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INTRODUCTION

The pages contairkhere are the product of a long itinerary of sedflection around
my engagement with the topic of assessment. The process of writing involved a permanent re
thinking around the approach to be used in my research; each reading and reviewing process
involved the detection of new previously invisible tensions in the texture | was building. The
interaction with academics from different areas of education research, the contact with
relevant literature, the seminars and conferences in which | had the oppdyttmparticipate
as well as the conversations with practitioners and with friends interested in the topic, all led
to a constant broadening of my research object and to a growing critical insight about
assessment reform processes.

| am now able to dtically deconstruct the initial title of my projeckssessment reform
in Chile: the relationship between policies and practidéds title contains the perspective |
had about assessment reform when | began my doctoral studies, derived from my invotveme
Ay | LINPOS&aa 2F GKAA 1AYRI 6KSNB L AylFIRGUSNISyY
began in Santiago de Chile, the place where | was born and worked at for more than 8 years,
and where involvement in continuous teacher education fesémwice teachers was a central
part of that working experience. It is in the context of the Programme for Continuous Teacher
Education of the University of Chile that | was asked in 2006 to begin working as a Spanish
GSIFOKSNRERQ (dzi2NJ Ay ningK(&fL) PragiaBmdion ShyeMinidtrg 88 [ S+ NJ
Educationwhich had been running since 2004.

My role there, to some extent, may be considered as a privileged one, in terms of the
perspective it enabled me to assume. The tutor has the advantage of interactingvthe
actors involved in the process and of listening to the discourse each one has on the process

and on the topic of assessment in general. This location constituted a favourable spot for
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observing, contrasting and detecting fissures and fracturesthie system. However, it
simultaneously made my position a complex one given the involvement in the process, with
the risk of supporting one voice above others and giving more emphasis to the perspective of a
specific actor.

During my participation in the Assessment for Learning Programme, along with
observing some of the good effects of the approach, it was possible to detect some difficulties
and problematic aspects, which deserved critical analysis. There were multiple aspects of
teachers practice aatg against the implementation of the approach, such as: lack of time,
work overload, working conditions, disagreement with other actors in the schitioldifferent
views aroundassessment, administrative requirements of the school in relation to marking
ay R NBLRNIAY3I addzRSyiaQ FOKASGSYSyilo

Additionally, the lack of a deep understanding of the curriculum and the beliefs of
teachers around assessment made it difficult for us to achieve a deep appropriation of it
beyond a set of techniques or a statemeritprinciples with no correlatiom practice. We also
discovered our programme was only a dot in the larger circuit of the initiatives developed by
policy authorities. Schools were surrounded by multiple policy messages without knowing how
to prioritise, se¢ct and make them work in a consistent way. This was specially theénctme
relationship between AfL and national higgtakes assessment systems. At the endhaf
process therewas an open question as to whethtdre complex conditions required for the
enactment of AfL by teachers in the context of a professional development programme were
replicable at a larger scale, as only this could guarantee a deeper process of engagement and
appropriation of the approach. All these problems made me think there wame
distinguishing featuref the field of assessment we were not taking into account. This is the
question that led me to select the topic for my thesis project.

In the UKI realised that these probfes were common across the glabEach time |

presentad the Chilean experience before international audiences, no matter how disparate

8
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were their cultural backgrounds, they said that was exactly the case in their countries. That
made me think about the potential relevance of my research findings and the watppic
was broadening to other contexts. However, | initially addressed the question from the same
standpointas that of thevast majority of researchers on assessment poticat is, seeking to
identifyO2 YY2y FallSOoGa 27F a7l inéndatiaB and, oryiat basisdt@ O S & a €
solutionsto current implementation problemsHence my initial title, situated in a problem
solving approach where my priority was to close the seemingly insurmountable gap between
assessment policies and practices, spdhas| perceived as spatially and functionally distinct.
Access to literature and discussions on education policy, and more specifically on
critical policy scholarship, as well as the development of my theoretical framework, led me to
understand thatshalS R & LINRaultl 5 Yetated to something broader and more complex,
which research from the field of assessment was detecting but not addressing. A basic
guestion was missing from the assessment literature: Wy direction in assessment and at
this mament? Although he benefits of AfL weradentified as the main reasongor its
widespread adoptionthe deeper political and governmental reasons for implementing it or,
conversely,that explained its failure were being ignored despite AfL being object of
considerable policy lending and borrowing (Steidéamsi, 2004). The policy trajectories (Ball,

1997) and processes of translation and interpretation (Ball et al., 20%2)AfL has been

subjeded to were also being ignored or,afldressedwere categoised interms2 ¥ G S OK S NA Q

superficial or erroneous understanding of the approach but méth reference to the
ideological reinterpretations and strategies that policy authorities and practitioners were
employing in relation to it. Onlyeryrecent literature highlightedthese aspects (James, 2011;

Ball et al., 2012)TS I O K S NAwere adSrésse8 &sa relevant factor of AfL implementation
but no in depth study was available around questions such as where these beliefs were coming

from, how distanttts A NJ NR2Ga 6SNB>X ¢gKe (GKS& LINBGIFAf |yR
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This is the point of origin of my argument fibre need to studyassessment reform
processes from a historical, systemic and ideological perspective that takes broader contexts
into accountand is alsowhere my current title derives fromAssessment reforms in Chile: a
contested discursive spacdhe thesis presents arnterpretive representation of the
assessment arena as a dynamic space where ideologies are enacted through assessmen
policies and where different ideas of education and society struggle for hegemony, using
assessment as a lever. This space also containgahesof past discourses and policies on
assessment, which continue to circulate among actors, increasing thplegity of the field.

This, then, is a qualitative, interpretive and constructivist research study, situated in
the field of ideology. The perspective adopted reflects my views about education as a site of
contestation Maybin, 2008; Popkewitz and Bremmdl999. Like Paulo Frei@d970)and other
criticatpedagogy authors| take the view that education has emancipatory potential to
contribute to the development of critical citizens who understand and challenge their
circumstarces rather than adapt to #m. However | have been careful throughout the thesis
to present a balanced view taking account of a variety of perspectives.

Chapter Idiscusses from a critical perspective the literature around assessment in
general and assessment reforms in particulahighlights the need for a broader and more
complex perspective on the field, which takes the ideological, historical and systemic
dimensions into account. Some indications of the theoretical approach employed ihéRis
are offered in this chapteriad a more detailed description is found @hapter I

The second chapteshowshow the problems discussed irh&pter Idevelop into the
research questions that guide the study. The theoretical and methodological approaches
selected as appropriate lenseo address these questions are described in the first part of this
chapter, namely CDA as a general framework, with polysystems theory, intertextuality and
ideological discourse analysis as the main theoretical tools to be employed. A detailed account

of the research design and the specific methods used in the context of this project is provided.

10
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This includes: periods defined, data collection and construction, types of sources, selection of
participants, data analysis procedures and aspects of trustwozts.

Given the historical approach considered for this the€Bapter llifocuseson the
assessment polysystems of the past in Chile. It comprises the analysis of discursive practices on
assessment corresponding to three historical periods (1B8&00; ©20-1940; 19651985),
each one starting with an important reform process that relates to assessment. For each
period a chronology is first provided in order to help the reader to situatéme the events
that are mentioned in the chapter. The chronoldgyollowed by an account of three levels of
analysis that are relevant to this research: the ideologwialigglesof the period; the
discussions on education in this context; and the discourses on assessment that circulated
during each time frame Additionally, the polysystem for each phase is also explained and
summarised through diagrams. Some conclusions about the trends and patterns observed
between the periods are offered at the end of the section.

Chapter IMocuses on the most recent period: 192010. This chapter is devoted to a
single period because of the higher relevance given to the present: analysis of the earlier
periods provides a better understanding of what is observed today. The chapter begins with a
chronology of the period, followetly an account of the three levels identified above. This is
followed by a detailed account of the actors and systems involved in assessment policy
processes of the period. Finally, some conclusions are offered both in relation to the specific
aspects of tk period and the interaction between past and present in the polysystem.

Due to constraints of space and the choice of methodological approach, | did not
consider it necessary or helpful to separate the results of analysis from the dialogue with
relevantliterature and the interpretation of data. Given the theoretical approach developed
here, it would have been artificial to disconnect data and their interpretation as if they were

two neatly separate processes. That is v@thapters lland IV are structure as a combination

11
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of interpretation and evidence on the basis of analysis. Further details on the process of
analysis itself are provided in bo@hapter Iand in the appendices attached to this work.

The final part of this work presents general conduns that summarise the main
findings of the study on the basis of the research questions. It then discusses the contributions
of the thesis to its field and to the specific topic by stating the insights that are gained through
each of the aspects considst as filters to observe assessment phenomena: history, ideology
and a polysystemic vievithe implication®of the study for future research and for policy are

also provided in this section.

12
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CHAPTER |
A THREIBIMENSIONAL ABSENCE
IN THE ST OF ASSESSMENT REFORMS

At the level of research and theory, it is possible to distinguish a recent trend in the
field of assessment towards the need for more complex approaches in different areas of study.
That is the case, for instancén technical dscussions in the field such as validity in
standardised testingnd systemwide assessmentlthough contenicentred approaches had
been questioned for decades through the inclusion of test consequences as paatidify
studies (Messick, 1980 ariP89; Shepard, 1997; Kane, 2008, 2010 and 2011), authors have
consistently criticised the way in which agents of test production have avoided the more
complex aspects of validity (Anastasi, 1986; Haertel, 1999; Hubley and Zumbo, 2011; Koch and
DeLuca, 2012). is only recently that concrete modetimve beerdeveloped in order to make
validity more complex and inclusive of different voices that participate in tests and use their
results (see for example the models proposed by Shaw et al., 2012 and Koch and,DelLuc
2012).

Similarly, there seems to be a tendency in the field of assessment to become more
selfreflective and critical, in terms of analysing the multiplicity of purposes that have been
attributed to assessment historically (Newton, 2007; Ashmore and obe, 2010);
problematising the historical development of some of its central concepts (see for example
Newton, 2012 for the concept of validity); and discussing the way media present and use
assessment results (Mansell, 2013).

Calls for complexity have sal been made from the area of assessment reforms.
Hayward and Spencer (2010), for example, in their qualitative study of changes toward
formative assessment in Scotland, state among their conclusions the need for incorporating

complexity as an aspect of gearch and polignaking, where all the factors and actors
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involved in the process as well as their interactions are included. They call for exploration of
WGKS g2NIR a aSSy FTNBY | NlXy3IS 2F LISNARLISOGADS
deepB ¢ KI G NBFfte& YIFIGOGSNARA Ay AYLINRGAY3I SIENYyAy3IQ
this direction through including the perspective of studentiayward 2012); of analysing in
complex terms the relationship between curriculum, pedagogy and assesgDaungherty et
al., 201); and of looking at the relationship between assessment policies atditicp or
ideology (James, 201 Ecclestone, 2002; Daugherty and Ecclestone, 2006), | argue there is still
a gap in terms of addressing how all these and otisgrects interact.

| consider my work as part of this trend towards complexity in the field, and as adding
an overarching perspective about assessment reform processes, where the interaction
between multiple actors, as well as the historical and ideisllgaspects that dialogue with
assessment discourses are taken into account.

Current trends in reform around assessment seem to follow two main paths: along
with the traditional practicesof standardisedtesting (deriving from and continuing in the
psychanetric tradition that is predominant irthe US)and systerrwide criterion-referenced
assessment systemshe discourses of Assessment for Learning and the standards agenda
have become widespread different places of the worlduring the last decade$-orexample,
initiatives related to formative assessment or AfL (both terms are used interchangeably by
many of the authors in the literature), have been piloted, implemented and/or researched in
contexts as diverse as England, Scotland, Australia, New de#henUS, Barbados, Canada,
Israel, Portugal, Belgium, Hong Kong, Iran, Chile, some Francophone African countries, the
Netherlands, Norway and Singapore (see Tierney and Charland, 2007; Flérez and Sammons,
2013). Much of the research on the topic has beemerated in the context of professional
development programmes that involve close collaboration between researchers and teachers,
and in some casgmlicymakerd & ¢St f 04SS FT2NJ SEFYLX S ¢ASNySe

on formative assessment in sewary classrooms and the studies of Torrance and Pryor, 2001;
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MacPhail and Halbert, 2010; Condie et al., 2005; Kirton et al., 2007; Webb and Jones, 2009;
Carless, 2005; Kellard et al., 2008).

It seems strange, given its widespread use, that none of thaaastin the field has
I RRNBaaSR I ljdzSadAazy 2F4Sy F2NRH2GGSy Ay (2RIl &Q:
Kelley, 2009)why AfL? The literature seems to be unanimous about the positive effect that
research participants attribute to AfL on Woton teaching and learning. This effect is
highlighted from the initial 1998 literature review carried out by the Assessment Reform
Group (ARG) to the most recent reviews of Tierney and Charland (2007) and Hodgson and Pyle
(2010).

Participants observe pdiwe effects on students, such as increased classroom
involvement, a more independent approach towards learning and higherestdem in a
context where comparison and competition diminish (see for example Torrance and Pryor,

2001; MacPhail and Halbe&D10; Brookhart, 2001; Condie et al., 2005; Hayward and Spencer,

2010; Gipps et al., 2005; Webb and Jones, 2009; Carless, 2005; Kellard et al., 2008). Changes in
0SFOKSNBEQ LIN} OGAOS IINB Itaz RSOfINBRI YvYzadafte A
approach (with an implicit assumption that this approach is intrinsically positive): examples

include that they assume the role of a facilitator instead of that of a contietiverer; they

plan lessons more carefully anthderstandlearning expectationssaa central aspect of their

practice they give more constructive feedback (see for example OFSTED, 2008; DfES, 2007,
MacPhail and Halbert, 2010; Kirton et al., 2007; Carless, 2005; Kellard et al., 2008).

In addition there is limited quantitative evidenc¢ 2 G o6F &SR 2y LI NI A (
perspectives about the impact of this approach to formative assessment on students learning
(Bartoochi and Keshavarz, 2002; Dori, 2003; Wiliam et al., 2004); however some of this
evidence has to be considered carefully becausenethodological issues as Wiliam et al.

(2004) clarify in their paper.
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The positive effects have been widely used as an argument to justify the development
of reforms around AfL. The questiowhy raised here nonetheless,follows from a
development thathas not been widely acknowledged by assessment researcpetsy
borrowingp t 2f A0& O02NNRsAy3d NBFTSNAE (2 GKS asStkNDK 7Tz
St &S g KSNDB Ehaisi putf ii @004 8)Nih other words the referencing of successful
experiences to justify the import of a foreign reform at a local level. According to Steiner
YKFEY&aAZE GKAA&A 3ISYySNraSa F+y WwWrHoaSyid 20KSNI GKIF G
O2yaiNHOGAZ2Y 2F Yy WAYGSNYIF GA2Ylark suppasHBE YSyYy (i 2y
dzy F2f RQ oOoHnnnY nod 2KSYS@GHSNI ySOSaalNR:I 3I20SNYY
in order to justify their actions. Authors in the field of AfL, being travelling experts themselves,
have not questioned the transferability ofeir ideas

Accordingly, when AfL reforms are imported and tried out, an ideologically motivated
silence (Van Dijk 1999; 2008) is generated around the evidegai@stthe implementation of
AfL, yet that evidence is considerable. Most research in this fietdgnises a series of
difficulties related to contextual aspects that call the feasibility of the approach into question.

Among these obstacles authors mention:

1 lack of commitment from senior staff, which is crucial if a policy is to be disseminated at
whole-school level (OFSTED, 2008);

f O2yUNYRAOQUAZ2YA AY GSI OKS NAE QtakedNdstiddgirkginds ag KSy T
simultaneous polices; they often follow the direction of testgigen the higher level of
pressure it imposes on them (Condital., 2005; Dori, 2003Hayward and Spencer, 2010;
Kirton et al., 2007; Gipps et al., 2005; Black et al., 2004a; Black et al., 2004b);

1 replicability of research conditions when the approach is to be implemented at a national

level (Torrance and PryorQ@l; DfES, 2007; Dori, 2003);
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1 RSFTAOASYOASa Ay (GSIFIOKSNARQ (y2e¢fSR3IS FyR ailAf
Stiggins and Arter, 2002; OFSTED, 2008; Thompson and Wiliam, 2008);

1 superficial understanding and application of the approach (Haywatd$pencer, 2010;
Tapan, 2001; Webb and Jones, 2009; Klenowski,&2@RBSTED, 2008);

1 resistance to change the role of teachers and students in the classMaahail and
Halbert, 2010; DfES, 2007; Willis, 2008; Kirton et al., 2007; Stiggins and Af@2r, 20

Thompson and Wiliam, 2008; Black et al., 2004b).

Researchers have examined these issues lookiainly for improved models of
professional development (see for example Hayward, 2010; Gardner et al., 2011; Leahy and
Wiliam, 2012), where traditional meds of topdown change areriticisedand the role of the
teacher as an agent of change is central. This research has contributed multiple valuable
Ayarakida Fo2dzi K2g¢ ! F[ LINRPINFrYYSa NB O2yO0SA@S
knowledge and pretices around assessment. However, | argue that it suffers from absence of
a broader view in relation to the difficulties mentioned above, which could be why AfL is not
being widely used in schools even where it has been promoted as adeatg=reform (ge for
example Weeden and Winter, 1999; Tapan, 2001; Black et al., 2004a; Kellaghan, 2004; Gioka,
2006; Thompson and Wiliam, 2008; OFSTED, 2008, among others).

This literature also inadvertently adopts a tdpwn approach to reform, which is
probably reldil SR G2 NB &S| ND B&tdsBnandBai A995)casy ihdéed,d 80 6
when they are so close to policy implementation, a dual membership that turns one into an
advocate of an approach and potentiallyravelling expertindependent of how tighor loose
the models of professional development in which research on AfL occurs are, the approach has
always been decided upon by researchers and/or policy authorities. There is no exception in
the literature in this respectConsequently despite the ineased level of teacher agency

(Gardner, 2010) or collaborative learning in teacher communities (Leahy and Wiliam, 2012),
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SRAzOI GA2y LINRFSaaAazylta INB O2yadNdHzOGiSR & SE:
policy elites and researchers are positionedd ( KS Wl 3Syida 2F NBRSYLIA?
Brennan, 1998: 7) in change in education. The connection between this division of labour and

the slow and complex process of appropriation and change observed in AfL literature (Willis,

2008; Hayward and Spence2010; Leahy and Wiliam, 2012) has not yet been addressed by
researchers in the field.

In terms of a broader view, many of the difficulties detected by the authors could
potentially be related to other agents and systems involved in reform processesx&mple,
0§SFOKSNEQ 101 2F 1y2e6fSR3IS | NRdzyR FaaSaavySyi
2007; OFSTED, 2008; Thompson and Wiliam, 2008) naturally brings to the fassubef
initial teacher education programmes, professional developmaolicies and the quality of
previous reform processes.

Similarly, concerns around the feasibility and replicability of the professional
development programmes in which AfL has been studied (Torrance and Pryor, 2001, DfES,

2007, Dori, 2003) in terms of thdistance between the ideal conditions of research and the
conditions of the majority of schools, constitute a gap present from the initial development of

AfL by the Assessment Reform Group (see Black et al. 2004a and 2004b). The indisputable
good effectsof the approach are described in research as conditioned by series of pre
requisites: teachers must be working in spaces where they have time for meeting and
discussing with peers and their workload is not excessive; where senior staff and the whole
schoolis committed to change and innovation and with schools receiving expert support and
monitoring for a long period of time. There are, accordingly, broader aspects that deserve
consideration when an assessment reform process is to be realised, such &S #cl) ¢ 2 NJ A y 3
conditions, which are in turn connected to other actors like the central and local government,

as well as to the internal dynamics of the school.
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Another widely mentioned obstacle is that related to the difficulty teachers experience
when trying to reconcile formative assessment and assessment with accountability purposes,
the latter both inside school and in external higtakes national testing and examinations
systems (Black et al., 2004a and 2004b; Condie et al., 2005; Dori, 2003; Hagd/&gdencer,

2010; Hallam et al., 2004; Gipps et al., 2005). It seems to be problematic for teachers to
perceive good teaching and external testing as compatible practices and, as Shepard (1992)
and Berryhill et al. (2009) have indicated, they tend to fitise according to what they will be
judged on even when this may go against their deep pedagogical beliefs. Although Leahy and
Wiliam (2012) solve the problem by stating that AfL practices generate substantial gains in
student achievement, they supporhis statement with an earlier paper by Wiliam et al.
(2004), a study that raises some important methodological caveats. Moreover, even if AfL
increases student achievement Bystemwide assessmenjsthe more profound question
remains as to the extent to ich formative assessment ardgh-stakes external assessment
reflectideas on teaching, learning, pedagogy, assessment and education governance that are
compatible.

The (implicit) topdown approach to AfL generates the illusion of a very coherent top
level. AfL reforms have not been widely studied from the perspectives of Ecclestone (2000)
and Baird and LeKelley (2009), where the more chaotic aspect of the work of policy elites is
made explicit. As Ecclestone (2000) observes in relation to GNVQslamdgngplicymaking
processes in assessment can be quite chaotic once initiatives move from the small group which
creates them and begin to be discussed, politically intervened in, reconceptualised to the point
of losing their original meaning, and finallyned into a policy text that conceals its condition
as a palimpsest. A few authors have pointed out how AfL policies are embeddedliogidal
struggles Daughertyand Ecclestone2006; Jame<011) and the consequent loss of meaning
when it is assimdited by policy authorities to an agenda that is not consistent with its

principles.
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Research on reform of testing systems and standards is like that on AfL in terms of the
way it ignores certain aspects that a broader view would make visible. Amonggbssasent
research community, tests have been understood in technical terms and the main concerns of
researchers in this area have revolved around credibility, reliability and validity (Murphy and
Torrance 1988). Politicians make selective use of reseaxgtience: for example in claims by
the current Secretary of State for Education in England when asserting that the examination
system in there is discredited. Despite the absence of conclusive evidence to support media
statements around grade inflation arfdllen standards (Baird et al., 2013; Morris, 2012), and
the contradictory evidence on the perceptions of different actors around these assessment
systems (Basset et al., 2009; Ofqual, 2013), reforms are being promoted for GCSE\aetsl A
These reformsnvolve changes such as a greater involvement of Higher Education institutions
and the reinstatement of end of course examinations, which existed in the past and can be
seen as policy reversals (Baird et al, 2011). Additionally, the selective use ofchesea
apparent in the way authorities ignore the evidenceteaching to the testiue to the use of
Alevel results to promote competition between schools in league tables, and are only very
recently suggesting some changes to this aspect of the pdlmyever, there is no research
available on the recurrent patterns of testing reforms from a diachronic perspective, nor on
how these developments reflect particular political trends. Indeed when considered
historically, assessment is presented as a linearoant of theories/paradigms and their
corresponding policies (see for example Gipps, 2004; Berry and Adamson, 2011) or through
policy-oriented research that evaluates reform from a diachronic perspective (see for example
Tattersall, 2007; Basset et alQdD).

A significant part of the assessment research community, especially the US

psychometric tradition, still ignores dzN1JK& | Yy R ¢ 2 NNJ y Oésddedmore oy y Y

than 20 years ago:
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Wo X0 SOSNE aaSaavySyid AyA ok bniili GeSomaskciradzdviat 6 S OA S
curricular or socigpolitical aims are embedded within it.

6X0 a ¢S NBIINR AdG Fa GKS Yz2ad aSNAR2dza RSTAOA
years or so, where often the discussion has focused entirely uponetitenical qualities or

deficiencies, of various assessment Vmethods, without payingAany,attention at all to the much

Y2NB aSNRA2dza SRdAzOF 0A2ylFf ljdzSauAz2ya ¢KAOK &adzo adz

More wide-ranging approacks, commonly emerging from the UK and European
assessmenttraditions, highlightthe consequences of testing on teaching, learning and
curriculum (see for example Shepart92; Gipps, 2004), and searfdr ways of making
testing regimes more beneficial for the system. Despite these attempts, some author®msist
regarding this as an external aspect not related to the technical issues of test development
(Lissitz and Samuelsen, 2007; Mehrens, 1997; Poph9@7).

The state of research on assessment reform processes is summarised in the recently
published volumeAssessment Reform in Education: Policy and Prg@il), edited by Rita
Berry and Bob Adamson, where the main voices in the field are represented. The title reflects
not only the twapart structure of the book but also the implicit tafpwn and normatre
approach to policy, where assessment reform at the level of policy authorities is separated
from the level of practice. Only a few chapters address the complexities of the intermediate
level and its multiple interpretations and translations (cf. Jan@&edner et al. and Daugherty
et al.). However, although the book reveals some clear trends in assessment reform, such as
the permanent struggle between testing or accountability regimes and more formative
approaches; or the widespread use of national amigrinational testing and standards as a
governance tool, there is no systematic account nor a deeper analysis of the underlying
ideologies or rationales of these tendencies. Only a few voices, already mentioned in this
chapter, have attempted to broaden ¢éhboundaries of the study of assessment reforms.

Further contributions have come from outside the field.
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{20A2f 23A0!I f SyljdzA NE = LIS NXK9OI) Jaeflechioff Fan dzSy OS R
examination procedures as a means of controlling and disciplining indigsidyamaking them
visible and traceable in data, has contributed to the observation of assessment policies from a
different angle. Ann Filer (2000: 8) summarises what this approach contributes to the field of
assessment:

Wl 33S53aYSyd LINPudSicnal Sndl sotial dutcaimisSake Mhal@sBble as products

2F YyIFGA2yaQ KAAG2NRASAX Odz GdzNBa |yR &aKAFGAY3
assessment in this way, to perceive them as sb@@torical and cultural processes and

products as well asdeicational processes and products serves as a starting point for a broader
conception of the functions of assessment. That is to say, they take us beyond the more
obvious functions of grading or certification, selection and accountability, and focus our
attention upon the key role that assessment plays in the social structuring of modern
a20ASGASadQ

This trend has studied assessment as a social practice, highlighting aspects such as:
testing as a nomeutral social technology that generates exclusion ofiaogroups and
reproduces existing power relations (Broadfoot and Pollard, 2000; Madaus and Horn, 2000);
the tensions between different assessment agendas and their connection to specific political
groups (Broadfoot and Pollard, 2000); and tests as devtbat, given the way they are
generated and used, motivate the transformation of the score (and not its interpretation) into
the centre of the result andreaterather thanmeasurea particular trait (Hanson, 2000).

