induction in the medium of work and the
‘relatings’ that constitute the social relations among the people appear so
intertwined that it becomes difficult to separate one from the other. For this
reason, the following section will consider both what principals do — that
is, how they refer to the specific actions and arrangements aimed to support
beginning teachers early in their career and the ‘relatings’ between
beginning teachers and the school personnel involved in induction. The
perspective of municipal principals will be discussed first.
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Practices of Induction (doings) — Municipal Schools
Principals’ role
Municipal principals perceive themselves as leaders who must act as a
guide, someone who serves as a model showing the way by leading,
directing or advising beginning teachers within the school. As stated by
principals when asked how they perceive their role regarding induction:
It has to be the most important because when
one is the pedagogical leader of the school
then one has to give them [beginning teachers]
the first orientation. It depends on that first
conversation the model that the teacher will
follow. In some occasions beginning teachers
are not welcomed by the principal… …and
that first situation doesn’t leave a mark on
him. [Mr Castillo (Mu)]
…one must form them, mould them… …after
the first interview I talk to him regarding the
way that I want him to be… [Mr Tapia (Mu)
I believe that beginning teacher’s professional
identity will depend on the principal. The
teacher will depend on the first principal with
whom he works with. That principal will mark
the rules, the energy, the order, the
accomplishment with duties, all of these will
depend on a committed principal who will
generate a committed teacher. [Mr Castillo
(Mu)]
When I asked for clarification regarding what do they mean by using the
words ‘leaving a mark’, Mr Castillo clarified his words using the
following example:
It is the same situation when a teacher teaches
a student how to read and write that child will
never forget that teacher.
Mr Tapia (Mu) highlighted the relevance of the first formal interview to
induct beginning teachers on aspects regarding their personal appearance:
When one makes the first formal interview,
beginning teachers often do not dress in an
appropriate way, and then one, who is
experienced, must form them… ….one has to
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mould them, teach them about the way things
are done here, the way I want them to be.
Clearly Mr. Tapia’s words regarding beginning teachers’ clothing choice
suggest that principals see teaching practice in close relationship to the
markers of being a teacher. In this quote, teachers’ clothing choice is seen
as a distinctive feature of the teacher profession, a kind of visible marker
indicating teachers’ way of relating to the world and to the teaching
profession.
Moreover, beginning teachers’ voice and their presence as a teacher are
seen as central to the construction of ‘the teacher’ offering in this way a
more embodied view of teachers’ practice. As mirrored in the following
comment:
…a novice can be very knowledgeable but if
he doesn’t have an appropriate voice, or the
right personality, or the pose to stand in front
of a classroom of 45 students then it’s very
complicated. [Mr Castillo (Mu)]
Indeed, principals in this study see their role in inducting beginning teachers
closely linked to enhancing those personal attributes that indicate how
beginning teachers identify with being a teacher, a view that might explain
their concerns for aspects such as behaviour and clothing choices as the
following comments show:
Beginning teachers do not assume the burden
of responsibility that means to be a teacher and
a role model so sometimes they are not a role
model. [Mr. Lopez (Mu)]
When talking about beginning teachers and the role they need to accomplish
once they are teaching, Mr Lopez stated that teachers are role models for
students so they need to behave according to their new role as teachers.
In a similar vein Mr Tapia added:
Beginning teachers need to understand that
they are no longer students. Now they are
teachers and must look as a teacher and behave
as a teacher……this is particularly important
when they are teaching in high school…this
will help them to be respected.
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Even though municipal principals argued for teacher education programs
that better prepare student teachers regarding aspects of classroom teaching,
the words quoted above denote principals’ sense of responsibility for
inducting beginning teachers into the profession. Principals’ sayings of what
they are doing convey a sense of obligation to carry forward the task of
leading beginning teachers to ensure their success. Words such as ‘leaving a
mark on them’ or ‘one must mould them’ express the importance for
principals of serving as a role model while exerting some sort of control or
influence over beginning teachers. These sayings also suggest a very
hierarchical relationship between the principal and beginning teachers.
Principals see themselves as having a role in building beginning teachers’
professional identity. Principals see their role concerning induction as more
closely related to helping beginning teachers to behave according to the role
of being ‘the teacher’.
School-Based Support Provided to Beginning Teachers in Municipal
Schools (doings)
When principals were asked to discuss what kinds of assistance (e.g.
pedagogical or otherwise) beginning teachers get during induction these
were generally described as short processes such as some guidance
regarding administrative, technical and disciplinary issues. Typically, these
induction practices seek to help beginning teachers learn about roles and
responsibilities, school policies and rules. Besides that, assistance is
provided only when required. The following excerpts also illustrate who is
involved in induction at school level:
Mr Tapia (Mu) noted the informal nature of induction within the school.
This induction is directed to introduce the novice to the school executive
and it is usually done when beginning teachers arrive in the setting.
Information regarding discipline is also provided by principals. As noted in
the following quote:
One tells beginning teachers issues about
discipline and introduces him to the staff…
then the general inspector has a chat with
him… then he is sent to the chief of UTP and
finally he is introduced to the heads of
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department, this is the induction that we do…
…Typically we do it at the beginning when the
teachers starts working… ….then we help the
novice if he does ask for it but everything is
informal, there isn’t a structure or a program.
Mr Castillo (Mu) raised another aspect of the support available to beginning
teachers during induction. He noted the existence of a handbook and the
role of the general inspector. He also commented on the assistance provided
by the principals in issues of discipline:
What does exist is the Manual de Convivencia
Escolar29 (Handbook of School Life).
Beginning teachers are supported by the
general inspector… …but there is an
additional element, it is the principal who
assume a fundamental role concerning
problems of school life. Then when the novice
has a problem concerning any of these issues,
he must talk to the principal in order to get
those students who are causing troubles within
the classroom to be immediately treated.
Notions of identity with the school philosophy and culture are raised by Mr
Castillo (Mu) as part of the induction provided. He noted the involvement
of the school executive and the informal nature of the support available to
beginning teachers. Additionally information regarding planning is also
supplied:
We work here at UTP level, General Inspector,
plus general staff. We try to guide the novice
and line him up in what we call the Ibañez
Family30 at the school that I work at. Induction
is informal, the principal talks to the novice
then we show him the classrooms and provide
him with some guide regarding planning. In
sum, we try to give beginning teachers as
much information as possible.
Mr Tapia (Mu) added some additional aspects regarding the support
provided to beginning teachers. He noted that the PEI31 (Proyecto Educativo

29
Manual de Convivencia Escolar (Handbook of School Life): Regulation that seeks to promote and develop the
principles and elements to build a healthy school life, with special emphasis on training that supports the
prevention of all forms of violence or aggression. (MINEDUC)
30
Ibañez (a pseudonym has been used) is the name of the school, and therefore, the school philosophy is based
on the values inspired by what this name represents.
31
PEI It is a planning instrument which explicitly contains the core definitions of a school organisation. The PEI
serves to explain the options and institutional definitions; guide and coordinate all the processes that occur in the
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Institucional), the Manual de Convivencia Escolar (Handbook of School
Life), and some guidelines given by the chief of UTP regarding planning,
and assessment are also offered. As reported by Mr Tapia:
I’d like to add something else. We give to
beginning teachers the PEI [Proyecto
Educativo Institucional] and the Manual de
Convivencia Escolar. The chief of UTP
provides beginning teachers with the kind of
planning that they must need to do and the
assessment that they will need to accomplish
with. We support beginning teachers in those
aspects too.
The above section allows for useful information regarding the school-based
support to be provided to beginning teachers during induction. The key
ideas from the municipal principals can be summarised as follows: (1)
colleagues and different members of the school executive, including the
principal, help beginning teachers in the early years of their teaching
careers; (2) whilst the support provided is school-based, it is considered to
be provided in an informal way; (3) the help reported focused on some
specific support on administrative issues, planning, assessment, controlling
unruly students, aligning beginning teachers with the school philosophy and
how beginning teachers should perform in the school; (4) additionally,
some printing material such as handbooks related to discipline and school
goals are provided. In this respect, it is significant the fact that principals
from municipal schools were unlikely to talk about induction practices that
might help beginning teachers to learn pedagogical strategies for
classrooms. Discourses around induction focused on generic strategies
designed as school orientations and technical support rather on classroom
teaching practices. This finding is consistent with the literature in induction.
Typically, induction programs and practices are designed to provide
emotional support and to help beginning teachers learn about roles and
responsibilities, school policies and rules, and classroom management
(Algozzine, et al., 2007; Gold, 1996).

school; and to clarify the goals for improvement providing meaning and rationality to institutional management.
(MINEDUC)
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People Involved in Induction (relatings) — Municipal Schools
The role of other members of the school community
According to municipal principals’ accounts, the main support is provided
to beginning teachers by the school executive, that is, the chief of UTP
(Unidad

Técnico

Pedagógica),

the

general

inspector32,

principals

themselves and colleagues who are working with them on a daily basis. The
UTP was initially thought as a management group comprising the areas of
evaluation, curriculum and counselling. Nowadays, especially in municipal
schools, the chief of UTP works alone and is the professional responsible
for both technical and pedagogical matters within the school. The general
inspector is the person responsible for the accomplishment of the internal
rules of the school. Therefore general inspectors support beginning teachers
on administrative aspects such as disciplinary issues, students’ attendance
registration on the class book, and school rules.
The following comments exemplify who are the people involved in
induction within the schools and what kind of induction support is provided:
In our school this support to beginning
teachers is provided at a manager level but it is
especially provided by colleagues because
they are working with these beginning teachers
on a daily basis. It is informal support. But we
try to guide and explain to them[beginning
teachers] what is happening with each class,
we give them information regarding students
[Mr Castillo (Mu)]
What exists at school is the Manual de
Convivencia Escolar. The general inspector
assists beginning teachers. The same
procedure that has been mentioned by my
colleagues. [Mr Fuentes (Mu)]
Induction is informal, he [beginning teacher]
talks to the principal… … we show him the
classrooms… connections are established with
the general inspector and the chief of UTP.
[Mr Lopez (Mu)]

32
The general inspector is the person responsible for the accomplishment of the internal rules of the schools.
General inspectors deal with administrative aspects such as disciplinary issues, student’s attendance registration on
the class book and school rules.
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Regarding the role played by other members of the school community
concerning induction, municipal principals highlighted the following: (1)
support is usually provided by the general inspector, the chief of UTP, other
colleagues, and principals themselves; (2) whilst the support available to
teachers is provided by school members, it is characterised by principals as
informal.
Relationships between staff members
This section will discuss how principals describe the socialisation of
beginning teachers into the school. Aspects such as norms, beliefs, and
values that refer to how beginning teachers relate to other members of the
school will be considered. In addition, some structural conditions that
characterise the educational system and schools and which are considered to
be affecting beginning teachers’ induction will be discussed.
Although principals acknowledge beginning teachers’ enthusiasm and
commitment concerning education they also pinpointed that often this
enthusiasm does not last.

According to principals’ views this can be

explained by teachers’ contractual conditions. It is argued, for example,
that beginning teachers working in a casual position are usually more
enthusiastic. Typically, these beginning teachers work hard and do a very
good job.

However, this situation changes when they are hired on a

permanent basis. As stated by Mr Tapia (Mu) in the following quotation:
Beginning teachers come with enthusiasm and
a lot of energy but then they change. You can
see them assimilating into the negative attitude
of older long-term staff and slowing down the
rhythm they brought when they started…
…they [beginning teachers] work very well
when they are in a casual arrangement but the
first day that they sign their contract on a
permanent basis, they slow down their
revolutions and work at 50 % of their capacity.
Mr Lopez (Mu) added to Mr Tapia’s words:
It’s the culture.
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The Labour Legislation, discussed in study one, represents an important
difference. Principals' words suggest that there are also other factors that
are shaping beginning teachers' understandings. For example, Mr Tapia
suggests beginning teachers' values, beliefs, and perspectives are constantly
challenged by the powerful culture of the staffroom. As stated by Mr Tapia
(Mu):
It’s the culture. Beginning teachers say “they
won’t fire me… there are people who don’t
work much so there are no reasons for me to
work more”. This happens…this is the
problem we have in municipal schools.
Therefore, the beginning teachers’ assimilation ‘into the negative attitude of
older long-term staff and [the] slowing down [of the] rhythm they brought
when they started’ might be caused by the important role played by the
school in the socialisation and development of beginning teachers rather
than only by contract arrangements.
In a similar vein, when discussing beginning teachers’ initial training, Mr
Lopez (Mu) argued that:
There are beginning teachers who are using
the technology and who show some
innovations regarding their practice, but you
can see them getting immersed into the school
culture…doing what the others [experienced
teachers] do and, at the end, they follow the
same dynamic.
Mr. Lopez’ words here support Mr Tapia’s argument concerning beginning
teachers’ assimilation into the school culture. When Mr Lopez says that ‘at
the end, they (beginning teachers) follow the same dynamic (of experienced
teachers)’ he suggests that beginning teachers usually abandon what they
have learnt during initial training in favour of what they perceive as safer or
more common teachers’ behaviours within the school.
Principals comments made mention of the broader context and policies
(meta-practices) that shape induction in Chile. For example Mr Tapia (Mu)
noted that the introduction of market-oriented reforms during the 80s, such
as decentralisation and municipalisation of schools, have affected how
schools are managed:
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I have seen the transformation education has
undergone through the years...unfortunately in
the last decade education has been conducted
using an economy driven approach which has
meant an increased focus on efficiency and
productivity instead of pedagogy.
Similarly, Mr Lopez (Mu) noted the educational policies that act as metapractices shaping the material-economic conditions that regulate teachers’
professional work. Importantly, he also raised issues of time:
It is so true what my colleagues say, because
everything is born from badly conceived
educational
policies…teachers
are
overwhelmed by the amount of work, they just
do not have enough time…
While Mr Castillo (Mu) agreed with Mr Tapia in relation to the
decentralisation and municipalisation of education, he also highlighted that
this policy (meta-practice) has had an effect on beginning teachers’
induction:
I agree with what Mr Tapia says, to me the
worst thing that could have happened to
education was it being transferred to the
municipal sector where the economic approach
prevails…and this influences the induction of
beginning teachers. Because as we all know,
‘brand new teacher’… he’s got energy to
work…if we can…we’ll send him to the
football
field...because
the
DAEM33
(Departamento de Educación Municipal) does
not allocate the resources to pay teachers for
such time.
As exemplified by Mr. Castillo’s words, lack of resources lead principals to
assign beginning teachers unpaid work. Whilst principals are resisting this
state of affairs they are at the same time in accordance with these conditions
of practice. In Mr. Castillo’s example, the material and economic conditions
of the school create a pre-structured framework that shape induction in
special ways in the context of Chile. These material-economic conditions

33
DAEM: Municipalities administer schools through the Department of Municipal Education (DAEM). This
department is responsible for the Annual Budget Revenue and the DAEM administrative expenditure,
implementation, monitoring and adjustments in conformity with current regulations.
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exist at schools before beginning teachers arrive to them prefiguring the
content of induction and constraining possibilities for action.
While Mr Castillo (Mu) noted structural conditions that lead principals to
ask beginning teachers to work without getting paid, Mr Tapia (Mu)
reported on the perspective of more experienced teachers who, due to time
constrains, do not have time to support beginning teachers during induction:
The ideal situation is that teachers are teaching
all the time allowed by their contracts and
there is very little non-teaching time which
they use to attend official meetings or to do
parent-teachers interview. Therefore teachers
do not have time left to work as a tutor
[mentor] and help beginning teachers during
induction.
Mr Castillo (Mu) reported also on time constrains and its effects on
beginning teachers’ induction:
So, the number of hours in the schools is
increasingly being restricted and that makes
the education process difficult to do and, in
consequence, doing good induction gets
harder.
Thus it might be assumed that the support provided by colleagues is not
framed by a formal structure instead, it is part of an informal support
depending on teachers’ willingness and time constraints. These conditions
of work limit collegial induction, be it formal or informal.
When talking about the relationships between staff members and how these
influence beginning teachers’ socialisation into the school culture,
municipal principals highlighted three elements that seem to characterise
beginning teachers’ induction in this school system: (1) beginning teachers’
accelerated socialisation and uncritical perpetuation of common practices
within school settings; (2) structural conditions such as policies of
decentralisation and municipalisation of education which determine, among
others, the allocation of resources; (3) time constrains that affect working
relationships between teachers.
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Practices of Induction (doings) — Subsidised Schools
This section will discuss how principals from subsidised schools describe
their role in relation to induction. In doing so, assistance provided (doings)
and people involved in helping beginning teachers will be discussed
(relatings).
Principals’ role
Similar to principals from municipal schools, the role of principals
regarding induction in subsidised schools is considered to be crucial.
Although most principals recognised themselves as leaders (e.g.
pedagogical or otherwise), they also see their role as important in helping
beginning teachers to build their professional identity. These views are
mirrored in the following quotations:
Mr. Torres (Su), for example, highlighted the pedagogical role of the
principal during induction:
…school management belongs to the principal
who has a pedagogical role… …he must be in
charge of induction. I believe the principal
must be the main precursor of this kind of
things.
A slightly different view is presented by Mrs Marin (Su) who mentioned the
chief of UTP as the person who has direct involvement in induction.
However, she also noted her own role in the process:
The person who needs to have direct
involvement in induction is the chief of UTP.
However, it does not mean that the principal is
not involved. The principal is the pedagogical
leader, despite that the chief of UTP is who
directs, I cannot exclude myself.
Importantly, Mrs Marin in a manner akin to Mr Torres recognised herself as
a pedagogical leader.
Mr Gonzalez (Su) noted the importance of the principal during induction
when accomplishing with the school goals. As he sees it, beginning teachers
play an important role concerning school success:
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The principal has a crucial role regarding BTs’
induction since he gives the directions to
accomplish with the PEI. If the principal leave
BTs alone without any directions, the liceo’s
[secondary school] goals won’t be achieved.
In a manner akin to principals from municipal schools, subsidised principals
noted their role in inducting beginning teachers in aspects that relates to
their professional identity. For example, Mr Torres (Su) in a similar way to
Mr Tapia (municipal principal) also mentioned their role in helping to form
teachers:
The principal needs to have the required
competences and skills. I have always said this
and I’ve said it to my colleagues too. They are
forming students: similarly, I’m helping to
form teachers.
Mr Diaz pointed to the importance of showing beginning teachers how to
behave. In this regard, he highlighted:
We must teach beginning teachers how to
dress and behave because they need to have a
presence; they need to behave as teachers
which is different from other professions.
In a related vein, Mrs. Marin (Su), reports on what she considers a sign of
beginning teachers’ weakness and lack of appropriateness and respect for
the components of professional identity that define their role as teachers. As
she stated in the following comment:
I think that the major weakness of beginning
teachers is the difficulties that they have to use
an appropriate language. They usually are
unable to make the difference between talking
to a group of friends and talking to us, their
colleagues who are a group of adults and
professionals.
Mrs. Marin clearly states that beginning teachers need to use a particular
speech, perhaps a sort of formal language, which is suitable to their role as
teachers. Findings in relation to how principals perceive their role during
induction are similar to principals working in municipal schools.
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The following section will discuss the role played during induction by other
members of