The contribution of this approach is aonnecting assessment practices with broader
ideological and political issues, challenging the myth of assessment as an exclusively technical
matter. This research also analyses the specific mechanisms through which testing techniques
exclude certain grgps or disciplines individuals and societies.

Two more recent important ideas come from the field of critical policy scholarship. The
first reflects the trend developed by authors like Ozga, Grek and Lawn (see for example Ozga,
2009; Lawn and Ozga, 20@%ek, 2008 and 2010), where the use of assessment systems as a

governance tool is highlighted. In the shift from welfare states to-liteeral polycentric

networks (Ball and Junneman, 2011) as modes of governance, new forms of control have been
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developed Despite the nediberal discourse on decentralisation in education, several authors
observe the emergence of national and international testing systems as new tools of
governance in less statentred systems, as they allow for controlling from a distaand
steering the system towards a specific direction (Ozga, 2009; Lawn and Ozga, 2009; Berryhill et
al., 2009; Geyer, 2012; Grek, 2008 and 2010; Suspitsyna, 2010, among others). In this model,
control is maintained by requiring schools to generate datat thenders their work
transparent to policy authorities and by establishing kighkes testing systems which
exercise pressure on education systems through public rankings and competition.

Advocates of the nediberal mode of policy, such as Michael Bartihrough his
concept ofdeliverologf A ®Sd | &aO0ASYyOS 2F LRtAOeé RStADSNEX
relation to specific targets through frequent reporting and tracking of progress (Ball et al.,
HAMHY Tc0O Fa I ONYzGralised and glauslised edicstionispstemseéRoin RS OSy
this point of view, reporting, testing and the meaningful use of data contribute to the
transparency of the system and allows for its constant improvement (Campbell and Levin,
2009).

There arealsocritical wices in relation tdaesting and accountability. Qithe one hand,
transnational and national testing regimes or geatting strategies have been questioned
because of their reduction of very contedépendent and complex problems in education to
W2yS TAKBRS HftQ az2ftdziazya | yR dz2®RSE NHel, 29084 y 34 21
Berryhill et al., 2009). Furthermore, accountability systems are seen by some researchers as
pressure devices that distort and deprofessionalise teaching practices (Ball, €20a&P;
Berryhill et al., 2009; Brennan, 2009), narrowing the curriculum and motivating teaching to the
test by making schools live in a state of constant crisis and need for change (Geyer, 2012). This
is achieved through strategies suchsasndalisatiord { ( SYAKFSYINOA S Hnno0 X ¢ KSNB

I OSYUNIf NRtS O6DAtEtASAT WwnnyT DNNJI SG |t dZ HAml
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This literature adds another layer to the first contribution of sociology, in terms of
identifying testing regimes as compromised technologies and enriching tl@a by
incorporating a more global perspective where assessment mechanisms are put in the context
of a broader governance strategy that represents a particular ideology around education and
society.
The second contribution of critical policy scholarship the field of assessment
illuminates how schools experience all these different assessment policies promoted through a
top-down logic. Ball et al. (2012) devote a part of their bétdwv schools do policy® the
contrasting experiences of a selection afigish schools with two different assessment
policies: Assessment for Learning and standards. According to the authors, these policies are
diverse in nature and generate differepblicy subjectsThe standards policy is portrayed as
exerting pressure onechers and the school, which generates practices of exclusion of
students due to the need to boost school performance, and is accepted by school staff in a
passive way, where little intervention or creativity is reguirin their work. Standards are thus
classified by the authors amomgperativeor disciplinaryLJ2 f A OA Sa>X GKFG A&dX (K2:
I LINAYEFNREE LI 3aAQS LIt AOE adzoeSO0Gz | aiSOKYyAOl
by the requirements of performance and deliverology, particyl in the higkstakes
RAAOALE AYSEaQ OHAMHY MHO @ /eghgr@tbd\aBlié/f thaXis,laF[ A& S
approach that is closer to the professional values of teachers, and where they are constituted
as active participants who gain ownership the policy and adapt it to their perspective.
| 26 SOSNE (KA&a GeLlsS 2F LRtAOE>E | OO0O2NRAy3 G2 GKS
sidelined, they can be spaces for delay or neglect or creatdlreO1 I IAY IAQ OHAMHY dn ¢
These authors identifthe multiplicity of discourses and policies which teachers have
to work with daily and the way this generates a contradictory professional identity that
responds simultaneously to different ideas on assessment, on education and on the role of

school in soiety. They summarise their findings in this respect as follows (2012695
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Whe striking thing in our case studies is that teachers move between these different forms of
policy, these different professionalisms and subjectivities and modalities, éontbst part,
GAGK dzy NETt SOGAGS SIFasSod oXo
This flexible (or unstable) teacher subject, with all its incoherence, has been produced over
time through policy and the enactments of policy, and the inescapability of policy in many
planes, in many forms and many aspects of school life. This is a relatively superficial subject,
defined more by responsiveness than principle, pragmatism rather than reflection, action
N} GKSNJ Ky 2dzZRISYSYy il oQ
From this reflection, two aspects suggest themselves as necessang istully of
assessment reform processes. One is the inclusion of teacher beliefs. This has been considered
an important aspect in the field of assessment reforms. For Torrance and Pryor (2001), for
example, the ideas on learning held by teachers are a alrasipect of their approaches to
assessment. Something similar is recognised about students, whose views on their own
learning can have an influence on their achievement (Brookhart, 2001). The relevance of
0SFOKSNEQ | yRk2N &idzRS y disseSsme@AiS e develSped is OKI y
highlighted by these and other authors (for example Torrance and Pryor, 2001; Brown et al.,
2009; Brookhart, 2001; Willis, 2008; Tapan, 2001; Carless, 2005). However, rather than being
approached as a mere prequisite forreform, there is a case for examinitigese beliefs in
terms of the dissonancthey may engender in teachers identity. Prieto and Contreras (2008)
KIS y2GSR GKS AYLRNIFIYyOS 2F GSIFOKSNBQ o0SftAST
practices. Accordingo these authors such beliefs can be held with different degrees of
g NBySadaa 3ISYSNIAy3ds (GKdAI RATFSNBYd RSINBSa
basis of a study they developed in Chile, they state (2008: 248) that:
W conceptions suppontig their assessment practices were made explicit, teachers could
discover the heterogeneity of conceptions guiding their assessment practices and instruments,
GKAOK NS dzadzr ffe KAIKE& RADGSNES FyRI az2vYSaAy
antithetical conceptions about teaching and assessment, which produce equally opposite
effects in students, alienating or emancipating thé€m.
These beliefs are transmitted to actors through different processesofl cognition

(Van Dijk, 1999; 2008), whicheans that they are historically embedded and overlap with any

innovative repertoire that might be proposed by one actor or systArsecond ideahat can
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be derived from the work of Ball et al. (2012hen, is that of the need for a diachronic
perspectie in the study of policies, considering not only general paradigms or initiatives
developed at government level but also how these may make schools a space of discursive
dissonance.

Finally, a different contribution comes from complexity theory as ust®d in
policy studies. Geyer (2012) adheres to existing criticism around Evitdaseel Policy, mainly
because it follows principles of traditional scientific approaches, which are not adequate for
complex and messy phenomena, such as education and huwhadies in general. These
principles arecausality reductionism predictabilityand determinism In brief, these principles
portray systems as clockwork mechanisms whose parts can be studied in isolation and whose
functioning can be reduced to causalegictable and deterministic paths that will work in
every case. He exemplifies how these principles operate in current assessment policies: if
schools are good, they should improve invariably and should be working in order to achieve
this constant improveent. In that context every deviation from the ideal performance over
time is considered a failure for the school, which has to live in a constant state of tension and
urgency. Geyer (2012) statdsat this logic portrays our mindssmechanial objects hat have
to respond increasingly better to an evicreasing frequency of tests. He then adds (2012:
29):
'‘Even though the costs of this strategy are very high (huge growth of central oversight and
time/effort/energy expended by local actors) and succasbmited, it is very hard to move
away from this policy approach since to admit that there are limits to this regime is to admit
that there is something fundamentally wrong with the overall framework. Politically, the EBPM

[Evidence Based Policy Modellopess is well entrenched and popular, and shifting such a
fundamental position is never easy.'

Ly 2NRSN) (2 RS@S
(2012) proposes the adoption of a series of principles that characterise comyptaeibry

approaches in contemporary Physics and Mathematiestial causality reductionism and

holism predictability and uncertaintyprobability, emergenceand interpretation In brief,
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these principles argue for the acceptance of predictable pathengspartially achievable, and
of human phenomena as situated in complex networks of action and interaction where the
unexpected and the diverse interpretations of actors have to be included as part of the object
of study. Following his example around assmeent, he argues that rather than constant
improvement schools should be required to remain in broader boundaries of what is
O2yaARSNBR W3I22RQ LISNF2NXIyOST Ayh ThiKwodl& OF asS
allow for the human factor to be considet and would also alleviate thgressure orschools.

A series of ideas emerge from this discussion in relation to current gaps in the study of
assessment reform processes. One is the need to broaden the scope of study in order to make
it more complex, bdt including a wider range of actors (with their messy human interactions)
involved in policy processes and more of the discourses on assessment that circulate in
SRdAzOI GA2y aeaidSvya (2RIe CgREAANYAII S| KA LNKQ& Yy BIKD
discourse (1990), one cannot assume that assessment is each time inheneednd nowand
AJy2NB (GKS RAIFf23dzS GKIFG Fye aySgé RA&AO2dzNERS 2
existing constructions. If this aspect is avoided resistance aadamping of different ideas of
assessment will naturally occuAlong with a complex and broad approadferefore, a
diachronic perspective is also needed for a better understanding of how assessment policies
have been shaped and enacted historicallpd ehow those discourses from the past still
circulate and intertwine with more recent ones.

Additionally, as authors from education sociology and critical policy scholarship have
highlighted, the scope has to be broadened even further to include all tHiigab and
ideological aspects underlying assessment policies. Otherwise, there is a risk of maintaining
assessment research in its mainly technical tradition, which allows for its political use,
translation and adaptation by politicians of different teartties.

A series of problems initially appearing to be diverse in nature have been described in

terms of their common element: the lack of a broader and more complex view in relation to
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assessment reform processes hoth the spheresof policymaking andesearch. A narrow
perspective on assessment phenomena predominates, where only some specific system and
its actors are included, or where a specific discourse on assessment is analysed in isolation.
Such a narrow view in research and policymaking avoafaptexity in three different
dimensions: historical, systemic and ideological.

The historical aspect wouldtontribute to overcome the current approach to
assessmentl2 f A O& | Ol A2y a [ anddoliciegavguldni® S0 OAB oS RYEEQ@ ali
and urcK | 'y 3 A y 3@e [@athict of ajency and resistance, negotiation, bargaining, and
FO02YY2RIGA2y X 02y & (i(Bpfeénf2604: $02)ithdut Widpedg@@ived G A YS Q
it is likely that assessment reform continues to be a nearating sequence aiverlapping and
increasingly confusing perspectives.

In relation to the second aspecthdre are other systems involved in processes of
assessment reform. They constitute forces that articulate and intertwine with schools and,
thus, facilitate or impede lmanges in themL & KIFINB t SNNBYy2dzRQA&d o mMdpdov
importance of a systemic change in relation to assessment at the schooblgvielvould like
to take it further. School is only one of the systems involved in assessment reform processes
Problemsencountered in assessment reform processes, according to the literature discussed
above, suggestthe presence of multipleentities that interact in a much more complex
understanding of what change in assessment means. Along with this, each system isedmpo
of different actors and internal relationships. This means that divergent views about
assessment may be embedded inside th&onsequently, cesses of production, circulation
and consumption of discourses around assessment need to be studied sothfgex web of
systems, beliefs, interactions and (power) relationships between their actors. This is the kind
of movement in spacénd not solely in timeghat this work aims to address:raovement that
broadens the spectrum of what has generally beeriuded in the field of assessment reform

processes.
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Finally, there is and outer layer wheassessment ceases to be understood only as a
technical issue and walks into the uncomfortable terrain of ideology, the latter understood as
W 6 Xshared framevork of social beliefs that organise and coordinate interpretation and social
practices of groups and their members and, in particular, power and other relationships
between group§Van Dijk, 1999: 22).

The question arises as to what extent theories agsearch on assessment and their
translation into policies are related to perspectives about education and society sustained by
particular powerful groups. Such a connection does not seem unrealistic, as it is possible to
find research that has addresseabsessment from this point of vie@Ecclestone,2002
Daugherty and Eccleston@006 James, 2011). In the study Baugherty and Ecclestone
(2006, for example one observesK2 ¢ ¢ KIF GOKSNRa 3I20MNArYSy G NB
developments of the ARG (the TGRB O2 YYSYRIFI A2y a0 | & WadzaLA OA 2 dza
ignore this evidence in policy discourse and texts, and to support a culture of frequent testing,
permanent control and performativity. The latter perspective, according to the kind of
connection s8@3SaidSR KSNBxX Aa 0O2yaradSyd eAdGK GKS

administration.

CHAPTER CONCLUSIONS

In the process of reflecting on some of the problems related to assessment reform
processes, different layers have been added to the structure iderorto include the
‘complexity and richnes§3hat Ecclestong2000: 5)claims as fundamentah the study of
assessment policie®©ne has to do with general assessment reform processes, where aspects
like policy borrowing, policy design and disseminati@edime important. Another layer that
opens is that of changes in pedagogical and assessment paradigms, both in their ideal
theoretical formulation and the conditions in which the original version comes into practice,

struggling with all previous discourses the field. Finally, the broader historical and
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ideological context in which reforms are framed becomes fundamental for a better
understanding of the circumstances in which new policies are attracted from one country to
another and how this process mighave an influence on how succadsé reform finally is.
Figure Ipresents a graphic representation of all the layers referred above.

Filling the current gap in research on assessment reforms requires extending the study
of the subject at least in threeimiensions: a historical one that incorporates the diachronic
dimension of assessment reform, both in the long and the short term; a systemic one that
observes all the systems involved in assessment reform processes, their interactions, their
actors and disourses; and an ideological one that situates discussion on assessment in a
broader context of perspectives about society which become intertwined with those about

assessment.

Ideologies

Paradigm
changes in
pedagogy and
assessment
N
Education and
assessment
reforms (national
and international)

ssessmen
practices

RGURE .1Visual representation of the layers to be considered in thayais of the topic
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This is why the present study seeks to describe the main systems (with their actors,
activities and internal relations) involved in assessment reform processes, along with their
interactions, and the discourses on assessment that leiteunside and between them, taking
Chilean reform processes as an example. To achieve this requires a characterization of
assessment reform processes in Chile both today and in the past. It also involves the detection
of how discourses on assessment gmeoduced and circulate in this system, and how
knowledge on assessment relates to power issues. This approach to the problem contributes
to the field by providing a different perspective for the critical analysis of assessment reform
processes today, whictonsists of a systemic view that facilitates a wider and more dynamic

understanding of the object of study.
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CHAPTER Il
THEORY AND METHODOLOGY: A SUITERSE

The previous chapter described different problems that researchaesessment
reforms has addressed biitas not transformed into a topic of study. However varied these
problems are, | argue that they highlight the need for a more complex approach to the area of
assessment reforms in terms of opening up enquiry to a mgséesic and dynamic view that
includes a diachronic dimension and the broader area of ideological debate. The three
dimensions in which | argue the problem should be addressed have been explained in Chapter

I. Onthat basis two main research questiongere formulated:

| What are the main systems (with their actors, activities and internal relations) and the
main interactions between them involved in assessment reform processes in Chile?
1 How are discourses on assessment produced, how do they circulttes isystem, and

how does knowledge on assessment reladgpower issues?

The theoretical and methodological approaches selected as the appropriate lens to
address these guestions are described in the first part of this chapter. Later, a detailed account

of the research design and the specific methods used is provided.

[. POSITIONING THE PERSPECTIVE FOR THE STUDY

As Popkewitz and Brennan (1998) recognise in discussing the work of Bourdieu and
Foucault, theoryisdzy RSNE (22 R KSNX 1988 11), a¥ a frdmgolkyfiat (12 2 f Q
facilitates the understanding of a specific problem through particular processes of analysis and
interpretation. From this perspective, what was needed for this studg waheoretical and
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methodological framework that enablethe researcher to observe théynamic interaction
between aseries of systemsboth in asynchronicand adiachronicway, in the context of
power struggles and ideologieshat surround and are intertwined with the creation,
circulation and renterpretation of perspectives about assessment

Amongthe range of tools offered by the social sciences, those related to discourse
analysis and its critical dimensi@me the most adequate filter in this case. In the words of
Wetherell (2008a), discursive perspecsyainlike traditional perspectives about language in
the social sciences, understand language as active, constructive, rhetorical and constitutive of
different versions of the world that are in permanent dialogue and discussion. In the context of
these priciples, she states that this struggle over meaning confeyar& | (i  a Koliticsl £ £ a Wl
of representatioIbid: 25), where power becomes a fundamental issue:
lBocia[ scientists who study discourse have been interested in how people, groups and A
institut A 2ya Y20AfAl S YSIyAy3aa oXuood |1 2¢g KFEGS az2yvys
whose interests do they serve? It has been recognized that control over discourse is a vital
source of power and also there are limits to this control because meanings areafidid
escape their users and can be mobilized and/ogked to resist dominatio® Q

Such gperspective offers a view of social life that involves complex interactions in the
struggle over meaning. Given the nature of the problem discussedhampter | diourse
analysis is selected as a general theoretical framework for the study. In this context, the
WONIR ( A O lthe €entridlity Sfyofef atrhiggles (Van Dijk, 2008), is taken in a very particular
sense. Power is not understood here as something tleorgs to elites and that works in a
dominator/dominated scheme and, consequently, compels the researcher to assume a
political perspective in defence of those who are being oppressed. | agree with Popkewitz and
Brennan (1998) that such a perspective proguWl Rdzl f AdY ¢6K2&aS STFFSOi
LI NI A Odzf F NJ a2 OA £ 3 NdmddA8)andiinsist of the rinetdedtiKder@urySy G A G A S
Y2RSNY ARSI 2F | OFRSYAO FYyR LRtAGAONd: 75t AGSa |

in education.
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Rather | assume a more dynamic and postmodern idea of critical discourse analysis,
one that is much closer to its theoretical roots in authors like Michel Foucault and Mikhalil
Bakhtin whose perspectives, unlike the distinction made by Wetherell (2008b), sssesaly
linked in their conceptualisation of discourse and the social world. Here power is not
embedded in one particutagroup neither it is thought ofs circulatingaccording tosome
vertical logic.The productive character of th&oucauldian concepf poweris synthesised in
the following terms (Foucault, 1991: 194 and 308)
WKS AYRAQDGARdZ f A& y2 R2dzoid GKS FAOGAGAZ2dza | (2Y
he is also a reality fabricated by this specific technology of power that3 ha®@ | f f SR WRA & OA L
We must cease once and for all to describe the effects of power in negative terms: it
WSEOf dzZRSa QX Al WNBLINBaasSaQsr AlG WwWOSyazNmBQx Al
produces; it produces reality; it produces doimaof objects and rituals of truth. The individual
and the knowledge that may be gained of him belong to this producion
WLy GKA& OSYyaGNIXf FyR OSYyGNItAT SR KdzYFyades {fF
relations, bodies and forces subjected bytmi A LIt S YSOKI yAayYa 2F WAy Ol NJ
discourses that are in themselves elements for this strategy, we must hear the distant roar of
ol Gidt SoQ

On the one hand, this perspective observes power as something that circulates
between different systms, institutions and practicesV i KS A y &ppdraiudzind Bsy | €
technologie® > Ay | | f f-Qld&ving miach ynare spaSeNfdf desistance, contestation
and appropriation, and for thinking of a world where ideologies of domination and resistance
dynamically coexist (Van Dijk, 1999). Such a view of power is consistent with the need to
observe how discourses on assessment are elaborated in different spaces of the education
system; how this permanent (ideological) struggle over its meaning impedesgyehiaom
happening in the way that an idealistic functional perspective would expect (Hammersley,
2002).

Such a view of discourse seemseful and consistent with the need to keep the
position of the researcher as a problematic aspect, which has beeniomect asan issue in

relation to my involvement in an assessment reform process. Most CDA research sustains the

need for the researcher to explicitly assume a political position, specifically that of the
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disadvantaged group (Wetherell, 2008b). | thihkt this kind of redemptive positioning insists
too strongly on the modern idea of the State and of researchers as agents of redemption,
limiting other actors to implementing what others have designed and thought (Popkewitz and
Brennan, 1998). This ignored #he processes of interpretation, decoding and translation
involved in the process of what Ball et al. (2012) denomimetticy enactmentprocesses in
which the researcher is only one more among the multiple perspectives in play.

Assuming here what Wedhmell (2008b) understands as a more postmodern approach
towards CDA, through a Bakhtinian and Foucauldian view of power, the researcher is not seen
as a redeemer of the oppressed but as one interpretation among other possibilities. His/her
duty is, then, b be as explicit as possible about his/her perspective and the way in which this
may be intertwined with the research process, as | have done in the introduction and do in
other parts of this work.

Mikhail Bakhtin observes discursive spaces as beiqgerimanent contestation, and
utterances as processes of ideological positioning of the self in a historical and cultural context.
As Maybin (2008: 67) explains
Wo X0 ftFy3dad IS Ay GKS {1 KIGAY YR x2f2a3Ay20
abstract system of signs, but as originating in social struggle, coloured by the history of its use,
always evaluative and highly ideological. Language reflects and instantiates the omnipresent

tension between centralizing centripetal forces, and the cémgral forces of diversification,
and its everyday use is shaped by conventions associated with different genres, social classes,

g NRA

LINEFS&548A2y4 yR 3ISySNIdGA2yad ¢KSaS RAFFSNBY

supplementing and contradicting each otheand intersecting or becoming hybridized in
various ways. Bakhtin uses the tereteroglossiato refer to this dynamic multiplicity of
Pg2A084a 0Xu

It is thisheteroglossiathis polyphonythat | am interested in observing in the field of
assessment; toee how different forces struggle to canonise a specific idea of assessment, to
centralise it and make it hegemonic, while displacing other ideas as marginal. These marginal

ideas, however, remain as potential centripetal forces that may destabilise predoini

meanings through intertextual dialogue, discussion and resistance.
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Additionally, both Foucault and Bakhtin understand discourse as historically
embedded and, thus, indicate the need to study discursive practices not only in the present
but also intheir historical construction. The Foucauldian concepgeriealogyis related to this
historical conception of discourse. In terms of analysis, such an approach inadl@s2 Odza 2y
systems of ideas as historical practices through which the objectseoftild are constructed
YR 0S02YS aeaidsSyvya 2F OlA2yQ o6t 2L SéAdlT FyR .|
Ad LINPRdAzOSR 6AGKAY | &aSié 2F KAadz2Nbidlie). NBf | GA 2
There is not a linear idea of history butenhat emphasises the presence of historically
developed knowledge in the current construction of discourses.

From the perspective of Bakhtin (1990), discursive genres are historical in nature as
they have been developed in specific spheres of human rmaaiording to the needs and
ARS2t23A0Ft (GNBYyRa 2F I RSUSNXYAYSR Y2YSyido ! OO
GSNE O2YLX SEfeé 2NBIyYyAaS bid:®2B3), Jorywhat Kristevé KBrNJ dzi G S
denominatesintertextuality. We do not speakn a vacuum and for the first time about
something; each time we enunciate a word we respond to all that has been said about the
topic and we assume a perspective on it (with different levels of consciousness), adding one
more link to the dialogic chain & constitutes the history of discursive genres.

In summary, in terms of a general theoretical and methodological framework critical
discourse analysis is the approach that the researcher considered as the most adequate, given
the research questions to banswered and the problem to be addressed in this study. This
approach, however, is derived from a specific variation of CDA which is based on Foucauldian
and Bakhtinian ideas of discourse and power. This facilitates the observation of the problem
from a perspective that is consistent with its nature, as discourses on assessment can be
understood in the context of multiple interactions between actors, institutions and systems,

which are embedded in ideological struggles for power and are also historicaiyructed.
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In terms of the theoretical approach towards policy, it must be noted that policy
sociologyis also considered as a relevant reference in this study. Upbikiey sciencewhich is
more practiceoriented, decontextualised and responsive tarent tendencies in some
education research to support evidenbased policypolicy scholarshipas an approach that
Ad KAIKEe& O2yaradaSyd gAGK GKFG 2F dKAAa addzReo |
Policy sociologists locate education and educatioricgoin the context of ideological and
political struggle. Policy is conceptualised as process; its exploration is located in a wide
FNIYS62N] 2F SyIldZANE Ay 6KAOK WSRdAZOFGA2YyQ Aa |
is understood not as abstrdc YR O2 KSNByYy (G odzi Fa WAyO2YLX SiGS
Policy sociology is concerned with such questions as who defines policy? Who sets the agenda
and in whose interests (Ozga 198@)?

The need for thinking about assessment policymaking as eddzkdn a broader
political, ideological and historical context, and as a process where instability is constitutive of
its nature, maks policy sociology the appropriate framework to analyse policy processes.
Additionally, policy sociology uses methodol@gitools that are compatible with those
proposed here, especially those where the idegolicy as textind policy as discoursis the
main approach of analysis (see for example Ball, 1990 and 2012).

Additionally, policy sociology emphasises the dimemsb practice as a place where
things are not simplimplementedout ratherenactedd Ly . Fff SG It ®Q& OGHAMH)
W.) many of the studies that explorehow policies are put into practice talk of
WAYLIE SYSY Ul GA2yQ 6KAOK WiREEB NS MIND U8 22182 yW SAIDK ¢
YFE1AYy 3 L2 f A Qe 62NJ Z YR GKSasS aiddzRASa WA G NS 2
AYLIE SYSYGlFraA2yQ ODNYYOGKFEY HnannmY ypadydamicy O2y (N
and nonlinear aspect of the whole complex thatakes up the policy process, of which policy
in school is just one paf®

This is also the case in most research on assessment reform, where the analysis
remains in the boundaries of how to improve processes of reform implementation and

dissemination ratbr than expand on the complexities of a nlimear understanding of the

process (see for example Gardner et al., 2010; Baird andKékey, 2009).
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Although limited in number, there are some studies on assessment from the
perspective of policy sociologguch as that of Kathryn Ecclestone (2002) on the GNVQ system
in England. Here the author studies not only the formulation of policies but also the interaction
of these with the ideological, economic and political areas, along with the way in which polices
are reinterpreted at the meso and miceb S@St & 2F GKS SRdzOI GA2y aea
concept ofpolicy trajectory As it has been mentioned @hapter | studies like this are a
relevantboth to the field of policy studies and of assessment anglcertainly addressed in
different sections of this research. The thesis itdetpesto contribute to this body of
research, whicliemains scarce

This study seeks to contribute to the field @&alditionalg @ & ® L | ANBS 6A (K
AL GSYSYWBIGKBOGY®NESG2 0SHFOKAY3 yR aoOKz22t tATS
at practice not only as the place where policies are enacted but also as a space where other
discourses emerge and are transmitted andimerpreted, and which could be compey
with those coming fronthe government Moreover, | add some other actors and systems to
those usually considered in the analysis of policy processes (i.e. policy elites, local
administrators and the school community). The influence of mass media, deactucation,
education research, foreign education systems through policy borrowing, amongst adhers,

also included in this complex network where discourses on assessment are created,

transmitted, translated and rinterpreted.

[Il. THEORETICAL TOOLS

On the basis of the theoretical decisions described above, three specific theoretical
tools were selected in order to facilitate the process of analysis and interpretation:
polysystems theoryintertextual analysisand critical/ideological analysis of disurse All of

them are consistent with the principles of CDA, as itinslerstood here, and have been
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developed in the context of semiotic and discursive traditions. Only two of them have been
used in social sciencemtertextual analysisand critical/ideological analysis of discoujse
while the third and more overarchingool (polysystems theojyhas been mainly used to

reconceptualise the field of literary studies.

II. 1. Polysystems theory

Before explaining what this theoretical tool consists aflavhy it is relevant to my
study, it is necessary to situate it in the broad context of systems thinking in order to avoid
confusion with other tools that are similar in form but not in content. It is, at a general level,
part of the criticism in which hlsystemic ideas originate: it is against the scientific
reductionism of positivism that studies parts and describes phenomena as isolated things
instead of considering them as a complex and interrelated whole (Flood, 2006:ZBlian
1990). However, it21Sa y24 o0Sf2y3 G2 GKS GNIXYRAGAZ2Y 2F 46KI
least not in the static version that was developed from a functionalist perspective (Flood,
2006).
LYyaadgSFR AG 62N}l a ¢A0GK GKS 2320 2F 1 1YYS
functionalist views in sociological enquiry. He criticises these views because they operate with
an ideal of society that emerges from an engineering model that is not consistent with the
vision of the world that should be characteristic of social studieshénengineering model,
everything functions in a mechanical fashion and systems are seen as static structures where
things circulate always in the same direction. As Hammersley indi¢hai® no space is left
for interaction, interpretation, variety of grspectives and complexity, all fundamental aspects
of qualitative enquiry (2002: 8801). System thinking perspectives have also been criticised
0S0FdzaS Ay GKSY WxSNE fAGGES A& al AR | 02dzi LINEP
activites LR fAGAOFE @GN} RAY3I | YR LI ¢ S-Rohad (19903 3f Sa ®Q
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develops his theoretical tool from the same appraisal, indicating that static system theory,
where a system is studied in its internal functions and elements, only studiesnsysds
isolated, closed and homogeneousonosystems This perspective also lacks a diachronic
perspective able to highlight the historical and cultural context where the system is situated.

LYy Cft22RQa ouHnncO UGSNXasz I c&ydstruddvistarde a i SY a
interpretive approach that he denominataystamic thinkingand, because of its consideration
of power struggles and historical contexts, is probably closer to what he labelsitasal
Systems TheoryWhat EvefZohar (1990) proposeis to think of an open, changing and
heterogeneous structure, namely@olysyster ¢ KA OK WAYGSyR&a (G2 I 002 dzyi
2LISNI 6S&a 020K bAy LIbd V1) AHaifisS both inyaRsyndhronic addiaY S @£ Q
diachronic way. Aolysystemis desF A Y SR (G KSy X & WX | Ydz GALX S a
adaidsSya oKAOK AYdiSNASOG ¢AdGK SIFEOK 23GKSNJ FyR |1
a0NHzOG dzZNBR ¢gK2t S5 gK2a$S MBS YW Fiyde 2epESents tifeli S NR S LIS y

differences in perspéive between positivism, functionalism and (poly)systemic thinking.

Scientific Static system thinking Polysystems theory
reductionism ntime

Scope of the object of study

& J

Figure 2 Comparison between positivist, functionalist and polysystemic approaches
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More specificallya polysystem is dynamic in nature and involves a permanent struggle
between the cetral and the peripheral Using Bakthinian terms, Ev&ohar (1990: 14)
explains howrn a polysystem b OSy (0 NRA Fdz3 | f tiéhd phendrena aMEmahi | Y 2
from the center to the periphery while, conversely, phenomena may push their way into the
center and occupy R There is a hierarchy in the systerimswhat Everz2 K NJ dh8 Sa | a
permanent struggle between the various str&a 0 m dydhe ¥ne that tules the production
of texts (e.g. an assessment paradigm or a policy that becomes hegemonistaaadther
policy at a particular time) is central. Simultaneously, each system can have iteote. By
processes of canordtion (institutionalisation), something that was peripheral (marginal or
centrifugal) may become the centre of a system or temtre of the whole polysystem. This
theory takes into account the tensions between strata both inside a system and in the
polysystem, that is, the struggle between canonised and-cemonised strataThe former are
i KS ivI8ch éré aceBpted as legitate by the dominant circles withina cultde | YR G KS
fF30GSN O2 NNBwhick gidirejdctad by thesé Qrcled as illegitimate and whose
products are often forgotten in the long run by the commufity 6 m ¢ dTax¥ cimaybate ®
inside this complextaicture and are produced according taepertoire that is, according to a
series of laws for text production. These repertoires camptmary or innovative(EvenZohar,
1990: 2021), which means that they introduce a change insidesyatem or the whole
polysystem or secondaryor conservativg(lbid.), that is, one that reproduces the hegemonic
repertoire. Figure 4 illustrates the way in which these struggles are conceptualised in the
theory.

Qich a theoretical tool offers a good way to operationalibe Foucauldian and
Bakhtinian principles for CDA developed above, as it contains the ideas of power struggles over
meaning; interaction between multiple systems; and the historical dimension in terms of a

diachronic perspective. What is done in this studyto reconstruct the polysystem of
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assessment in Chile on the basis of the detectiomepfertoiresthrough assessment texts

produced by different actors in different moments of Chilean history.

PRIMARY
(INNOVATIVE

REPERTOIRE)

REPRODUCTION
OF SECONDARY
OR
CONSERVATIVE
REPERTOIRE

REPRODUCTION
OF SECONDARY

OR
CONSERVATIVE
REPERTOIRE

PRIMARY
(INNOVATIVE

REPERTOIRE)

PRIMARY
(INNOVATIVE

REPRODUCTION REPERTOIRE)

OF SECONDARY

(0]
CONSERVATIVE
REPERTOIRE

REPRODUCTION
OF SECONDARY

OR
CONSERVATIVE

THE CENTRE OF REPERTOIRE

THE
POLYSYSTEM
CANONISED
(centripetal/
central)
REPRODUCTION
OF SECONDARY

OR
CONSERVATIVE
REPERTOIRE

PRIMARY
(INNOVATIVE

REPERTOIRE)

FIGURE.Representation of struggles for meaningie fpolysystem.

I1.2. Critical/ideological discourse analysis and intertextuality

The question arises as to how the researcher attempts the process of reconstructing

the polysystem. The logic of jysytems theory demands the analysis of multiple texteider

to detect their laws of production (i.e. theepertoire to later locate them in the context of

groups that constitute systems. This enablihe observation of different discourses on
assessment as well as the detection of specific points of viepenific groups that share the
same ideology on the topic and who interact with other systems by reinforcing or questioning

their ideas. Given these requirements, two toelsre selected because of their consistency
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with the discursive perspective beingfolded here and their usefulness as previous steps
before the polysystem is reconstructed.

Each text on assessment wasalysed through what has beetefinedby Van Dijk as
critical discourse analysi2008) andideological discourse analysj$999), wihout a clear
distinction between the two. What | take from Van Dijk is his capability of transforming the
general framework of CDA in social sciences, which has been generally understood as the use
2F Ly dzySELX FAYLFof S Wyl fRIj1985), Wt A (sét bfAvérg Q ot 2 i
concrete procedures that facilitate the detection of ideology in discourse.

+y 5A21Qa FLILINRIOK A& Y2NB LINBOAAS | o62dzi 0
the texts when intending to account for ideology. For the pgz®f analysis he considers
aspects such as: access to discourse, setting, genre, communicative acts and social meanings,
participant positions and roles, (macro) speech acts, macrosemantics (topics), superstructures
(text schemata), local meaning and codece, style (variations of syntax, lexicon and sound),
and rhetoric. He also understands the semantic study of local meanings as one of the most
NE@SFEtAY3a yR NBtS@OIyd FT2NJ /5! | &nddégrekof Of dzRS &

completenest QB NWLISOGABSQ> G(GKIG Aax GKS LRAY(G 2F OASc
GKS dza$§ 2F LINRy2dzya (2 AyOfdRS KAYKKSNBSE T
preda dzLILI2 AA A2y aZ2 O 8dz20¢ 85 88 JcGBY Riehdna sumanzesH
the main arguments given by the writgapeaker, one is establishing the propositions or
macropropositions that give structure to the perspective exposed by him or her.

Thisis the kind of analysis that wasarried outin this thesiswith each discursive
practice related to assessment, in a combination of the principles of both Potter and Wetherell
(1995) and Van Dijk (1999; 2008). How this methodological framework unfolds into a set of
specific procedures is explained in the next section of this chapter.

The concept of discursive practice is understood in this work from the three

dimensional perspective proposed by Fairclough (2009), where the relationship between
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RAAO02dz2NES YR a20AFf a0GNHzOGdzZNBE A& aSsigusl & RAIf
' YOAIdZAGREQ O6HNnAndY ccO @ CNEP YsodnKphadticedntbidkBardS OG A @S =
mediated by a thirddimension namelydiscursive practiceFaircloughdza S& | I f f ARF @8 Qa A
text, which includes both spoken and written languagext is, according to him, one
RAYSyaArzy 2F RAAO0O2dzNES® ! y2GKSNI RAYSYyaAzy Aa W
SGOd0 LINI O DiSchrSlve practicasgeYin thisuschéme a third dimension that
considers the processes of production,tdisution and consumption of texts. He defines this
three-dimensional structure as:
WoX0 |y FGOGSYLIWW G2 oNARy3d (23SGKSNJ GKNBS Fylfed
discourse analysis. These are the tradition of close textual and lingustlysis within
linguistics, the macrosociological tradition of analysing social practice in relation to social
structures, and the interpretivist or microsociological tradition of seeing social practice as
something which people actively produce and makense of on the basis of shared
O02YY2yaSyaS LINPOSRd2NBa®Q

By bringing all these tools together, Fairclough (2009: sta)es the main aim of
discourse analysis is:
WoX0 G2 GNIOS SELXIYyLF{i2NE O2yySOirazya hoSieSSy
texts are put together and interpreted, how texts are produced, distributed and consumed in
wider sense, and the nature of the social practice in terms of its relation to social structures
YR a0NHZA3f SaodQ

His conception is summarised Figure 4
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TEXT

DISCURSIVE PRACTICE
(production, distribution, consumption)

SOCIAL PRACTICE

FIGURE.4rhreedimensional conception of discourse (Fairclough, 2009: 73)

Once each discursive practice has been situated in a historical and ideological context
in terms of its perspective on assessment, the researcher exarhow all these practices are
grouped and how they interact with each other. As Hall (2008) states, a discourse in not
manifested in a single text, practice or institution but in many that are characteristic of a
specific historical context. When it becomed2 a A 6f S (G2 3ANRdzLJ OSNI I Ay WF
share some aspects (objedtyle, political pattern, amongthers), one is faced to what he
GSN¥a | WRAAOzINBAGS TF2NXIGA2YQ OHAnyY To00® ¢
discourse developed by NA a2 0 S@I ompyt0o 2y GKS olara 2F .|
constructed as a mosaic of quotations; any text is the absorption and transformation of
Iy 2 ( Ki8.N8T), which means that there is a permanent dialogue between texts and inside
texts.

In the context of this research, | wsétertextuality as a theoretical tool that worked
as a second step that facilitatee reconstruction of the polysystem. Like Fairclough, | see the
concept in relation to power struggles and the notion of hegemoalthough | see it as
AYGSaANIFGSR Ay . I1KGAYQa AYyAUGAlLf ARSI YR & y?2
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WL NI AOdz F NI & FNHAGFdzAk Q S6HnnpY wmnovd L GKAY]
polyphony heteroglossianddialoguealready account for:
WoX0 AYGSNISEGdz t LINRPOS&asSa IyR LINROSaasSa 27 O
processes of hegemonic struggle in the sphe[e of discpurse, yvhich have effects upon, as well as
being affected by, hegemonic struggle in the &iNJ a 8bfdd S ® Q

By grouping the ideologically analysed texts, then, intertextual analysis serves as a tool
to reconstruct the systems involved in assessment, as well as their relationships and their
ideological discussions.

These two steps enabtethe researcher to propose an interpretation of how the
assessment polysystem in Chile works at pn¢sand in time and, thus, allowefibr a critical
analysis of how this polysystem has been constituted in the context of an ideological struggle
over its meamg. Figure 5 summarizes the steps followed in the analysis of assessment

discursive practices and the next section explains how these theoretical and methodological

principles unfold in a set of specific methods.

1. CRITICAL/IDEOLOGICAL

ANALYSIS =

3. INTERPRETATION OF
ASSESSMENT POLYSYSTEM

P N

Text 2 Text 3

System 1
(Repertoire)

System 2
(Repertoire)

A

2. IN'I;ERTEXTUAL
ANALYSIS

Text 1 Text 2 Text 3

>

A SELECTION OF DISCURSIVE PRACTICES —
FROM MINSITRY, SCHOOLS, ACADEMY,

ETC, RELATED TO ASSESSMENT REFORM
PROCESSES

FIGURE 5. Summary of theoretioa@thodological framework
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[ll. METHODS

The frameworkset out abovewas translated into a series of very concrete and specific
procedures. First of all, evidence wageded about discursive practices around assessment
policy processes both for the present (sknanic view of the polysystem) and other periods of
Chilean history of education (diachronic view of the polysystem). On the basis of
historiographical sources about education in Chile (Labarca, 1939; Subercaseaux, 1997;
Monsalve, 1998; Egafia, 2000; NUfea02; Egafa et al., 2003; Cox and Gysling, 2009), four
periodswere determined as crucial, each one beginning with a relevant reform process with
implications for the assessment regime of the time. For each timpsela minimum of twenty
years wagonsideed as a reasonable time for discourses on assessment to spread throughout
the polysystem. In order to avoid bias and silences from these sources in terms of their
selection of specific events and names, triangulation was carried out through direct redding
documents from each period. However, the archive is already a place of selection, so

awareness about potential absences here must be bammind.

[11.1. Periods

The first period from 1860 to 1906 the longest one. In this period, the countrsich
recently becomeéndependent (officially in 18)0and the foundations afs project as a nation,
including what was to be done in education, were beginning to be settled. This is why, unlike
the other periods, 40 years are considered, as the instit@igorecariousness of the time
made reform dissemination processes slower than what can be expected for the following
decades.

In 1860 the First Organic Law for Primarynstruction was published by the

Conservative government of Montt, followed by a serésegulations that were made in the
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context of new Liberal (but also eliteelonging) authorities. Two features make of this year an
interesting starting point for the first period: 1) it is the first attempt to give a more formal and
stable framework toChilean public education, which was previously destined to elites, or to
lower classes only through very isolated (and patronising) charity initiatives; 2) and it is a law
initiated by a Conservative government but implemented by a Liberal one, aspeantbhat

add tensions and ideological discussions in policy processes. These laws and regulations had
implications for assessment processes and, thus, constitateappropriate source to observe

how policies are interpreted and used by different actors apstems.

The second period is that from 1920 to 1940. The beginning of the@ury in Chile
is accompaniedypa diagnosis of the educati@ystem that denounces its lack of coverage (in
1900 only 13% of the population was receiving formal educat®ubgrcaseaux, 1997: 97])
and its attachment to traditional methods of teaching. In this context, teachers and academics
initiated a professional dialogue through congresses, meetings, new professional journals, and
began to claim for a change in the eduoat system. This is the climate where thaw for
Compulsory Primary Educatiovas developed and published in 1920, whiohde this year
another interesting point to start a period of analysis.

Along with this, the emergence of the voiad teachers in tis epoch madeit
particularly attractive in comparison to other periods. Their voice became so relevant that they
were appointed to contribute to the design of a new reform in the late 1920s but were later
excluded for a change in decision of the authaida government of the time (Carlos Ibafiez
del Campo). Political changes in the second decade of the peramtk it alsointeresting to
observe how ideological struggles determine the path followed by education reforms, and by
assessment reforms in partilzu.

The third reform considered as highly relevant in Chilean history of educationtis tha
implemented by the Christiandbnocrat president Eduardo Frei Montalva in 1965. Along with

a very successful increase in provision, these years witness the carmmnisé a technical
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discourse on assessment, which for the first time is not only taken for granted as a practice in
SRdzOl GA2y o0dzi A& dzyRSNERG22R & | &dzoa2SOG 2F a
professional development and seen as a framdwior the development of standardised
national testing systems. In terms of how much of all this theorettiatourse (mostly
behaviouristat the time) is disseminated and implemented across the system and how this
changes influencechool dynamics, thigear seemedo be a good beginning for the third
period. Additionally, the following socialist government of Salvador Allende and the violent
disruption of it by the imposition of PidK S G Q& RA Ol I (i foMiake theferio®2 y (i NRA o dzi
very fascinatingone in terms of the relationship between power struggles and education
reforms, particularly those related to assessment.
Finally, the fourth period is that of the present decades. The 1990s begin with a reform
in education that seeks to put the Chileagstem upto-RIF 6 S | FGSNJ m1 &SI NBR 2
F dzG K2NRGFNARFY 3J28SNYYSyid FyR LINRY2GSa GKS &t 213
this reform is built on the basis of a legal framework created at the end of the dictatorship,
which makes of all thefforts in the period an interesting palimpsest full of tensions. This is
the framework where the current national testing system is established in terms of a control
device in the context of education understood through the laws of market and econordy, an
at the same time initiatives more related to critical thinking and formative use of assessment
are developed and promoted.
It must be clarified that this most recent period is understood as more relevant to the
study than are the more distant ones, s@mra space is dedicated in this thesis to account for
it. The first three periods are included as a way to observe how the polysystem of assessment
has changed over time, including what has been maintained in it in terms of persistent policy
strategies and 4 4SaayYSyid RA&O2dz2NASa GKFG KIFI@S tFaagSR

daily discursive practices.
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[1l. 2. Data selection and construction

For each one of the periods indicated above a @@ of discursive practices was
made, including evidenc&om different social spheres considered relevant to assessment
reform processes. These spheres were initially determined on the basis of the results from the
pilot of the analysis of sources (sAppendx 3for details) and were confirmed throughout the

processes of data selection and analysis.

[11.2.1. Types of sources

There are two main types of sources used in the process of data collection: documents
and interviews. In relation to documents, the historical dimension of the stondye it
necessary tavork with indirect or medhte accessources of data construction (Scott, 1990),
i.e., documents of different types. The advantage of this is that the aetaot created by the
researcher but constitute the discourse of participants without the intetianof a research
purpose in its design. However, this involves simultaneously an additional difficulty in
deciphering and interpreting the document, processn which the researcher is inevitably
involved in a dialogue with the text (Scott, 1990).

As may be inferred from the theoretical bases of this work, documeatg not
dzy RSNEG22R +ta + YSkya G2 F00Saa GUKS aNBrftAdeé
would be called into question both by contemporary historiography (see for example White,
1973 and 2003; De Certeau, 1993) and by theorists on the use of documents in social sciences.
¢tKS RAYSyaArzy 2F YSIyAy3a Ay R20dzySyid NBaSkNOK
dzy RSNA G I Y RA Y 3 Q-pradéch od & hernaneutitiipko&ess $uidR the researcher
relates the literal meanings to the context in which they were produced in order to assess the

7 A

YSEyAy3 2F (KS GSEG a | ¢ Kesdm® when dodqumdntso n 0 @ ¢ K
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were considered from the discursive and systenpierspective developed in this study.
Documents, when seen as discursive practices, have tmberstoodin relation to a context
of production, circulation and reception, which allows a more critical and richer reading of
them. As Prior (2003: 168) indtea:
WX0 Al Aa GKS LINPRAzOGAZ2Y YR O2yadzyLliazy 27
important ¢ how the document fits into the entire network of activities and agents of which it
forms a part. That is the key to the research prodess
The aim ofthis research wa$o reconstruct the networks of activities and agents to
which Prior (2003) is referring, specifically those involved in the processes of assessment
reforms at ech historical interval. Such wése perspective through which documentgere
understood in the thesis.
In relation to the second source of data, interviews @thto enrich the information
that was obtained through documents by adding aspects that could not be found in written
sources. Consequently, thewere semistructured in order to keep a balance between
openness of answers and previous document reading as a basis for formulating more specific
guestions Such a source also contributéml a better understanding of the topic by providing
the opportunity of direct interactiorwith relevant actors from different spheres, which is not
feasible through documents.
These datawere complementary with documentary sources amgkre analysed as
discursive practices in the same way as documents. This means that, again, and consistent wit
developments in qualitative research in recent decades, thiese not understood as a way to
200FAYy GKIFENR ¢ RIFEGF FNRY aNBlIftAdGeéd 6KAOK OFYy K
Authors like Mishler (1986) have highlighted the need to conceptualiseviews as speech
acts between speakers, both relevant participants during the interaction and also for the
LINPOSaa 2F lFylteaiayd RFEGFI® 'a CNBSo2Reé AYyRAOLFI
LIN} OGAOS&aQ Ay GKAOK LIS teling the thuiBfor-theharddf RSNB Q WFA Y
(2003: 168 169). Interviews must also be analysed as a moment of interaction between two
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speakers which develops knowledge about their points of view and beliefs about a topic in the
context of thehereand-now in which the interview was carried out. As Walford (2001) and
Freebody (2003) further suggest, it is necessary to recognise the conflictual aspect of
interaction and to incorporate it into the research process.

The critical, contexsensitive and discurgvapproach assumed in this studgquired
such a view in relation to interview$his approaclaccounts for their content in terms of the
perspectives being sustained by the actors, the way in which these perspectives discuss and
dialogue with those of thelocuments and the circumstances that settle the boundaries where
communication occurs. The sections on data selection and analysis provide a clearer and more
detailed explanation of how these principles about documents and interviews are applied in

practice.

[11.2.2. Selection of documents

L FaINBS gAGK {O0200Qa ARSI Fo62dzi R2Odzy
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purpose of representativeness in terms ofiohing all possible evidence. First, it is known that
a considerable amount of evidence might not be available (and its abseraehave
relevance for data interpretation), but it is also understood that it is not sensible to think of
including absolutelyeverything that is related to the topic as researcbuld become an
endless task.

Consequently, my selection of documentss based on the theoretical framework
described above and motivated by the research questions of this stuihyolved the search
of documents in web and physical archives that were considered reliBileeliable | mean
only that theywere official and related to recognised institutions and, thus, the authenticity

and soundness of their materiaould be trusted. In the case of wslies, most of the
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documents they contain are scanned originals, so there is no reason to suspect falsification.
However, | am aware of the (sometimes ideologically motivated) process of document
selection involved in official sources as well as of theudision that can be hidden behind the
surface of any official document, ahtbok this into account when interpretig research data.
The website®® 2 yadzZf 6§ SR 6SNBE G(KS /2y3aINBaa [AONINB 6So0aj
library, the OEI [Organisatioof Iberoamerican States] websitehe UNESCO eafsite,
university websites and Memoria Chilena [Chilean Memory], a website made with archival
purposes in order to make documents available to all citizens and which is managed by the
DIBAM [Direction for hiaries, Archives and Museums]. The physical archives considered were
the National Archive, the National Library, the National Congress Library, as well as some
private school and family archivesnd a few sources that belong the researcher's personal
collection. To facilitate the disctinction between primary and secondary sources throughout
the thesis, a different referencing system is used for each of themfdrheer are referenced
using footnotes, while the latter are referenced in the body of tett

In the process of searclyidence of discursive practices around assessment reform
processes was needed for each of the periods defined by the reseaiitteegeneral criterion
for selection was that of documents that referred to assessment anddbaesponded to the
periods concerned. Such critenigere, of course, subject to availability. | did not restrict my
search to a school level, region of the country, discipline, type of education or any other
preliminary boundaries because, although itwa have narrowed down the amount of data,
it would have also narrowed down the scope of research in an undesired way. A polysytemic
approach requires, as Ev&ohar states, n@ priori value judgments to select the object of
study. If the object does naemain observable in all its wideness, limits based on prejudice or
any other value judgements could be intervening and leaving the interpretation of the

polysystem, thus, incomplete.
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The process of document sampling was twofold. It involved, on the el ha
snowballing strategy based on historiographical sources about Chilean history of education. All
the documents referred in these sources that the researcher thought might contain relevant
information in order to answer the research questions weréaily selected and searched. On
the other hand, before the fieldworkook place, a keyword search oflevant and reliable
archive websites was also carried out. This search was based on words related to the topic
(e.g.,assessmentexamination testing, marks grades etc) as well as other words connected
to document genres where | thought relevant information could be found (degree law,
regulation primary instructiontestimony, memoires etc.). Both strategies involved successive
and iterative ounds of snowballing, that is, all relevant documents mentioned in the sources
already found were subsequently selected and searched.