the school community. It will also consider the support

provided to beginning teachers within subsidised schools.
School-Based Support Provided to Beginning Teachers in Subsidised
Schools (doings)
In their accounts about the kind of assistance (e.g. pedagogical or otherwise)
available to beginning teachers during their induction into teaching, most
subsidised principals stressed the initial induction that is provided to
beginning teachers when first arrive to the schools. During this first
encounter beginning teachers are assisted with information regarding
technical and administrative issues, school rules, and general information
about students and parents.
Mr Gonzalez (Su) noted the first encounter between the principals and
beginning teachers. The purpose of this meeting is to explain the beginning
teachers the symbols and the history that characterise the school and the
rules that they need to know:
When one arrives to the school he talks to the
principal… …I provide him with the
handbook of school’s rules, what it will mean
to work at the school, the liceo’s [secondary
school] symbolisms… …it’s a meeting that
can last a couple of hours easily, it’s not
something short.
Similarly, Mr Torres (Su) pointed to the induction in his school which also
explains beginning teachers the rules, legal norms, and assessment
procedures. He also mentioned explanations concerning students and
parents:
Beginning teachers are inducted regarding the
rules of the college, the Manual de
Convivencia
Escolar,
the
assessment
procedures, the legal norms that guide these
processes, the kind of students that we educate
and the kind of parents.
The preceding quotations imply that this kind of guide to the workplace is
seen as part of induction and it is generally conducted in the same way in
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both municipal and subsidised schools. However an additional form of
support which assists beginning teachers on aspects regarding their
classroom pedagogy is also present in subsidised schools. Typically
subsidised schools reported having weekly meetings in which planning,
assessment, and curricular tasks are discussed. These meetings are
mentioned as instances in which assistance is provided to beginning
teachers. However, it is important to clarify here that this assistance is not
part of a program especially designed to support beginning teachers. By
contrast, this is part of the technical and pedagogical work that teachers
usually do in which they involve beginning teachers as members of the
professional community. This kind of help comes generally from the chief
of UTP. In addition, informal support provided by colleagues, especially for
those teaching the same subject or the same grade is reported, the following
quotation state:
Issues regarding assessment and planning are
discussed by the chief of UTP, there are
workshops to discuss those topics and weekly
department meetings where beginning teachers
share with other colleagues, it is team work…
…These are weekly meetings and all
assessment is checked out before being
applied. Well this is the kind of assistance
provided in the pedagogical area. We also
support beginning teachers in administrative
issues… ….Typically is the chief inspector the
person that guide them. [Mrs. Marin (Su)]
Mr Diaz (Su) mentioned the pedagogical support provided by colleagues
and the chief of UTP:
Pedagogical support is provided to beginning
teachers by colleagues or through the
guidelines supplied by the UTP. It is possible
to mention also the use of technology.
The above section provides useful information in regard to the support
provided to beginning teachers within the subsidised schools. Whilst
practices of induction which seek to provide assistance on administrative
issues are still present, some sort of more formal instances to support
beginning teachers’ teaching are also reported. (1) during the first interview
principals provide beginning teachers information on the symbols of the
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school, the legal norms and rules, the kind of students and the kind of
parents that are part of the school community; (2) the chief of UTP and the
general inspector assist beginning teachers on aspects such as administrative
tasks, assessment, planning and curriculum; (3) in addition to the support
provided by colleagues, workshops and weekly meetings are also mentioned
as instances of support for beginning teachers; (4) some printing material
such as handbooks related to discipline and school goals are also available.
People Involved in Induction (relatings) — Subsidised Schools
The role of other members of the school community
According to principals’ words, induction in subsidised schools comprises
support provided in both administrative tasks and teaching practices.
Therefore, different instances of assistance, which generally include the
principal, the chief of UTP, the general inspector, and colleagues teaching
the same subject were mentioned. The general inspector is in charge of
providing support about school’s rules and disciplinary issues. Technical
and pedagogical matters are usually supported by the chief of UTP. The
following collection of comments typify the views expressed:
Mr Diaz (Su) noted the support offered by the school executive and other
teachers. Mr Diaz also noted that even though he provides the ‘main
support’, the pedagogical support is supplied by the chief of UTP and
colleagues:
The principal provides the main support,
followed by the UTP, and colleagues teaching
the same subject. Pedagogical support is
provided to beginning teachers by colleagues
or through the guidelines provided by the
UTP.
Mr Gonzalez (Su) reported that the strong support is provided by the chief
of UTP. He also mentioned the existence of a pedagogical group in which
issues of pedagogy are discussed:
The strong support is provided by UTP. We
have created a pedagogical management team
and within this group meaningful pedagogical
experiences are discussed.
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Mrs Marin (Su) noted that the chief of UTP is the person who guides and
corrects beginning teachers. She is mainly involved in administrative issues.
This is a task she performs with the general inspector and the chief of UTP:
The chief of UTP is directly involved. He
guides and corrects them. Regarding
administrative issues, we can do it together the
chief of UTP and me and also the general
inspector.
Whilst Mr Gonzalez and Mrs Marin noted the important role of the chief of
UTP, Mr Torres (Su) also mentioned the school owners as involved in the
pedagogical role of leading beginning teachers:
…not only the principal but also this role of
pedagogical leader is shared by the chief of
UTP, by the general inspector and by the
school owners.
Regarding the role played by other members of the school community
concerning induction subsidised principals highlighted the following: (1) the
general inspector, the chief of UTP, other colleagues, and principals
themselves relate to beginning teachers during induction; (2) in a slightly
different way from municipal schools, the chief of UTP in subsidised
schools appears as having a major role inducting beginning teachers
particularly in terms of pedagogy.
Relationships between staff members
This section will consider subsidised principals’ perceptions on the kinds of
relationships between staff members and how these affect beginning
teachers’ socialisation into the school culture. It will also consider the
structural factors that, according to subsidised principals, are influencing
the induction of beginning teachers.
In relation to the powerful influence of the staffroom on beginning teachers,
a comment was made by Mr Torres (Su) who in a similar way to Mr Tapia
and Mr Lopez (municipal principals) argued:
Typically colleagues… …will communicate to
[beginning teachers] what has been their
experience... … experienced teacher… …pass
143

them [beginning teachers] all the negative
elements of an education system…
Mr Gonzalez (Su) noted how the school life is organised to ease beginning
teachers’ experiences of induction. He highlighted aspects such as
friendship, social meetings, and the possibility for beginning teachers to
keep in touch with the school executive as a means to help them at any time:
We work…I think…in a different way to other
schools. Because we are a small school we
know each other better. We also meet together
more frequently just to socialise so there are
strong friendships among colleagues, this
includes the school executive too. So
beginning teachers can ask for help without
fear or shame, we try to help them here…
…we even give them our personal home and
mobile numbers so they can keep in touch.
Similarly, Mr Torres (Su) noted the importance of induction and the need to
support beginning teachers as part of the school culture. He uses the words
‘one has to accompany him’ which denote a sense of responsibility for the
induction of beginning teachers particularly in terms of beginning teachers’
pedagogy:
In our college induction has been implemented
as a policy and it is part of the organisation
culture… …one can prepare a functionary
very good but one also has to accompany him,
in a sense, supervising him constantly… …
[if] principals do not accompany him then…
…the art of teaching, the pedagogy gets really
hard.
Mr Diaz reported also on structural aspects that seem to have an effect on
beginning teachers’ induction. He makes the case that beginning teachers
need time:
The issue is that beginning teachers do not
have time. Beginning teachers are just
beginning so they need more time to prepare
their classes… … Beginning teachers use their
spare time marking or preparing their lessons.
Whilst Mr Diaz reported beginning teachers’ lack of sufficient time to
accomplish the tasks demanded, Mr. Torres (Su) noted the lack of induction
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policies within the education system in Chile. Mr Torres’ words denote a
disposition to support beginning teachers. In this regard he states the need
for induction policies to support beginning teachers particularly in terms of
their pedagogy. The following comment indicates this:
…unfortunately induction is not seen as a
necessary element within the management of
schools and due to this BTs make many
mistakes regarding their pedagogy, especially
during the first years of teaching… …we are
educating people here and if we don’t support
those teachers [beginning teachers], as part of
an educational policy, mistakes are made and
they are major. The school needs to be part of
beginning teachers’ induction…we must do it.
Subsidised principals’ recounts highlighted the following key doings and
relatings: (1) the powerful influence of others teachers on beginning
teachers; (2) the importance of promoting friendship among staff; (3) the
importance of allocating additional time for beginning teachers to help them
to accomplish with the demands of teaching; (4) the need for induction
policies.
Comparison between Principals’ Perceptions on Induction Practices
and School Culture: Municipal and Subsidised Schools
Although the participant numbers are small and care needs to be taken,
given that the views of these principals may not be representative of the all
principals in Copiapó or Chile, comparing the sayings, doings and relatings
between municipal and subsidised schools illustrated some aspects of
practice relevant to the particular school types. While there are some
common key elements across school system, there are some subtle
differences. Among the similarities this study found that principals see their
role during induction as being of paramount importance. What it is ‘to be a
teacher’ is understood as particular core beliefs that need to be taken up and
performed by beginning teachers as part of the process of enculturation into
the profession and the school. Within this view the induction practised by
principals is symbolic and oriented in its course by ideas concerning
beginning teachers’ identity and the consequent intention of building up the
respect for the role and the position of being a teacher. Therefore, principals
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provide beginning teachers with information regarding the history and
symbols of the school, the school philosophy, and aspects concerning
beginning teachers’ professional identity.
Typically, the assistance provided by other members of the school executive
has focused on a kind of support designed to ensure that beginning teachers
are welcomed to their new schools and know how to carry out the many and
varied technical and administrative tasks associated with professional
practice. Additionally, some printing material such as handbooks related to
discipline and school goals are provided. Significantly, principals from both
school systems highlighted the power of the staffroom and its influence on
beginning teachers’ socialisation; and the material-economic and socialpolitical preconditions that frame induction in Chile.
From principals’ interviews it is possible to identify some subtle differences
in relation to the role of the chief of UTP. For example, the preponderant
role played by the chief of UTP in subsidised schools in matters of
pedagogical assistance. Although municipal principals mentioned the chief
of UTP as one of the members of the school executive who provides
assistance to beginning teachers, they did not attached any particular
significance to their role. By contrast, three out of four subsidised principals
recognised the chief of UTP as the person who mainly supports beginning
teachers particularly in terms of classroom pedagogy. In regard teachers’
workloads, municipal principals argued for additional time for teachers to
favour collegiality and to promote practices of mentoring. Subsidised
principals, instead, mentioned the need for some planned release time so the
beginning teacher may use this release time to write lesson plans or prepare
their lessons. Finally, subsidised principals’ recounts portray relationships in
subsidised schools as more supportive of beginning teachers than municipal
schools. For example, subsidised principals mentioned induction practices
such as workshops and weekly meetings in which different aspects of the
curriculum are discussed.
Discussion and Conclusion
The question guiding this study was concerned with principals’
understandings of the concept of induction and the support provided to
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beginning teachers during this process, particularly in terms of classroom
teaching. The findings from this study align with existing literature related
to learning to teach and induction. The findings also add to the literature in
this field by providing detailed information about Chilean principals’
perceptions and understandings of induction and the role they consider
important for principals in the induction process.
In this section principals’ comments will be located within a practice
architecture framework and considered in light of the literature. The
principals’ sayings, doings and relatings reflect the mediating preconditions that shape their understandings of induction. Their comments can
be explained in terms of some of the policies and the systemic differences
that characterise education in Chile. From the analysis, two key themes will
be explained using the practice architecture framework. The principals’
comments will be presented as bundles of sayings, doings and relatings
concerning: (1) the adequacy of preparation for classroom teaching; and (2)
school socialisation, support and culture. Relevant literature will also be
drawn on to examine these themes.
Adequacy of Preparation for Classroom Teaching
Although principals were not asked directly about teacher education, they
raised issues related to the beginning teachers’ adequacy of preparation for
classroom teaching. The principals’ sayings align with broad concerns
raised in the literature about the adequacy of initial teacher education in
preparing prospective teachers for the realities of the classroom (Carre,
1993; Goodlad, 1990; McCormack & Thomas, 2003). Likewise, most
information gathered concerning principals’ perceptions of the challenges
faced by beginning teachers was consistent with the literature on induction.
Aspects such as classroom management; understanding and managing the
curriculum; assessment tasks; establishing relationships with other teachers
and parents have been mentioned in the literature (Brock & Grady, 1998;
McCann & Johannessen, 2004; Veenman, 1984).
The views presented so far indicate that principals see teacher education
programs as disconnected from the practical demands of school and, as a
consequence, teacher education is deemed to be failing to produce the type
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of teachers that the schools expect. This poses questions regarding what
initial teacher education can do. Feiman-Nemser (2001a) makes the case
that teacher education programs offer just a foundation, but principals in this
study strongly argued that universities need to better prepare students to
ensure that graduates are adequately equipped with the knowledge, skills,
and dispositions to enable a smooth transition into the teaching profession.
This reveals a tension in terms of the expectations principals have of
beginning teachers and what teacher education can reasonably be expected
to do.
These findings might be explained by the mediating pre-conditions that
frame practice within the context of Chile. First, individual experiences such
as principals’ personal biographies regarding initial training may explain
principals’ views of teacher education. These principals’ interpretations of
the role of initial teacher education seem to be conditioned by circumstances
and prior histories embedded in their own initial training as teachers. For
example, principals trained at Normal Schools argued that their initial
training was more appropriate than the training provided today by higher
education institutions. By contrast, although principals trained at
universities recognised the value of Normal Schools, they still
acknowledged the work done by universities. These findings suggest that
the shape of principals’ sayings do not only occur by their participation in
the field, but they are pre-figured also in social relationships through, for
example, learning to be a teacher.
School Socialisation, Support, and Culture
The data in this study reveal the importance of social and relating
components of induction. In this study the findings in relation to principals’
perceptions on induction practices and school culture can be represented in
two ways: 1) symbolic induction conducted by principals; 2) social
interactions that take place in school cultures. This aligns with the literature
that highlights socialisation and enculturation as an essential task for
beginning teachers as much as their classroom teaching (Flores, 2001;
Khamis, 2000; Kelchtermans & Ballet, 2002; McCormack et al. 2006).
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A growing body of literature on induction has emphasised beginning
teachers’ need for support focused on classroom practice (DarlingHammond & Sykes, 1999; Gold 1996; Gore, Williams & Ladwing, 2006).
In this line, the work of Brock and Grady (1998) has explored the role of the
principal in inducting beginning teachers into their schools as well into the
teaching profession. The authors concluded that as the leader of the school,
the principal determines the expectations for teaching and learning.
Interestingly, this study has uncovered a more symbolic induction into the
culture of the school and the ways of being a teacher. In this study a
distinctive feature is that principals do not frame induction exclusively
around the technical aspects of teaching practice as it has been stated in the
literature (Moir & Gless, 2001; Roberson & Roberson, 2009). Instead,
principals are primarily concerned with inducting beginning teachers into
the cultural beliefs that characterise teachers’ professional identity.
Certainly, the rather conservative dress and speech preferred by these
principals reflected the expectation for professional status shaped by the
social, political and economic structures that guide their actions and
judgments. For this group of principals having presence and behaving as
teachers was an important part of beginning teachers’ professional identity.
These findings might be explained by the cultural and systemic differences
that frame teachers’ practice in Chile. The symbolic role that principals
have with respect to induction emphasises the kind of features that are more
appropriate to what principals understand it means to be a teacher in the
Chilean context. Being a teacher for these principals is a matter of being
seen as a teacher by himself or herself and by others; it is a matter of
acquiring an identity that is socially legitimated. This finding correlates
with Beijaard, Verloop and Vermunt’s (2000) interpretation of identity. The
authors argued that professional identity is something established and
maintained through the interaction in social situations and the negotiation of
roles within the particular context. The relational aspect of identity has been
emphasised in the research literature. Identity has been conceptualised as
continually being formed and reformed through the way we internalise the
external environment, negotiate interactions and externalise ourselves to
others (Lemke, 2003; Watson, 2006). Therefore principals see their role as
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important in terms of interacting with beginning teachers and providing
them with a model of what constitutes being a teacher and how beginning
teachers can assume the identity of a teacher. This can be exemplified with
Mr Diaz’ words “We must teach beginning teachers how to dress and
behave because they need to have a presence…”
Principals’ view may be explained by the cultural beliefs within which the
‘setting out of standards for respect’ is perceived as important for raising the
profile of the teaching profession. Additionally, the institutional structure of
schools in Chile shape and define the relationships, including the patterns of
interaction therein. Thus, the hierarchical ways in which schools are
organised may explain why the principal – as the top of the hierarchy within
the school – is the person responsible for inducting beginning teachers into
the ways of ‘being a teacher’. The relational aspect of identity is aligned
with the perspective of the symbolic role and interactions between the
principal and beginning teachers. Thus principals do not become closely
involved supporting beginning teachers as they develop their day to day
teaching practices in classrooms. Rather, they are a sort of figurehead who
advises and models some aspects of teachers’ professional identity such as
dress code, speech, and behaviour. Moreover, from principals’ interviews, it
seems clear that providing technical and administrative support is not the
work of the principals. Instead, this seems to be the role of the chief of UTP
especially in subsidised schools. Typically, it is the chief of UTP or the
general inspector who assists beginning teachers in how to carry out the
many and varied technical and administrative tasks associated with
professional practice.
Additionally, when talking about the social interactions (relatings) that take
place in schools, principals from both school systems expressed their
concerns in relation to what beginning teachers learn from practising
teachers. They argued that the influence of more experienced teachers
perpetuates the traditional ways of being in schools and inducts beginning
teachers into a negative attitude and inefficacy. Similar concerns have been
expressed in the literature regarding the work of mentors (Martinez, 1994;
2004). Principals’ sayings on school culture may be explained by the
cultural-discursive and socio-political preconditions that shape teachers
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work. For example, in this study the power of the staffroom acts as formal
practice shaping and forming beginning teachers developing practices.
Similarly, national standardised testing has heightened accountability and
put pressure on school performance. The pervasive testing and increased
pressures to achieve high scores in national tests has meant that most
subsidised schools’ goals are strongly linked to the system measuring the
quality of education (SIMCE) established in the country in the late 1980s. In
this regard, schools need to implement strategies to achieve high scores in
order to be acceptably positioned on the national table of test scores. This
new demanding environment has acted as a meta-practice and has engaged
schools, particularly private and subsidised schools, in efforts to improve
academic outcomes as a means to increase enrolments and schools’
revenues. Typically, subsidised schools have a more results-orientation
culture than municipal schools which may explain the existence of induction
practices to ensure that beginning teachers can do their work.
Exploring principals’ views concerning induction is important for
establishing information about the particular orientation principals might
have towards the goal of carrying out and sustaining formal induction
programs at schools settings. Consideration should, therefore, be given to
enabling principals to reflect on and analyse critically their role in inducting
beginning teachers into their schools as well as into the teaching profession.
If principals rely too heavily on the potential of teacher education programs
they may ignore or overlook beginning teachers’ needs especially regarding
their classroom pedagogy.
The third study which follows, takes as its focus beginning teachers’
experiences on induction, through a close analysis of interviews with
beginning teachers, their experiences and their need for support,
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Chapter Six
Study Three
Beginning Teachers’ Induction Experiences
Introduction
Beginning teachers’ knowledge and skills are
usually taken for granted…people see us as a
‘ripe fruit’, they do not realise that they cut the
apples when they were still green. If we are
not a finished product, we are thought to be
faulty and it is not necessarily like that because
one wants to learn…one knows the content but
there is something missing so we need help.
[Pilar, Ech, Pr]
The metaphor used by Pilar, a beginning teacher, provides an illustration of
the critical growth period for teacher development faced by beginning
teachers during their first year teaching. As reflected in this beginning
teacher’s metaphor of an unripe apple, it makes little sense to expect a
novice to perform as well as experienced teachers. This chapter will seek to
elucidate what sort of help is needed by beginning teachers and what are the
missing components during their induction into teaching.
This third study seeks to examine the practice architectures of induction
from the perspective of beginning teachers. Therefore, this study aims to
make visible the ‘sayings’, ‘doings’ and ‘relatings’ that constitute the
practice of induction as understood and enacted by beginning teachers
within the Chilean context and, more specifically, those induction practices
that have the capacity to assist beginning teachers to develop their teaching.
Within the broader area of professional development, the induction of
beginning teachers has been widely recognised as one essential building
block of teacher quality (Feiman-Nemser, 2001a). Previous research
evidence (Harrison, 2001) suggests that some aspects of the induction of
beginning teachers, such as having a supportive mentor in schools, enable
beginning teachers to become effective teachers. In a similar vein, Rolley
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(2001) states that “induction is the point in which the issue of quality
teaching can be addressed in the most fundamental and practical way” (p.
37). She goes on to argue that these first years of appointment can be
exceptionally difficult and that professional survival is often based on inner
resources rather than systemic, supportive structures. Therefore, teacher
induction programs are required to prevent beginning teachers from leaving
the profession or “stumbling forward without any feedback as to whether
their practice is effective or not” (p.40). Clearly, to be successful, beginning
teachers need support that goes beyond the theoretical and practical
underpinnings acquired during initial training.
As stated by Feiman-Nemser, induction happens irrespective of the
availability and the quality of the induction programs and “it is often an
abrupt and lonely process” (2001a, p. 1030). Although some policy
initiatives are being developed and some school-based support practices are
in place, at the time of the study no formal induction programs had been
designed in Chile (Panel de Expertos para una Educación de Calidad, 2010).
Therefore, this study considered induction to encompass those formal and
informal practices attempting to assist beginning teachers in making the
transition from student teacher to professional teacher. The assumption here
was that irrespective of the lack of induction policies in Chile, some formal
and informal induction practices were in place within schools.
Thus, the specific aim of this third study is to understand the process of
induction from the perspective of beginning teachers. A key question then
concerns: What kind of induction processes do beginning teachers encounter
in their workplace and how do their experiences of these processes facilitate
or impede their professional learning? In so doing, this chapter will identify:
(1) what beginning teachers say (sayings) about their experiences of
induction including the transition from teacher education to school practice;
(2) what types of support actions and activities (doings) are available to
beginning teachers; (3) what kind of relationships (relatings) have been
established during induction; and (4) the changes to the sayings, doings and
relatings during the first 15 months of practice. These sayings, doings and
relatings will be contextualised in relation to the practice architectures in the
discussion at the end of this chapter.
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In this study 29 beginning teachers working in the three different kinds of
schools that comprise the educational system in Chile volunteered to
participate. A letter containing a general description of the research and
explaining that it would include face-to-face interviews, follow-up email
interviews and group discussions was sent to principals from each school
inviting beginning teachers to take part in the study. Twelve principals
responded that there were no beginning teachers appointed in their schools.
Twenty eight principals did not answer. Seventeen principals working in the
three school-types agreed to be part of the study. These principals invited
me to meet the beginning teachers at their schools to explain to them the
purpose of the study. Of 34 beginning teachers contacted, 29 volunteered to
participate. From all beginning teachers contacted across the 17 schools, the
number of beginning teachers working in subsidised schools was higher
than those working in private and municipal schools. Participants were
provided with written information about the study, which included
assurances that all the information gained would be treated confidentially.
All participants gave written consent to participate. It is important to clarify
here that some of the beginning teachers in this study were working in the
same school as the principals participating in study two, while others were
in different schools. The group included 24 female teachers and 5 male
teachers. When presenting the data the participants’ responses were
identified by referring to their setting and school system as follows: H, Su
indicating a novice in a high school in the subsidised system; H, Pr
indicating a novice in a high school in the private system; ECh, Pr
indicating a novice working in early childhood in the private system; and P,
Mu indicating a novice in a primary school in the municipal system. Table
nine shows beginning teachers’ demographic information.
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Table 9: Beginning Teachers’ Demographic Information
Pseudonym