The researcher read all the documents found before the fieldwork and a second
selection process was executed. Here doeuats were excluded or included considering the
periods concerned and their relevance and meaningfulness in relation to the topic under
scrutiny. A considerable amount of source material was retained as relevant for an
understanding of the context of the edation system of the period but excluded from the
main process of analysis in this second phase of selection. It must also be noted that a small
' Y2dzyi 2F R20dzySyida OFYS FTNRY GKS NBaSI NOKSNRA
physical exemplars angart of this phase although the archive search on the field had not yet
been done. Figure 6 summarises the selection process beforeetlolevéirk, which resulted in
76 documents being selected as relevant for my research. The processes of piloting (see
Appendix 3) and of initial analysis as a basis to build the interview schedules were effectuated

taking these documents into account.
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HISTORIOGRAPHICAL INCLUSION/EXCLUSION
SOURCES CRITERIA: periods

] concerned, relevance for
topic, relevance for context
rather than topic,
manageability and balanced
selection.

ONINdNYS

‘NITIVHMONS

INCLUDING THE
CENBELEE S 24 documents FOLLOWING SOCIAL
SPHERES: teachers,
local authorities,
\ teacher education,

1920-1940 5 documents schoals, politics,

KEYWORD SEARCH
AND SNOWBALLING

RELIABLE WEBSITES ||
PERSONAL
COLLECTION

international
organisations,
academy,
1965-1985 19 documents government,
students, religion,
working class.

— 1990-2010 28 documents

i

FIGURE 6. Summary of the process of document selection before fieldwork.

For the second round of document selection avehfieldwork was the main task,
although some new web sources were selected on the basis of snowballing sampling strategies
employed in this second stage. The sampling strategies were, on the one hand, snowballing
from historiographical sources (not alleldocuments mentioned in these texts were found
through websites) as well as from documents. On the other hand, systematic archive keyword
search was carried out. The latter included the databases of the National Congress Library, the
National Library andhe National Archive. Initially, access to some old schools was also
granted but the education conflict in Chile during the fieldwork period made it impossible
because the two schools contacted with this purpose were occupied by the students. Despite
this, a small quantity of documents from one of these schools was obtained before fieldwork
was carried out through a teacher who works there. Further evidence from school was also
obtained through access to a family private archive. In this phase of datatewilenultiple
sources were excluded, some because of their low relevance to the topic, others were kept
only as a context reference but not as an object of analysis, and a group of them were
unavailable in Chilean archives. With these criteria in m®@,documents were finally

selected. Figure 7 summarises the results of this stage of data collection.
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HISTORIOGRAPHICAL INCLUSION/EXCLUSION
SOURCES CRITERIA: periods

— concerned, relevance for
topic, relevance for context
rather than topic,
manageability and balanced
selection.

ONITdIAIVS

\:Nm.V_GMQNS

ARCHIVE SEARCH I e
- 4 local authorities,
T —— SRS LD Y 66 documents teacher education,
S schools, politics,
RELIABLE WEBSITES [l ol 4

K INCLUDING THE

1860-1900 9 documents FOLLOWING
SOCIAL SPHERES:
teachers, parents,

ARCH
LLING

KEYWORD SE/
AND SNOWBA|

| academy,
N— government.
1965-1985

13 documents

----------- i -’
COLLECTION v — A
-
FIGURE 7. Summary of the process of document selection after fieldwork.

The initial number of documentelectedfor analysisvas 193 The process of amgsis
itself involved further exclusions after a more detailed reading, or on the badiseofetical
(or discursive in this casseaturation (Prior, 2003, that is, when discourses and ppectives
around assessment begato repeat in a specific group gperiod and, thus, no new
information emerged After this processthe amount of documentsvas reduced tol66, as
specified in the figures abovdn terms of boundaries, the document selection was done
intending to keep a balance, when relevant, in termfs geographical location, level of
education (considering mainly priority to primary and secondary school), type of school and
discipline. Figure 8 offers a summary of the systems that were determined as relevant for the
assessment polysystethroughout iterative processes of search and analySikese systems
are present in different historical periods and assume different relationships and interactions
between actors in each phase. Discourses on assessment circulate between these systems and
actors,refleding different struggles over its meaning.

In terms of the quality of documents, if criteria indicated by authors like Scott (1990)

and Prior (2003) are followed, something has already been said aboutahitienticity and
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credibility Most documentswere original or scanned copies of the original and, if not, the

great variety of documents considered for the study aloMor triangulation of informatiao in

case of doubt. This ensurede authenticity of the documents in terms of their soundness. In

termsof authorship as part of the process afsessing authenticity, there was possibility of

1Yy26Ay3 6K2 GNBIf { estor exdd® thdsv mai®y hakhdd dadeRernedizy Sy (

the design of a national test, just to give some examples of problemadiesckis was not

relevant for this study, as Wwas concerned with the roles of the transmitter(s) and the
NBEOSAGSNDBAOD Ay | LI NIAOdzZ N &AdGdzr GA2y 2F O2YYdz
1KS R20dzySyiéad hNE T2t fy2conkegmdin gnayRisial @ith thé mppn 0

intendedcontent thereceived contenand theinternal meaning

Government
(Ministry of
Education and

local
authorities)

e

(heasgth:atz:lgers, f
e ) Assessment
polysystem

N

Teacher Academy

Education (teacher
(initial and education and

continuous) research)

FIGURE 8. Main systems considered in the study.

In relation to credibility as a second criterion, Scott (1990) promotes a permanent
distrust of documats as the best attitde in using this kind of sourda social research, as
they can be intertwined with political, economic and ideological interests which might affect

their sincerity in the choice of a point of view. If the focus of my study was te hagess to
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what Scott (1990) indicates is highly consistent with the filterough which | read the

az2yvys
&
documents. Critical/ideological analysis of discourse means precisely reading texts as places of

ideological struggle and interplay of interests, where language strategies are employed with

the aim of presenting assessment, or anther aspect of the world, from a specific

perspective.
In terms ofrepresentativenesdt must be notedifst that it wasnot a concern in this
Yoodod

a

study, at least in the traditional sense of the word. Prior (2003:-158), referring to
30dzRA S &
YR f

document sampling imualitative research, indicates thalhesekinds 2 ¥
0S NBLNBaSyalGAdSQ

GSNE Yyl Gdz2NBE OF yy2i
sampling to refine ideas rather than to satisfy the demands of calculation is &salished

LINJA y QtAshdlé Bedbore in mind, thus, that this kind of representativeness wanot
important in the context of the theoretical and methodological framework selected for this

study.

However, as Scott (1990) states, the researcher mustvbare of the extent to which
the documents being used are not representative. In my case, for example, mugindats

were taken from operarchival or operpublished official and private sources (Sc@f@90: 11).

Only a few of them aae from closed or rdscted access sources. The implication of this is

Oy ©6S Wi
aSt SO0 A 2wafcondefnéu2 viithi >

that, when open access documents are deposited in some place according to their survival in
RSt A0OSN) GS=

GAYSS GKA& RSLRaAU
survival of an uB LINBa Sy dl GA @S
discursiverepresentativeness and, thus, with the space of the archive as a potential place

ideologically motivated misrepresentatioifhis aspect nonethelesswas considered in my
interpretation of the analysis of documents. | consi#mwhat voices we more present than
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others and how this could be related to ideological struggles that allowed the survival of only
those documents from the elite.

Finally, in terms of the criterionf meaning what Scott proposes for documents, i.e.
the hermeneutic process referred in previous sections of this chapter, is very coherent with
the discursive perspective assumiadthe thesis According to Scott (1990) his/her dialogue
with the text the researcher observameanings, genres, styles, rhetorical resources and its
context of production and reception, to finally propose a wWelinded interpretation of its
meaning. Given that a framework like the one proposed here is sienilar to theapproach
Scottsuggests, the criterion of meaning can be considered as accomplished.

A complete list of the documents finally selected for analysis is present#&ppandix
1, considering title, social sphere, institutional affiliation, discursive gerwehaas, intended

audience, political affiliation (if applicable) and time and place of publication.

[11.2.3. Selection of participants for interviews

Interviews were designed and thought as part of the sources of evidence about
assessment reform processi Chile. A small group of interviewees was considered adequate
as the emphasis of the analysis is on depth rather than breadth, and also because interviews
are seen as complementary thhe documentary sourcesTwo types of participants were
consideredteachers and policy authoritiedlost interviewswith both profilestook between
30 minutes to one hour, with a tendency in younger teachers to shorter accounts in
comparison to their experienced colleagues.

For the sphere oéducation governmenta purpseful sample of four key actors in the
process of AfL reform was executed. The criteria for selection considered a variety of roles in

the policymaking process, in order to gain an understanding of the variety of perspectives,

59



University of Oxford
Department of Education
D. Phil Progname

interactions and relationsps that can be found in this particular system. The roles of each

participant are detailed below:

Participant 1 (PAl)held a leading role in the Assessment and Curriculum WGE
during the period of AfL reform.

Participant 2 (PA2)an academic who wsaworking in thdJCEn a role more related to
theoretical support.

Participant 3 (PA3)was member of the assessment group of tb€Ein a more

executive role in the process.

Participant 4 (PA4)person in charge of coordinating the implementation of thé

programme in the University of Chile.

¢KS | ONRyeyYy aildlyRa FT2N Wwt2ftA0e ! dzikK2NRG&Q I
¢CKAA GSNY gl a aStsSoigrRNRI (RS NI ARKIIRY -dowilk2at A ©2 6 I
perspective of policy processes, where gowveent authorities create policies that others have
to implement, highlighting instead a perspective where all the actors involved in policy
processeanake policy (Ball et al., 2012Although not all the participants argovernment
authorities as sughthee KSf R L2 aAdGA2ya a NBLINBaSyidaldAgSa
time, which allows them to be callgmblicy authorities

The aims of the interviesvwere: to gain a better understanding of how policy
authorities conceptualise and make sense of thmin decision making processes and the
reforms they design and intend to scale up; to understand their view about other actors and

systems involved in assessment reform processes and the degree of responsibility they assume

as part of the process; and to @et, in the context of their narrative about the process,

! Participant 4 was initially the person who participated in the pilot interview but given the absence of
changes to the interview schedule after the pilot and the ricgsef the information contained in this
interview, the researcher decided to include it as part of the data.
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conflicting points and potential contradictions experienced by policy authorities in assessment
reform processes. The complete interview edhle can be found in Appendix 6

As part of the evidete for the sphere of school a series of interviews with teachers
were also carried out. A purposeful sample of 20 teachers was constructed. The selection
LINEPOS&da IAYSR F2NJ I o6FflyOS Ay G(SIOKSNEQ RSAN
historical aspect of the research), level in which they teach, disciplines in which they are
specialised, their gender and the type of schoalhich theywere workingat the time of the
interview. This wasot with the aim of reaching representativeness in the ttatal sense of

A

GKS GSNXY odzi G2 20iGFAYy | O02dzyia a @FNASR |

Qx¢

discourses and reform processes. A summary of the selection criteria can be seen in Figure 9.

Different discipines
(Specialisation)

5 primary teachers Fas

5 secondary teacherfasseel  Different disciplines

10 experienced
teachers (studied A
and/or began working
around 19651985)

Looking for a balance 10 recently graduateq
gender and keeping teachers (2 to 10 yea .
variety in school typq of practice)

Different discipines
(Specialisation)

5 primary teachers Eas

5 secondary teacherfaeeee ¥ Different disciplines

FIGURE 9. Selection criteria of participant teasher

This second group of interviews was designed with three aims: to gain a better
understanding, from the perspective of teachers, about the processes involved in translating
and adapting assessment policies/theories into practice, both historically aridgdtecent
years; to obtain an account about the channels through which policy/theory is disseminated,
transformed and adapted into practice, from the perspective of practitioners; and to detect
continuities as well as conflicting points and potential tcadictions experienced by teachers

in these processes. The characteristics of the selected participants are summarised in
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Appendix 8 The interview schedule fdyoth experienced and recently graduated tdgrscan
be seen in Appendix. 6

As has been meitned above, all the interviews in this stugiere thought of as a
means to complement the information obtained through the documents and, thus, to fill the
gaps found in the analysis of documents. In order to achieve this aim, they were designed after
a first phase of document analysis and literature review, which served as a basis to build more
specific questions.

Access to policy authorities was not difficult as all of them are people | worked with
during my involvement inhte AfL project. This congiiied an advantage as the asymmetrical
relationship that is usually found when interviewing power elites was not present in this case.
Ly /2Y0dA YR hQbSRAWA 2¢h i nARSH SMIF andesud KR & & MI13
given the shared experieacbetween interviewer and interviewee, which allowed a more
symmetric as well as more strategic management of the interaction. Along with this, the
change of government in 2010 generated a very unique opportunity of interviewing policy
authorities who (afer 20 years) were not currently in power and, thus, seemed more
predisposed to analyse things in a more critical way. WBatteson andBall (1995: 203)

RSAONAROS Fa | WYyINNIGAGS 2F 2dAUGATAOF(GA2Y QS
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interviewees were sometimes surprisingly open to indicate the negative aspects of their work
when they were in power.
But this proximity also involvepotential risks. Paitularly criticalhere wes, as | have

AYRAOFGSR Ay LINB@A2dza LI 3Saz Y& LRaAldGAz2Yy | a

U3az2Ay3a yFiABSUY ' yR 0SAy JBattdSoNBdBalRDEE: 20 wed SS A

very high. However, the presee of a more symmetric relationship here doest mean that
the researcher wagsot aware of discursive strategies used by interviewees. A critical analysis

of discourse is the permanent lens through which all sources of evidearzanalysed in this

62



University of Oxford
Department of Education
D. Phil Progname

study. Triangulation through other sources of information, intervigaseachers being among
those, wa a way of keeping a broader and more balanced view.

Teachers were contacted on the basis of the selection criteria explained above. My
professional experiete has put me in contact with many teachers, so gaining access to
interview them was not problematic. The strategy | used to reach them was one of
snowballing, that is, of asking teachers | knew to recommend other colleagues who had the
profile 1 needed awording to my selection criteria, if those who | knew did not fulfil them
already. As a result of thishe group of teachers includeghrticipants who | am close to as
well as totally unknown professionals but who were keen to participate given the domgec
made through someone known to them. Although snowballing always involves the risk of bias,
this is balanced by the previous design of a purposeful sample and by the richer account that is
usually obtained when the interview takes place in a morexedacontext of interaction
(Walford, 2001: 89).Additionally, this information ws triangulated with that of the
documents analysed for the same period.

All participants, policyauthorities and teachers, freely agreed to participate in this
research ad all ethical requirements were followed. All of them were informed with
anticipation about the aims and content of the project and signed a consent form before the
interview (see information sheet, format for informed consent and CUREC approval in
Appendx 7). There is, however, a potential problem of identification of some of the policy
authorities given their very specific role in thCEduring a particular period. Despite this, it is
also certain that the information they give does not expose therang grave harm and that,

FINBSAYI 6AGK /2yGA YR hQbSAt 6HAATY THOUS AY
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63



University of Oxford
Department of Education
D. Phil Progname

As an illustration of the process of interview and transcriptidppendix 1lcontains
two examples of interview transcrips translated into Englishone for each profile (policy

authorities and teachers).

[11.3. Data andysis

[11.3.1. Critical discourse analysis

As | have explained above, tfiest phase of analysis involvete critical/ideological
analysis of each discursive practice, according to the principles defined by Potter and
Whetherel (1995) and Van Dik @%T Hnaanyod ¢KS NBaShHNOKSNDa f
o Ol ANRBdzyR 02y adAiddziSR Iy | RRAGAZ2YIE FR@FydGlr3as
ideas as a basis. In order to make the process of analysis more organised and transparent, the
different aspets considered by Van Dijk (1999; 2008) were broken down into a series of
categories for analysis that were considered for each source. The analysis involved three

phases:

1) Initial reading

All documentary sources were subjected to a first general rgpdimed exclusively at
determining whether they were relevant to the research topic. This was not the case with
interviews for obvious reasons, although a first reading of them was also executed with the
aim of gaining an initial insight around the mairttpens and ideas that emerged from them.
This first engagement with data was guided by the type of questions that Srivastava and

Hopwood (2009:78) suggest for an iterative coding framework in qualitative data analysis:
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WvmY 2KFG FNB G KpcithRengaging with théofetied, subjckve, drtological,
epistemological, and field understandings)

Q2: What is it | want to know? (According to research objectives, questions, and theoretical
points of interest)

Q3: What is the dialectical relationghbetween what the data are telling me and what | want
02 1y26K OwSTAYyAyYy3a GKS F20dza FyR tAYyl1Ay3 o
This phase also served as a basis to observe differences in the nature coeach

(i.e. what it meant to analyse sample tesin contrast to a law or a biographical testimony)

and, consequently, tsnake decisionfor the subsequent phases of analysis in each case.

2) Preliminary coding

Beforethe process of CDA as such took pldmat bearing all its aspects in mind, each
discursive practice (both documents and interviews) was submitted to a general reading and

coding process, in order to make thggeof critical discourse analysis more manageable.

{ Documents

Some of the documentsvere focusedon a more general theme andbitained a
specific number of fragments thawere relevant to assessment. This svéhe case, for
example of some general laws that hadsection on examinati@or journal articles written
by teachers where they criticidethe assessment system as one @spamong many other
points. The preliminary coding of these documents involved reading and highlightyegaw
those fragments which we related to assessment, along with writing codes for the rest of the
document in order to systematise the contextumspects that frame what wa said about
assessment. When a relevant aspect around pedagogy, curriculum, or an approach to

education or ideologyvas found, it was highlighted in pink.
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The procedure was different for those documents entirely dedicate@dgsessment
(e.g. assessment legislation; an article on an assessment controversy; or a text on assessment
used in initial teacher education), as it would be absurd to highlight their whole content. What
was done in this case was to generate some readingswhere the content of the document
was summarised and some meaningful or exemplargtations from it wee transcribed. A
similar procedure was followed for some the documents available only as pictures, which did
not allow for highlighting or writingrmthem unless printed.

The coding process was carried out trying to follow a specific logic that would allow for
an increasing understanding of the main events of the period, the actors that were involved,
the changes that took place and the operation edch system. The researcher started by
reading the legislation of a period in chronological order with the aim of tracking changes and
potential points of controversy, which were included in the coding process. The entire
legislation of a specific levelrimary or secondary) was read separately, in order to gain an
understanding of the discussions of each system. Then, evidence of diverse nature from the
school level was considered (e.g. clasports, minutes of examinationstestimonies of
teachers or atdents, etc.) and the dialogue observed between these sources and between
them and the legislation was also considered in the coding process. Finally, available evidence
from other social spheres was then analysed (e.g. academic or professional aritigsalp

programmes, minutes of congresses, etc.) and coded.

9 Interviews

The entire interview coding process was carried out with the aid of NVivo 9 qualitative
analysis software. The procedure for the coding of interviews with policy authorities ialvolve
an inductive approach. This comprises a very detailed coding of all the transcripts, assigning

codes to each fragment, taking the research questions, the theoretical approach and the
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interview questions into consideration. Once this process completecodes were grouped
in major categories, some of them on the basis of themes coming from the structure of the
interview schedule and others generated during the process of codlimg list and definitions
of the categories as well @xamples otheir corresponding codes are detailed Appendix 9

The commonalities found in the accounts of teachers during the initial reading allowed
for a different approach to the analysis of their interviews, which was also more sensible in
terms of the amount of data ahthe timeframe available for research. All interview transcripts
were first coded in relation to the main themes contained in eaabstion, separating those
that were specific to experienced teachers (e.g. questions about past assessment practices).
Then the researcher accessed the file where all thecounts for a specific theme wee
provided and executed a more detailed coding of thérhe definition of thecategoriesand
examples ofheir corresponding codes are detailedAppendix 10

The codingproceduresk £ £ 2SR I ff (GKS LI NOGAOALIYGAQ OO
with the corresponding fragments where each aspect was evidenced, facilitatiegthe

writing process.

3) Critical discourse analysis

Once the process of coding had been executedecond phase involved the critical
discourse analysis of each discursive practice. The aspects considered in the analysis can be
divided into three main aspects: the context of enunciation; the general content of the
document; and ideas or perspectivea assessment. The first aspect sifacusedon giving
details about thefeatures that surrounced the analyseddiscursive practice. This allowed
situating practices into specific groups and circumstances during the intertextual an@ihysis.

categories onsdered for this first point wee: social sphere, time/place, type of discourse,
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type of document, author, role of participantastitutional affiliation, political affiliation,
audience and context (definitions are provideddppendix 2.

The second aget involvedthe analysis of the content itself but in general terms. This
FAYSR (2 3IA@S (GKS -0y EAS Ho DR I (RSHIhasR §/1GaNT G K |-
related to assessment. The categories includetter this conceptwere the following:
purpose,content summary, words used for participants, main use of language/style, aspects of
organisation of information, schematic structures, rhetorical resources, speech act and other
relevant ideological aspects not directly related to assessmentnjtiefis are provided in
Appendix 2.

Finally, the perspective on assessment tbatildbe inferred from the analysed source
was also considered for analysis. Ttategories oforganization of informationschematic
structuresandrhetorical resourcesvere in some caseselated to assessmer#nd in othergo
the general content of thaext. Along with these, there we four more categories for this
aspect: lexicorof assessment, summary of point of view about assessment, implicit ideas
about assessment anelevant quotations (definitions are provided Appendix 2.

The first aspect, namelgontext of enunciationwas determined for all the sources as
may be seen in the list provided iAppendix 1 Considering each social sphere (i.e. school,
politics, govenment, academy, among others), some discursive practiwese analysed
initially through a template where all the categories included in the aspeagemdral content
of the documentand ideas or perspectives on assessmarg detailed in extension (an
example is available iAppendix 3. This allowedor an initial mapping of the main actors,
systems and discourses involved in each period. If the remaining sources for a specific sphere,
taking as a basis the initimeading and coding process, dibt add new insights around
assessment but, on the contrary, repedthe same principles, lexicon and approach than the
sources analysed for that sphere, the détd unfolding in the template wsanot considered

necessary as a point of saturation waeached. ffiese sourcesvere grouped withthose of a

68



University of Oxford
Department of Education
D. Phil Progname

similar view and same social sphere for the subsequent intertextual analysis. Intewees
considered in this phase as a source that, rather than being ascribed to a specific group,
provided complenentary and erniching information for the understanding of the period and
its different actors, systems and discourses on assessment.

For a more detailed illustration of thgroceduresdescribed above, aaxample of all

the steps othe process of analysis of a polidycument can be seen in Appendix 5.

[11.3.2. Intertextual and polysystemic analysis

Once all the sources from a specific period had been critically/ideologically analysed,
the researcher proceeded to connect them through the different aspects of thelddeal
analysis. An intertextual analysis was carried out in terms of looking for differences and
commonalities in discourses on assessment and their context. As Fairclough (2009) describes
it, both vertical and horizontalintertextuality were consideredthat is, the dialogue of each
text with the others as well as that of the text Wihistory and with its context as meango
generatediscursive formations.

These discursive formations invotefor example, grouping all the documents from
one socialsphere (e.g. the Ministry of Education) and its different institutional roles (e.g.
Minister, school visitors, heads of units) on the basis of a specific political affiliation.
Addtionally, discursive practices we organised according to their perspeed on
assessment and the general ideologicahtext where the perspectives we situated. One
these discursive formations we determined (with all the complexities this invotia terms,
for example, of more than one perspective in the sapmactice),the researchersoughtan
interpretation of how they intera@d with each other, both in terms of a common view and of
discussion and resistance. Along with this, from contextual information, the ways in which

discourses circulattand wee transformed in lis intertextual chainvere reconstructed.
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It must be noted that not onlynanifest intertextuality that is, the explicit mention of
one text into the otherwasanalysed. What Fairclough (2009), on the basis of AutRéxuz
YR al Ay 3dzSy S bnir@tasconskitGigeNdeXtextBafityvasalso a central aspect
of my analysis. This has to do with the way in which each text relates teefeetoire to the
discursive conventions that frame its production. Such relation can be of agreement, parody,
negation, representation, amongthers.

All this process enablethe researcher to map the main groups involved in the
production and circulation of assessment discourses, as well as the way in which theg relate
and interaced. The path to the econstructon of a polysystemthus,washighly facilitated by
this second step of analysiBhe third stage involvedefiningthe systems and their repertoires
and the way they struggtefor meaning in the field of assessment. Bdowith this, the
researcher hado observe low the assessment polysystem haldanged through history and
how the diachronic dimension had presence in the synchronic one. A summary of the

different phases in the process of data analysis is found in Figure 10.

\

Selection of
discursive

Interpretation of

the assessment
polysystem

practices around i Tda
assessment ' analysis
reforms

/

Figure 10. Summary of the pbes of data analysis.
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IV. ENSURING TRUSTWORTHINESS

In order to enhance the credibility and dependability of the research, a series of
procedures were followed. These consisted in processes of interview reviewing and piloting,
document analysis pilotg, peer examination and triangulation. All of them are described in
detail below.

After changes generated through several rounds of expert review from my supervisor,
interviews were piloted considering the interactions themselves as well as the whategsro
of analysis. Having my research questions as a reference, the aim of the process was to assess
the quality of both the interview questions and the information that was obtained through
them. It also involved asking interviewees (after the interaction)suggestions about ways to
improve the interview schedule and determining aspects of the context that might have an
impact during the process (from technical aspects such as environmental noise to timing and
comfortableness of the situation).

Two teacters were interviewed in order to pilot the interview schedule related to the
sphere of school. | selected two very different profiles with the aim of detecting relevant
divergences before carrying out the definitive interviews. The first interviewee was an
experienced primary teacher who works in a public school situated in a rural setting. The other
participant was a recently graduated seclary Biology teacher who worked a public urban
school. Several changes were made on the basis of these interviews.

CANBRGZ Ay GKS aSOdGA2y | o2dzi GSFOKSNEQ 3ISySI
constituted relevant data about the context where they wadkand where they were trained.
Along with this, | noticed some lack of detail in the answers of both irte®es in relation to
their practices, the way in which they experiedggolicy changes and the content of their
initial education as teachers. This involved adding examples to the phrasing of questions as

well as incorporating new questions. Some other sfiens were added taking into account
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information that emerged as relevant in both interviews and suggestions made by one of the
teachers. No further piloting was carried out because of the consistency between the accounts
of both teachers, despite their iffierences in professional training and practice. This
consistency was confirmed when definitive interviews were carried out.

The interview schedule for policy authorities svpiloted with participant 4 (RA. In
this case, no changes were made to theestions as they were adequate to obtain the
information required for this study and the interviewee did not suggest any modifications.
Given the richness of data in this interview and the absence of changes in the questions, the
pilot interview was addetb the definitive study.

In terms of technical details, the pilot process revealed some problems with
environmental noise, so arrangements were made to let noise be absorbed during the
interview and to have two recording devices in order to be able tskhdhe one with higher
sound quality afterwards. In relation to interaction, tiieur interviews were as relaxed as a
formal situation like this can be and the only detail | decided to modify was my excess of
GKSt LE | YR Ay dSNIBSYy (ds stryigglinditSfiyid amkrs or & phinSeNaBhiS 6 S S
tended to guide their answers in a specific direction.

Along with the interview schedules, the template designed for the process of analysis
was also piloted with a set of 11 documents from the perioanfrt860 to 1900, including the
phases of intertextual and polysystemic analysis. The template resulted to be useful for
managing data as well as functional to the research questions. Only one change was
introduced to this tool on the basis of the intertexiuanalysis. It proved necessary to include
the political affiliation of authors itegalpolicydocuments as this facilitated the observation of
ideological groups and trends during the phase of intertextual analysis. The detail of this
process of pilotig and its results can be found in AppendixXThe initial pilot process, given
the small amount of documents analysed, did not allow for a consideration of potential

saturation. This was discovered throughout the definitive analysis, where saturation was
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reached for specific spheres in each period. Hence a decision was made in relation to the use
of the template for an initial mapping of each period until saturation was reached for a
particular sphere.

Peer examination was also used as a means to impronsistency and transferability
of the analysis. Although | recognise variation in interpretation as inherent to qualitative
research, | thought it relevant to avoid a complete looseness of criteria in the process of
Fylrféeaira o¢é g KAOK diive ScoultNadStheNanayBisldipa a spaSifich LIS
predetermined interpretation. Two colleagues from Chile were asked to analyse two
documents already analysed by the researcher during the piloting of the instrument.
Reviewers were selected on the basis of alsimbackground to that of the researcher. Along
with the shared cultural background, the two of them have a relevant degree of expertise and
professional experience both in the field of assessment and in the field of discourse analysis,
although each one ds one of these aspects as her main strength. The analysis made by the
reviewers was highly consistent with that of the researcher with only one relevant aspect
missing from the templatetype of discourseas different from, and more general than,
discursve genrg, whichwasadded after the reviewing process. A specific description of the
peer examination process can be found in Appendix 4.

Finally, triangulation wa another means to enhance theustworthiness of the study.
It was a permanent featurén this research, as it involveal variety of sources of evidence:
documents of diverse type and interviews with different actors. Additionally, higicaphical
bibliography allowed for a contrast between what wasind in the documents and what was
said inthese texts. This is not to say that historical accowmse considered as intrinsically
valid or more credible against documents or viegsa. These accountgere understood as a

means to add a different source when findings negdonfirmation.
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V. CHAPTER CONCLUSIONS

The nature of tle problem described in Chapter determined the selection of
theoretical and methodological lenseSiven the involvement of power struggles for meaning
in the field of assessment, CDA was selected as the theoratidainethodological framework
for this research. This framrk, nonetheless, wasonsidered from a specific perspective
that goes back to CDA raotn Foucault and Bakhtihis perspective alloweda dynamic,
critical, historically embedded and systengiew on discourse.

Three theoretical toolsvere selected in the context of this framework: polysystems
theory, intertextuality and critical/ideological analysis of discourse. Polysystem theory was
selected as the more overarching tool, as it offers a perbpeevhere interactions between
systeans can be hypothessl in order to understand phenomena in a broader, more dynamic
and complex sense, thus gaining a richer understanding of the way in which discourge on
this case, assessment circulates insidea polysystem. In order to achieve this, some
established procedures which facilitate the reconstruction of tbgertoires(i.e. the laws for
text production) for assessment were followed. Such procedureseweased in two
theoretical tools: critical/idealgical discourse analysis (Van Dijk, 1999; Van Dijk, 2008; Potter
and Wetherell, 1995), and intertextuality (Bakhtin, 1990; Kristeva, 1987; Fairclough, 2009).

On the basis of this methodological framework, a thetep strategy for data
collection and anlgsis was designed. First, a selection of a series of discursive practices
(obtained mostly from documents and interviews) from the spheressidered relevant to
policy processesvas made Each discursive practiogas then critically and ideologically
andysed in order to detect the point of view about assessment defended by each actor and
the context in which each discourse is enunciated. Thedtbtep involvedan intertextual

analysis of the selected discursive practices, with the aim of detectingareships between
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actors, contexts, groups and perspectives. Finally, the intertextual analysisl sesreebasis for
interpreting how the polgystem worked

The setction of discursive practices wamade not only for the present, but also for
some past paods of Chilean history of education in which reforms of asseent were carried
out. This wasdone as polysystems must be interpreted both from a synchronic and a
diachronic perspective, in order to observe how discourses were generated and how they

stugdf S 2NJ 2@0SNI L) G2RIFeY SELI YyRAY3 2dz2N) OASS
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CHAPTER Il
THE PAST

Wcan understand the hesitation of my generation, indeed it is no longer mere hesitation; it is
the thousandth forgetting o dream dreamt a thousand times and forgotten a thousand
times; and who can damn us merely for forgetting for the thousandth #ne?
OCNI YT YIFTF1FZ WLy@SadGadl

INTRODUCTION

This chapterfocuseson the first three periods considered in thresearch, as they
constitute the past that contributes to the topic under scrutiny through a diachronic
perspective.lt is presented in three sections organised in chronological order: 188D,
19201940 and 1968.985.

For each periodinformation is pesented in a similar structuréhat expresses the
position stated by Fairclough (2009: 198) that when using a qualitative and discursive
approach it is neither possible nor desirable to separate the description of results from their
interpretation. | present an interpretive account of findings on the basis of the research
evidence, rather thait NS & dzf (G & ¢ T2t f ZFach descipiion ang ntar@etadion s 2 Y £
illustrated through representative quotations or summaries of documents that provide
evidence for the interpretation.

Every period is structured on the basistloé three layers introduced ihapter (see
Figure ). the ideological level; the level of education reforms; the level of assessment
discourses. The first one introduces the imadeological trends at the time as well as the
central political discussions that surrounded education reforms. The second level addresses
the models of education promoted by different actors in the corresponding period, as well as
pedagogical and/or cuiculum changes that were undertaken. Finally, the main discourses on

assessment that circulated during the period are explained. Throughout the account for each

2In: Kafka, F. (1971Fhe Complete Storieklew York: Schocken Books, p. 331.
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period the interrelations between the three levels are also highlighted. Given the nature of
data, a somewhat different structure is considered for &#651985 period, as explained at
the beginning of that section (sgmge 13)}.

Additionally, for each period a representation of the polysystem(s) through which
assessment discourses circulatedffered, with an explanation of and reflection around their
main features, either in a specific section or across the section devoted to the period. The
researcher is aware that graphic representations inevitably reduce complex phenomena: the
diagrams areffered to aid the understanding of complex structures but are understood to be
incomplete representations of their elements and functioning. A guide to the colours and lines
and arrows that are used in these diagrams is provided at the end of this irtiod.

The account of each period begins with a chronology that summarises the government
of the country during that phasencludingits political tendency, listing the main events that
are referred to in the section. Appendix 12 also offers a summatiieomain political trends
and parties in each period.

The chapter finishes with some conclusions about the analysis and interpretation of
data presented for the three periods in consideration. This section summarises the main
findings for each phasestblishes patterns and relationships between them and proposes
projections from these data to the 1998010 period that is analysed €hapter IV

As mentioned above, the followinguide clarifies the meaning of colours, lines and

arrows in the diagramdhat summarise the structure of each polysystem.
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s School

I | General community or actor external to school
- B Government

I Initial Teacher Education and Higher Education

[ Foreign models and ideas
—]  Re5237Ch

Lines and arrows \

Comection or subdivision (no hierarchic
relationship)
> Oneway relationship (bottorrup or top-down)

<€ Two-way relationship (bottorrup and topdown)

Dialogic or horizontal relationship.

Preestablished career paths.

3 3 Flow of ideas.

Tension.

TABLE 1Guidefor the diagrams of the chapter.
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1860-1900: TWO SEPARATE PATHS

CHRONOLOGY OF THE PERIOD

CONSERVATIVE REPUBLIC LIBERAL REPUBLIC
Government of
Manuel Mont Government of José Joaquin Pérez

1860 1861 1862 1863 1864 1865 1866 1867 1868 1869 1870

wPecree for reduction of subjects for
University entrance

Regulation for the Organic Lia

First Organic Law for
Primary Instruction

Government of Federico Errézuriz Zahartu Government of Anibal Pinto

Regulation for the National Institute

1871 1872 1873 1874 1875 1876 1877 1878 1879 1880

Abolition of freedom of education decree

Freedom of education and exams decree Reform of Secondary and Higher
Education

Government of Federico Santa Maria Government of J. M. Balmaceda

1881 1882 1883 1884 1885 1886 1887 1888 1889 1890

Reformist impulse (German model)

José A. Nunez's report op_|
his visit to other countries Valentin Letelier's Committee
visits Germany

Regulation for Teaching and the Internal
Regime of Elementary Schools

PARLIAMENTARY REPUBLIC
Government of Jorge Montt Government of Federico Errazuriz E.

1891 1892 1893 1894 1895 1896 1897 1898 1899 1900

New Regulation for Primary Schoo

Pedagogical Congress with teachers,
1891 Revolution academics and authorities

Suicide of Balmaceda
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1. The ideological level: the origins of a segregated nation

In 1860 Chile was a new nation that had experiencedy amlfew decades of
independence. Its first forty years of autonomous existence had seen the emergence of its first
public University alongith earlyefforts to develop an education system (Nufiez, 2002; Egafa
et al., 2003; Cox and Gysling, 2009). Thedirstematic endeavour to create a national system
of education is evidenced in the publication in 1860 of fiest Organic Law for Primary
Instruction introduced by the Conservative government of Manuel Montt. This law aimed to
establish the first Statdunded primary instruction at the national level, while private
education and secondary schools remained separate and independent of the control of
government. The ideological underpinnings of this Conservative law can be traced in the
following quotationdrom the minutes of the Conservative party:
We, The Conservatives, want to maintain the fundamental principles of civilised societies; such
Fda NBfAIAZ2YS FlLYAfEST LINPLISNIE&: Ay 2yS g2NRI SO
tends to theperfect oeuvre of the human creat®e) o0 YAy dziS 2F My Ty
WX0 GKS /2yaSNBFGABS LI NIez OFNNEBAY3I & | olyy
freedom, freedom of education, freedom of association, the autonomy of the Municipalities
andtheA y O2 YLI GAOATAGASE wi2 0S O2WNAXRINBARES 2FNImyly

Whe flag we hold today is the same that our fathers raised and that contributed to giving us
independence:

6X0 2SS gLyl SRdzOFGA2Y 27F ak dpiokbe provided taking LIS 2 LI S
religious principles and catholic morals into accaliminute of 1886)

The Conservative character of the 1860 Organic Law can be observed in the
importance attributed to the moral and religious component of education, grelemphasis
2y SRdzOF A2y Qa NRtS Ay RAAOALX AyAy3a (GKS ISy SNIf

the period to be naturally vicious and in need of discipline. The freedom of education from

3 All the quotations taken fronConservative Party (1878Resefiade las XIV Convenciones del Partido
Conservador (1878947) [Account on the XVI Conventions of the Conservative Party (1843)].
Santiago. Available ahttp://www.memoriachilena.cl/®2/w3-article-67818.htm| pp. 14, 18 and 23,
respectively.
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State control is also a principle this political fordefends throughout the period under
discussion, as illustrated below.

The scenario becomes complex when the Conservative government, after 30 years in
power, is displaced in 1861 with the election of José Joaquin Pérez as the new president. He
represental a LiberalConservative alliance against the authoritarian government of Montt, an
alliance that not all Liberals supportedAlthough united in their opposition to the leaving
president, there are marked differences between Conservative and Liberal wmls@st
education and about the role of the State in it, differences that become increasingly apparent
during this phase.

These differences have to be understood in the context Chile&rCEntury concepts
of Conservatism and Liberalism. The former msoatinuation of Spanish colonial elites and,
hence, is conservative in relation to the values represented by the colonial past: religion,
tradition, aristocracy, natural rights to land and elitisim.the context of these principleshey
perceive State aarol as a transgressioof their naturd rights to property and their &holic
morals. However, they oppose State intervention through principles more often related to
Liberalism, at least in theory: individual freedom, religious freedom, right to priwatperty,
freedom of education, free market competition. Conversely, Chilean Liberals promote a strong
State that regulates and provides education and other services to all the population and is
responsible for collective wellbeing. They can be consida®d.iberals in relation to their
advocacy of a secular State and a more participative democracy.

During the first part of the 19 Century under the years of what is known as the
Conservative Republithe style of governance wabkat of W¢ KS t 20NJI-S AT yFNRB Y (K

Conservative politician Portales, a controversial figure, seen by some as the organiser of the

4The dissident members of the Alliance formed the Radical Party. The alliance between Liberals and
Conservatives was dissolved in 1873 because of differences over religion and a controvergy aro
examinations (see section 3 below), after which the Radical and Liberal parties become the Liberal
Alliance. Internal divisions are a feature that characterises Chilean Liberals throughout their history.
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Chilean State while others consider him a dictator. According to Géngora (2006: 74), based on
the ideas of Alberto Edwards:

v o~ oA A

We¢KS Tdzy ROSBIWERY DEYyt 2NIFfSa oX0 O2yaraia
the unconditional obedience of subjects to the King of Spain during colonial times. Now a new
obedience was being implanted, directed towards the one who exerted authority, leggim
0SOIdzaS Al ¢ta tS3lIfoQ

Montt and Errdzuriz Zafartu are, according to Géngora (2006), the last representatives
of the Portalian StateConsequentlythere is a tension from the origin of Chilean education
legislation in the idea of a Chilean Constimealaw created under authoritarian regimes being
later implemented in practice by Chilean Liberals, who held a different set of values and a
more democratic idea of government.

The ideas in tension between Liberals and Conservatives are illustratesl fiollthwing
quotation, where Diego Barros Arana, a Liberal intellectual and politician and principal of the
National Institute (the most importantublic secondary school of the time), criticises
Conservative ideas on education:

Where is in our country laighly reactionary political circle, enemy of all science, which aspires
to nothing less than returning our studies to the state in which they were in the most backward
centuries of Middle Ages. Here as in Europe, that circle has hoisted the flag ofirfreédo
education, not to proclaim and sustain the fundamental right of any citizen to be taught
whatever he wants, but to fight against the education that the State offers in its schools, to ask
for the closure of all those schools where the poor are eddoatthout charge, to eliminate

the competence tests to which children are subjected, to proscribe the teaching of many
sciences, to give education a false and twisted direction and, finally, to arrange things in order
to put the instruction of youth in thieands of religious congregatio.

The excerpt is representative of the view that Liberals and Radicals sustained about
education at the timeA religious, private and eliteentred model is contested by a view of

education as an entitlement, as publitee, lay and scientific. The legislation of the period

reflects this tension: for example, religion remains a subject even when new pedagogies begin

5. FNNBA ! N}) yIFS 50 0 aismissal]ih: Fidéatds dac@rientales ydbbhograficas para A
el estudio de la historia de Chile [Documentary and bibliographic sources for the study of Chilean
history], webiste of the University of Chile. Available at:
http://www.historia.uchile.cl/CDA/fh_article/0,1389,SCID%253D17837%25261S1D%253D417%2526JNID
%253D12,00.html
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to be (timidly) promoted by law. These tensions are also probably due to the lack of
homogeneity in the iberal party, which was divided between those who worked and
negotiated with the Conservatives, and more dissident elements (see footnote 1). President
Balmaceda (1884891) later attempted to reunite the Liberals but the consequences of his
endeavour arghe 1891 revolution and his suicide as an outcome of%hat

Despite this ideological divergence, there is, according to the research drawn on here,
evidence that both Liberal and Conservative politicians and intellectuals consider their position
in asocial and economic elite as a naturally given and immovable privilege. This is reflected in
the ways they describe the lower social classes in the context of discussions about public
primary education. For example, in a historical account of the Socie®rimary Instruction (a
nONLINE FAG LINRGEGS SRAZOFGA2Yy It 2NBFEYATFGAZY F2NJ
LJdzS 6 the2 p@oplé) are constantly described as helpless, ignorant and living in darkness.
Elites are represented here as their saviand protectors and their education is described in
the following terms:
WNX al ydzSt /I NBIftft2 oX0 YFIYyAFSAGSR GKS AYLERNII
that meant progress and salvation of the people; an association that had already eeliver
thousands of people from terrible darkness, letting them know that there is a universe, a God
and sacred duties to fulfil; an association that, ultimately, in one word, had turned ignorant
and savage beings into citizens, who through knowledge of theesewould become
productive and happg

Although this institution was founded and run by Liberal intellectuals and politicians,

the view they have of their mission is patronising. This is a common discourse at the time; the

political and intellectual @k often portrays lower classes as savages, who lack any kind of

6 Gongora explains the 1891 revolution in the following te¥ms W¢ KS KSIF §SR O2y (NP OSNE
causes of the Civil War is wkhown. As in every historical process of certain magnitude the temptation

G261 NR& rrY2y20Ltdzal t AAYHH Ydzald 0S8 | @2ARSR® 6X0 bSEQ
freedominitsY2NBE | 0&a2fdziS aSyasS oXozr GKS OflrakK o0SteSSy |
middle classes, favoured by Balmaceda, have played a part; as also have done the struggle of interests
0SG6SSy (KS UGUNByRa (241 NRa SO2 yorelghoapityf and ilsaljahce A &Y 2 F
with the local oligarchy (2006: 96).

"Velasquez, A. (187Fesefia Histdrica de la SIP (1-88F3)[A historical account of the SIP (Society for

Primary Instruction) (1856873)]. Santiagop. 302 Available at:
http://www.memoriachilena.cl/602/w3article-74388.html
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culture, live in complete ignorance and do not have any moral parameters to overcome their

vicious nature. On the basis of such beliefs, the elite sees the separation of public primary
educaion and secondary education as natural, the former being a means of civilising the lower

classes and the latter a preparation for university and leadership. Pedro Aguirre Cerda, a
Radical, celebrates the ideas of Camilo Henriquez, considerAduisre Cada as a precursor

in the defence of public education in Chile. Henriquez describes the aims of the National
Institute as follows:

Whe great purpose of the Institute is to give the nation citizens to defend it, to direct it, to make
it bloom and give it bnourd¥ Q

From its origins, public secondary instruction is conceived of as only for those who will
Nbz S GKS O2dzyiNEBE® ¢KIFG Aa ¢gKeé (GKSasS AyadaAadlddziaz
schools calledpreparatorias[preparatory] because they wera preparation for secondary
school and higher education and that route was restricted to the children of the elite. The
system of public primary instruction functions as a completely distinct sector, providing
general instruction for the rest of the poptdilan. The difference is also apparent in the
education of teachers for the two sectors: secondary school teachers were educated at a
university, while primary school teachers were outstanding primary school students who
undertook some additional years ofdecation and were considered ready to teach at the
primary level. Although there are political discussions about the character and content of
primary education and the preparation of its teachers, the possibility of a unified, inclusive
system of educatioms never on the agenda (s&égure 11for a graphic representation of the
segregated system of the period).

Public primary instruction is an education the Liberals were willing to promote and to

struggle for but it was an education for others, not for el egislation for the two systems is

8 Aguirre Cerda, P. (1904kstudio sobre Instruccién Secundaj®&tudy on Secondary Instruction].
Santiago p. 48 Available at:
http://www.memoriachilena.cl/602/w3article-7792.html
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separate and the 1879 law for secondary schools is presented along with the reform of higher
education, which reveals how both were considered part of the same track, while primary
schools had their own legislation.

This struggle occurs in the midst of what is known in the periodugstion socigthe
social issue], where the lower classes increasingly demanded better living and working
conditions from an elite that wasted huge sums in importing luxury items fromcErevith the
money obtained from saltpetre mining (Subercaseaux, 1997; Gongora, 2006). This context of
inequality generated the conditions for socialist ideas to begin spreading among the Chilean
g2NJ Ay3 OftlaasSad /2y aSNDI fledt SérdDctiddial Bendf tHed 2 dzii  § K
lower social groups, as well as their static idea of society and, thus, of education. In an 1895
minute of the Conservative party, Carlos Concha Subercaseaux states:
Wontemporary socialism, that great and cruel strakitc that threatens everything, is
destructive and carries misery in its a@firistian preaching. The basis of the socialist doctrine
is the denial of individual property. To attack property is to attack the fruit of work.
Annihilating work as a consequenof abolishing property or wealth has hunger as a
consequence. This is [what] producing Marxism [mean¥].0
It is Conservative landowners who, in their lands, build for their companions in labour temples
for prayer, the school for learning and the hitapfor health. It is young Conservatives who
disdain the palace for the hut and attend infant charities to visit the helpless, giving a school to
OKAf RNBY YR LINRPGARAY3IA (GKSY I G4SN gAGK GKS 62 NJ

In the Conservative view of sociegocial justice is understood as a duty of charity and
lower saocial classes are provided only with the necessary resources to become good workers
for the men in powerTo summarisgthree main ideological trends were operating at the time:
Conservativesand moderated Liberals) as advocates of a static idea of society and a limited
and traditional view of the aims of education; Liberals and Radicals as advocates of free,
secular public primary instruction and a secondary education aimed at generating futur

political leaders; and an incipient socialism which, at this point of Chilean history, does not

offer a strong perspective on education but makes Conservatives feel threatened.

% Conservative Party (1878), op. cit., pp-32
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2. The education system of the period

Figure 11lsummarises the structure d@he education system of the period, along with
its main actors and interactions. The Council for Public Instruction is at the centre of the
polysystem during this phase, as it holds control of both primary and secondary education,
although its jurisdictiorover private schools is always more limited. Two completely different

structures operate in each level of education.

Primary education

Primary schools are seen, as mentioned above, as places Wiesl@ver classes learn
basic skills and knowledge am@écome useful welbehaved disciplined members of society
and constitute an educated workforce for the elite.

All the legislation of the period reveals a tdpwn relationship between the Council
and public primary schools. Everything is imposed to teecfi@cluding teaching methods)
and they do not have any possibility of response or dialogue. Increasing surveillance through
visitors and accountability systems (pubdicaminations registers of attendance, registers of
lesson contents, etc.) facilitatdis vertical structure of power. The only power teachers have
is over students, who are frequently described in the documents of the period as if they were
savages coming from equally uncivilized familfgs.1896 report to the General Inspector also
refers to the relationship between families and teachers as conflictual, as families did not
consider school to be relevant or, if they did, blamed the teacher for the poor results of the
students. The low level of attendance reported by visitors in érations minutes confirms
this impression.

TheMinistry actors were distributed in a hierarchical chain of control: visitors were in

charge of visiting schools to observe and solve problems (in a very authoritarian fashion), and
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report this to the General Inspaar of the area, who had to summarise all the reports of the
area and inform the Minister through a general document. Some of these reports constitute
the basis on which part of the regulationstbé period are formulated, ais explicitly stated in

the documents, which reveals to some extent a more bottam interaction between the
members of the Council. This is confirmed by the way in which visitors in their reports and
minutes generallystressthe bad conditions in which primary education takes plgmerhaps

with the hope of achieving a change in such conditions.

Teachers at this level were students who decided to continue their studies at the
Escuela Normafi.e. the name given to the institution for the initial education of primary
teachers at theitne). Primary education istherefore,a completely closed system, separated
TNREY aSO2yRENE &d0K22f YR KAIKSNI 8RdeSlE @¥yAXY 36 K
the elite. Theposition as a primary teacher was the highest this social group cealchrin

terms of professional development and salary.

Secondary education

Elite students, on the other hand, have their own primary school system in
preparatorias which are institutionalised in 1880 (Labarca, 1939: 214). After finishing these
basic stuies they were admitted through a certificate or examinatimocessto the National
Institute or to any public or private religious secondary school in the country. In general terms,
public schools were preferred by Liberal groups while religious priveleots were the
natural path for Conservative elite members. The aim of this school path is higher education
and the possession of a degree, although Liberals see in it also the need for educating an active
and transformative elite.

The socially differemted character of the system can also be perceived in the internal

structure of schools. While public primary schools only have a teacher who assumes all the
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roles in the school from teaching to maintaining hygiene, secondary schools have a group of
teachers under the direction of a rector and with different types of services inside the school
(seeFigure 1.

The governance structure is also different in this education circuit. The Council
delegates the power of the State to the University of Chile aral National Institute, who
control examinations, textbooks and education programmes, for both public and private
schools throughout the country. In the context of elite groups, who usually have more access
to public discourse (Van Dijk, 2008), the relattpsis not topdown but a multivoiced one.