School system

Grade

Gender

Age

N of months/years taught

Antonia

Subsidised

Secondary

F

24

2 months

Morten

Subsidised

Secondary

M

34

2 months

Santai

Subsidised

Secondary

F

24

2 months

Gianinne

Subsidised

Primary

F

26

2 months

Manuel

Subsidised

Secondary

M

25

2 months

Elodita

Subsidised

Primary

F

28

2 months

Ximena

Municipal

Primary

F

26

2 months

Carla

Municipal

Primary

F

27

2 months

Ana

Private

Secondary

F

24

2 months

Carola

Subsidised

Primary

F

27

2 months

Esteban

Subsidised

Secondary

M

27

2 months

Francisca

Subsidised

Secondary

F

26

2 months

Catrina

Municipal

Primary

F

25

1 year

Elisa

Subsidised

Primary

F

39

1 year

Pilar

Private

Early Childhood

F

25

1 year

Carolina

Private

Secondary

F

27

1 year

Alejandra

Subsidised

Primary

F

25

1 year

Alan

Subsidised

Primary

M

25

1 year

Sofia

Subsidised

Primary

F

25

1 year

Makarena

Subsidised

Secondary

F

25

1 year

Marcela

Private

Primary

F

27

1 year

Catalina

Private

Primary

F

26

1 year

Alexandra

Subsidised

Primary

F

28

1 year

Angela

Private

Early Childhood

F

25

2 years

Romina

Municipal

Primary

F

28

2 years

Eileen

Municipal

Primary

F

28

2 years

Megan

Subsidised

Secondary

F

26

2 years

Henry

Subsidised

Secondary

M

27

2 years

Sombra

Subsidised

Primary

F

36

4 years

Note. Sorted by numbers of years taught.
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One initial one-hour-long individual interview was conducted in April, 2009
with 29 beginning teachers. The initial interview used semi-structured openended questions allowing the researcher to collect evidence regarding the
main issues that were of key relevance to the aims of the study. All
interviews were tape-recorded for later transcription and translation from
Spanish into English. Transcripts were returned to participants to be
checked for accuracy, and to have comments and/or supplementary
information added.
In the first phase of the study, key questions posed to beginning teachers
included:
•

How would you describe your experience, as a beginning teacher?

•

What are the main challenges you face as a novice?

•

What kind of assistance (e.g. pedagogical or otherwise) did you get
during your induction into teaching?

•

What are the most important factors you perceive hinder or facilitate
the development of your teaching?

During the second stage of collection, one follow-up email interview with
beginning teachers was conducted at the end of the second term in July,
2009. The period covered thus represented approximately half of the school
year. A second follow-up email interview was scheduled for the end of the
fourth term in December, 2009 when the school year was drawing to a
close. A third follow-up email interview was conducted in July, 2010. Each
participant received an identical e-mail.
Of these 29 beginning teachers, 11 replied to all the follow-up email
interviews. Emails sent to these participants were fairly short and generally
asked how the teacher was getting on and included open-ended questions
about induction support and challenges. Participants in follow-up email
interviews were working in the three types of schools that comprise the
education system in Chile and their teaching experience ranged from two
months to two years. Email interviews provided further information
concerning beginning teachers’ progress and change over time. Therefore,
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this study captures the experiences of induction over 15 months and also the
individual experiences over each novice’s length of service. Table 10 shows
some information about beginning teachers who completed all the follow-up
interviews.
Table 10: Participants in Follow-up Email Interviews
Time teaching for first face-to-face interview
Type of school

2 months

1 year

Municipal (Mu)

2 years
1

Subsidised (Su)

5

1

Private (Pr)

1

3

N Teachers

6

4

1

The data were analysed inductively looking at the data themselves and
deductively in line with the practice architectures theoretical framework and
the literature in the field. A thematic synthesis of beginning teachers’
experiences that emerged from the analysis will be presented.
It is well worth emphasising here that whilst more similarities than
differences were found concerning the general context in which induction
takes place and the consequent support provided to beginning teachers, a
point of interest is that out of the twenty nine participants in this study there
was a wide variation in experiences ranging from ‘traumatic’ to ‘the best’.
While some beginning teachers reported: ‘It’s been traumatic’ or ‘It’s been
complicated… actually my first experiences weren’t the best’, others
defined their first experience as: ‘It has been difficult but still
surmountable’. On the other hand, some beginning teachers defined their
experiences as ‘very good’ or ‘the best’ as exemplified by Alan’s words: ‘If
I could define my experience in just one word I would say that this is the
best thing that has ever happened to me’. The wide variation within the
sample led to a more detailed analysis.
The data analysis showed that the commonalities across the school system
were greater than any difference. However, in some cases I was able to
discern differences based on primary and secondary grades. In other cases,
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these differences were based on school system. However, because of the
small sample size caution needs to be exercised as to whether this is a
generalised trend.
This chapter is divided into four parts. The first part will explore beginning
teachers’ perceptions on the role of teacher education. Next, it will explore
the main challenges faced by beginning teachers during induction. The third
part will explore the formal and informal induction practices currently in
place within and outside of the school context. Finally, beginning teachers’
change over time will be discussed. This latter discussion is a brief case
study of two beginning teachers who were part of the group of eleven
beginning teachers that replied to all the follow-up email interviews over 15
months. The conclusion provides a review of the key findings of this study
which will be analysed in relation to the literature in the field and the
practice architectures lens used for data analysis.
Part One: The Role of Initial Teacher Education in Preparing to Teach
…I’m becoming familiar [with teaching] …
through the experience I’m learning what is
useful and what isn’t. I believe that initial
teacher preparation is not very practical. It’s
like looking at the characters but one doesn’t
play the role and as spectator one doesn’t learn
too much. Instead, one needs to experiment.
That is what happens in initial training…it’s
like going to the theatre…one doesn’t get
involved any further. [Santai, H, Su]
Santai’s metaphorical representation of her experience during initial training
as a spectator at a drama presentation clearly resonated with the learning to
teach experiences of a number of beginning teachers in this study.
It is well worth noting here that participants were not asked directly about
initial teacher education. However, they raised issues related to their
preparedness to teach and the role accomplished by initial teacher education
in this regard. Of these 29 beginning teachers, 14 found that the teachers’
work was more demanding than they expected it would be. Seven out of
these fourteen were beginning teachers in their second month of teaching. In
general, beginning teachers tended to blame pre-service programs for not
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preparing them for the reality of full time teaching. The following set of
quotes highlights some of the sayings regarding initial teacher education.
Santai, a high school teacher, noted:
When one studies pedagogy one has an ideal
view of the profession. I thought that classes
would be ideal with students wanting to learn.
I thought that I would find all the support
required as much from the students as from the
school. But as time goes on I’ve come to
realise that things are not as I
thought…achieving students’ learning is a big
challenge for the teacher. [Santai, H, Su]
Similarly, Sombra a primary school teacher reported:
For example all the theory that I learnt at the
university was too idealised…different from
the reality of the school. [Sombra, P, Su]
When talking about her experience, Carola reported:
As a beginning teacher I was nervous because
being a teacher is very different from being a
student teacher. [Carola, P, Su]
Carla contrasted her experience during the professional experiences as a
student teacher with the experience of being a teacher:
We came to the school to do the professional
experiences but it was a sort of ideal world,
everything worked well, there weren’t any
problems… … it wasn’t very real… …now it
is different. [Carla, P, Mu]
Romina described professional experiences as fictitious:
Professional experiences are a little bit
fictitious… …One teaches a class that one has
been preparing for a month. That is not real
because in the school one is working the whole
day, teaching all the periods and all the
subjects. Besides when one goes to the school
during professional experiences there is a
structure so one has prepared everything, the
movements, the words… it was a sort of
controlled environment … the supervisor, the
students are there. [Romina, P, Mu]
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Some of the beginning teachers in this study argued that teacher education
did not properly prepare them to face all the complexities involved in
teaching. Many beginning teachers reported that the realities they
encountered in schools and classrooms were much more complicated than
they anticipated. For these beginning teachers, the confrontation with the
complexities and responsibilities of a classroom still seems to provoke a
form of “praxis shock” (Veenman, 1984). This finding is consistent with the
literature in teacher socialisation that has addressed the discontinuity
between teacher training and actual practice (Chambers, Coles & Roper,
2002; Feiman-Namser, 2001a; Gold, 1996; Khamis, 2000). Moreover, some
beginning teachers felt that initial teacher education did not adequately
prepare them to face the realities of schools and classrooms. Therefore, the
beginning teachers’ sayings about their preparedness to teach centred on
initial teacher education and the perceived fictitious and unrealistic
character of professional experiences.
Part Two: Challenges Framing Beginning Teachers’ Practice
Interviews with beginning teachers assisted in identifying in general terms
their concerns, issues and ways in which they experienced induction into
teaching. The intention was to identify the main challenges that were acting
as practice architectures shaping their practice. Therefore, the beginning
teachers in this study were asked to identify professional concerns they had
experienced both within and beyond the classroom.

Despite specific

contextual and systemic differences, beginning teachers in this study tended
to share similar needs and required similar kinds of support during their first
years teaching. The interviews with 29 beginning teachers support earlier
research about the concerns of beginning teachers. The main concerns of
beginning teachers fell under three general themes: (a) In-classroom
challenges; (b) Out of classroom challenges and conditions of work; and (c)
Out of classroom relationships and professional isolation.
Classroom Challenges
The most common areas of concern associated with in-classroom
experiences were those involving pedagogical content knowledge,
classroom management, managing school routines, and competence in
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teaching students with special learning needs (in that order). Other areas
considered challenging by beginning teachers were: knowledge of the
curriculum and instructional pacing. Additionally, six beginning teachers
mentioned their preoccupations with test pressure and test preparation
regarding the national standardised test SIMCE. Table 11 shows the number
of respondents for each category.
Table 11: Beginning Teachers’ Sayings Regarding In-classroom Challenges
Response Category

Total

Pedagogical content knowledge (includes knowledge of the
curriculum and instructional pacing)