All actors, including students, give their opinion when they do not agree with some policy.
CKSNE IINB Ffaz2 a2YS AyaidaddzirAzylfAaSR OKIyySta
Committee of the Nationalnstitute, which is legally authorised to criticise the materials

provided by the Council, as stated in the 1863 regulation for this schibelresearcher did

not find evidence of an increased dialogue inside private Catholic schools but only between

their authorities and the Council.
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3. Controversy around curriculum and pedagogy

The context of ideological struggle described above is paralleled in the pedagogical
and curricular reforms that are attempted during the period. Valentireligt, a Radical
politician and intellectual, denounced in 1885 the attempts of the Conservatives to reduce the
curriculum for primary schools:

Yh recent years, however, the political party that demands the abolition of professional
education and statdunded secondary education in Chile, has made simultaneous propaganda
to reduce elementary instruction to reading, writing and calculatitih

The Conservative agenda aimed at reducing the curriculum to the development of
basic skills. The controversy seetosinform the whole period, as illustrated by an essay
written for a pedagogical congress in By Ramon Pérez, a teacher. The essay starts by
stating that, as in every civilization, what was initially the property of an elite becomes a right
for everyme, which is the case of instruction in Chile. He proposes that, in accordance with the
views of all experts in pedagogy in the world, the primary school curriculum should go beyond
basic skills and religion, to cover the whole range of human knowledtgr. henadds, quoting
Huxley, Baldwin as well as a report by Letelier, that primary school education should not differ
from education in universities but be a simplified version of it.

The struggle between these two ideas of curriculum, therefore, doesmastitute an
issue that concerns academic and political elites exclusively but also circulates among teachers
like Pérez. In his desctipn of the process of decisiemaking for the new curriculum, he also
mentions the important role of the school visitfrom the capital city, the general inspector

and the Minister himself(see Figure 1ifor an understanding of the structure of the

10 etelier, V. (1885)Las escuelas de Berlin: informe elevado al Supremo Gobieriia lpegacion de
Chile en AlemanifThe schools of Berlin: Report to the Supreme Government from the legation of Chile
in Germany]. Santiago, p. 58. Available at:

http://www.memoriachilenacl/602/w3-article-7820.html
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polysystem at the time)Different actors in the polysystenthen, are sustaining ideas about
the way in which primary sclob curriculum should be conceived.

In terms of the two separate paths in Chilean education, there are no major
differences between the curriculum of public primary schools arat tf annex schools for
secondary education (Labarca, 1939). The main sulifeén both types of schools cover
Reading, Writing, CalligraphyCatholic Religion, Geographijstory of Catholic Religign
Chilean History, Arithmetic and Spanish Grammar. However, in public primary schools these
subjects covered 4 to 6 years of studyilehin preparatoriasthey could be doneén only 4 years
of study, with students starting their secondary education, calledhanidades when they
were around 9 years old. That means that from age 9 to 11, the curriculum of students from
each system was verdifferent, as thepath towards secondary school included other areas
such as Latin and modern languages, European history, Philosophy, Geometry, among others.
The case of seminaries and private schools is similar. For example, in a group of examination
minutes from 1863, the subjects examined for a private seminary school are Latin (advanced
and year 1 and 3), Philoghy, fnal French, Spanish Grammar, Catholic Religion, Greek and
Modern History and final Arithmetic, with the examiners declaring thenesesurprised by the
good performance of very young children, while in the same minutes public primary schools
are examined in the subjects required by law.

After negotiation in the context of new curriculum legislation, in 1888tions of
Agriculture Gereral Principles of Hygien&ocal Musicand Gymnasticsare added to the
primary school curriculum. By the end of the centigtural and Physical Scienc&3ivic
Instruction and Political Economyrawingand Manual Work along withDomestic Economy
for girls are added to the curriculum. Additionally, the curriculum of some areas is expanded,
for example, Arithmetic becomes part of Mathematics, which also includes Geometry and

Measurement. Most of these additions nonetheless,correspond to general trendsfo
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curriculum change related to the pedagogical views advocated by progressive educators. Some
courses remain as the exclusive property of the elite.

Decisions around curriculuptherefore, replicate the ideological setting described in
the previous sectin: Liberals and some practitioners wish for a change in terms of broadening
the curriculum of public primary schools beyond the development of basic skills but, on the
other hand, they did not consider designing equivalence with iheparatorias as the wo
systems are understood as completely isethfrom each other (see Figure)11l

Preparatoriasare thought as functional to secondary education, which in turn is
thought as a preparation for Higher Education, the Eageof the circuit(see Figurd.l). This
can be corroborated, for example, irsat of exanmnations certificates of the National Institute
(from 1875 to 1879) that have exactly the same design, organisation and content as those
offered by the University of Chile, which could be a signesbsdary education trying to
resemble university practices, considered as the natural next step for social elites.

Directly connected to this curricular reform a new pedagogical approach begins to
spread in this period. It is seen as a means to overcii@eolonial model of education, which
seems to be the predominant practice in schools during the period. The colonial model was
imposed on the country through Spanish religious congregations and their private schools.
Pedro Aguirre Cerda, in his 1905 sieon secondary education in Chile, characterises it in the
following terms:

We can say that the method of teaching could be summarised in this phrase: the dictations

that the teacher took from the books and that he made the students write during ckres w
mechanically learned by them and repeated to the teaching interns without a single variation.

The teacher was more satisfied according to the degree of exactitude with which his disciples

fpllpwed the: colons and commas of the content. A contin,uous,se'ﬁq),onfvcon'EentsA takgn o
GSNDIUAY FTNRBRY [dzZiK2NR O2yauAiudziSR UKS O2yFSNBY

that aimed at the development of intelligence, it would have been dared to allow oneself to
make observations about the truth of theimciples formulated by the teach&t.

11 Aguirre Cerda, op. cit., pp. 1.
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This method is known asatecismo[referring to rote learning based on repetition],
and according to the analysed data its predominance in practice seems to continue throughout
the period despite the attempts at refm. In his 1878 testimonial text the academic and
Liberal political figure José Victorino Lastarria refers to the relationship between Conservative
politicians and old pedagogical methdtiHe describg the latter in terms of memoriiisg and
the learning ofrules, and as opposed to the more reflective, creative, participative and active
pedagogy defended by Liberals, with the aim of generating students who can change society
and sustain a political opinion. The author refers to the scientific and postivigtiv of the
world (based partly on the principles of Auguste Comte), along with romantic ideas of
nationality, ethics, ad politics, as opposed to theatbolicand @nservative perspective that
restores the colonial past.

In opposition to the traditionaimodel, Germany seems to be the Finland of the time.
The academic José Abelardo Nufiez was commissioned by the government tesoigtas
Normalesin Europe and the United States and published a report about his observations in
18833, After this report, asecond commission was sent in 1885 to Germany under the
direction of Valentin Letelier to study schools in Berlin, with a special emphasis on primary
education. These commissions encourage the borrowing and irmgodf the German

pedagogical model to Qhan schools.

12 astarria, J.V. (1968) [originally written in 187cuerdos Literaridkiterary Memories]. Santiago:
ZigZag.

13Nufez, J.A: (1883Estudios sobre educacion moderna. OrganizacionadeEscuelas Normales.
Informe presentado al Sefior Ministro de Instruccién Publica de[Shilties on modern educatioithe
organisation of Escuelas Normales. Report submitted to Mr Minister of Public Instruction of Chile].
Santiago. Available at:

http://www.memoriachilena.cl/602/w3article-8875.html
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Based on the ideas of authors such as Pestalozzi and Froebel (according to Letelier),
the model imported for reform is characterised by the director of taecuela Normalor

women in Santiago, Teresa Adametz, through the following prafpl

9 It is against mechanistic memorization of knowledge and favours inductive and practise
based learning.

1 It hasintuition, perception and practicas its centreas well adecoming an autonomous
learner.

1 It involves the use of a gradual (from simple ¢complex) and simultaneous (all the
students do the same thing) method.

1 The teacher needs to have a pedagogical and methodological knowledge (knowing how to
teach).

1 Theory (psychology, education, methodolegaching, and the teaching of a particular
discipline) and practice as two necessary aspects of pedagogical knowledge acquisition.
Reports and discourses of visitors are consistent from 1861 to 1896 in stating the need for

teachers to learn and use modern pedagogy, as they see the continuity ohéneorising

practices ofcatecismo Those few cases where some teachers adopt modern methods by the
end of the century receive the praise of visitors. The diagnosis of teacher Ramén Pérez, whose

essay was quoted aboveymmarises the situation in 188

14 Adametz, T. (1886). 'La reforma en la instruccion primaria y la formacion de preceptoras en la opinién

de la directora de la Normal Femiea de Santiago, en discurso de la Directora Teresa Aldametz, en la
inauguracion del nuevo local de la Escuela Normal de Preceptoras' [Primary instruction reform and

teachers' education in opinion of the director of the Normal Female [School] of Sanitiadjscourse of

the director Teresa Adametz, in the opening of the new building of the Normal School of Tealhers].

azyalf @Sy alNAR2 ONBaASEFNOKSNI FyR O02YaXt ENBSt o midhdi yoydO
O02YSyils I NBAYI Nkstorik @ adnstdiotidrepimatid 184920 {Santiago de Chile:

DIBAM, Centro de Investigaciones Barros Arana: Univ. Catélica Blas Cafias, Vol. IX, 12@, p§R.127

Available at:

http://www.memoriachilena.cl/602/w3article-74385.html
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However, the large majority of our schools are ruled by teachers who received a different
pedagogical preparation [different from that of nhew young teachers] in escuelas normales,
shallow and incomplete general notions that are by no means useful in praltiaeis why,

with such preparation and lacking [written] works that would educate them, the majority of
them have had to follow routine, without being able to take one step further in the
development of their teaching. Despite the enthusiasm with whiclsewveral occasions
teachers from the capital have worked to improve teaching methods and the conditions of
schools, it must be said, their efforts have not succe€fled.

There is then,an attempt at curricular and pedagogical reform, which only a gafup
teachers are enacting in practice. Most teachers persist in their traditional practices, due
according to Pérez to a lack of professional development, despite these principles being
promoted by law.Yet legislation around new methods also reflects aguiiy and political
negotiation. The beginning of the period is characterised by legislation where no clear
pedagogical approaches are promoted. From 1860 to 1863, primary and secondary school
legislation only provides lists of contents to be taught. Frd883 some initial statements
about modern pedagogy are found. For example, one of the articles oR#gulation for
Teaching and the Internal Regime of Elementary Schabitzates:

Weachers will provide students with an instruction that will be as jmalcas possible around
the subjects that primary education embraces, using for this purpose exercises and
demonstrations on the blackboaf®.

A practical approach to teaching is promoted but from a moderate perspective, far

from scientific enquiry and géct exploration as proposed at a theoretical level. A more timid

version of modern pedagogy is proposed here, where the usual distribution of power in the

5t SNBT I wod omyydpod W 2y@BSyASyOAl @& Y2R2 LN} OGA 02 R
LINAYEFNREFES FOSLIFYyR2 fF S&80dz2SfF 3IN) Rdzr RFQ wh2y@SyASy
system in Primary Education accepting gradual school]. In: Nufiez, J.A. (ed.) R&9@nen de las

discusiones, actas y memorias presentadas al Primer Congreso Ped4§§agiagary of the discussions,

minutes and essays presented at the First Pedagagigi€ss]. Santiago: Imprenta Nacional, p. 191.

By dF alNNFE 5 FYyR #SNHFNIEI WP9d 6myyouvd® WwS3IAf Y
S40dzSttra StSYSydalrtSaQ wwS3dzZ I GA2y F2N GSIHRKAYy3I | yR
Monsalve, M NA 2 WNB &SI NOKSNJ FyR O2YLAtSNB oOmMdphpy o ® WhNEF YA
LINAYEFNREFE FAAOIE QI ! RYAYAAGNI GAGBS |yR f &3Alelf 2NBI YAl
At SyOaz2z 02YSyls | NBAYIeNEinstrugtdropinvaBay/ 1848920 Sdntiigo f I KA &
de Chile: DIBAM, Centro de Investigaciones Barros Arana: Univ. Catélica Blas Cafas, Vol. IX, p. 244.
Available at:

http://www.memoriachilenacl/602/w3-article-74387.html
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classroom is maintained by limiting a practical approach to exercises on the blackboard.
Additionally, this regulation promotes a tegown relationship of the system to teachers,
where new methods are imposed and surveyed by visitors and no alternative textbooks or
practices are allowed. Finally, the scientific approach to learning on which new pediagogy
basedcompeteswith the insistence on moral, religious and behaviour control aspects that
permeate the education legislation of the whole period. By the end of the century the
situation does not vary substantially. The new 1899 regulation indicatege¢hahing must be
whole classgimultaneousn the language of the reform) and forbids memdrgsed teaching.

No other indication about teaching is provided. The -ttiqwn structure persists with the
addition of more bureaucratic paperwork for the teacher.

The legislation for secondary education is even less clear about teaching methods. On
the one hand, both the 1863 regulation for the National Institute and the 1879 reform of
secondary and higher education state that teaching in secondary schools isdrasadbooks
provided by the Council for Public Instruction. On the other hand, however, these teachers
have a larger degree of freedom compared to their primary education colleagues, as they are
allowed to choose between a set of available textbooks. #atdilly, in the National Institute
they are permitted to suggest changes to the rector in relation to textbooks, teaching methods
and the programmes of studiloweveE R2 OdzYSy da tA1S . IFNNR& .2NH23
of textbooks approved by the Unérsity of Chil¥ y R [ I & G | NN [¢KS M yCGeKoz 20 Rl
Golden BooRillustrate how this material was composed of definitions and expositions of

content and, in the case of Lastarria, a set of lessonscébecismowhere the dialogue

17Barros Borgofio, L. (1878). El estudio de la jeografia i dos nuevos textos destinados a su ensefianza

[The study of geography and two new textbooks devoted to its teachiRgyista chilenaSantiago: La

Republica. Availdé at:

http://www.memoriachilena.cl/602/w3article-84261.html

18| astarria, J.V (1862l libro de oro de las escueldst KS & 0K22f Qa D2f RSy 022160®
Nacional. Availde at:

http://www.memoriachilena.cl/602/w3article-86245.html
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betweentheteacBNJ I YR (GKS addzZRSyd A& LINBaSyadSR Ay
internal contradictions as a Liberal politician and academic emerge when the principles of
education he defends in the introduction to his book, consistent with his ideolagythen
presented for teaching in the shape of colonial teaching practicethe case of secondary
education, then, legislation isnot very clear about teaching methods. New pedagogy is
instead,promoted by elite intellectuals and politicians of the &m

Similar to the case of education and curriculum, this pedagogical reform is not exactly
the same for primary and secondary education. The main principles of avoiding nibaseg
learning and the need for a practical, inductive, gradual and scieapficoach are shared in
both levels of education. However, in the case of primary school these principles are
advocated in terms of an education that is useful for daily life and not simply a set of abstract
concepts that the students will not use in thedte. For secondary schools it is defended with
some additional connotations in terms of the development of a critical, active, participative
and reflective elite that is able to generate political change in society. Again, these differences
are addresseds natural by the authors of the period. They never call the separate circuits into

question.

4. Discourses on assessment during the period

1 Lack of clarity from authorities: the systems persists in tradition

The legislation on education of the periodt/olves the establishment of a framework for

examinations. Before 1883, laws and regulations for primary instruction do not contain any

NEBljdANBYSyida Ay NBtlLiAz2y (2 aiddRSydaq aasa

G2 0S8 OKS Nhasartofithieis iaitiaedugation. The wayamination of teachers are

addressed in the 1860 and 1863 legal documents emphasises the ritual character of the
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process: these are public and are taken before a committee that judges the level of knowledge
of the examinee; they also relatewards and punishments to the results.

At the level of secondary educatidhe National Institute regulates examinations of
students in 1863As in teacher education, the ritual aspect is present: once their teacher has
authorised it, students take their examinatioms front of a committee of teachers, academics
and the rector, at specific times of the year and with specific durations (ten to thirty minutes,
depending on the subject). The higlakes ofthe examinationscan be detected in this
regulation as they are used as a means to put pressure on the behaviour of individuals, i.e.
they are threatened with the idea of not being allowed to take ekwtions in relation to
attendance, continuity of scholarships and pregg from one level to the next. There are also
rewards and punishments related to the results. Additionally, exzetions are also
understood as a barrier to cross in order to gain access to secondary school, to move from one
level to another and to finaflgain access to higher education, which seems to be the ultimate
goal in the secondary level. This idea is reinforced by the strong connection between
examnations and the University: these are based on programmes designed by the University
of Chile and eme of the academics of this institution must be present during examination
The grading system is also equivalent to that of the univerdistinction passedfailed. The
only mention to something close to classroom assessment is the existence whhalf
process exaimmations internal to the Institute but nothing is said about their characteristics.

Student examinations in primary education are regulated in more detail in the legislation
FNRY myyo dzydAf GKS Sy R 2 Fonsark SgaihJRdidatddmbsty K S
in terms of the times of the year in which it should be taken and their ritual conditions (oral
examination before a committee of authties), along with consequent weards and
punishments. By the end of the period underginy there are also scores and a marking
system, alog with a classification of examinatiomsrelation to theirdistribution throughout

the school yeari.e. halfterm and final)and how public they were (halfay exanmations
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were carried out in frohof school staff while final exaimations were in front of an external
committee)

Evidence from practice, mainly examination reports and minutes as well asretan
certificates, confirms this is the main approach to assessment at the time. Ihth#ra what
seems important is the final result of students in each subject (reportguhased failed and
distinction), which is reported as evidence of both their knowledge and the quality of their
teachers. Another document, an 1863 letter where a sthasitor is giving instructions to a
local authority about dates and conditions for exaations, refers exclusively to the ritual
conditions and the grading system to be used with the aim of homogenising practices
throughout the country.

Examinatiois reports were expected by the researcher to be the sources where more
information about pedagogical approaches used by examiners could be found. However,
assessment in these documents is based on the examiners judgement, which does not require
to be basel on explanation of evidence but only on the expression of satisfaction of the
committee in relation to what they observed. The more descriptive aspects found in these
sources are, in the case of public schools reports, the frequent mentions to the Idifficu
conditions of work, such as distance from school, lack of parental commitment, the need of
students to work as peasants with their parents, and low attendance. These conditions are
sometimes referred to as a potential justification when the performaotstudents is not the
best or, on the contrary, to praise the teacher for having good results despite such conditions.
Ly (KFG aSyaSs @GAaArAG2NER YR YSYOSNAR 2F O2YYAGd:
to exanminations. However, despite a mojadgementbased and somewhat more qualitative
approach, assessment remains a tool for control over schools through the observation of
students' performance. Additionally, nothing was found in my analysis in relation to the
content of examiners judgementsp one cannot be sure about the kind of pedagogy they

favoured. They only refer to 'good teaching methods' as a cause of good performance without
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providing any details.
In summary, lte discourse of the Ministry and other authorities around assessment is
exclusivelyfocused on the idea of examinatiand emphasises its ritual conditions, its
grading system and the certifidgah it involves as well as the wards and punishments
associated to it. This is the only aspect related to evaluation that wasategiuthrough a legal
framework and enacted by authorities accordingly. Nothing is said about the pedagogical
perspective that must be followed during the exaations or the kind of approach to
knowledge that is expected from examiners and examinees.
Although not abundant, some evidence is available about the way in which
examinations were carried out in terms of content and pedagogy. Teresa Adametz, in her
Report about the girl's schools of Santiamt she had visited in 1896, indicates the
observatio of the following practices in primary schools:
Religion is taught, with very few exceptions, in a mechanical way, because almost all teachers
follow the old programme. Nothing that speaks to the heart, that awakens and encourages
feelings of faith, comfience in God or fear of hinkverything is directed towards memory, o ‘
which is loaded with nenomprehended words <<for the exa@ationa BHP® o6 X0 ¢KS O2fF
indifferent tone that has shocked me in teaching in general, becomes more perceptible in this
subjedd Ay H6KAOK GKS GSIOKIBNJ A& GKS IANIAQ YIAYy SR
Similarly, she criticises the predominant practice she observes in the area of Language,
where a student repeats the lesson to the teacher, while the rest of the class is supposed to be
studying it, #hough they are mostly talking, playing or sleeping.
A more implicit analysis can be made of the 1896 report of Mariano Araya, a school

visitor of the north of Chilewhich referred tohis appreciations about the performance of two

19 Adametz, T. (1896). 'Informe sobre las escuelas de nifias de Santiago presentado al sefior Inspector

Jeneral de Instrucén Primaria, por la visitadora estraordinaria de las mismas dofia Teresa Adametz;

Santiago, en febrero de 1896' [Report about the girl's schools of Santiago presented to the Sr General

Inspector of Primary Instruction, by their extraordinary visitor Mrsegar Aldametz; Santiago, in

CSoNXzZE NBE 2F mMydpc8d LyY az2yalfo@dSsy al NA2 wNBaSkNOKS
[Pedagogical Practice]. It X L St aAfSyOirAz 02YSyis | NBAYIFENEY R?2
instruccion primaria 1840920 Saniago de Chile: DIBAM, Centro de Investigaciones Barros Arana:

Univ. Catdlica Blas Cafias, Vol. IX, p. 36. Available at:

http://www.memoriachilena.cl/602/w3article-74384.html
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teachers who have beerecommended for an award. The interpretation here is more
inferential as he congratulates both teachers for their effort in upgrading their pedagogical
knowledge and learning modern methods but also states that:

Withough teacher Ramirez has not been edad under modern teaching, despite her
persistence in studies to become-topdate about the recently adopted systems, her students
have always had outstanding examations®?Q)

It is at least strange that, despite her teaching methods, her students hhvays
performed well in exanmations. One possible interpretation of this is that eXxaations have
not changed along with pedagogy and, thus, they are still shaped by traditional mémeed
pedagogy. This allows teachers to have students who perfoett iwdependent of their
approach to curriculum and pedagogy.

Similarly, in secondary education Dr Rodolfo Armando Philippi is characterised as an
exceptional teacher and examiner. His methods were those of modern pedagogy and his
behaviour in exarimations is described in the following terms in his biography written 1904 by
his contemporary Diego Barros Arana:

Uh those exarnmations Philippi showed the same qualities that distinguished him as a teacher.

In the long forty years that | have been involvedeaaching, | have seen a few examiners of

t KAfALILIAQa O2YyRAGAZ2Y A YR ljdzrf AGAS&ad DAFGSR 4A
to all exaninations, even after eight continuous hours repeated for three or four days of that
overwhelming task. &l interrogated with perfect clarity in order to avoid making the student

feel confused, and to appreciate his preparation; although upright and severe to fail those who

did not posses the competence to be approved, he never employed, not im&i@m na in

classes, hard words to reprimand his studegits.

As Philippi is characterised as an exception, it may be inferred that most examiners were

impatient, unclear in questioning and severe in words towards low achieving students.

20 Araya, M (1896). 'Apreciacion sobre la responsabilidad profesional que efectlo [sic] el visitador de
escuelas respecto de preceptoras en némina de recomendados por el visitador, Mariano Araya, al
Inspector Jeneral, Serena 16 de diciembre de 1896' [Appreciatiount gibofessional responsibility done

by the school visitor about teachers in the recommendeds' list by the visitor, Mariano Araya, to the
General Inspector, Serena, December 1896]. Monsalve, Mario [researcher and compiler] (1998).

Wt NB OS LI 2itNp. RB.Q>x 2 LJd O

2. NNB&A ! NI ylFzE 5& ompnnod® wWof 52002N) 52ucpwaRADt F2 |
[Doctor Mr. Rodolfo Armando PhilippHis life and his works (18a804)]. In: Barros Arana, Diego
(1914).0Obras completagComplete works]Santiago de Chile: Imprenta, Litografia y Encuadernacion
Barcelona, vol. 13, 13190.
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Consequently exaninations in this period are a ritual where the authority of the teacher as
the bearer of the correct knowledge predominates and the aim of assessment is to confirm

this power relationship.

1 Exaninations as a matter of political and ideological struggle

At the level of secondary school, examinations also became a source of political debate
during this period in a phenomenon known Ba cuestion de exdmengBhe Exarmations
Issue]. According to Barros Arana, there is a first phase of this conflict, where aehing
methods and new subjects incorporated to secondary school were resisted by principals of
seminaries and private schools, as well as the rectors of some public secondary schools, with
the support of parents. The central argument was they considenedd subjects unnecessary
for university entry. The demand, then, was to declare these subjects as not compulsory for
university entry. Barros Arana continues to expfain
Wielding to these demands, the government published in 1865 a decree throughthehich
study of physical geography, elements of natural history, elementary chemistry and history of
philosophy were not compulsory to apply for university degrees.
¢KS STFSOG 2F GKIG RSONBS ¢Fa aiayvyLie RA&LF&AGNR
geography] were almost deserted or with a very few students. Most of them refused to study
O2dzNES&a (GKFG @¢SNB y20G NBIddZANBR a O02YLlzZ a2NE
uncertainty and disorganization only reached an end when the supremeedetthe 24 of
1867 declared those courses compuldQry.

Later in the 1870s a new controversy emerges described by Barros Arana as a new
attempt to supress these courses. He explains:
Whe year 1872 public education faced a crisis that left a deek afalisorder and destruction.
6X0 dzyRSNJ §KS LINRPGSOGAZ2Y 2F | dndtlaiNBrifiGateRSONB S =
gla SadaloftAaKSRE gKAOK FAYSR G GKS loaz2fdzisS R

the creation of numerous smalled schols that were only low price sales rooms of that kind of
competence certificates, usually issued by men destitute of any intellectual prepdeation.

22 All quotations fromBarros Arana, Diego (19149bras completafComplete works]Santiago de Chile:
Imprenta, Litografia y Encuadernaciéon Barce|omd. 13
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He adds to this scenario the petition in 1872 of two priests, Joaquin Larrain Gandarillas
and Rafael Feandez Conchavho were also members of the university council and political
leaders of the Conservative partyo reduce the curriculum to those courses that were
required for university degrees. Exarations would be restricted to Spanish Grammar,
Rhetort, Philosophy and Religion. Additionathgy were to be taken before a committee that
included members from private schools and seminaries, which meant a decrease in the control
the State had over examations at the time. To Barros Arana, this meant ingkChilean
education return to its situation forty years ago. He concludes his description stating:

Whis project was the coronation of what was called freedom of education in 1872, it was aimed
at re-establishing studies to the point where they were untte regime of darkness and
ignorance of the now distant days of the coldny.