12

Classroom management

8

Managing school routines: Taking the roll

7

Students with special learning needs

7

SIMCE

6

The response categories in table 11 will be explained below.
Pedagogical content knowledge (PCK)
Pedagogical content knowledge is understood to include both the
transformation of content knowledge into the way that best facilitates
student learning and instructional pacing (Shulman, 1986). Although most
of these beginning teachers consistently mentioned that they had strong
knowledge of content, sayings regarding the difficulties involved in
knowing how to teach such content were identified. While only 4 out of 29
beginning teachers mentioned content knowledge as a concern, 12
mentioned pedagogical content knowledge as a key challenge. In addition to
how to teach the subject, beginning teachers were often not sure when to
teach it or for how long. Beginning teachers’ concerns regarding
pedagogical content knowledge are shown in the following set of quotes:
The major challenge has been teaching the
subject… …we are very well prepared on
content knowledge but less prepared on how to
teach that content [Ana, H, Su]
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I feel very confident. I know that I manage the
content. However, knowing the content is one
thing but knowing how to teach such content is
a different issue. That’s the problem. [Manuel,
H, Su]
Antonia is very confident in her abilities as a teacher, and she does not think
that she has experienced any real problem throughout the year. Only
instructional pacing appears as problematic from her words:
My problem was that I didn’t know how to
grade the contents so whilst my colleagues are
on the second unit; I’m just finishing the first
one. [Antonia, H, Su]
Pola mentioned the difficulties structuring the lessons:
I’m not insecure about the contents but how to
use the time during a class was a real problem
to me. I was always worried about what to do
if I didn’t have enough time to complete the
lesson but now I can teach a whole lesson
having an introduction, a body, and a
conclusion. [Ana, H, Pr]
These beginning teachers reported on the challenging task of making sense
of the content and instruction they encountered in teacher education.
Therefore, beginning teachers’ sayings portray PCK as difficult to
implement once they are in the practical field.
Classroom management
Classroom management was the second most commented challenge that
structured induction experiences. Classroom management is a predictable
concern of beginning teachers and it has been widely reported in the
learning to teach and induction literature (Brock & Grady, 1998; Ewing &
Manuel, 2005; McCann & Johannessen, 2004; Veenman, 1984). In this
study maintaining classroom discipline appears as a predominant concern
for high school teachers. While only 2 out of 16 primary school teachers
reported classroom management as a concern, 6 out of 11 high school
teachers reported having difficulties managing individual students’
behaviour. The following excerpts provide a sense about these beginning
teachers’ perspectives on classroom management:
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The discipline is a big issue. One has all the
material prepared to deliver the class and the
kids misbehave and one cannot do the class.
[Carla, P, Mu]
I had many problems with discipline, many…
…there are 40 students in this class so the first
month it was impossible for me to get them to
learn something… it took me a lot of effort to
discipline them. To keep the control over the
class cost me more than pacing the content.
[Henry, H, Su]
One sometimes loses time so instead of
beginning the class with energy, one begins
the class mad and the anger makes you go out
of your mind. I have to ask them to ‘shut up’,
‘sit up straight’, ‘be quiet’. It is complicated so
I ask myself ‘What can I do? , ‘What strategies
can I use? I felt like something was missing
here. [Esteban, H, Su]
In this section, the sayings show that in general beginning teachers thought
they were prepared to meet classroom challenges, but the various strategies
they had expected to produce results failed them. In the interviews, some of
these beginning teachers felt confused and frustrated because they expected
to be able to manage the discipline. Sayings such as ‘I had many problems
with discipline, many’ or ‘the discipline is a big issue’ are used to describe
one of the major challenges faced by beginning teachers during induction.
There are some subtle differences between beginning teachers’ perspectives
based on school system. For example, behaviour management was more
often mentioned by secondary beginning teachers. Moreover, beginning
teachers working in private schools did not mention classroom management
as a difficulty. This might be explained by the use of selection mechanisms
by schools, particularly private schools which screen for the more able
pupils (Parry, 1996b).
Managing school routines: Taking the roll
Some beginning teachers expressed concern with school routines. Among
the difficulties, sayings regarding administrative tasks such as managing the
classroom book and taking the roll were identified. Each class has a book
which considers not only curricular records but also records regarding
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pupils’ school attendance, pupils’ demographic information and individual
behaviour. Taking the roll was particularly challenging to beginning
teachers working in subsidised schools. While 7 out of 18 subsidised
beginning teachers noted taking the roll as a challenge, five other subsidised
beginning teachers mentioned the need to train student teachers on aspects
related to recording students’ attendance and content lessons in the
classroom book. This can be explained by the fact that municipal and
subsidised schools receive grants based on the number of students attending
class each month. In the case of subsidised sector owners of the school
receive the subsidy directly from the central government, a situation that
increases school’s owner control on student attendance.
As expressed in the following quote, taking the roll was the major challenge
faced by Gianinne:
Well I think that the most difficult thing has
been taking the roll because when I did my
professional experiences it was a task done by
the general inspector… and in this school one
has to be very careful [registering student’s
attendance] because one can get a letter of
reprimand when one commits a mistake.
[Gianinne, P,Su]
While Gianinne noted taking the roll as a big challenge, Alejandra
mentioned the lack of training on how to register the lesson contents on the
classroom book:
I’ve had difficulties with the classroom book
because we got some training on how to
handle the classroom book, how to register
student’s attendance and how to do the final
re-count but we didn’t have any training on the
structure of the classroom book or on how to
register the contents, for example. [Alejandra,
P, Su]
Beginning teachers’ sayings concerning managing school routines were
generally found on expressions such as ‘I think that the most difficult thing
has been taking the roll’ or ‘I’ve had difficulties with the classroom book’.
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Competence to teach students with special learning needs
Seven out of twenty nine beginning teachers in this study showed
preoccupation regarding their competence to accommodate students with
special learning needs in instruction and assessment. They reported both
insufficient preparation on these areas in their teacher education program
and lack of actual school support:
The university teaches you something… like a
few strategies to work with kids with special
needs. But I don’t feel prepared that’s why I’m
reading and researching. [Marcela, P, Pr]
Those kids with learning difficulties are a
challenge…I tried to prepare different
worksheets for them but I don’t have enough
time and I don’t know how to teach them.
[Eileen, P, Mu]
Sayings such as ‘those kids with learning difficulties are a challenge’ or ‘I
don’t feel prepared [to teach kids with special needs]’ exemplified
beginning teachers’ concerns regarding their competence in this area. The
experience of these beginning teachers in relation to teaching pupils with
diverse needs is consistent with the literature (Brock & Grady, 1998; Ewing
& Manuel, 2005; McCann & Johannessen, 2004; Veenman, 1984).
SIMCE34 pressure and concerns about students doing well
In addition to the common challenges faced by beginning teachers, six
participants in this study mentioned the national test SIMCE as a
preoccupation. Chile has administered a national census of student
achievement (SIMCE) since 1988, with a different grade assessed in each
year. In 2009, at the time individual interviews were conducted, fourthgrade tests were administered. This may explain why only primary schools
teachers mentioned the test as one of their concerns. Moreover, since 1995
SIMCE test results have been published in the form of rankings or league
tables. This has added a sense of competition resulting in more pressure on
schools to perform well. Since subsidised schools – particularly profit
maximizing schools – actively compete for pupils, scores in the SIMCE test
34

SIMCE: Measurement System of the Education Quality (Sistema de Medicion de la Calidad de la Educacion)

166

appear important. This can explain that only fourth-grade subsidised school
teachers noted this test as a concern. These beginning teachers expressed
anxiety and frustration when talking about the SIMCE. These emotions
were rooted in the feeling that the SIMCE adds an extra pressure to their
work as beginning teachers and in the belief that their role as a teacher is not
‘teaching to the test’. The test imposes a special kind of stress on beginning
teachers, who not only feel subject to pressure but also feel that the SIMCE
distract time and energy from what they perceive as their most important
tasks. This finding supports a growing body of research which shows that
teachers report feeling pressure to improve students’ test scores (Adcock &
Patton, 2001; Shepard, 2000). The following set of comments illustrates
these beginning teachers’ perceptions concerning the SIMCE:
Being tested by the SIMCE is a tremendous
pressure because this school is oriented to
achieving high performance at the SIMCE…
and this school always excels on its results.
I’m a novice… …and I have to prepare all the
worksheets and trial tests for the four year 8
classes. [Sofia, P, Su]
It is complicated because as well as being a
novice I have to face the SIMCE. The SIMCE
is complicated…the comparisons between
teachers. That worries me because in this
school the results are very important. So it is a
challenge over and above the challenge of
being novice because I have to respond to the
school, to the students…if I’d had experience
it wouldn’t be that complicated. [Alejandra, P,
Su]
In addition to the responsibility of getting good results, Alan notes that
performance on SIMCE test will be linked to his performance as a teacher, a
situation that adds pressure to his practice. He also perceives the SIMCE test
as a pressure for students.
This is a huge burden of responsibility. They
want good results, the school wants good
results…I know that I’m a good teacher, I
know what I’ve taught… …I’m not going to
traumatise the kids at this early age by a test
that doesn’t show the kind of teacher that one
is able to become. [Alan, P, Su]
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Beginning teachers’ sayings regarding the SIMCE test showed their
preoccupation not only for getting good results but also for the importance
that these results might have on their image as teachers. Beginning teachers’
sayings such as ‘the SIMCE is complicated…the comparisons between
teachers’ or ‘a test that doesn’t show the kind of teacher that one is able to
become’ portray the SIMCE test as an important feature of practice that is
framing their practice as beginning teachers.
The above section sought to identify the in-classroom challenges framing
beginning teachers’ practice. When talking about their experiences of
induction, beginning teachers used words such as ‘difficult’, ‘challenge’, ‘a
big issue’, ‘complicated’, ‘I don’t feel prepared’, and ‘something is
missing’. These words and phrases can be encapsulated in a key saying
about teaching practices that takes account of pedagogical content
knowledge, classroom management, managing school routines, teaching
students with special learning needs and pressures for high achievement in
the SIMCE. From beginning teachers’ perspective these challenges form
part of the practice architectures constraining their professional practice.
Out of Classroom Challenges: Conditions of Work
The most common areas of concern associated with out of classroom
challenges were those involving the conditions of work. What does appear
evident is that, in line with others studies (Bickmore & Bickmore, 2010;
Findlay, 2006; Veenman, 1984) workload is highlighted by these beginning
teachers as one of the most difficult aspects of the job. Beginning teachers’
sayings concerning the lack of time to do the work demanded characterised
his/her reports about induction. In particular, they expressed concern about
the extent to which the workload encroaches on their private and family life.
In addition, beginning teachers mentioned inadequate facilities and
insufficient resources as a difficulty encountered in the performance of their
work. Table 12 shows the material-economic challenges mentioned by
beginning teachers in this study.
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Table 12: Beginning Teachers’ Sayings Concerning the Material
Challenges
Response Category

Total

The allocation and structuring of work

13

Facilities and resources available

12

The response categories showed in table 12 will be explained below.
The allocation and structuring of work
This section will consider beginning teachers’ sayings concerning the
allocation of time which appears to be constraining beginning teachers’
teaching practices.
Sombra noted how the workload impacts upon her private life:
I’ve got a huge workload. I need more time
because I have a heavy teaching workload and
insufficient preparation time. Teachers come
to home just to continue working; I use my
spare time to prepare my lessons…at the end I
don’t have time to spend with my family.
[Sombra, P, Su]
In terms of classroom preparation, Carola noted that not having enough time
might lead beginning teachers to give up on preparing lessons:
Time is crucial because sometimes one wants
to prepare some class material to teach some
contents but organising a good class requires
time. It means that one has to go to buy the
material, prepare everything…so if one has no
time decides not to do that class, simply
discards that possibility. [Carola, P, Su]
Most beginning teachers working across the three school-types reported
contending with an overwhelming workload. Sayings concerning the heavy
workload and its negative influence on their ability to deliver effective
instruction were identified.
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Facilities and resources available
Difficulties with facilities and/or resources and supplies were mentioned by
12 beginning teachers who were working across the three types of schools
that comprise the study. For this group of beginning teachers, aspects such
as teaching materials, access to technology, laboratories and libraries
availability, and classroom design were important factors affecting their
professional practice. Likewise, this finding aligns with the literature that
highlights that more materials and resources are needed. As argued by
Marable and Raimondi (2007), the lack of adequate provisions just adds to
the already overwhelmed beginning teacher, and is yet another source of
stress. The following quotations represent a range of related, and yet slightly
different, takes on the challenges:
Aspects that facilitate my work… I don’t find
any. For example, there is a laboratory but it
doesn’t have enough room, there aren’t
supplies to do experiments. The design of the
classroom isn’t appropriate for teaching, it’s
too hot in there, and the door is at the back of
the classroom so the kids may run away while
one is writing on the board. [Santai, H, Su]
While Santai has experienced lack of an appropriate classroom to teach
Sciences, Pola and Makarena faced lack of technological support to their
teaching:
In this school there is lack of resources, mainly
material resources, textbooks or an adequate
classroom to take the kids for a PowerPoint
presentation, for example. [Ana, H, Pr]
I think that the major challenge has been the
lack of resources. For example, I don’t have
the technological resource to do a PowerPoint
presentation. I can’t use the TICS because the
pupils aren’t very good with technology.
[Makarena, H, Su]
For Morten, the lack of access to materials seems to be interfering with their
teaching practice:
In this school there is lack of resources… …it
doesn’t affect in a critical way but it bothers
you. For example, I couldn’t see a video with a
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class because the DVD player was broken so it
affected the planning of the lesson because I
had to change everything. [Morten, H, Su]
Eileen noted the size of the classroom interferes with her practice:
The size of the classroom is a great obstacle it
is too small for 26 kids. The pupils’ desks are
too big and the chair too high so the kids spend
a lot of time changing their seats and that
makes things difficult. [Eileen, P, Mu]
The analysis of the interviews revealed a key saying concerning the
material-economic conditions framing beginning teachers’ induction. These
include time allocation and facilities and resources. These materialeconomic features of practice are part of the arrangements that, according to
beginning teachers’ recounts, are constraining their induction into teaching.
This finding is consistent with the literature on induction. Research confirms
that the resources allocated to beginning teachers, such as amount of
equipment and available facilities have an impact on their practice
(Tjeerdsma & Coleman, 2009). Lang (1999) reported that poor access to
resources within the schools ‘exacerbated their struggles to survive as
teachers’ (p.1). Conversely, supportive working conditions positively
influence teacher’s ability to deliver effective instruction and their intent to
remain in teaching. According to Johnson and Kardos (2008) these
conditions include, among others, access to sufficient resources and
materials.

Moreover, work conditions have already been shown to be

related to burnout in beginning teachers (Fejgin, Ephraty & Ben-Sira, 1995).
In this regard, Martinez (1994) places greater importance on the contextual
aspects of the beginning teachers’ placement stating that ‘while beginning
teachers continue to be placed in schools which are inherently loaded with
difficulties, no induction programs will be able to redress such impossible
contextual givens’ ( p. 179).
Out of Classroom Relationships and Professional Isolation
The interviews also revealed beginning teachers’ sayings concerning
establishing relationships with parents and other teachers working in the
school. These out of classroom challenges appear to be constraining
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beginning teachers’ practice and further professional growth. It is well
worth emphasizing here that professional isolation characterised these
beginning teachers induction into teaching. Beginning teachers’ sayings
centred on the lack of advice and assistance regarding teaching practice. In
this regard, some of them noted they felt isolated without the collegial
support expected and needed. Therefore, a number of them asked for
ongoing support and continuous feedback as they grappled with the
complexities of becoming members of the teaching profession. Table 13
shows beginning teachers’ concerns regarding isolated working conditions
and relationship with parents.
Table 13: Beginning Teachers’ Sayings Concerning the Isolated Working
Conditions and Relationship with Parents
Response Category

Total

Beginning teachers on their own

11

Difficulties communicating and dealing with parents when conflict
arises

11

The response categories exhibit in table 13 will be explained below.
Beginning teachers on their own
The analyses of the interview transcripts suggest that there is an expectation
that beginning teachers must be capable of solving problems on their own.
This expectation acts as a practice architecture framing beginning teachers’
practice. Eleven out of the twenty nine beginning teachers in this study
reported lack of support. Indeed, many beginning teachers in this study were
burdened by a sense of doubt, especially self-doubt regarding the
effectiveness of their classroom pedagogy. Beginning teachers’ concerns
about the lack of feedback and induction support became evident in these
beginning teachers’ comments.
Eileen noted the lack of support and the isolation in which she works:
When they [school executive] meet you in the
playground they usually ask you ‘how is
everything going?’ but that doesn’t help me…
nobody offers you any help, they just leave
you alone. [Eileen, P, Mu]
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Sombra exemplifies the lack of support that characterised her induction into
teaching:
None, none they just told me this is your class,
you are the chief teacher …they almost said
‘you have to figure it by yourself. [Sombra, P,
Su]
Pilar noted the lack of feedback. As she saw it, feedback is crucial in order
to improve her practice:
I want some feedback — I want to be told
what I need to improve in. [Pilar, ECh, Pr]
The following quotes highlight the fact that help is provided only when
beginning teachers ask for it:
There isn’t anything special because I’m a
novice. Not because I’m a novice I’m going to
get any additional help. What I’ve been told is
that I do have to ask for help if I need it. They
put all the responsibility on me. [Alejandra, P,
Su]
I always seek for help when I have a difficulty
or a doubt and they [school executive] always
help me, but I don’t get any help if I don’t ask
for it. [Antonia, H, Su]
This finding is consistent with the literature that argues that for many
beginning teachers moving from well supported pre-service professional
experiences to being totally responsible for a class means the removal of
support for and feedback on their work which causes feeling of isolation
(Algozzine et al., 2007; Feiman-Nemser, 2001a; McCormack & Thomas,
2003).
Relationship with parents
Establishing relationship with parents and colleagues is a primary concern
of beginning teachers as they enter the first year of teaching (Anthony,
Haigh & Kane, 2011; Herbert & Worthy, 2001; Khamis, 2000). In this study
the beginning teachers’ sayings centred on the need for a better instruction
on how to communicate with parents. The excerpts from the interviews
illustrate a recurrent challenge faced by these beginning teachers when
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communicating and dealing with parents and caregivers when conflict
arises. In this regard, beginning teachers criticised the lack of preparation
provided by their initial training on this area but at the same time they
expressed their dissatisfaction with the lack of school support to handle
relationships with parents. Participants felt that the schools assumed the
teachers knew more than they did. Therefore, they mentioned feeling lost
particularly about the protocol for setting up parent meetings. While 3 out of
5 municipal school teachers reported relationships with parents as a
challenge, 8 out of 24 teachers working in subsidised and private schools
also mentioned it among the main challenges faced. However, some subtle
differences between beginning teachers working in municipal schools and
beginning teachers working in subsidised and private schools appear
evident. While municipal beginning teachers’ concerns relate to the lack of
parents’ commitment with the pupils, subsidised and private beginning
teachers’ concerns relate to communicating with parents. More importantly,
when asked about the main challenges faced, subsidised and private
beginning teachers reported that they had not had at this stage any problems
with parents. In this regard, they reported ‘Well thank God I haven’t had
any difficulties with parents’ or ‘I haven’t had any problems with parents
until now’.
Catrina, a municipal primary school teacher, noted the challenge of relating
to parents:
As a beginning teacher I found it difficult to
know how to interact with parents or how to
handle parent-teaching meetings. [Catrina, P,
Mu]
In regard to parent-teaching meetings, Elodita noted that parents of the
subsidised sector appear more committed to the education of their children
than parents of the municipal sector. She also mentioned that being young is
an additional challenge to get parents’ respect and trust:
Because this college [school] is subsidised all
the parents come to parent-teaching meetings.
It is not the same in municipal schools where
hardly 5 parents attend meetings, here all of
them come. So I was scared because I was
warned to make clear to them [parents] that it
174

is the teacher who is in charge in the
classroom…but at the end of the day they see
you as too young anyway. [Elodita, P, Su]
Ana, like Elodita, also noted that being young was an added difficulty when
relating to parents:
It was a challenge…relating to parents was the
most difficult because I’m young so I thought
they wouldn’t trust me. [Ana, H, Pr]
Some teachers in subsidised school reported on the lack of preparation to
relate to parents, particularly when conflict arises. It is apparent from the
data that beginning teachers experience some sort of anxiety when relating
to parents, particularly about how to react if they get upset. The following
quotations represent beginning teachers’ concerns:
…I asked for an appointment with a parent last
week because his daughter wasn’t working in
the classroom… …I thought this was the most
appropriate thing to do…but then in the
parent-teaching meeting the parents complain
because they say they are paying good money
to get a good education for their kids…they
are very rude…very rude. [Esteban, H, Su]
Sombra, the only teacher on her fourth year teaching, reflecting back on her
experience argued:
My main concern related to parents because
when one begins teaching one feels very
vulnerable to being questioned, especially by
parents and that questioning can get to the
principal and that can get you fired. I was
very insecure, I didn’t know how to talk to
misbehaving pupils’ parents…what words to
use, what arguments. [Sombra, P, Su]
Romina noted the difficulties relating to parents and their lack of
commitment:
Parents are also part of the problem, they are
more interested in complaining instead of
supporting and helping their kids. They
demand a lot of things of us but they do not
accomplish with their part on this. [Romina, P,
Mu]
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Beginning teachers working across the three school-types reported
relationships with parents as a challenge. They used expressions such as ‘it
was a challenge…relating to parents was the most difficult or ‘as a
beginning teacher I found it difficult to know how to interact with parents’.
The section above provided a number of key sayings in regard to beginning
teachers’ perceptions and beliefs about their first experiences teaching.
Three themes emerged when analysing beginning teachers’ sayings: (a) Inclassroom challenges; (b) Out of classroom challenges; c) Out of classroom
relationships and isolated working conditions.
The following section will identify what kind of actions and activities to
support beginning teachers during the early years of their teaching careers
are currently present within schools in Chile.
Part Three: Formal and Informal Induction Support Practices
The views presented so far indicate that these beginning teachers have faced
a number of challenging situations during the early stages of their careers.
The analyses also reveal that frustration results from the discrepancy
between teacher’s expectations of the teaching experience and the
realisation of the actual experience. Difficult experiences, as a disruptive
class, confronting an angry parent or feeling insecure about their
competence, are generally unexpected by beginning teachers. Therefore, the
first years of teaching appear to be a vulnerable time.
Although the section discussed previously pointed out that these novice
teachers reported lack of support during induction, beginning teachers’
responses showed that there was some support available to them. In some
ways there is a sort of contradiction when beginning teachers first reported
not receiving any support to acknowledge later that in fact there were
several people helping them. This raises the questions: How is beginning
teachers’ professional practice supported and valued within the school?
Who is involved in induction practices? The following section focuses on
the formal and informal induction support available to beginning teachers
within the school settings. In doing so, it will discuss the kind of induction
support experienced by these beginning teachers and the role undertook by
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other members of the school during the process—that is, the doings and
relatings that constitute these beginning teachers’ induction experiences.
Yet, the two are so intertwined that it becomes difficult to separate one from
the other.
People involved in Induction inside the School (relatings)
Notwithstanding the suggested lack of support, a deeper analysis of the data
showed that some sort of formal and informal support is supplied to
beginning teachers by different members of the school. The data indicated
the most common form of induction was provided through informal links
made with colleagues, followed by executive members of the school, for
example the chief of UTP and the general inspector (in that order). These
informal links constitute the relatings associated with the induction process.
Moreover, some additional support is offered during weekly meetings
aimed at discussing pedagogical matters.
The role of colleagues
Seventeen beginning teachers reported that the main support is provided by
colleagues. Many beginning teachers in this study turned to an experienced
colleague, especially one who is teaching at the same grade level or the
same subject to be a mentor. This induction is part of an unstructured,
informal situation that relies on the goodwill of colleagues to assist
beginning teachers along the way. The following quotations provide a sense
of the help provided to beginning teachers by colleagues:
The possibility to work together with my
colleagues helps me one hundred per cent.
[Eileen, P, Mu]
Mr Gomez is always willing to help me… …
He lent me some books. Also the teachers in
the department have been very helpful.
[Manuel, H, Su]
I’ve got a lot of help from the colleague
teaching the same grade as me. [Carola, P, Su]
I worked with a teacher from the Red de
Maestros [Spanish words], I had that
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opportunity and it was great… I learned a
lot… I learned from the practice. [Elisa, P, Su]
Beginning teachers in this study highly valued the informal support of
colleagues. This finding is consistent with the literature that highlights
informal support from colleagues as the most important for beginning
teachers (Avalos & Aylwin, 2007; McCormack & Thomas, 2003). They
also mentioned the Red Maestros de Maestros (direct translation Network of
Masters of Masters). This is a program implemented by MINEDUC. The
program’s aim is to strengthen the teaching profession by taking advantage
of previously accredited exemplary teachers who contribute to other
teachers’ professional development.

The site has a Centre of

Documentation with a great amount of resources and a numbers of links to
related sites. The support provided by teachers from the Red Maestros de
Maestros can be school-based or web-based.
The role of the school executive
The literature in induction highlights the role of the principal in the
beginning teachers’ transition and induction into teaching (DarlingHammond, 1999). Developing and retaining quality teachers are now
viewed as important challenges for the work of principals (Watkins, 2005;
Wood, 2005). Bickmore and Bickmore (2010) highlighted the principal’s
role in providing positive working conditions and structures for induction to
effectively induct beginning teachers into the profession. When beginning
teachers in this study mentioned the principal, it was as a model for teacher
behaviour rather than as a provider of direct pedagogical support. While
only 2 out of 29 beginning teachers mentioned getting support from the
principal, 9 out of 29 beginning teachers mentioned some sort of support
coming from the chief of UTP and the general inspector. This type of formal
help became evident during interviews with beginning teachers responding:
Any doubt that I have I come to him [the
general inspector] and he teaches me those
things that the initial teacher education doesn’t
teach. [Makarena, H, Su]
Well the support is supplied by the chief of
UTP of primary school – as long as she has got
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time – and also by the chief of UTP of the
whole school. [Ana, H, Pr]
Beginning teachers related to the chief of UTP and the general inspector
during induction. Support provided by the chief of UTP and the general
inspector was mentioned by beginning teachers working in subsidised and
private schools. Beginning teachers working in municipal schools did not
mention this kind of support.
The role of weekly teaching meetings
In the context of professional learning, schools allocate time for
collaborative work. This time is organised in weekly teaching meetings
which are part of a formal structure designed to get teachers working
together. The weekly teaching meetings usually last between one and two
hours. Typically, teachers teaching the same grade or the same subject and
who have common planning time attend these meetings. The number of
teachers attending weekly teaching meetings varies depending on the
number of classes and the number of teachers teaching the same subject.
However, the different groups of teachers working together are usually
small. In these meetings, among other teaching tasks, teachers work together
in instructional planning, assessment tasks and instructional pacing. Despite
the fact that weekly teaching meetings are not specifically designed to help
beginning teachers, they provide a communicative space in which beginning
teachers can develop relationships with other teachers and get some kind of
support that helps with their teaching. Therefore, some beginning teachers
reported weekly teaching meetings as an instance of support. As stated by
Carola in the following comment:
In these meetings we organise the class
material, we check that all of us are teaching
the same thing. One must show all the material
to the other teachers working in the same
grade. That helps me…it helps me to clarify
doubts. [Carola, P, Su]
Esteban noted the conversation and sharing promoted by weekly meetings:
We have a 2-hour meeting once a week. It is
there where we all chat and comment.
[Esteban, H, Su]
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There was a general agreement among the beginning teachers that some sort
of support is available to them within the school settings. Formal induction
support is provided through relatings with the school executive. Another
source of significant support identified by the participants was the weekly
teaching meetings that are part of the formal structures designed to engage
school staff in working together. A more informal learning takes place
outside of the prescriptions of these formal structures, particularly through
relationships with colleagues. Thus, a key relating portrayed by beginning
teachers’ recounts is that within the social space of schools, beginning
teachers, colleagues, and the school executive provide some induction
support.
Induction Support inside the School (doings)
Although no policies or formal programs of induction were operating in
these schools at the time of the first interview, beginning teachers’ recounts
showed they had experienced some formal and informal induction support.
Through the relatings established within the school, the doings of induction
focused mainly on technical and pedagogical support.
Technical and pedagogical support
This support includes sharing professional resources and materials, solving
immediate problems, explaining school policies and practices, filling in the
classroom book, and giving advice on the curriculum. However, the support
provided is varied; this mainly focuses on technical aspects of teaching.
Typically, these beginning teachers experienced support directed to help
them with administrative issues such as filling in the classroom book and
paperwork. The following quotation provides a sense of beginning teachers’
perceptions on the induction support experienced. Manuel, for example,
noted the induction support provided in administrative issues:
I was told how to fill in the classroom book
and how to write the comments in the
classroom book. Also I had a very good
induction on administrative matters. [Manuel,
H, Su]
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Whilst beginning teachers acknowledged this assistance as an important
source of administrative and technical support, some asked for a support
that goes beyond helping them to acquire the techniques and skills for
teaching. Beginning teachers in this study requested support that focuses on
helping them to develop different instructional strategies to vary approaches
or to evaluate student performance, for example. Indeed, beginning teachers
requested assistance focused on issues concerning classroom pedagogy. The
following quotes exemplify these beginning teachers’ request for a support
focused on classroom pedagogy.
When talking about the support provided by the Chief of UTP in regard to
evaluation, Marcela noted the lack of sound advice on assessment tasks:
The chief of UTP reviews the assessments and
she advises me, for example, if the pupils
might get confused with some questions. It
helps but I want to know how to develop
assessment tasks in which I could ask the
students to make a prediction or an
inference…a more complete assessment task.
[Marcela, P, Pr]
A significant point was made in relation the support provided by the chief of
UTP by Eileen who argued that it is not the kind of pedagogical assistance
that might help her to improve her classroom pedagogy:
The chief of UTP gives some sort of support
but it isn’t a pedagogical support that could
help me to improve my pedagogy. The chief of
UTP doesn’t tell you how to teach something.
The support is more about checking on
assessment sheets or getting approval to
photocopy something…that’s what I think.
[Eileen, P, Mu]
The following set of quotations highlights that despite the fact that
assistance in regard to planning and teaching material is available to
beginning teachers in the weekly meetings, support for classroom pedagogy
as part of her induction has been sorely lacking:
Sometimes we meet together to do the
planning, to decide which contents we will
teach but we don’t discuss how we will teach
them. [Sofia, P, Su]
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In this meeting we work as a team with other
teachers in the same grade. We do the
worksheets, the planning but we never discuss
how we are going to teach it all. The
methodologies, that’s individual. [Elisa, P, Su]
Well… we meet together to review the
planning but we don’t share strategies.
[Alejandra, H, Su]
The analysis of the interviews showed a varied focus and a variation on the
experiences of induction support. A key doing involves varied support
mainly focused on technical aspects of teaching. Some administrative and
technical support is provided to beginning teachers through relating links
established with the chief of UTP and the general inspector. Additionally,
some sort of pedagogical support is offered through relating links with
colleagues. However, some beginning teachers reported their need for
actions and activities which provided them with a support more focused on
classroom pedagogy. In this regard, beginning teachers argued that they are
usually left to solve issues regarding classroom pedagogy on their own. This
suggests that beginning teachers relate to colleagues, the chief of UTP and
the general inspector mainly in ways attempting to support beginning
teachers on technical aspects of teaching. Notwithstanding the support
available to beginning teachers help them with their teaching, it does not
provide enough focus on teaching. Since one of the main in-classroom
concerns reported by beginning teachers in this study relate to their
perceived lack of competence on pedagogical content knowledge, and, more
importantly, a number of the concerns were beyond the classrooms, it raises
the questions: What do beginning teachers do to get the support required?
Who or where do beginning teachers get this help from? The following
section will discuss the formal and informal support provided to beginning
teachers by different structures and people outside the school settings.
Induction Outside the School: Support Networks for Beginning
Teachers
Often the assumption is that induction support takes place within schools,
overlooking the reality that for a variety of reasons (e.g. beginning teachers’
reluctance to disclose their difficulties to colleagues in their own school)
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valuable induction support is also available outside the school context.
Emerging from the data was an understanding that school support was
readily available for the functional demands of the job, but more
significantly, that the beginning teachers seek help particularly on issues
concerning pedagogical content knowledge, content knowledge, and class
preparation outside the school context. For example, beginning teachers in
this study have rich networks (relatings) including connections with Higher
Educations Institutions – particularly lecturers – other school teachers and
beginning teachers, and web based educational portals. These networks are
individual and personal to each novice. A more formal support is provided
through continuing professional development activities and postgraduate
courses offered by higher education institutions within the country. In
addition, participants in this study recognised curriculum materials and their
old university notebooks as a source of help when required. Table 14 shows
beginning teachers’ out of school sources of support.
Table 14: Beginning teachers’ Outside the School Support
Response Category

Total

Support from lecturers

11

Teachers working in other schools

7

Beginning teachers working in other schools

4

Web based educational portals

15

Curriculum materials and university notebooks

14

Professional development activities

7

The response categories will be discussed in the following paragraphs.
Getting help from the outside: the role of university lecturers, teachers, and
beginning teachers
Twenty two out of twenty nine beginning teachers in this study noted the
support provided either by lecturers, experienced teachers, or beginning
teachers who were located at different schools from them. The following
quotes exemplify the above claims:
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Ana noted the teaching support provided by lecturers:
I’ve got help from university lecturers. I call
them ‘my advisors’ because they help me to
prepare
worksheets,
teaching
materials…actually they guide me very well.
[Ana, H, Pr]
Sofia gets support from lecturers on content knowledge and methodology:
I usually phone my lecturers and ask them for
private lessons. For example, I call a very
prestigious teacher here in Copiapó who used
to teach at the university and she teaches me at
her place. My methodology teacher also
teaches me. [Sofia, P, Su]
Catrina recognised she gets help from her primary school teacher on aspects
such as content knowledge and pedagogic content knowledge:
I usually get help outside of the school. For
example if I need help with content knowledge
or how to teach something I seek help from
my primary school teacher. [Catrina, P, Mu]
Alejandra recognised that she does not ask for help from colleagues because
she feels ashamed so she seeks for help outside of the school:
I contact teachers outside of the school or my
classmates because one feels ashamed of
asking help on evaluation, for example, to an
experienced teacher… then I prefer to come to
friends. [Alejandra, H, Su]
Alejandra’s words suggest that she does not want to appear as inadequate in
front of colleagues. Therefore, she does not ask for help from experienced
teachers because to do so would be to admit failure. For this reason, she
turns to other teachers and beginning teachers outside of the school context.
Alan noted the network that some beginning teachers have created to
support themselves during induction. Some of the beginning teachers he
mentioned were also part of the sample:
I also get help from other beginning teachers.
My classmate Carola, she works in another
school…she is very good. In fact, beginning
teachers from my university get together every
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Saturday to exchange everything. For
example, Alejandra and Sofia work at San
Ignacio [Spanish name] and they also are
teaching year 4 so we discuss SIMCE
strategies too. [Alan, P, Su]
Similarly, Esteban noted the support provided by other beginning teachers:
If I need help I come to other beginning
teachers, because they are young like
me…they are my peers. [Esteban, H, Su]
The support outside of a beginning teacher’s own school seems to be
beneficial. Indeed, the relationships established with other beginning
teachers and teachers who know and understand the challenges they are
facing seems to be useful in helping beginning teachers to improve their
classroom pedagogy without necessarily being exposed to criticisms. These
more collaborative relatings show a less hierarchical relationship between
teachers working in other schools and beginning teachers.
Web based educational portals: Catering for beginning teachers’ learning
needs
Educational portals are mentioned as one of the main source of support for
beginning teachers followed by curriculum materials and professional
development. The data revealed that 15 beginning teachers in this study seek
help from web sites such as the MINEDUC, EducarChile and Red Maestros
de Maestros. EducarChile is a private non-profit organisation whose
members are the government and a private mining company. Its aim is to
improve the quality of education by developing innovative solutions with
high impact on the school system. These electronic interactions with other
teachers, particularly experienced teachers, appear as part of the external
networks operating to support beginning teachers in this study:
I seek help on internet through the Red de
Maestros [Spanish words]…there one can
make comments and ask the teachers that are
online at the time for help, so I ask about all
the new stuff. [Catalina, P, Pr]
When I need help I visit sites such as
EducarChile. [Catrina, P, Mu]
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These beginning teachers’ recounts suggest that web sites help them to
overcome many of the problems they face at the beginning of their
professional life as a teacher. Web based educational portals allow
beginning teachers to access curriculum resources, to communicate with
expert teachers and other beginning teachers through discussion boards, and
to reflect on practice through weblogs.
Curriculum materials: tools for novice learning
Most beginning teachers in this study mentioned various curriculum
materials and their old university notebooks as tool for learning. Among
these curriculum materials they noted: curriculum frameworks, textbooks,
and professional publications that focus on curriculum and instruction.
One beginning teacher talked about the value of professional publications to
overcome difficulties on some specific aspects of teaching:
If I needed to work on counselling I used to
look for a book on counselling to quickly learn
how to work in such area. I did the same when
I had students with special learning needs so it
was kind of like learning almost everything on
my own. [Sombra, P, Su]
Esteban noted the value of books when preparing standardised tests:
I’ve got a lot of books and I’m always getting
new ones… …I know that one needs to be
updated on the subject of education so I
bought curriculum books to prepare the kids
for the SIMCE and PSU35 tests. [Esteban, H,
Su]
Romina and Gianinne find their old university notebooks helpful.
Well I look for information in the books and
worksheets that I used during my professional
experiences. [Romina, P, Mu]
In my university notebooks I can find
techniques and didactics that I use to exercise.
[Gianinne, P, Su]

35

PSU Academic University Admission Test (Prueba de Admission Universitaria)
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Pola noted the curriculum framework Planes y Programas36 [Syllabus] as
resources that afforded opportunities for learning about teaching Social
Sciences:
A very helpful resource is the Planes y
Programas. They are like a road map for
teachers so if I need help I review them to
know what I need to teach. [Ana, H, Su]
While beginning teachers were critical of initial teacher education, a number
acknowledged the value of the resources.
Seeking professional development
A fourth major category seems to be emerging to do with learning after
initial teacher education as a personal activity triggered by the need to deal
with problems or by their own personal interests. In this study the data
revealed that seven out of twenty nine beginning teachers are taking
diplomas’ or master courses in their own time and at their own expense.
One beginning teacher noted her weak knowledge on evaluation as the
reason that led her into further studies:
It’s precisely because I felt that I didn’t have
deep knowledge on evaluation that I decided
to get into the evaluation course. [Ximena, P,
Mu]
In a manner Akin to Ximena, Eileen noted the reason that explains her
choice:
I though that I needed to know more about
students’ assessments…how to grade their
work… that’s why I decided to do the
postgraduate studies. [Eileen, P, Mu]
Santai, noted the need to learn how to teach Sciences as the reason that led
her to continue studying:
I really wanted to know how to teach Sciences
that’s why I’m studying that now…because
teaching the speciality is the hardest part.
[Santai, H, Su]