The Conservative side was represented by Abdén Cifuentes, Minister of Instruction from
1871 and also responsible for dismissing Barros Arana from his post at the Natioitatel st
the context of this controversy. He countarguments:

o monopolise teaching in the hands of the State is to give to it its exclusive direction; it is to
2LIINBaa 020K GKS NBlFraz2zyiay3a FyR (KS 02isa OASyOS
hands the monopoly of liberal professions, the monopoly of university degrees, the monopoly

of general exanmatonrd O X0 T 06SOldzAS FfGK2dzAK GKS flF g NBTS
texts, that freedom is a mere joke, since in this matter it is amatiat the one who owns the
examnationsis the owner of education, since the most insignificant ération is put in the

hands of State teachers. Such despotism was never seen before among the peoples@f earth!

The early awareness about higtakes asessment as the lever that moves the whole
system is apparent in this quotation. Conservatives are aware of the value of assessment as a
tool that could allow them to undermine the power of the State as promoted by Liberals,
ensuring the survival of theivalues of freedom around religion, property, education and

market. The State is accusedmbnopoly This could also be interpreted as the incipient origin

of an early conception of education as part of a business where competition between different

ZQuoted in: Mellafe, R.; Rebolledo, A. y Cardenas, M. (20Bistoria de la Universidad de Chile
Santiago: Universidad de Chile. Available at:
http://www.historia.uchile.cl/CDA/fh_article/0,1389,SCID%253D11764%25261S1D%253D489%2526PRT
%253D11759%2526INID%253D12,00.html

103


http://www.historia.uchile.cl/CDA/fh_article/0,1389,SCID%253D11764%2526ISID%253D489%2526PRT%253D11759%2526JNID%253D12,00.html
http://www.historia.uchile.cl/CDA/fh_article/0,1389,SCID%253D11764%2526ISID%253D489%2526PRT%253D11759%2526JNID%253D12,00.html

University of Oxford
Department of Education
D. Phil Progname

options of education is promoted in the namefaéedom of education

This controversy around examations embodies the ideological debate around
education at the time. Conservative politicians (and parents from aristocratic origin as well as
principals of tle schools their pupils attend) sustain a functional view of education, where
certification and success rather than learning are the main aims and where traditional religious
education from colonial times is the desired ideal. The easiest path to achiesves o make
examinations easier, in a format that allows for preparation and consistent with teaching at
private and religious schooldt also embodies the ideological struggle around models of
society, as Conservative groups seem to be more orientecitds a functional view where
everyone is educated and certified according to thecpldahey willoccupy in the existing
model.

Another liberal intellectual and politician, Miguel Luis Amunategui, refers in 1874 to this
conflict declaring himself againseedom of education, as it encourages mediocre careers and
low quality learning with the aim of obtaining a degree. He criticises another aspect of the
Conservative party proposal, which consisted in an end of secondary schodhatiamto
replace thepredominant practice of one examation per course. To support his argument, he
quotes the words of a French bishop, Dupanloup, who is a member of the Higher Council for
Public Instruction in France, where the system of single éationis in place:
Y fThe bachillerato exaninations (the single test), says the wise bishop, is extraordinarily
overloaded, and includes all together the subjects of almost all tbe Iiterary, historicgl and o
scientific studies, and this becomes a universal science, both imgossibly R A Y STF¥A OASY
which does not teach any substance, terror of youth and despair of parents and, because of
these reasons, a fatal dejection for French youth
<<Understood like thidyachilleratois not, and cannot be, but an immature and confusing
mixture Of rpnerrjonig notions,with,whigh the spirit is overloaded vfor a specificvday, to 'ghgn o
F2NHSU UKSY |u O0KS F2fft26Ay3 RlIle YR YySOUSN SUS

one that leads to the single test), so fictitious and so hasty, deveerything. Thenceforth,
0KS KIFIyRo221 NBLXFOSa Fft 0221aT GKS GNIFAYSNI N
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are given bachelors>&

According to the perspective explained in this excetgaching, trainingandlearning
to the test(see Chaptel) are not new phenomena. Neither are the criticisms around the way
they narrow the curriculum, stimulating the recall of data rather than the deep comprehension
of different disciplines and turn the aim of education i@t of obtaining a certificate.

The conflict expandedVlinister Cifuentesvas widey criticised for the removal d@arros
Arana from his post as the rector of the National Institute, and the issue of ieations
became a matter of national political discussion among the elites. Affgocess of debate in
the Congress about examations and freedom of education, the Minister resigned his
position. The control of the State in education wasestablished and freedom of education
was abolished in 1873 under the promise of a new legasiaftor secondary and higher
education (Mellafe et al., 2001).

It took six years before this law was published in 1879. Not surprisiogly of the
aspects that occupiesn important space in the document has to do with examination
processes (3 pages pbwf the 10 that refer to secondary education). However, what is
reflected here is not exactly a Liberal triumph but rather a process of negotiation with
Conservatives. Although the State, through the University of Chile, keeps its control over the
awardirg of bachelor degrees at the end of secondary education, the courseimxions
taken at seminary schools by the teachers of these institutions are considered valid; private
school teachers are allowed to be part of the exaations committees; and to ta& an
examination before a committee appointed by the Council of Public Instruction becomes
optional for private school students. This higher degree of independence from the State,

however, was accepted under the condition that exaations consisted of ailsgle written

24 Amunategui, M.L. (1874). 'La cuestion de examenes' [The issue of exams]. In: Amunategui, M.L.
(1897).Estudios sobre instruccion publi¢atudies on public instruction]. Santiago de Chile: Imprenta
Nacional, vol. 1, 3§ 78.
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test that all students in the country had to take. This is the beginninBawhilleratqo the
university selection test that endured in Chile until the 1960s. It is also the incipient origin of
more standardised testing in the country, motigd by the need to keep some degree of
control over the exanmations of all secondary schools.

In summary, discourses on assessment at the time faoeised on the aspects of
certification, examinatiog, awards and punishments, the ritual character ofreieations, and
the idea of assessment as a boundary to cross in order to move from one level to the next and
FNRY 2yS &a20AFf 3IANRdzL) G2 Fy20KSNE 2NJ 2 aAYLX e
The lack of clarity from authorities on how curricmluand pedagogical reform were to be
assessed in order to be consistent with the principles of modern pedagogy keeps practice
situated in the canonised repertoire. As exaations also persist in this traditional approach
to teaching, and are higbtakesfor teachers and students, they act as a letrat preserves
practices from the colonial past.

The political and ideological embeddedness of assessment becomes apparent in the
struggle between Conservatives and Liberals for its control. They are awdane gblitical
importance of examinatiosand understand how controlling it is a means of making education
and society function in a particular way. Unconsciously or consciously, both groups also keep
the door closed for lower social groups through examoratrequirements for secondary
school entry, which can only be fulfilled and afforded by studentsreparatorias although

a2YS aftSF{Ay3é¢ A& Fftft26SR GKNRdAAK | &aYlFff | Y2dz
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19201940: AN ATTEMPT TO CROSBNMDARIES

CHRONOLOGY OF THE PERIOD

Series of interim

Government of Arturo Alessandri (Liberal) governments (military coup)
1920 1921 1922 1923 1924 1925
Foundat fth Alessandri’
Law for Compulsory C%l:;]m?]:i)gt ?_, arte resignation
Primary Instruction y - Decree on exam and
1925 Constitution matriculation fees

Government of Emiliano Figueroa L.
(Liberal Democratic) Government of C. Ibariez del Campo (Indep.)

1926 1927 1928 1929 1930

Teachers are invited ounter-reform legislation
to participate in reform

Teachers are expelled
(Decree 7.500) from the reform process Persecution of teachers
Government of 100 days of :
Arturo Alessandri Socialist Republic ~ Government of Arturo Alessandri
1931 1933 1934 1935

Persecution of teachers

v

Gradual flexibilisation of promotion requirements in legislation

v

Foundation of the
Socialist Party

I |

Entrance of testing discourse into CPD and ITE

Government of Arturo Alessandri Government of Pedro Aguirre Cerda (Radical)
1936 1937 1938 1939 1940



University of Oxford
Department of Education
D. Phil Progname

1. The ideological level: voices from below

During the first decades of the 20Century, the voiceless (at least in the official
archive) mass of thiower classes began to develop a public identity andrganise its forces
with the aim of improving their working conditions and of reaching a higher level of social
equality in the country. The Communist Party was founded in 1922 and the Socialist Party in
1933, along with a series of organisatidios the protection and rights of the working class.
Luis Emilio Recabarren, founder of the Communist Party (at that time named Workers Socialist
Party) describes the situation in 1910 when Chile is commemorating 100 years of
independence:
W part of the people, catituted by workersthe most able, by employees, small industry men
who emerged from the working class and some professionals, but all considered among the
middle class, have been able to make some progress. They have constituted new organisations:
socidies for aid, savings, resistance to exploitation, education, recreation and a popular party
called the Democratic Party. This manifestation of action is the only visible progress of the
LINRE SGFNRFGQa Y2NIt | yR &2 OAdndtant aofusdidnfoiitSy OS 6 d
general meanness and indoled&€

He also refers in this document to progress as being experienced only by the higher
and middle classes, while workers are still in the same conditions as in 1810. In relation to the
higher levelof literacy, he states that without social benefits this change does not involve any
progress for the proletariat.

The social demands of the lower classes, which increased after the economic crisis
generated by the creation of synthetic saltpetre in thesFWorld War and the world crisis of
the 1930s, produce an unstable and contested period, with a series of presidents, interim
governing vick JNBAA RSy (G ax O2dzlJda RQSGFG FyR Fdzi K2NRGFNR

other extreme of the politicalgectrum, Conservatives show their concerns in relation to the

25 Recabarren, L.E. (1910). Ricos y pobres a través de un siglo de vida republicana [Rich and poor
throughout a century of republicalife]. Rengo, pp. 174.77. Available at:
http://www.memoriachilena.cl/archivos2/pdfs/MC0003647.pdf
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emergence of socialist ideas in the country. At their 1941 Convention, following the election of
a Radical president, their perennial preoccupations emerge:
Whese healthy democratic principlesyich contributed in the previous century and the start of
0KS OdaNNByid 2yS (2 GKS ONBFdGA2Yy FyR RS@St 2LI¥S
denature when the agitators began their dissemination work among popular masses of Marxist
and materialistdoctrines, which d€hristianised consciences, infused false concepts about
economic and social problems and created in them feelings of hate and class struggle. The
traditional statesman adorned by noble attributes disappeared and then emerged the
demagogle, the Marxist agitator, the professional politician, who flatters masses and reaches
parliaments and governments to undertake a work of destruction of the civilization that the
world had reached under the shadow of Christiaffy

In the centre gound of these positions are Liberals and Radicals. The former remain
internally divided until 1930, their forces fragmenting each time thésean internal
disagreement. Arturo Alessandrins the presidencywith the support of Liberals and Radicals
for most of the period.During his first election, himoked for an alliance with the Democratic
Party as a means to defeat the aristocratic model of society but throughout the pReditals
WRIFAf & Y2@0SR Of 2aSNJ (2 (KSA NhavRiigclasses ddtdS NA 2 NB&
KFIR K2AaGSR 0GKSY Ayid2 GKSANI LINPALISNRdz, fS3rft |
which means that the government increasingly separates from the demands and interests of
the working classAdditionally, although the presidey wasLiberal with support from the
Radicals the predominant power was the parliament, and the Conservative majority of the
Congress blocked the initiativestok executivg(Feinberg, 1972).

In this context of social revolt, education plays a part.cheas begin to create their
own organisations and to make their voices heard through conventions and journals.
According to Reyes (2010) primary teachers and workers in this period feel part of the same

group and share demands around similar ideologicalgiples. What makes this period unique

in the history of Chilean education is precisely the strength that the voice of the teacher

26 Conservative Party. (1941¢onvencion General del Partido Conservgiational Convention of the
Conservative Party]. Valparaiso, p. 33. Available at:
http://www.memoriachilena.cl/602/w3article-10039.html
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acquires, to the extent of making governments feel pressured to listen to their demands and

to appoint them as the main acte in a process of pedagogical reform. The-dogn system

that predominated in the previous century is challenged from below. Unfortunately, as Reyes
GHnMnL 20aSNWSaz GKSANI 101 2F LREAGAOLE | gl

persecution and rpression.

2. The reform of teachers

The period begins with a law with no precedents in terms of its attempt to increase
education provision and to convert the segregated education system of the country into one
single path. According to Reyes (2023), the 1920Law for Compulsory Primary Education
RSNAGSaE FTRBXOISY OPVySFHIHz2aQ FAYSR G NBALRYRAY3
promulgation was celebrated with official parades on the streets, which were crowded with
students, politiciansand citizens. It establishes the State as the main director of education
although parents are seen as responsible fgras well as the obligation of school attendance
for all students. In order to do this, it states the necessity of having a schewkiy place of
the country and obliges the squirearchy, as well as businessmen and industry owners to fund
a0K22tfa FYyR (G2 LINPOARS FTNBS SRdOlIGA2Yy AT GKSA
education establishment exists in the area. This lawsis @novative in developing a teaching
career, where the teacher can make progress and improve his or her working conditions
throughout the years.

However being mainly administrative, this document does not say much about the

way pedagogy and educationeaunderstood. Article N° 16 of thkeawindicates the general

FAY 2F LINAYIFNE SRdzOFGA2ys GKFEd Aasx WiKS LIKeaA
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AyiSttSOldza t SR di@ldacirent alsp feferd t Be sOffekts tiRi@ taught, to
the need ¢ a practical approach in relation to science teaching, a contextualised vision of
education in the sense of adapting subjects to the needs of the local community, and a
vocational orientation in terms of making the preparation for skilled work the maim @i
primary schooling.

Despite its importance, this law retains the vertical structure of education governance,
where the Council for Primary Education, whose members are elected by politicians, imposes
its surveillance through visitors and Local Authest The latter are groups of five members,
three elected by the Municipality and two of them appointed by the Council for Primary
Instruction. Figure 12summarises the structure of the system at the beginning of this period,
considering the changes propess by the Law for Compulsory Primary Educatiddome
features of the diagram are clarified later in the chapter.

As a reflection of their continuing adherence to™®entury ideas Conservative
politicians do not agree with the State controlling privaeucation, in fact, they declare in
their 1941 Convention that the family and the church should be responsible for education, and
the State should only hold a subsidiary role when private owners are not able to provide the
service. The principle they defénas in the last century, is freedom of education and
examinations, and parents as the ones who select how they wish their children to be
educated. On the basis of these principles, they refer to lthe&v For Compulsory Primary

Educationin the following erms:

0 L yFdzSyiSas W[ & | yR ANBY BRUzOI DAG W pH /NRAY I WREE hod gl | &
Compulsory Primary Education]. Santiago, p. 7. Available at:
http://www.memoriachilena.cl/602/w3article-8876.html
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WHere emerges the delicate issue of compulsory primary education. There is no doubt that in the
current state of the world it is not legitimate for parents to deprive their children of a minimum
knowledge, without which they would be very digadtaged in their attempt to pick their way

in life. It seems, therefore, that the State has the right to decree this obligation, as long as the
parents have complete freedom and facilities to choose the teachers. Where there is only one
school or severaif the same tendency, the compulsory requirement cannot susist.

As in the previous century, Conservative politicians see State control as an invasion of
their autonomy and of the right of parents to have a diverse offer of education. This autonomy
isrelated to a general principle of laisstgire, where the needs of society are met by private
initiative and competition:

Whis situation [the lack of intervention of the State] involves freedom of programmes,
methods, examinations, as well as the faguto recruit teaching personnel under the
responsibility of the headteacher of the school. By this means families will have the diversity of
services in order to meet their varied needs and preferences. Private initiative, active and
intelligent, and cometition will facilitate the emergence gdublic and private schooishere

they are needed and the way they are needed, adapting to the multiple local, cultural and
economic circumstances of familiés.

From a different point of view, teachers also oppdke vertical structure of State
surveillance. According to Reyes (2010), they felt Local Authorities were not competent and/or
were politically oriented, and Municipalities were misusing the funds for education.
Additionally, theLaw For Compulsory PrimaBducationdid not address how the greatest
effort involved in its implementation was to be met, which meant that the conditions in which
primary education was taking place were very similar to those in tHeCknhtury. The minutes
of public examinationsnalysed for this period support this perception, as the majority of
committees refer to the bad conditions in which teachers have to work (too many students per
class, lack of materials, poor infrastructure) and to the need to transform some elementary
primary schools into higher primary schools in order to be able to meet the needs of the whole

population and avoid travelling big distances to go to school. Teachers demanded an education

that was more emancipatory and less oriented to maintaining socggjualities, with a local

28 Conservative Part§1941), op. cit., p. 62.
2pid., p. 61.
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government where workers and women were represented, and were teachers would have
more autonomy and power to decide about their work (Reyes, 2010).

This discontent is the starting point for their proposal of reform, which thegusis in
the context of the General Teachers Association conventions and journals. The principles they
defend are presented in their journduevos RumbogsAn illustrative example of the main
features of the proposed reform is found in the quotation beldwm an article written by S.
Fuentes Vega in 1927, where the author criticises the statesofielas Normalesd proposes
how they should be:
WX0 Ay Ylye ad0Kz22fa GKS Oflraa ¢A0GK frlGF1Ay3
here to there>>marked on textbooks. Workiagentred teaching is barely tried in an isolated
way by some teachers who feel the weariness and inefficiency of their methods. Some years
ago a system called <<of lectures>> was established with the aim of making studies more
active and personal; but its results were negative due to the absence of the spontaneous work
of the student and because the activity was something imposed by the teacher. For the activity
to be healthy and efficient it must emerge as a need, as a consegué a frame of mind. This
is what active school tends to, and its methods are not presentedtasismo are not a priori
grea 2F FOGAYy3AsS odzi glea 2F R2Ay3IA> FESEAoOES
must stop cramming students witextbook tasks, with memotlgased lessons. Is time for the
normalistato stop being the individal without initiative, withoutan eagerness for research,
with no horizon®

The excerpt is representative of the discourse of reformist teachers in tefntise
advocacy for a childentred pedagogy that respects the natural development of the student;
the importance of motivation; rejection of authordyased and memorpased teaching; and
the understanding of the teacher as a creative and autonomous psidaal who investigates
and reflects upon teaching on the basis of the latest scientific developments of pedagogy,
biology and psychology. Teacher journals often refer to names such as Pestalozzi, Froebel,
Montessori, Decroly, Freinet and Dewey as autheh®se principles are consistent with their
view of education, although in some documents they also highlight the need to adapt them to

the local context. The similarities with the reform that was promoted during tH& cghtury

are apparent and, given ¢hdiagnosis referred above, that reform seems to have failed in its

%0 Fuentes Vega, S. (1927). Nuestras Escuelas Normale&$Quelas NormalpsNuevos Rumbos, p.
109.
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attempt to be taken into practice. Nufiez (2002) refers to the new scenario of the time as very
lively and characterised by a thirst for knowledge on scientific pedagogy, where teachers
acquired books and met to discuss about them and to debate on the conditions of education.

The pressure othe 1 ST OKSNE Q Y2 @S YS Yieralprasiden2Artuiiol N2 y 3§
Alessandri accepts dialogue with them, although no concrete actions or legislatiorgeme
from that first interaction and the 1925 Constitution insists in the samedown power
relationships with teachers (Reyes, 2010). Surprisingly, the invitation to teachers to participate
in education governance and in the creation of a reform comesnfthe authoritarian
president and military Carlos Ibafiez del CafhpBrimary teacher Luis Gémez Catalan and
secondary teacher Luis Galdames are appointed as heads of the Departments of Primary and
Secondary Education, respectively. Along with other edanaduthorities, they begin writing
the decree and regulation of the reform, where they promoted the principles of modern
scientific pedagogy in the legislation for both primary and secondary schools. The hypothetic
structure they were designing for the edation system is summarised Figure 13. As
represented in the diagram, teR2 6y & dzZNBSAt f I yOS NBflFGA2ya | NB
system disappears. Instead, tweay interactions are proposed between the Ministry, the
school community and the needsf society. Additionally, a single system of education is
created, where no boundaries are set between its different levels. Another innovative aspect is
the consideration of Physical Education and Arts as important subjects that require their own
department in the Ministry. Whether teacher education was also to be incorporated in a single

education path is not clear on the basis of the analysed documents.

31 As said above, this period is very agitated, and the government of Alessandri is interrupted more than

once because of his incapability to undertake reforms given the lack of support from the Congress.

L 2dzy3 YAETAGENRSA FTANBG SELINBaAa GKSANI RA&AO2YyGSYyd Ay
later the government of Emiliano Figueroa Larrain, thadidate of the aristocracy that reunited the

consensus of all major parties, is interrupted by Carlos Ibafiez del Campo, given that Figueroa Larrain

Wgl & dzytotS G2 3ISG GKS GNIRAGAZ2YFE LI NIASAE (G2 RSLI NJ
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The editorial of Nuevos Rumbo®f October 1927 reflects the feelings of hope
experienced by teacheiavolved in the reform:

Whe actions of vindication have begun. And the initiative has come from the government. The

latest project of Education Reform is nothing but the legalised concretion of our principles and

views in education matters. The TeachAssociation did not expect such a prompt rush of
SPgSyitad oXuv ! yR (KAa KILWSya 6KSy ¢S adatt FSS
comrades, when the persecution in provinces was stifjaing, in the very moment when

reactionary governors ahvisitors have continued to put obstacles to the cultural work that our
2NBFyAalrdGAz2ya RS@OStE2L) Fy2y3a GGKS GSIFOKSNER 2F (K¢

We can only feel satisfied and embrace all our persecuted comrades in this moment. For our
part, we will continue with dirm step working on the same road where we started to walk
yesterday, held to our ideal of contributing to the generation of a better and conscious
humanity &

32 General Teachers Association (1927). Editorial of Nuevos Ruhbegos Rumbog, 123.
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3. Discourses on assessment in the reform

1 Examinatiors as contrary to modern edcation

In the context of theLaw For Compulsory Primary Educatiassessment is still seen
mainly as examination In this law it is employed as a means to safeguard the right to
education of every child, as it is used as a proof to check if childremreaeived this benefit.
Exaninations are also required for teachers to be promoted to a different category and salary
scale. But it is article 99 that makes a difference in the structure that the education system had
had until that moment:

Wrt. 99¢ Within 6 years from the sLof January 1920, preparatory courses that currently
function in public secondary schools will be abolished and to enter fbasendary schools]
certificate of attendance to all the courses of a higher primary school will s@#fice

This article meant the opening of the gate between social boundaries, which had
remained closed through examination requirements during previous periods. In terms of how
societies are conceptualised through education, then, this law was thoughtrasaas of
unifying the separate social paths established during th& d@ntury. There is thus, a first
step in this legal text in terms of increasing social mobility. However, like in the legislation of
the 19" century, nothing is stated about the comtg structure and pedagogical approach of
examination processes. In turn, examinasoareone of the aspects discussed in the context
2F 0SIFOKSNEQ NBT2NXO®

Exaninations were considered an obstacle to modern pedagogy. For example Adolfo
Ferriere, a Swiss edator who investigated the Chilean case, referdNimevos Rumbot
CNBAYSGQa LINAYdGAY3 LINBaa SRdOFGAZ2Y GSOKYAILdZS I

Wnd these pages that children read again and again, provided with two holes with tbeaaid
simple perforator, fixed to two bars that cost only a few cents, constitute what | have called the

33 Sanfuentes, J.L. and Montt, L., op. cit., p. 37.
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FrEATS y230856221BHHP 6 Malionsis defiNilglyBbulel. {imeanysyrpasse® NJ SE |
in quality and quantitgpQ

Traditional pedagogy is seeas examinatiomriented and as detached from what
teachers think good pedagogy is. Exaations are against the spontaneous engagement of
0KS aiGdzRSyi Ay FdziKSYyGdAO FyR YSIyAy3IFdzAg Gl aia
Similarly, the memérs of a committee indicate in their minute of an examinatigmocess
from 1927:

Yt seems teaching subjects for elementary classes are too many and not verycebjeet;

much verbalised and a little demonstrated; everything indoors and nothing ilogle air.

¢tKAAX S GKAY1l1=Z Aa | 3ISYySNIrt RSFSOOG IyR y?2 LIk
gAGK GKS OflaaArd aAay3aazy3aT 6S Ydzad aidNuzZa3tsS {2
to stop the use of the little stone board becaiseot hygienic and because it is not convenient

to erase mistakes, it is more fruitful to repeat the exercise by correctffig it.

(et

Exaninations, from the perspective of this committee, reinforce a verbal style of
teaching, where a practical approadiocued on the observation of objects and the
environment is barely visible. They also promote rote learning and mechanical repetition of
content. A first approach to feedback can also be seen as promoted by the examiners, where
they give value to mistakes agr@ans to improve learning, a practice that they do not see as
encouraged in public examinatien

This, thoughis an exceptional minute, as most committees are very positive in their
assessment of the state of education, without explaining in detail thasons for their
judgement. Given the general diagnosis offered by reformist teachers, it could be inferred that
examinatiors committees vere generally oriented to traditional pedagogy and, thus, praised
the performance of the students and the teacher asg as it demonstrated knowledge of the
LINREINI YYS 2F &aiGdRAS&a® Ly GKAE SEOSLIiAZ2YLIE YAyd

NB3dz FGA2y 2NJ O2yONBGS AyadNHzOGA2y&a o62dzi GKS

34Ferriere, A. (1927). La imprenta en la escuela primaria [The printer in Primary Sdhoelps
Rumbos1, p.7.

%5 1n: Intendencia de Antofagasta: Communications received from the Ministry of Public Instruction
1927. Available at the National Archive.
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means that the lack of regulatiprike in the 19 century, could have left the door open for
exaninations to remain in memorpased passive pedagogy, impeding change to occur. This
also reveals that innovative teachers were only one group. They also had to struggle, as
represented inFgure 12 with conservative teachers who chose to sustain the educational
status quo (Reyes, 2010).