36
Planes y Programas: Didactic and pedagogical sequence, including methodologies and specific activities to
address the minimum compulsory contents that lead to the achievement of fundamental objectives. (MINEDUC)
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To overcome difficulties, some beginning teachers in this study decided to
take graduate courses relevant to their own professional needs. The option
of designing their own professional development helps beginning teachers
to feel more comfortable in their role and opens the door to continuous
learning.
The section above provided information on a number of doings and
relatings in regard to the induction support experienced by beginning
teachers within the Chilean context. Within the social space of the school
beginning teachers relate to colleagues, the chief of UTP and the general
inspector. It is through these relationships that practices of induction take
place. These practices include doings mainly focused on administrative
issues and general aspects about teaching and professional resources.
More importantly, doings on pedagogical content knowledge and content
knowledge are available to beginning teachers in informal ways outside of
the school context. This informal support is offered to beginning teachers by
arrangements of relatings through the self-created external network support
focused on pedagogy. It is through these rich networks developed by them
with lecturers, teachers, and beginning teachers that doings focused on
pedagogy are developed.
Although informal learning through relationships with colleagues was of
great significance for these beginning teachers, more importantly, the data in
this study revealed that beginning teachers feel reluctant to disclose their
difficulties on areas such as content knowledge and pedagogical content
knowledge to colleagues in their own school. Therefore, for these beginning
teachers it seems easier to share their difficulties in these areas with
lecturers, other teachers and beginning teachers with whom they have built
up relationships over the course of their studies. This finding indicates that
induction support on classroom pedagogy was offered to these beginning
teachers in a form that did not follow the traditional planned support
proposed by induction programs. Indeed, most of these beginning teachers
were able to enhance their pedagogical content knowledge by essentially
creating their own induction support despite teaching in schools that do not
provide induction support focused on classroom pedagogy. It is noteworthy
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that beginning teachers appear as independent subjects who take
responsibility for their own learning. Indeed, beginning teachers in this
study appear as agentic subjects who are capable of actively creating an
outside support system when necessary. It can be argued then that beginning
teachers in this study are framing practice as well. Beginning teachers
proved to be able to create their own informal practice architectures through
the personal networking developed by them outside of the schools. This
finding reveals a sort of paradox. Whilst the literature argues for more
formal school-based induction support focused on pedagogy, beginning
teachers do not seek induction support focused on pedagogy within the
formal structures of the school. This type of induction might mean loss of
face which might explain beginning teachers’ creation of their own personal
network for pedagogical support outside of the borders of the school.
Part four will identify the practice architectures shaping the induction
experiences of two out of the eleven beginning teachers who replied to the
follow-up email interviews. This case study captures the experiences of
induction as it is happening and it is changing, as the beginning teachers
change and adapt to the context in which they are immersed. Thus, the
intention is to identify change to the sayings, doings and relatings that give
form to the practices architectures that frame the induction experiences of
these two beginning teachers.
Part Four: Change over Time
The original sample included twenty nine beginning teachers working
across the three schools-types. In July and December, 2009 and July, 2010
follow-up email interviews were conducted. From these 29 participants, 11
replied to all the follow-up email interviews. Two out of these eleven
beginning teachers dropped out at the end of the school year. The other 9
beginning teachers were still working at the time of the last interview.
In general, beginning teachers who remained working expressed their
satisfaction and talked about developing their teaching skills gradually.
The aim of this section is to identify change to the sayings, doings and
relatings that give form to the practices architectures that frame the
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induction experiences of these two beginning teachers. Because I wanted to
illustrate ways that the practice architectures of induction can affect
beginning teachers’ experiences, I selected two beginning teachers who
posed interesting contrasts to one another in terms of the practice
architectures framing their induction into teaching. The selection of these
beginning teachers was deliberate, as I sought to represent negative and
positive experiences of induction and how the sayings, doings and relatings
of induction experiences change over time. Ana provides an example of
what has been termed as ‘easy beginnings’. Esteban provides an example of
the often reported ‘painful beginnings’ (Huberman, 1989). Thus, a key
question guiding this case study is: How do beginning teachers’ experiences
of induction change over 15 months?
In the email interviews, beginning teachers were asked to discuss the
changes they had experienced during the year. The questions sought
information relating their initial teacher experiences such as challenges
faced, professional learning and skills developed, and support provided.
Questions posed to beginning teachers during the email interviews were:
•

How have your experiences of induction changed over time?

•

Have the induction support increased/diminished over time?

•

How would you describe your experience in terms of professional
learning and skills developed during this year?

•

To what extent do you feel secure regarding your classroom
pedagogy?

Analysis revealed how the beginning teachers worked through the
challenges and the support available to them during this period of time. I
will begin by introducing Ana and her background including the challenges
reported by her during the first face-to-face interview conducted in April,
2009. Secondly, I will present Esteban’s case.
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The Beginning Teachers
Case One
Ana was 24-year-old, with a Bachelor in Social Sciences and History. She
was a first year novice working in a K-12 private school of over 400
students. Saint John37 is an urban middle class school with an average
attainment in national standardised testing. To gain entrance, students must
sit an academic ability test. At Saint John Ana was hired to teach social
sciences from grades 6th to 12th. At the time of the first face-to-face
interview, she had been teaching for only two months. In that interview she
defined her first experience as ‘very good’. She noted that doing the
professional experiences in the same school in which she started teaching
was a factor that favoured her socialisation into the school. Knowing the
school context and students’ backgrounds were important factors that helped
her to become part of the school community. This allowed Ana to continue
to build her knowledge in a familiar environment, rather than having to
readjust to a different context. This facilitated also a sense of comfort at the
start of the academic year which might have helped her to begin the year
confidently. Early in the year, in our first face-to-face interview, she
explained: “I think it has been a very nice experience. I did my professional
experiences in this school so that favours me; especially the fact that I
already knew the students, the administration, and the facilities” [April,
2009]. At the time of the first interview, Ana’s main concerns were
pedagogical content knowledge, handling the curriculum, and pacing the
content. She recognised the support provided by colleagues, the chief of
UTP and the general inspector.
In our first face-to-face interview in April, 2009, Ana commented on the
idealised view she had of teaching:
Unfortunately during the professional practice
one has a view about education, about
pedagogy in which everything is perfect. But
when one has seven classes, like in my case,
and all of them are different, it is hard. I have
to prepare the lesson for each of them, prepare
the worksheets, the tests and assess all
37
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students’ work. That is too much work for one
single person. [Ana, H, Pr]
In July, 2009 Ana reported a positive experience on her transition to
becoming teacher. From Ana’s words practice and time have helped her to
develop the skills for teaching. She was feeling more confident about her
practice and talked about it with satisfaction:
As time has gone by, I’ve learnt how to grade
the content in each of the classes in which I
teach. I analysed the syllabus at the end of the
semester and I noted that I wasn’t too behind
with the contents…actually the content was
pretty much in accordance with the planning.
So this makes me feel more confident about
my work and I feel the practice has paved the
way for me into teaching. [Email interview –
July, 2009]
Although by December, 2009 Ana felt she was settling in fine, she
identified the workload as one of the most difficult aspects of her job:
I feel more confident in pursuing my teaching
career and I have gained insight and base
knowledge on all the areas of teaching.
Ana further explained that the job was all consuming:
However, I must do many things and I have no
time to do them all so the time is still an
issue…I have to work at home to accomplish
all my duties. [Email – December, 2009]
Despite the constraints of time, Ana was feeling ‘very good’ and
comfortable with her teaching assignments. From her words it is apparent
that she thought she was gradually getting the skills required for teaching.
As described by her:
Gradually, I’ve been able to organise my
work. Now I feel capable to face the challenge
of teaching seven different classes. The truth is
that I feel very good because this has allowed
me to teach the Social Sciences as a whole
rather than separately teaching Chilean
History, Economy and so on. [Email interview
– December, 2009]
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Nine months into her first year teaching, Ana continued to report positively
in relation to her experience teaching. She gained a solid understanding of
how to relate to students and parents. When contacted, Ana described the
satisfaction she found teaching:
This experience has been gratifying. I’ve been
able to develop great relationships with small
and bigger kids… …these kids are very
good…It hasn’t been difficult to relate to the
students or to the parents. [Email interview –
December, 2009]
When asked if she was getting support, Ana commented:
I’m getting more support now [than earlier].
The Atacama Consultancy38 that is working
with us is helping me with the assessment
work. So now I have a better knowledge of
how and when to assess student’s work.
[Email interview –December, 2009]
Ana mentioned the support provided by a group of consultants hired by the
school to improve the quality of teaching. The excerpts from the email
interviews with Ana illustrate the support provided by the consultants and
how Ana perceived it.
It’s been good because we’ve learned about
planning lessons contingent upon student
abilities.
We’ve
learned
also
about
evaluation…It’s been useful…it has provided
a sort of guidelines. [Email interview –
December, 2009]
These words suggest that Ana is overcoming obstacles. She was feeling
successful and, as time went on, she improved on those areas that she
perceived to be challenging.
July, 2010 — Ana fifteen months later
When asked what factors she perceived as assisting her in making the
transition from student teacher to professional teacher, Ana commented:
Well I think that many aspects have helped
me…the willingness of teachers to help
38
The Atacama Consultancy is a private organisation hired by the school owners to improve the quality of
education.
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constantly and the fact that the working
environment is good. Another aspect that has
helped me is my initial training. Also I’ve got
a lot of external support from my ex-teachers
and lecturers…that’s been helpful. [Email
interview – July, 2010]
In effect, Ana’s learning to teach was a process of growth and development
initiated during the professional experiences. By the time she was hired, she
was familiar with the culture, structure and school community. For Ana, the
transition into teaching was gradual and supported. School-based and
external support was available to her. Time in the practice and the support
provided seem to have enhanced Ana’s induction experiences.
Case Two
Esteban was a 27-year-old, with a Bachelor in Spanish. He was working in a
subsidised high school of over 500 students. St Andrew High School39 was
an urban and generally working class school with no admission test for
students. St Andrew’s shows a below-average attainment in national
standardised testing. At St Andrew’s Esteban was hired to teach Spanish in
9th, 11th, and 12th grades. Like Ana, at the time of the first face-to-face
interview Esteban had been teaching for only two months. At this time, he
reported pedagogical content knowledge, classroom management, and
relationship with parents as the main challenges faced during induction.
Moreover, he reported a sense of isolation and lack of school-based support.
Since Copiapo was not Esteban’s hometown, he mentioned the impossibility
of getting some support from people or friends outside of the school context.
Although Esteban defined the transition to inservice teaching as
‘complicated’, he seemed enthusiastic about working in a school that he
defined as having good labour relations. In April 2009, Esteban explained:
‘I can say that this experience has been complicated… …When I did my
professional experiences I wasn’t really involved with the school life, I was
just the student teacher… … However, I have good relationships with the
other teachers here. There is a good climate here…teachers are very
friendly’. However, in July, 2009 it seemed that Esteban was experiencing
some difficulties. It was at the end of the first semester that Esteban noted
39
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the difficulties he was having managing student behaviour. As Esteban
explained:
I feel prepared for teaching but there are some
classes in which I can’t work very well and
others where I can’t work at all and it makes
me feel bad… so I feel more complicated now
[than earlier]. [Email interview – July, 2009]
This situation conspired to frustrate Esteban’s efforts. His frustration
resulted from the contrast between his initial belief that he knew how to
manage the class and the subsequent discovery that he could not. Moreover,
there was lack of support to appropriately assist him with difficult classes.
Worse still, his teaching assignments were poorly matched with his
perceived needs. Esteban’s timetable provided little time for reflection and
recreation, taking a physical and emotional toll. The first semester ended
and Esteban was feeling overwhelmed by the workload. As noted in the
following quote:
Time is a great challenge. I’m here [in the
school] from 8 o’clock. I have a short break
for lunch and I always end up late in the
evening so I come home just to sleep.
Esteban further explained that the job was all consuming:
That means that in my spare time I have to
mark student assignments, do the worksheets,
and prepare the lessons. Besides I began to
feel more and more homesick. [Email
interview – July, 2009]
Esteban added another dimension to beginning teachers’ challenges by
noting that beginning teachers not only have to cope with the difficulties
related to becoming a teacher but very often they have to cope with an
entirely new living situation. Beginning teachers, who relocated away from
family and friends for the job, found themselves isolated which impact upon
the degree to which beginning teachers settle in.
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When contacted Esteban was feeling very stressed. In December 2009, he
reported:
I’d stay kind of late trying to get something
that I thought was really good, but it did work
with one class but it didn’t work with the
others… so I feel like I’ve wasted my time
preparing that class. [Email interview –
December, 2009]
Esteban characterised the year as one during which he experienced: high
levels of stress; health problems that he attributed to the stress of their
working life; little formal or informal collegial support; no formal induction
support programs or school policy. In this regard he commented:
I’m not longer working in that liceo [High
School]. The stress and job demands made me
sick. I’m suffering from panic attacks so I’m
on leave now. [Email interview – December,
2009]
The fact that Esteban was not longer working at the end of the year suggests
that he was unable to overcome the obstacles that characterised his
beginning into teaching.
When asked if he was getting induction support or some sort of support to
help him to overcome difficulties, Esteban noted:
No help at all, neither from my university nor
from the school. They hired me and they think
that I must know how to do my work. I
haven’t got any help not even from my exteachers because I didn’t go to the uni [versity]
here in Copiapo. [December, 2009]
Esteban was in a different position from Ana. Esteban was not employed at
his professional experiences school but took up a position at another site in a
different city. He recognised that having a new job in a new location was an
adjustment. He had to work in a totally new context, so this made the
transition to teaching more difficult. In addition to the lack of school-based
support, relocation contributed to Esteban feelings of isolation. This is
especially true when the environment is new and everyone in the school is a
stranger. Moreover, he was expected to assume the same responsibilities as
experienced teachers irrespective of the heavy workload and the lack of
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support that characterised his induction into teaching. Ewing and Smith
(2003, p.24) found that, despite the mandating of induction programs in
New South Wales, ‘informal support…was the most important form of
induction for the large majority’ of the participants. To a large extent, this
informal support was not available in Esteban’s case. Instead, he was largely
left to his own devices in a very challenging environment.
July, 2010 —Esteban fifteen months later
By July, 2010 there were reports of significant growth. Over time, things got
better for Esteban. He seemed to be dealing well with their most pressing
issues and concerns and, therefore, he was feeling more confident regarding
his ability to teach.
When contacted, Esteban reported feeling confident and happier. He had
started at a new school in Copiapo. In his current teaching position he felt he
had more time and better relationships with the students. As stated in the
following quote:
I’m working in a Municipal liceo [High
School] now. The workload is lighter so I have
more time for personal stuff. In this liceo
teachers are treated with respect for the school
executive and despite the students come from
vulnerable families, they are very friendly and
strive to succeed. [Email interview – July,
2010]
Despite the challenging environment in which Esteban started teaching, he
felt he was able to learn. It might be assumed that Esteban used this
experience to smooth his transition to the new school.
I think that I learnt a lot in the other liceo but I
still believe that this wasn’t the best place to
start teaching. [Email interview – July, 2010]
Regarding the support provided, Esteban noted:
Here [in the new school] if I have any doubt I
get help from colleagues, especially young
teachers like me. [Email interview – July,
2010]

197

Adjusting to the demands of teaching was difficult for Esteban. Esteban
himself names the effects that supportive environment has had on his
practice. Working in a different school with a lighter workload enabled him
the time to get a better balance between work and private life. In addition,
informal support (doings) available through colleagues (relatings) seemed
to have assisted Esteban’s transition into teaching and into the new school
environment.
The different experiences of these two beginning teachers raise questions
regarding the individual and extra-individual preconditions that might have
influenced their practice. Were their actions and decisions during induction
influenced by the absence/presence of formal and informal support?
The above section sought to explore the ways in which Esteban and Ana
progress over time. The data provided a number of sayings, doings and
relatings in regard to the practice architectures that framed their experiences
over time. The practice architectures that framed their initial training, the
challenges, and the support practices differed significantly between Esteban
and Ana. For example, there were important differences in Esteban’s and
Ana’s experiences about how they prepared to teach, how they related to
students, what their schools offered in terms of support (doings), and how
they got the support required (relatings). Esteban joined a school in a
different city from his hometown. This involved changing place of
residency leaving family and friends behind; Ana obtained her degree in her
hometown and did her professional experiences in the same school in which
she started teaching. Esteban struggled with student behaviour; Ana
reported she had developed great relationships with her students. Esteban
reported lack of school-based support. In addition to the support provided
by colleagues, the chief of UTP and the general inspector Ana noted the
assistance of a Consultancy hired by the school owners to improve the
quality of teaching. Esteban noted the lack of an external network support;
Ana reported external support from ex-teachers and university lecturers.
Although the data analysis showed important differences between the
practice architectures that framed the experiences of Esteban and Ana, there
were some important similarities worthy to be considered.
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One of the findings that emerged from the interview transcripts is that
experience and time on the job help beginning teachers to adjust and
become more comfortable. As beginning teachers get more experienced they
become included and socialised into the practice of teaching.
Secondly, the interplay of a number of factors, both at an individual and
social level impacted on these beginning teachers’ learning to teach
experiences. While there are particular personality traits such novice’s selfconfidence, there are also situational and contextual factors that affect the
induction of beginning teachers. On the side of the individual participating
in induction, Ana’s high sense of self-efficacy may have smoothed her
transition into teaching. By contrast, Esteban’s lower self-confidence and
shyness may have contributed to his problems.
Among the contextual factors, the data analysis revealed aspects concerning
beginning teachers’ initial training – particularly professional experiences –
and the different layers of support available to these beginning teachers both
within and outside of the school context.
As Ana reported her own understanding of and explanation for her success
as a novice, the four factors she identified related to induction support. Her
initial training experience was the source of her familiarity with the school.
The support provided by colleagues (relatings) and a good labour climate.
The support (doings) provided by the Atacama Consultancy helped her to
improve aspects of planning and assessment. However, one additional factor
was more under her own control: getting support from outside of the school.
Several issues arise from Esteban’s experience. First, he could not use his
professional experiences to smooth his transition into teaching. Esteban was
not employed at his hosting school. Instead, he had to move to another city
away from family and friends. Therefore, the external support network
(relatings) available to Ana was not available in his situation. In addition, he
was not working in a school that was supportive of beginning teachers, and
he struggled to get by. Indeed, Esteban’s case showed that the general
demands of teaching have no simple solution and, when compounded with
the lack of support, may make transition into teaching more difficult.
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The data in this study reveal the importance of the social and relating
component of induction. Indeed, the analysis of the interviews revealed that
the relatings between these two beginning teachers and the other people
involved in induction, within and outside of the schools, played a key role
on Ana’s and Esteban’s induction experiences. In Ana’s case the support
required was available to her from initial teacher education through her first
year teaching. Ana was able to establish supportive relationships within and
outside of the school context. By contrast, in Esteban’s case there were
some disjunctions regarding the support available to him. For example,
Esteban did not experience the same sort of connected support as Ana
across all the phases of induction from initial teacher education, to the
transition, and to the first year teaching. Establishing supportive
relationships was difficult for Esteban and this affected his first experience
teaching in a negative way.
Discussion and Conclusion
This study investigated the process of induction from the perspective of
beginning teachers. The intention was to examine the practice of induction
in terms of both the agency and action of individuals and, in terms of the
cultural-discursive,

material-economic

and

social-political

enabling/constraining preconditions that frame induction practices. In the
above four parts of this chapter this study identified: (1) sayings that
constitute the practices of induction in its cultural-discursive dimension in
the medium of language; (2) doings that constitute the practices of induction
in the material-economic dimension, in the medium of work; and (3)
relatings that establish connectedness among people involved in induction,
in the medium of social relationships.
These sayings, doings and relatings give induction its form. In this study
beginning teachers’ sayings about the challenges faced during induction
involve ideas concerning their pedagogical needs, the work conditions, and
the social relationships that shape their practice. In addition, beginning
teachers’ sayings connected induction to the practice of initial teacher
education and teaching which appear as mutually interdependent. Moreover,
induction in this study is formed through certain ways of doing things such
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as the technical and administrative support offered to beginning teachers
within the social space of schools. These doings are developed by people
involved in induction. In this case, beginning teachers, teachers, the chief of
UTP and the general inspector relate to each other in particular ways. These
sayings, doings, and relatings hang together to form an induction practice.
The induction of beginning teachers, however, is shaped and held together
by the practice architectures that act as the mediating preconditions of
practice. Therefore, the practice of induction is constructed by a particular
kind of discourse that define beginning teachers as ‘novices’ in need of
support; a particular kind of actions composed of activities focused on
technical and administrative support; and a particular kind of social
organisation such as the weekly teaching meetings which involve teachers
working together. These were some of the arrangements identified in the
analysis.
However, the data revealed that arrangements of sayings, doings and
relatings were identified in a sort of induction practised outside of the
borders of schools. Sayings concerning pedagogical content knowledge,
doings or activities oriented to support beginning teachers particularly, on
pedagogical content knowledge, and relatings established through the selfcreated network with lecturers, school teachers and beginning teachers
working in other schools hang together in a project directed to support
beginning teachers outside of the school.
Key findings from this study are discussed in relation to the relevant
literature below.
Initial Teacher Education — Unripe Fruit
It is well worth noting here that beginning teachers’ sayings portrayed
induction in connection to other practices, particularly initial teacher
education and teaching. When asked about their experiences of induction,
beginning teachers’ sayings centred on their preparedness to teach. Some
beginning teachers participating in this research evaluated negatively their
initial training. They pointed to the common theme of lack of congruence
between pre-service and the first year of teaching. In this regard, beginning
201

teachers talked about teacher education as an idealised practice rather than a
real practice. To explain the common assumption that beginning teachers
are ready to face the complexities of teaching practice, beginning teachers
used expressions such as ‘beginning teachers’ knowledge and skills are
usually taken for granted…people see us as ‘ripe fruit’, they do not realise
that they cut the apples when they were still green’.
This finding correlates with a vast body of research which suggests that
student teachers become increasingly idealistic, enthusiastic (Avalos &
Aylwin, 2007, and committed concerning their pre-service training and
subsequently experience disenchantment when realising that being a teacher
is more demanding than they expected (Flores, 2006; Hardy, 1999; Manuel,
2003).
Challenges framing Beginning Teaching
The analysis of the data revealed a number of sayings concerning the
challenging character of the induction phase. Most challenges related to
classroom teaching. To describe these challenges, beginning teachers used
sayings such as ‘challenging’, ‘the most difficult’, ‘something is missing’,
and ‘I don’t feel prepared’. Beginning teachers’ sayings centred on teaching
practices which includes pedagogical content knowledge; classroom
management; managing school routines; students with special learning
needs; and pressures from standardised test SIMCE.

Additionally,

beginning teachers’ sayings drew attention to the material-economic
conditions framing their work. In this regard, beginning teachers’ sayings
conceptualised the challenges in terms of time allocation and facilities and
resources available. Significant sayings were identified in relation to
difficulties communicating and dealing with parents when conflict arises
and collegial support. These findings are consistent with the literature that
has identified the challenges that beginning teachers perceive and
experience during their first years of teaching. At the classroom level, they
often struggle with classroom management, meeting the individual needs of
students, assessing students’ work, and managing the curriculum and
resources (Brock & Grady, 1998; Ewing & Manuel, 2005; Flores, 2006;
McCann & Johannessen, 2004; Veenman, 1984). More recent research has
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identified the pressure to improve students’ test scores as an additional
challenge for teachers (Adcock & Patton, 2001; Shepard, 2000).
Additionally, the beginning teachers also talked about lack of feedback and
support. Thus, sayings such as ‘nobody offers you any help, they just leave
you alone’ were used by beginning teachers to conceptualise the isolation
that characterised they work during the induction phase. These sayings are
part of the discursive preconditions that characterise the first years of
teaching. Sayings concerning the challenges faced by beginning teachers are
part of the ideas and ways in which beginning teachers talk about induction
and their emergent teaching practices.
Forms of Formal and Informal Support
A set of doings constructing the formal and informal induction support
available to beginning teachers was identified. These doings are not only
constituted formally and informally within the structures of the schools but
also informally through the personal networking developed by beginning
teachers outside of the schools. Therefore, induction in this study seems to
embrace both: (a) school-based support practices whose primary role seems
to help beginning teachers to cope with administrative and technical issues;
and (b) out of school support practices concerned with teaching. The later
will be discussed in part 4.
School - Based Induction Support
The distinctive doings that form the practices of induction in this context
clearly show that school-based induction support is realised in a set of
practices that are directed to help beginning teachers’ enculturation and
socialisation. Therefore, technical and administrative doings constitute the
actions and activities defined as practices of induction. All this occur in the
social space of schools. On this view, support on administrative and
technical issues – which is quite different from induction support focused on
classroom pedagogy – appears as significant. This finding is consistent with
the literature that argues that induction programs has mainly been designed
to provide beginning teachers with emotional support and to help them learn
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about roles and responsibilities, school policies and rules, and classroom
management (Algozzine, Gretes, Queen, and Cowan-Hatchcock, 2007).
People involved in Practices of Induction
The analysis of the data identified the people involved in induction within
and outside of the school setting. In general, beginning teachers,
experienced teachers, and the school executive relate to each other in
induction. The principal was the least mentioned. Indeed, when beginning
teachers mentioned the principal, it was as a model for teacher behaviour
rather than as a provider of direct pedagogical support. This idea of the role
of the principal as a figurehead is consistent with principals’ conception of
their role. The imperative of regular meetings facilitated other instances to
interact and receive formal support. However, according to beginning
teachers the most important school-based support takes place outside of the
prescriptions of these formal structures, particularly through relationships
with colleagues. This finding is not unexpected. Ewing and Smith (2003) in
their study about beginning teachers’ retention found that informal support
provided by colleagues was ranked first by the majority of the beginning
teachers in the sample. Likewise, this finding aligns with the literature that
highlights the importance of colleagues in supporting beginning teachers
during their early teaching years (Avalos & Aylwin, 2007; Feiman-Nemser,
2001a; Smith & Ingersoll, 2004). This conforms to Kemmis and
Grootenboer’s (2008) notions of belonging and connecting concerning the
social dimension of practice. People are constantly acting to create
relationships seeking to relate to other persons, whether individually or in
groups. In this case, beginning teachers’ interaction with others involves
social connections and relationships of belonging and inclusion into the
professional practice of teaching.
Out of School Induction Support
There are some important observations to be made concerning these results.
The first and most interesting is that it was the informal support provided by
the external self-created network that was the most important form of
induction for the large majority of beginning teachers. This induction did
not occur in the social space of schools in which beginning teachers were
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working in. Instead, it took place informally in the social space of
institutions such as universities, in the social space of other schools, and in
the social space of the community of teachers. This might be explained by
beginning teachers’ fear of having their trust betrayed if they revealed their
problems to colleagues in their own schools. Whilst beginning teachers
reported as a major challenge the lack of feedback and support on their
teaching which gave them a sense of ‘being on your own’, the other side of
the same coin is that beginning teachers in this study appear to have avoided
seeking help on pedagogical content matters because they viewed it as
potentially threatening their sense of professional adequacy. This poses a
tension in terms of the calls made for increased formal school-based support
focused on pedagogy and what beginning teachers really do to seek
pedagogical support on their practice. Within this external network of
support, web sites provide additional opportunities for beginning teachers to
share questions and concerns and extend their relationships beyond face-toface interactions. Therefore, the relatings around induction are extended
beyond schools’ borders as well the doings to support beginning teachers’
classroom pedagogy.
Changes in Induction over Time
Emerging from the data there was an understanding that the saying, doings
and relatings that give form to induction changed over fifteen months. What
beginning teachers said, did, and how they related to others changed over
time. This shows that induction is not static. It does not have a fixed
beginning and end point. Rather, induction is situated in time and space and
therefore is shaped by the historically-given conditions of schools at
particular moments. Specifically, practices of induction are flexible and
fluid and are always constituted in and through the particular culturaldiscursive, material-economic, and social-political conditions that exist in
the site.
The data showed varied factors that impacted on the experiences of
beginning teachers including personality traits, professional experiences,
placement options, workload and support available. In addition, the data
revealed that time and experience may help beginning teachers to feel more
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comfortable in the job. While Esteban had a more difficult transition into
teaching than Ana, at the end of the study he was feeling comfortable in his
new placement.
Findings in this study pointed to critical lessons for induction policy.
Despite the differences in settings and in their preparation for teaching, the
main challenges of beginning teachers were quite similar especially in the
areas of the transition to becoming a teacher and classroom teaching.
Therefore, it is essential to find ways to support beginning teachers in their
first years of teaching. This may mean developing educational alliances with
schools, universities, particularly lecturers, to strength the networks already
established by most of the beginning teachers in this study.
The concluding chapter that follows will discuss the themes that have arisen
across the three studies.
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Chapter Seven
Conclusion
The metaphor of the ‘unripe fruit’ used by Pilar at the commencement of
Chapter Six, encapsulates a theme that emerges as significant in guiding the
conclusions presented within this final chapter. In part, Pilar’s sayings
represent the expectations placed on beginning teachers and their need for
support. The experience portrayed in this metaphor is indicative of the
complex nature of the transition into teaching and the demands that are
imposed on beginning teachers during induction. Pilar’s words, ‘beginning
teachers’ knowledge and skills are usually taken for granted’, convey the
common assumption that beginning teachers are ready to face the
complexities of teaching practice on completion of a program of initial
teacher education. This assumption is well recognised and challenged in the
Propuesta de una Política de Inducción de Profesores Nuevos (Chilean
Government Commission, 2005) document analysed in Study One. In the
Chilean context little research has been conducted to explore beginning
teachers’ experiences of induction (Tercer Encuentro de Formación
Docente, 2007), therefore, there is scarce knowledge concerning the
difficulties faced by beginning teachers during this important phase. As
stated in the Propuesta, there is a common belief that beginning teachers
have learned all that is necessary to perform well and can assume the same
responsibilities as experienced teachers.
A major aim of this research then has been to analyse policy documents,
principals’ and beginning teachers’ experiences of induction, in the light of
the practice architectures that frame induction, and from this process to
suggest ways in which beginning teachers could and should be supported.
With respect to the role of policies in relation to practice, Kemmis’ (2010)
work has been instructive. He distinguishes a whole complex of metapractices surrounding education among which he identifies practices of
educational policy and administration; initial and continuing teacher
education; and educational research and evaluation. The three studies show
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that these practices function as meta-practices shaping the conduct and
conditions of other practices such as beginning teachers’ induction.
The three studies each provide insight into the practices and meta-practices
that frame induction in one Chilean context. The analysis within each of the
three projects revealed a broad number of findings. In this final chapter I
will consider some major and distinctive findings across the three studies.
The following paragraphs will discuss the seven major findings related to
the three projects: (1) induction can be understood in relation to the
historical policy context; (2) current policy goals are concerned with both
beginning teachers’ professional learning as well as evaluation and
accountability;

(3) principals hold high expectations regarding initial

teacher education; (4) principals play an important symbolic role in the
induction process; (5) beginning teachers experience an idealised initial
teacher education; (6) beginning teachers are expected to be “ripe fruit”; and
(7) beginning teachers obtain valuable support from external networks.
Following this discussion, the implications of the findings for professional
practice related to induction in Chile will be considered.
Finding One: Induction can be understood in relation to the Historical
Policy Context
One of the findings in this thesis revealed that the policy context, the
educational system, as well as the specific school site in which beginning
teachers are located, need to be taken into account in order to understand
practices of induction.
Study One revealed the extent to which changes in government ideology
have the capacity to transform school administration, which in turn can
inform teachers’ work. Neoliberal discourses re-shaped Chilean educational
policy and administration. Policies of decentralisation and privatisation
initiated in 1980s acted as meta-practices creating a number of practice
architectures that have shaped the school system, teaching and teachers’
work to date. The system of teacher education also provides a context for
understanding induction. The policy context regarding teacher education has
increasingly reflected the neo-liberal emphasis upon accountability and
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measurement. In this regard, standards to assist the institutions to monitor
the quality of graduating students have been developed.
These mediating preconditions or arrangements under which teaching
practice is practised are identified by Kemmis (2006, p. 15) as a kind of
‘exoskeleton’ or “extra-individual features” which cause the teaching and
induction practices to be performed in particular ways (author’s emphasis).
These contextual features shape practice acting as the mediating
preconditions that ‘prepare the ground’ for beginning teachers’ induction
(Kemmis, 2006, p.15). To some extent, discourses of competitiveness; the
different structures of activities and work that characterise the school
system; and the social and political ideas underpinning education inform
and shape the nature of support offered to beginning teachers in the Chilean
context.
Finding Two: Current Policy Goals are Concerned with Professional
Learning and Evaluation
The practice architecture lens was used to examine the Propuesta de una
Política de Inducción de Profesores Nuevos (Chilean Government
Commission, 2005). Analysing this document revealed valuable information
concerning how induction is shaped discursively and institutionally by
words, ideas, and utterances. The document contained two discourses that
frame a view of induction in Chile. One discourse represented the research
literature that views induction as one part of a professional learning
continuum. The other discourse, common in the wider neo-liberal policy
field, views induction in terms of quality, standards and accountability. The
document reflects a mixture of both discourses.
Through policy initiatives such as the document Propuesta de una Política
de Inducción de Profesores Nuevos induction has been conceived as a
means of improving the quality of teaching and enhancing student learning
outcomes. In the Propuesta induction is framed holistically in terms of
work, socialisation into the culture, and individual’s emotional and
relational needs. To this end, one of the aims of induction in Chile is to
provide opportunities for beginning teachers to enhance their teaching
practices through class observation and sound feedback, and through their
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participation in learning communities. Additionally, a second discursive
thread appears as relevant in the Propuesta – a notion of induction that
incorporates some form of assessment or evaluation in relation to standards.
Thus, notions of teacher learning and collaboration exist alongside notions
of induction linked to performance and accountability. This policy view sees
induction as part of a continuum of professional learning and as a means of
evaluating teaching practice.
Significantly, the Propuesta presents induction as a phase in teachers’
lifelong learning which begins in initial teacher education, continues
through beginning teachers’ induction into the teaching profession, and
moves towards in-service professional development to keep teachers
updated. Similarly, the literature on induction makes the argument that
becoming a teacher happens across a continuum that includes the formal
period of initial teacher education (Cochran-Smith, 2001a), and the
induction phase when beginning teachers are working to achieve fully
accreditation. This view challenges the assumption held by principals that
initial teacher education should do more and that beginning teachers should
be classroom ready. Therefore, this poses a tension between how induction
is portrayed within the Propuesta as part of a continuum, and the high
expectations held by principals, and also by beginning teachers, regarding
initial teacher education as demonstrated in the Studies Two and Three
respectively. This leads us to another major finding, principals’ high
expectations concerning initial teacher education.
Finding Three: Principals hold High Expectations Regarding Initial
Teacher Education
Study Two took as its focus the interviews conducted with a group of eight
principals working in municipal and subsidised schools. It captured these
principals’ perceptions and understandings of induction in terms of the
challenges faced by beginning teachers, the principal’s role, and the support
provided to beginning teachers.
Although principals were not asked directly about teacher education, they
raised issues related to the beginning teachers’ adequacy of preparation for
classroom teaching. Regarding the challenges faced by beginning teachers
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during the transition to becoming a teacher, they were broadly explained by
principals in terms of pre-service preparation deficiencies. Indeed,
beginning teachers’ teaching practices appeared always underpinned by
discourses about initial teacher education and what must be done concerning
pedagogy during initial preparation, rather than at school level during
induction. Principals made it clear that they saw the responsibility for entry
into teaching lying with programs of initial teacher education rather than
formal programs of induction in schools. Therefore, the formal support
(doings) offered to beginning teachers focused on administrative and
technical issues rather than on teaching practices. In this regard, Carver and
Feiman-Nemser (2009) argue that the way the problem of induction is
defined, shapes the nature and the duration of support offered to beginning
teachers. What emerges as significant from this study is that principals’
definition of the problems of induction in terms of initial teacher education
inadequacies, have shaped the support — that is the doings and relatings
within the school setting. Indeed, principals’ high expectations concerning
initial teacher education have a consequence in terms of the nature of the
support offered to beginning teachers within the schools settings.
Finding Four: Principals play an Important Symbolic Role in the
Induction Process
As discussed above, principals’ interpretations of the role of initial teacher
education seem to have informed the support provided to beginning teachers
during induction. Since principals expect beginning teachers to be fullyformed as classroom teachers, the support they provide to them focuses on
the ways of being a teacher. From group and individual interviews it was
clear that the induction practised by principals focused on the symbolic role
that principals play as the highest authority within the school. By symbolic I
refer to the principals’ induction practices that focused on showing
beginning teachers the ways of being a teacher which has little practical
influence on helping beginning teachers to develop their pedagogy.
Beginning teachers participating in Study Two confirmed this role by
referring to principals as figureheads.
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Indeed, principals in this study think that beginning teachers must undergo
a socialisation process in adapting to the role of the teacher. What it is ‘to
be a teacher’ is understood as particular comportments that need to be taken
up and performed by beginning teachers as part of the process of
enculturation into the profession and the school. Within this view the
induction practised by principals is symbolically oriented in its course by
ideas concerning beginning teachers’ identity and the consequent intention
of building up the respect for the role and the position of being a teacher.
These principals perceive their identity as teachers as linked to their
behaviour and image. From this viewpoint, issues such as behaviour or
teachers’ clothing choice are seen as a distinctive feature of the teacher
profession, a kind of visible marker indicating teachers’ way of relating to
the world and to the teaching profession. An example that demonstrates
principals’ sense of their role and what they consider the relevant features
of their profession is found on Mr. Tapia’s words: ‘novices often do not
dress in an appropriate way, and then one, who is experienced, must form
them’. Mr. Tapia’s words regarding novices’ clothing choices suggest that
principals see practice in a close relationship to bodies. Visual identities of
teachers and their clothed bodies seem to represent themselves – that is,
creating a personal visual identity through choices in clothing provides a
connection to the teaching profession. These principals’ perception of
professional identity as teachers correlate with Atkinson (2008) who argued
that the position of being teacher constructs subjectivities for those
individuals located in them and is signified by bodily practices such as
clothing, speech, behaviour, beliefs, and/or habits.
Teaching is conceived as a respected profession in Chile and the sayings and
doings of principals represents ways of strengthening and maintaining that
respect. This symbolic role has not been commonly considered in the
research literature. The literature mentions the role of the principal in
supporting a culture of professional learning. This study identifies the
important role of the principal in terms of professional identity and respect.
This provides a different and more specific insight into the role of the
principals than is commonly discussed in the research literature.
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Finding Five:

Beginning Teachers Experience an Idealised Initial

Teacher Education
Like the principals, beginning teachers hold high expectations regarding
initial teacher education. Beginning teachers’ sayings concerning the failure
of initial teacher education to properly prepare them to face all the
complexities involved in teaching resonate powerfully with principals’
sayings such as ‘beginning teachers don’t have fingers to play the piano’.
This finding suggests that the shape of beginning teachers’ induction does
not only occur by their participation in the field, but is pre-figured also by
the initial training structures.
In a manner akin to Goddard and Foster’s (2001) research, beginning
teachers in this study blame teacher education for not providing an accurate
enough picture of what they might expect. In Study Three, Santai’s
metaphor of the theatre encapsulates the perceptions of beginning teachers
in relation to initial teacher education:
…I’m becoming familiar [with teaching] …
through the experience I’m learning what is
useful and what isn’t. I believe that initial
teacher preparation is not very practical. It’s
like looking at the characters but one doesn’t
play the role and as spectator one doesn’t learn
too much. Instead, one needs to experiment.
That is what happens in initial training…it’s
like going to the theatre…one doesn’t get
involved any further. [Santai, H, Su]
For beginning teachers in this study, initial teacher education is an idealised
practice which offers few opportunities to develop practical knowledge. As
Santai defines it, ‘it’s like looking at the characters but one doesn’t play the
role and as a spectator one doesn’t learn too much’. Such a view takes as its
point of interest the adequacy of initial teacher education and professional
experiences. Yet, it poses a tension in terms of what teacher education can
reasonably be expected to do. Feiman-Nemser (2001a) makes the case that
there is a limit of what initial teacher education can do. As suggested by
her, teacher preparation programs should only be seen as an early stage of
professional learning which offers a strong foundation for beginning
teaching. She goes on to argue that “no matter how good a pre-service
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program may be, there are some things that can only be learned on the job”
(p.1026). This statement implies that there is also a need to support
beginning teachers during their first years of professional practice so that
induction for beginning teachers is less about challenges and feelings of an
‘unripe fruit’ and characterised more by learning experiences to enhance
beginning teachers’ knowledge and skills related to teaching.
Finding Six: Beginning Teachers are expected to be “Ripe Fruit”
The findings suggest that beginning teachers are expected to be classroom
ready or “ripe fruit” while they are in a process of learning to teach.
However, beginning teachers in this study faced a number of challenges.
Beginning teachers’ sayings centred on in-classroom challenges involving
pedagogical content knowledge, classroom management, managing school
routines and competence in teaching students with special learning needs (in
that order). Similar research carried out in Chile over two years by Avalos
and Aylwin (2007), showed that the pedagogic knowledge required to
develop appropriate strategies to teach diverse students populations
remained problematic for beginning teachers at the end of the study.
Notwithstanding the support available to beginning teachers in this study to
help them with their teaching; it does not provide enough focus on teaching.
Pilar’s words ‘one knows the content, but there is something missing’
suggest that the missing factor may be the pedagogical content knowledge
and the support required to enhance beginning teachers’ knowledge about
teaching. The expectation that beginning teachers are ‘classroom ready’ has
led beginning teachers to conceptualise induction as being ‘on your own’
and not wanting to ask for help related to pedagogical content knowledge.
Finding Seven: Beginning Teachers received Valuable Support from
External Networks
I contact teachers outside of the school or my
classmates because one feels ashamed of
asking help on evaluation, for example, to an
experienced teacher… then I prefer to come to
friends. [Alejandra, H, Su]
As the above quotation suggests, beginning teachers are reluctant to ask for
help within the school. It can be very difficult to ask for help and to appear
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as “faulty” when being evaluated in order to gain a continuing appointment.
In this respect asking questions and seeking help can be seen as a weakness.
Thus, the data suggest that, even where effective technical and
administrative support is available to beginning teachers within the school
setting, the beginning teachers seek help concerning PCK in other social
spaces, different from the social space of the schools in which these
beginning teachers are working. Therefore, informal induction activities
outside of the formal system of schools were developed by beginning
teachers as part of the lifelong process of learning to teach. The findings
also add to the literature in this field by making visible induction support
practices that did not follow the traditional planned and school-based
support typically proposed by induction programs. The findings reveal the
importance of external and informal induction support networks created by
the beginning teachers in this study. What does appear to be evident is that,
support regarding pedagogical content knowledge is mainly provided to
beginning teachers by university lecturers, and teachers and beginning
teachers working in other schools. This kind of support provided by external
networks can be defined as “saving face”, particularly because people can
ask for help without concern for how it might impact upon their formal
evaluation.
Significantly, the beginning teachers’ sayings, doings and relatings within
Study Three are not only about struggle, but also about agency and taking
responsibility for their own learning process. Both the challenges and their
outcomes were products of the combined influence of individual and
contextual factors. The analysis revealed that the beginning teachers exerted
an influence on such factors. They were active agents in their self-created
support network. In this study, beginning teachers had the capacity to shape
the circumstances in which they were developing their practice. While most
of the induction literature is focused on in-school support, this research
uncovered the importance of the informal support available to and taken up
by beginning teachers outside of the school borders.
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Implications for Professional Practice and Research
Several key issues emerge from this research that have implications for
policy, professional practice and research. The literature on policy
implementation makes the argument that policy can succeed when there is
coherence among policy instruments and within organisational culture
(Carver & Feiman-Nemser, 2008). Similarly, Anthony, Haigh and Kane
(2011) highlight the influence of the school context and culture on induction
policy outcomes. The policy, Propuesta de una Política de Inducción de
Profesores Nuevos, discussed in Study One, is proposing new ideas
regarding professional learning as a continuum with induction as one part of
that continuum. This is a different perspective from the one currently held
by principals and beginning teachers and thus raises questions regarding
policy implementation. Therefore, part of the work that needs to be done by
policy makers includes: a) acknowledging the role played by principals and
other teachers during induction; b) changing principals’ and beginning
teachers’ mindsets in relation to the their expectations regarding initial
teacher education; and c) promoting a professional learning continuum that
helps beginning teachers with their pedagogical practices. Consequently,
induction policy will need to focus attention equally on beginning teachers
and principals and what can be done to guide principals to play not only a
symbolic role but to also promote a professional learning culture in their
schools.
Additionally, this study has identified issues related to the evaluation and
support of beginning teachers during induction. One of the important
implications is to develop a balance between these two processes. Achieving
a balance between the demands of system evaluation to ensure teaching
quality and support practices that assist beginning teachers to develop their
skills and confidence will be crucial for both policy makers and principals to
consider.
Linked to the above point is the need to articulate and value formal and
informal support for beginning teachers. This study has identified the
importance of informal support, yet questions remain regarding the types of
formal school support for building the skills of beginning teaching. It is
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clear that beginning teachers in this study wanted help with their teaching
practices, but they were sometimes ashamed to ask for it. One of the reasons
that can explain this is because they are being evaluated and they do not
want to appear ‘faulty’. Therefore, the formal induction needs to be
articulated in the school in ways that balance evaluation and support. This
has implications for role articulation and the definition of responsibilities. In
order for this to take place, instructional leadership roles need to be
clarified. It is crucial to define who can take responsibility for both
supporting learning about teaching and being a teacher, and also evaluating
what beginning teachers are doing. If we want to realise the benefits of
induction as a vehicle for improving teaching and learning, we need to base
induction practices and policies on dependable ideas about beginning
teachers as learners, the nature of induction focused on teaching, and the
role of schools in beginning teacher induction.
The three studies have provided some insights into the complexities of
practice related to the induction of beginning teachers in one Chilean
context. There is potential to draw on the outcomes of the research reported
in this thesis to inform future research. It would be useful, for example, to
use the findings to inform the design of a larger quantitative study of
beginning teachers’ experience of induction and the role of principals in the
induction process. Such studies will help to build generalizable findings that
may further inform policy. A second area for research relates to policy
implementation. There is a need to trial and evaluate induction practices that
have been designed to support beginning teachers’ professional learning as
they make the transition from initial teacher education to work in a school.
A third area for further research concerns comparative studies. Although
this study revealed a lot of commonalities with the research literature on
induction, it also provided some findings that are distinctive to the country
context. Cross cultural and comparative research is required to further
identify what is common and what is distinctive to countries and cultures.
Such comparative research can usefully inform policy reforms that are
sensitive to context.
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Concluding Comments
The aim of this study was to investigate induction policy and practice in
Chile. Thus, the question guiding this study related to how induction has
been articulated by policy makers, understood by principals and experienced
by beginning teachers. The three studies that comprise this thesis provide a
view of induction as a practice comprised of interrelationships between
policies, the school system and participants in the study. The policy
document analysed sees induction as part of a continuum of professional
learning and as a means of evaluating teaching practice. Implementation of
the policy will in many respects depend upon changed mindsets related to
the role of initial teacher education held by both principals and beginning
teachers. A key contribution to the literature relates to the symbolic
induction practised by principals as part of beginning teachers’ induction
into the role of being a teacher. This research also shed light on the diverse
learning needs of beginning teachers and on the way the school system and
structures enable and constrain induction practices. Another novel finding
concerns the informal support provided by beginning teachers’ personal
networking outside of the school. This personal networking has made a
major contribution to beginning teachers’ professional learning, particularly
in terms of pedagogical content knowledge. The informal support provided
beginning teachers a space of learning without concern for formal
evaluation. This adds a new dimension to induction showing beginning
teachers as agentic subjects capable of influencing practice and transforming
induction.
The challenge exists for policy implementation, and in particular for those
whose work encompasses induction, to reach a balance between these two
induction purposes — evaluation and support and how the role of formal
and informal support can be recognised and articulated. The articulation of
roles and responsibilities is crucial in helping establish a school culture in
which beginning teachers can make connections between in-school and outof-school learning, and so move towards a continuum of professional
learning that encompasses initial teacher education and the initial years of
teaching.
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Epilogue
Significant changes in the Chilean education system are being discussed at
the moment. On June, 30, 2011, about 100,000 people gathered in front of
La Moneda (Chile’s government house) in the capital city of Santiago to
demand major reforms to the country’s education system. This demand
began in 2006 with the so called Penguin’s Revolution (or The March of the
Penguins, because of the students’ black and white uniform) and was a
response to widespread complaints that despite public education funding,
the system’s guiding principles perpetuated socioeconomic differences.
Nowadays, the demands posed by secondary and university students have
transformed the nation’s political agenda.

Among the issues posed by

students are aspects relating to decentralisation, private and public schooling
and the role of the state in quality control over the entire education system,
not just the municipal sector. Students are demanding definite actions to
address the increasing discomfort with the low levels of effectiveness and
high costs of access to education in Chile. This changing scenario suggests
that there are major implications for government and ongoing consequences
for teachers’ work.
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Appendix A
Chilean Educational and Teaching Context
Meta-practices framing induction in Chile
Education

Teacher Education

Educational Policy and Administration

Educational Research and
Evaluation

The Chilean education system
includes three types of schools:
public, private subsidised, and
private non-subsidised. Both
public and subsidised schools are
financed by the government
through a per pupil subsidy
system based on student
attendance. Private schools are
financed by means of student
fees.

The usual route to begin a career as
a teacher is via institutions of higher
education. Other routes are:

The Ministry of Education (MINEDUC) act as a coordinator by
regulating, evaluating, and supervising all aspects of education.

A two-year study of beginning
teachers conducted by Avalos and
Aylwin (2007) presented findings
supporting the importance of
induction. For example:

Municipalities
have
responsibility for the financial
administration
of
public
education at the local level. Each
city has a municipality – larger
cities have more than one – that
has
autonomy
over
its

•

Second bachelor’s degree

•

A degree course offered to
people with some experience in
education

•

People can enter teaching as
“authorised” or certified by
MINEDUC

Main policy concerns regarding
teacher education:
•

Excessively fragmented and
heterogeneous
curricular
structure

The introduction of market-oriented reforms during the 1980s has
incorporated elements that have contributed to developing a school
accountability system.
The labour legislation that regulates teachers’ contracts differs between
municipal, private subsidised, and private non-subsidised schools.

•

Novices defined their first
months of teaching as a
transition from greater to
lesser degrees of insecurity
about content knowledge,
pedagogical knowledge, and
management of individual
student differences.

•

The study revealed more
beginning teachers in privatesubsidised schools compared
to other schools expressing

A public policy of “Strengthening the teaching profession” was
implemented in 1996. This policy aims to keep effective teachers
within the profession. The present major concern is the quality of
teacher education.
Some initiatives regarding teacher education:
•

Provision of competitive funds to develop innovations to improve
the quality of programs offered by universities

•

Accreditation of all teacher-training programs
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administration and resources and
its own budget (Ministerio de
Educación, 1993).

•

Schools in Chile differ a great
deal according to a range of
dimensions, including their
performance on the standardized
national test SIMCE (Spanish
acronym), denomination, and
socio-economic characteristics.

•

Fewer
opportunities
younger teachers to
educational institutions

•

Lack of equipment and
resources suitable for the
demands of modern teaching

Teachers/trainers who have not
been able to update in
educational terms
for
enter

•

such feelings as “fearing
what others might think”,
“being in a continuous trial
and
error
situation”,
“surviving from day to day”,
“teaching other than standard
lecture formats”, and “not
being able to motivate
students”.

Scholarships to students with outstanding performance

The Network of Teachers’ Mentors is a teacher support program
whereby teachers who have been certified because of their professional
excellence will have the opportunity to support other teachers. There is
also a system of evaluation of teachers’ performance.
Policy attention not only focused on initial teacher education but also
on transition into teaching. In this regard, a Proposal for a Policy of
Induction of New Teachers (Chilean Government Commission, 2005)
was developed.
Currently there are no formal induction programs provided by the
government or the schools. Some universities have started some
initiatives.

•

Avalos and Aylwin reported
that none of the 15 novice
teachers in the study showed
any sign of being prepared to
leave the profession.

(Source OECD, 2003: Avalos & Aylwin, 2007)
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Appendix B
Data Analysis Sample Study Two
Principal

P3

P7

Dependency

Municipal

Subsidised

Q1: What are the biggest challenges faced by beginning teachers?
Spanish

English

Open Coding

…uno de los problemas que tiene la educación es la
formación inicial…

…one of the problems of education today is initial teacher
education…

one of the problems of education today
is initial teacher education

El desafio mayor que tienen los PP es la adaptación a la
realidad que van a enfrentar ademas de las expectativas
que la institución o la escuela o liceo tiene de el.

The major challenge encountered by BTs is the adaptation
to the reality they will face while accomplishing with
schools’ expectations regarding their performance.

are the adaptation to the reality they
need to face while accomplishing with
schools’ expectations regarding their
performance.

…se espera que el profesor nuevo va a llegar a ser
impulsor de nuevas tecnologias, de nuevas metodologias, a
hacer algo de innovación, va a arrastrar a la gente a un
cambio cultural o a un cambio en las practicas
pedagogicas, se espera de el eso.

…it is expected that BTs will be able to promote new
technologies, new methodologies, innovate, lead people
(teachers) to a cultural change or to a change on
pedagogical practices that is what is expected.

…la universidad o centro de estudios superiores no prepara
convenientemente para esta responsabilidad, sino que con
la premisa de que ‘se hace camino al andar’ son enviados
al quehacer profesional.

…universities or tertiary education centres don’t
adequately prepare BTs. Instead, under the premise that
“you learn as you go” they are sent to teach.

be able to promote new technologies,
new methodologies, innovate, lead
people (teachers) to a cultural change or
to a change on pedagogical practices

…universities or tertiary education
centres don’t adequately prepare BTs.
Instead, under the premise that “you
learn as you go” they are sent to teach.
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cuando una hace una entrevista una de las preguntas es el
conocimiento de programa de estudios, y a veces nos
encontramos con gente que no los maneja mucho

…when one interviews [BTs] one of the questions is about
their knowledge of the syllabus and sometimes they don’t
manage it very well…

…el tema disciplinario tambien
…the discipline is also a problem to BTs
…es muy raro el profesor que llega sabiendo llenar el libro
de clases…

…it is uncommon that BTs know how to handle the
classroom book…

knowledge of the syllabus and
sometimes they don’t manage it very
well…

…the discipline is also a problem to
BTs

…it is uncommon that BTs know how
to handle the classroom book…

Colours
Green : Sayings about initial teacher education
Light Blue: Principals’ expectations in relation to beginning teachers
Yellow: Challenges faced by beginning teachers
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Data Analysis Sample Study Three
Beginning
Teacher

Romina

Dependency

Municipal

(2 years
teaching)

Question 1: How would you describe your experience, as a new teacher? Question 2: What are the biggest challenges you face, as a new teacher?
Spanish

English

Open Coding

Mi experiencia ha sido cada dia aprender mas, porque si
bien la universidad da una parte el resto se aprende en
terreno (pausa) por ese lado ha sido bueno, pero lo malo
de ser profesor principiante es que uno esta un poco sola
de repente. Como que uno tiene que arreglarselas solito
no mas.

My experience can be defined as learning
everyday because the university gives you a part
of what teaching is…the rest you need to learn it
in the practical work…it’s
been a good
experience but the bad side of being a beginning
teacher is that one is a little bit lonely sometimes.
One has to figure things out by oneself.

My experience can be defined as learning
everyday
because the university gives you a part of
what teaching is…the rest you need to learn
it in the practical work…
one is a little bit lonely sometimes
One has to figure things out by oneself.

Santai
(2 months
teaching)

Subsidised

La primera palabra que se me viene a la mente es
traumatica. Lo que pasa es que cuando uno estudia la
carrera de pedagogia como que tiene muchos ideales de
cómo va a ser el asunto (pausa). Cuando va a llegar a la
escuela como que piensa que los cursos van a ser ideales,
que los alumnos van a tener deseos de aprender cuando
uno llega a enseñar, uno piensa que va a haber todas las
facilidades tanto de parte del alumno como de la escuela
que uno llega. Pero a medida que pasa el tiempo uno se
da cuenta que no, que es todo un desafio para el profesor
lograr que el alumno aprenda.

The first word that comes to my mind is
traumatic. When one studies pedagogy one has
an ideal view of the profession. I thought that
classes would be ideal with students wanting to
learn. I thought that I would find all the support
required as much from the students as from the
school. But as time goes on I’ve come to realise
that things are not as I thought…achieving
students’ learning is a big challenge for the
teacher.

The first word that comes to my mind is
traumatic.
When one studies pedagogy one has an
ideal view of the profession. I thought that
classes would be ideal with students
wanting to learn.
I thought that I would find all the support
required
achieving students’ learning is a big
challenge

Green: Beginning teachers’ sayings about initial teacher education; Light Blue: Support provided; Yellow: Challenges faced by beginning teachers Fuchsia: Beginning teachers’ perceptions of ITE
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