Ferreire summarises the view that advocates of modern pedagogy held about
exaninations:
WY is clear that while the exaimationsbased on reciting by mempoccupies the foreground, it
will not be possible for teachers to make the most of their personal talents, because the
obligation to finish passing the programme monopolises their entire attention. That will have
G2 06S RSSLX & NEF2NX¥YSR 2yS RIF& 6X0O

Fromthis perspective, when teachers are invited to take part in an education reform,
exarminations are also part of the aspects to changbe main document of the reform, Decree
N° 7500, is accompanied by thiRegulation for Primary Schools one of the artiles of this
Regulation, as quoted by Ferriere in his study, another barrier related to assessment is broken:
WArt. 68. Exanmations are cancelled in primary school and promotions will be made annually
GF1{Ay3 &addzRSyidaQ ¢ 2 NJ sthodl peRod intd dcCoynR whicd GoesRdzNA y 3
exclude the exhibitions of students [work] that teachers make as a demonstration of the
efficiency of their laboWBQ

Summarisingin this movement from below two boundaries that were guarded by
examinations inthe previous period are removed: 1) exarations as an entry requirement for
secondary schools, which involved the possibility of higher social mobility; 2)retions as a
barrier to a pedagogical reform that promotes a more practical, active, indygamticipative,
creative, critical and holistic idea of education and, thus, a more emancipatory model of

society. Such changes are innovative and brave even today, not only for Chile, but also in many

other contexts where reforms of this kind would raréle encouraged.

%6 Ferriere, A. (1932)La Educacion Nueva en Chile (¥3280) [The New Education in Chile (1928
1930)].Madrid, p. 234. Available at:

http://www.memoriachilena.cl/602/wa3article-9363.html

7 1bid., p. 53.
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1 The entrance of a new marginal discourse: standardised testing

Parallel to the development of psychological testing in the world, an interest in
knowing more about the educational uses of these instruments emerges among reformist
teachers, who begin to disseminate ideas around this new form of assessment. Although
based on behaviourism and pragmatism, they did not see it as completely incompatible with
the romantic pedagogical principles they defended. Its scientific approach to thuy st
OKAf RNByQa LJaeOKz2ft23& ¢l a LISNOSAQOSR Fa O2yaral:
Velasquez, in an article about testsNoevos Rumboxplains this in the following terms:
Yhe new education, eager for psychological research, wantset pedagogy on strictly
technical foundations. In that sense, tests constitute an aid of capital importance, especially in
the organisation of psychological classes, that is,, tbe conAfo[m,ation of groups of reIa‘Eive o
psychological homogeneity, ontheliasi 2 ¥ Ay U0 St f SOuUdzZ f O2STFTAOASYy LA
Pedagogical tests, as expected, help the teacher considerably well in all that is related to the
psychologisation of teaching and the appreciation of learning or the degree of instruction
reached by the student®
Teachers interest in testinglis 0 KSNBEF2NB X NBf | (abdrscietitfic I Y2 NB
gre 2F 20aSNWAYy3II NBIAAGSNAY3I YR dzy RSNREGI YRAY
the judgementbased approach that predominates in examinatiqracticessince the 19
Century. Velasquez sees the latter perspective on examiraéism very primitive stage of the
RSOSE2LIVYSYyld 27F LAaeOK2 @Al Oy Y S SINBNSIYSNEHIZY 4tK SINy
0KS YSydlt OFfAo0NS 2 Tnothing Bjugify Budh bizaire critzri®fe dzZRI SR 6 X
Despite this initial interest, caveats and potential risks of testing are also in the minds

of teachers and education academics. Ferriere, for example, calls the pedagogical usefulness of

tests into question:

%8Velasquez, C. (1927). Los tests psicoldgicos y la nueva educacién [Psychological tewws and
education].Nuevos Rumbo4, pp. 7671.
*¥1bid., p. 69.
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Whe powerful argument that keeps psychometric techniques standing and gives them validity,
resides mainly in statistics. It is true, indeed, that individual differences are erased in the big
number. The <<more gifted>> will always be a few in the lafgeosenass, which statistically
follows, very closely, the law envisaged by the test.

1 26 SOSNE Ay G(KS FASER 2F a0OK22f dzasSaszx 6X0 Al I
O2YLX St Ste dzyySOSaal NBEd 6X0

There is no advantage, from our perspective,accumulating elements of a more or less
equivalent intellectual coefficient in a specific class. That is not to mention the artificial
character of such ordering, if the social reality that will later make of students one of its
members is consideratQ

He also refers to group learning and the natural way students establish groups as a
legitimate educational reason that classification the basis of tests is not useful in the
classroom.Even from the beginning of standardised testing, there is awarermfsshe
potential distance between the social and cultural variety of the school and testing practices.
Similarly, Veldsquez writes a very ironic article where he warns against the potential

ARS2t23A0Ft dza8 27F Lie OK2fa@sy befnedn aristécas and3I ® Ly |

puj
w»

Y2ONI Ga& 2F AyidSttAaSyOS QsElechioforiecR&IES dfzests || 02y i
where these are a means of separating superior members of society from the masses, in order

to prepare them to rule society, and amablinguse of tests, where their approach is related

to the improvement of learning and, thus, of generating informed citizens that are able to vote
consciously for their rulers. Part tifis ironic essay is quoted below:

Pemocracy does not mean shdé@ grouping, meekness and servility. It is a concept that

carries the ideas of liberty, personal deliberation, reciprocal action, mutual consent, civic

awareness. Can the mediocre man understand this high meaning of democracy? Does he have
enough ability f R @A &dA2y G2 OK224S KAa NBLINBaSydalradagSa

5SY20NI 08z GKS FINRaG2O0NIGa& 27 Ayu Sttt A3SyO0S 02y
FYR 6Aft ySOSNI 6S + NBItAGe® 2Kl A& SHBARSy Gz |
0KS AyGaSttSOGs GKS GNARdzYLIK 27 GKS & dzLISNR 2 NJ Y I y ¢

Let us therefore,favour the superior man, the genius, because the future of societies depends
on his action and his effort. Let us subjugate the average men as if we do not and our thesis
does not tiumph, we could witness a new barbarian invasion and lock the destinies of the

40 Ferriere (1932), op. cit., p. 209.



University of Oxford
Department of Education
D. Phil Progname

gK2tS 62NI R AYaARS (GKS SGSNylrt yAaA3akKd 2F YSRA2O0
and the aristocracy of the spir

The essay reveals a high awarenesgiprising at a time when tests were only
beginning to be developed, of the political and social aspects involved in testing technologies.
Veldsquez clearly envisages potential consequences of tests used in the context of different
models of society, anrestocratic and oppressive one and another that is democratic and
emancipatory.

The interest in tests continues throughout the period. In 1932, for example, Decree N°
1338 establishes a professional development course in pedagogical research, wherefthree
the subjects areTheory of measurement and notions of statistitheory and practice of
educational testsTheory and practice of mental testkikewise, in the 1933 Decree that
establishes the programme of studies for the most important Escuela Nafrthe country,
the programme for headteachers includdéeasurement and control of school workhe
programme of teacher education for secondary schools also includes from 1935 a course on
Educational and mental measuremefRegulation N435). It is thepsychometric discourse
that turns assessment into a theoretical subject of study and not only a practice. However,
such prevalent practices carried with them a series of principles and ideas, which are not

eliminated with the entrance of tests; assessmdisicourses begin to dialogue and overlap.

4. The countereform

The spell was very soon broken. Ibafiez, who had initially promoted the reform,

interrupted it in September of 1928 and began to repress and persecute teachers who

promoted it (NUfiez, 208). The Peruvian intellectual José Carlos Mariategui, who interchanged

4lVelasquez, C. (1927). Controversia entre aristdcratas y demodcratas de la inteligencia [Controversy
between aristocrats and democrats of intelligendgfievos Rumbaosb, p. 98.
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ideas with the authors oNuevos Rumbogsxpresses his indignation before this unexpected
turn:
Whis dependence of any conservative dictatorship on the worst forces of reactionisivls v
dzy RSNBaGAYFGSRd o0X0 / KAEfSIY GSFOKSNE 6X0 RAR Y3
ideals and the antievolutionary opinion and interests of the dictatorship and the social strata
it represents had to manifest, inevitably, shortly aftee road to an authentic reform was
advanced®

With respect to the abolition of entrance examations for secondary schools, this
initiative is followed in 1925 by the establishment of a matriculation and éxations fee for
secondary school studest(Decrees N° 387 and N° 99&udents with lower incomethen,
would not be able to pay for their education, unless they are part of the 20% that is allowed to
be exempt of the fee due to economic reasolgtit is in the period of countereform that
the door is closed for good. In the 1929 Decree N° 5486 the following requirement is
established:
8tudents who have satisfactorily completed tiey@ar of the Annexe School [another name
for preparatoria$ will have the right to be admitted to the firstear of Secondary School
without previous examination. Students from tHey&ar coming from any Primary School will
also be admitted, provided that they evidence the corresponding knowledge through their
exanination.(®

Before the deadline for this beching of social boundaries arrives, the doors are
diligently closed through economic and examination requirements. It is also evident in

secondary school legislation thgtreparatorias were not eliminated, as they are still

mentioned in laws written ithe 1930s.

2al N} 6§S3dAET WP/ & OMPHPO P W[ ONRAAA RS I NBF2NXI Si
in Chile]. In: Mariategui, J.C. (198I&#mas de educaciohima: Amauta.

“BLot 38T RSt /1 YLE2SZ |/ ® DeceR 5486. BdcuebisShiiBalias Anbxaavliseosh ) @ W
LI aly F RSLISYRSNI R SAnnex Prirbaly $¢habls 6f §iGeGsNbBcSme mlepgndamt on the

DGES (General Directorate for Secondary Education)Ponoso, R., (comp.) (1937). Recopilacién de
leyes,reglamentos y decretos relativos al servicio de la ensefianza publica. Santiago de Chile: Direccién

de Prisionesp. 354
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In 1929 the text of thd.aw for Compulsory Primary Instructisnfixed in a definitive
versiorf*. There are, however, some important differences between this document and the
original law. The compulsory character of primary education and thevaekce of
experimental education as a means of promoting innovation throughout the system survive
this modificatiort>. However, one of the relevant changes is related to the administrative
structure of the system, which becomes more vertical than inthe1l192a @SNBRA2Y YR | f
controlling and persecuting teachers. At a local level, the Communal Board is replaced by a
Board of School Assistance and, at the level of the Province, by a Provincial Council for Primary
Education. The members of the Board avet elected through voting processes. They are
constituted by the Major and two neighbours designated by the Province Governor
[Intendentqd, who is an authority that depends directly on the Executive. Tiesponsibilities
are far more restricted than 1920, being mainlgoncernedwith OKSO1 Ay 3 &G dzRSy i a Q
welfare (nutrition and elementary needs) and safeguarding the accomplishment of the
obligation of primary schooling. Inspectors are the main authority at the local level and they
are hierarchicajl subjected to the Visitors and the Director for Primary Instructiigure 14
represents the changes in the structure of the system involved in Ibafiez cenafibem.
Additionally, the system of teaching career promoted in the original law is replaced in
this document by an annual grading system@k Of  3aAFAS& (S| WErsNER Ay T
Good Good Sufficient Deficientand For EliminationThe distribution of teachers in each list is

in charge of the President of the nation, after a progplasiade by another Board conformed by

4 |bafiez del Campo, C. and Navarrete, M. (1929). S8 pudpm RS Ly adNHzOOAsy t NRYL
5291 for Compulsory Primary Insttion]. In: Donoso, R., op. cit., pp. 5571.

SLGtY bg3ST tNASG2 onHmmpmy NBF28FLIGH By BYIKGKEHI fdpn © X 0
of the change was so high that Ibafiez kept advocating the reform, without the inclusion of primary

teaclSNBR | YR F2N¥YAYy3A |y FftAlIYyOS gAGK (GKS LISRII2IAO0I
Y2RSNYyAalGA2y 2F (GKS SRdzOFGA2y &aeadsSy FyR LISRI3I2IA
strong institutionalisation and State control of the proc®ss 6 X0 LI NI R2EAOF ffeé&sx (KSE
<<experimental pedagogy>> took place as an official conception for knowledge generation in school

SRAzOF GA2Yy oX0® ! f NBIRe Ay GKS SFNXeée adl3sSa 2F Lot 3
1928 would start, prminent members of pedagogical elites recommended the creation of experimental
a0Kz22ftaz tA1S8 GKS 2ySa (KIG SEA&aGSR Ay GKS !'yAaAdSR {
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members of the Ministry of Education. Teachers are informed about the list where they have
been classified but they only have the right to sign the report. If they disagree, they have to
appeal before the same authoids. Nothing is mentioned about the criteria for this

classification, so teachers could be easily dismissed under any grounds as long as the authority

0K2dzZa3KG (GKSe& KFIR (G2 0SS Ofl aaAa T fobthe dismissaldf A a
teachersare institutionalised in the regulation for primary instruction (Decree N° 3060):

Wrt. 157.1t is forbidden for teachers in general

1° To get involved in political or private affairs in a way that violates the neutrality of teaching
or compromises thedrmony that must exist between school and society. (...)

7° To raise or propose, without a higher commandment or authorisation, subscriptions among
other members of the teaching personnel and among students, or to incite them to sign
petitions or declaratins of any nature. (...)

10° To use partisan influences or influences of any other nature alien to the service, in order to
obtain promotions, transferences or any other improvement of their situ&#on.

The pressure experienced by teachers in thistesysis apparent is the following
testimony of a teacher in a 1935 publication of thmurnal of Educatigredited by the Ministry
of Education:
Whe teacher begins his/her school year with a group of more than 40 students, and when
facing the demands of th programme, he/she identifies him/herself with it, and in each
student who does not assimilate it he/she sees an enemy for his/her good grading by the end

of the school year.

An attitude of struggle emerges; an educational problem becomes a persondemrob
students against teachet$Q

L6t 38T RSt /FYLRE /® YR bl @FINNBGESET ad O6mMdpH DO D
LINR Y I NJX k 206D.Génersl éduiation for primary schools]. In: Donoso, R., op. cit., p. 554.
47De Vasquez, A. (1935). Nifios problemas [Problematic child®enista de Educacip@3, p. 20.
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It can be inferredfrom the excerptthat the system imposed in the period of Ibafiez
persists in 1935 under the new period of théeralArturo Alessandri. The pressure imposed
by thissystemi { Sa (S OKSNEQ LINRPFSaaAizy 0SS NBadGNAROGSR
a good grade so they are not made redundant. According to the excerpt, this surveillance
system changes the relationship between students and teachers, making it uncomfortable and
difficult.

The political charactenf the persecution of teachers @bservable in different articles
of the journal mentioned above. For example, Elvira S&naz, President of the Board for
Schwl Welfare at the time, portray the image of primary te&ers in the following terms:

Whe primary teacher is not an antisocial or subversive individual as some believe. It is possible
that a 10% to 15% of embittered or indifferent and lazy exists in the union; it may also be that
they have ignited subversiveeis, guiltily encouraged by politicians who used them in
electoral struggles and then abandoned them when it was convenient to their personal
interests. But the majority of teachers are exclusively dedicated to their teaching acf¥ities.

First, the canection of teaching and education with politics is seen as negative, as the
profession should be understood as mainly technical and not as ideological. Political ideas are
characterised as subversive and as contrary to the attitude that is expected @éachdrs. On
the other hand, there is recognition of the teacher as being used by political elites at their
convenience, which can be understood as a criticism towards elites but also portrays teachers
as politically passive and dependant, and neutralidesha political force that the teacher
movement had in the previous decade.

{AYAfFENXT & GSFOKSNJ Wdzt Aty [/ 2yGiNBNI & SELX I A
teachers are usually blamed of being Communists, which he considers as a false accusation. If
this were true, he states, there should be an effect and a good amount of students would have
0S02YS /2YYdzyAada G2 O0OG Ay GKS LREAGAONIE FASE

LIS OS FyR GKNBIGSYSR 2dzNJ / 2yadAddziazzylf NBIAYS

48 Santa Cruz, E. (1935). El profesorado primario [Primary TeadRevis}a de Educacid63, p. 31.
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Where ae no Communists among teachers. There have been bitter experiences. Our wailing of
necessity has not been revolutionary cries. Our gestures of hunger are humble, pitiful,
demanding of an economic improvement; there is nothing similar in them to the #miegt
gesture of the Communist. (¢¥)

Material needs are presented in the quotation as separated from politics and
LRt AGAOAAlI GA2Y A& RSAONAROSR la a2YSGKAy3 GKI QG
should feel guilty about. Additionally, Commsmi is clearly demonised and shown as a big
pest that has contaminated the heroic image of the teacher. It can be seen, thus, how this
persecution made teachers feel the need to be as distant as possible from politics, which
evidences their still naive pbtiial perspective. On the other hand, these articles are published
in the context of a government funded journal, so they can also be interpreted as a means to
keep teachers away from politics in order to avoid a new upraising that would destabilise the
structure of society¢ KS &a0NBy3IGK 2F (S OKSNEQ RAaAO2dzNBES I
into a diminished selimage and a mixed and confusing discourse, where contradictory ideas
are advocatedTeachersend this period threatened, weakened, lackingamsistent discourse

and diminished in cohesion and force. Their voice never emerged again with the same

strength.

5. Discourses on assessment in the counteform

Several aspects and principles of the reform are kept in the regulations for primdry a
secondary education after 1928. Both documents (Decrees N° 3060 and N° 2693) insist in ideas
such as: the school as a community, the student as a future citizen, the abolition of memory

based teaching and physical punishment, active and -cleifdred edication, the qualitative

4% Contreras, J. (1935). ¢Comunismo o amargura? [Communism or bitternees®ta de Educacign
63,p. 69.
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0N Ol Ay3 2F adGdzRSydaQ LINPINBaa o0& (GKS GSIFOKSNE
gives value to attitudes and other aspects of human development.

However the radical idea of suppressing exaations is not one of theaspects that
are kept in the countereform. In the case of primary schools, for example, along with the
jdzt t AGFGAGS GNIO1AYy3a 2F &ddzRSyidiaQ LINRPINBaa ||y
teachers are required to mark tests monthly and quarterlyhwihe aim of reporting to
parents, as well as with promotion, certification and graduation aims. Graduation from Year 6
required also a final test to be taken.

The difference with previous periods, in what can be understood as a hybrid solution
in relation to assessment, is that not onlgontent matters are marked but also more
overarching aspects such as conduct, diligence, order, punctuality, manners are assigned a
number and reports on the aptitudes of students are elaborated in case they wish to atend
professional school. This wider view of teaturesto be assessed is confirmed in documents
from schools between 1934 and 1939, which consist in mark reports to parents where subjects
and aspects of conduct are accounted for or in certificates wheeestudent is congratulated
for his good conduct and diligence in study.

When attached to a mark, however, the inclusion of these aspects can also be seen as
a means of disciplining students as obedient and tvellaved citizens. This is reaffirmed by
theSadlrof AaKYSYyd 2F | Fy WHLGAGHdZRSAE FT2N¥YQ Ay wM™md
students, in what could be understood as an appropriation from the government of the new
marginal discourse of testing and the scientific study of learning and peigdharhis form is
completed by the teacher throughout the levels of primary schooling and involves aspects

such as:

Lot 38T RSt /FYLRE /® YR bl@FENNBGISE ad dmpondd W5 S«
alumnos queA Yy ANB aSy | I Sa O dzSEstablidhi#dRhy aptitdidé r@cord®rSOeBsS mn 1 n @
that enter primary school]. In: Donoso, R., op. cit., pp.-573.
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1 Intellectual conditions: e.g. memory, imagination, reasoning.

1 Emotional and volitional conditions: e.g. respectful, polite, docile, cleanest, religious,
RSOSYyild Ay KAAKKSNI fly3dzZ 3Sed LG |tftaz2 AyOfdzRSa
rebellious, proud, vain, and cruel.

1 Physical qualities: e.g. weight, size, strength.

T {20A1f YR SO02y2YAO I aL)SOiliag rectediBrbactivitieNS y (i & Q
outside school.

f Educational developmenfocused2 y (G KS &G dzZRSy i Q& YI N] &

1 Aptitudes: judgement of the teacher in relation to the aptitudes of the student for a future
professional activity.

1 Vocational orientation: guidelines omné vocation of the student on the basis of all the

previous points.

The circuit these forms were expected to follow is to be sent to industrial, commercial
or agrarian technical schools, which seem to be thought as the natural path after attending a
public primary school and not preparatoria although the decree also states that the form
continues to be completed in secondary education if the student decides to undertake
university studies. Each aspect, when possible, is assessed through a gradifigiscaléo 7,
where 1 is DreadfulRésimd and 7 is OutstandingSobresaliente Other aspects, such as
emotional and volitional conditions, are presented as a checklist where presence or absence of
different aspects is corroborated. Intelligence is measuthrough exarimation results and
includes mental age and 1Q.

This appropriation of the new testing and scientific discourse on assessment is
oriented towards a perspective oschooling where the most important aim is to place the

student in the right job making of working life the fundamental aim of primary schooling. In
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this context, the conditions of the good worker for the nation are clear: docile, religious,
decent, respectful, skillful, intelligent and strorgsessmentthen,is used here as a mesa to
determine life paths and to discipline the minds and bodies of future workers. The
homogenisation that educators feared in the previous decade in relation to testing regimes
begins to come true in this type of legislation.

In the case of secondasgchools, although some aspects of the reform are maintained,
there is a special decrefer the regulation of exarmations and grades (Decree N° 2545). In
this document, subject matters are separated in three groups, and the humanistic and
scientific areagGroups A and B) are given more importance for promotion than manual and
artistic ones (Group C). The™8entury model of examations in front of a committee is
brought back in this decree along with written tests for admission to secondary schools, as
well as marking practices, now with a scale from 1 to 7. The main language is that of
promotion, failure, marking, examinatisrand certification. In like manner to primary school,
WO2YLIX AYSY G NE 3INIRSEAQ | NB I aaildyr&pectodid)  aLISOG
goodness, truthfulness). The State continues to hold control over mwdions in private
schools, although in a more indirect way: the General Director for Secondary Schools
designates the teachers that will constitute the examinasioommittee.

The main discussion in the reminder of the period at this level of schoolfogused
on the difficulty of exarnmations and promotion requirements, which are made increasingly
flexible in order to avoid failure and repetition. This seerasbe a problem especially for
private schools. A telegram from 1927, when exzations are still carried out by university
professors along with teachers, shows a petition of the provincial authdritgr(dentd to the
Ministry given the many complainteceived from parents of private schools. They refer to the
fear students experience in front of academics, as their way of questioning is intimidating, and
to the lack of just appreciation of the work of the teacher, whose judgement and vote are not

consicered. This confirms a continuity of the practices of university examiners, as described for
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the previous period in contrast with the benevolent and exceptional figure of Philippi. Decree
N° 2545 (1929) seems to be responding to this demand by giving mativergy to the teacher
that the General Directoratappoints as part of the committee.

From a very strict regulation established by Ibafiez in 1927, where promotion
conditions were demanding and conditional promotion was forbidden, the period witnesses an
increasing flexibility in the requirements for passing and the possibility of conditional
promotion. This phenomenon can be observed from the decrees of Ibafiez by the end of his
period, to the decrees of the brief Socialist Republic, until the second geficAlessandri,
with at least 8 versions of examations regulations from 1927 to 1935. This is due to a
problem that the strict regulation generated in terms of too many repeating students, which
led Alessandri in 1933 to establish a special researchritiee to investigate the causes of
the generalised failure, research that continues throughout his period of government without
concrete results. In the meantime, the flexible legislation was prorogued. The same legal
strategy of prorogation is used indtperiod to avoid the transformation qireparatoriasinto
regular primary schools, arguing that there is no infrastructure to undertake this change,
although these annex schools begin depend on the General Directorat®r Secondary
Education (see Deoea\° 5486, 1929).

Another important change is the abolition Bfchillerato(the end of secondary school
test for university entry) in 1928 under the Ibafiez administration and its replacement for a
Secondary School Certificate based on the performam¢leostudent throughout the years of
secondary education. Decree N° 4096 indicates the reasons for this measure: the State is the
only institution that provides titles and degrees (which removes authority from the University
of Chile), the student has alady been properly assessed at school, and if selection is needed
universities will also assess accordingly through their internal aaians. This measure

could be explained as part of the problematic relationship between the Ibafiez administration
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and the University of Chile, where some rectors demitted and some others did not implement
Ibafiez and Minister Navarrete measures for the modernisation of the institution.

In the case of secondary schotigerefore, asin the 19" century, the main concern
around assessment is still certification and promotion rather than meaningful learning. All
actors seem to envisage the need for passing and entering university as the main end of
education, which undermines all the traces that might have remained of tileAni f G S+ OK S NA
reform.

Along with examinations paperwork with accountability purposes increases. The
regulation for primary schools (Decree N° 3060), for example, establishes that each school
must keep the following booksf cegisters: matriculation, aéindance, the life book where the
teacher registers his or her daily work, learning or student progress, visits (for the school
Inspector), promotion and graduation of students, inventory, communications, minutes,
teacher attendance, external communicationgeneral statistics of the school, memoranda
from the headteacher and special books for technical schdolsummary surveillance is
placed upon schools, teachers and students, all of them being disciplined by the political elite.

In summary, he peria is characterised by the struggle of forces in the reform and
counterreform movements. The former aims at a more emancipatory pedagogy, with the
child as the centre of education, and the generation of moniéical and active citizenas its
goal In the context of this perspective, exanations are considered countgroductive and
as opposed to the freedom the child and the teacher should have in the process of learning.
They are also abolished in terms of the way the separate educational paths jtes grounds
of social differencesSimultaneously, innovative teachers introduce the new repertoire of
testing theory, although with a certain degree of resistance in relation their potential negative
consequences, like altering the natural processes efdlassroom by categorising students or
becoming a means for an elitist sociefihe countesreform movement represses the initiative

of teachers and returns to traditional discourses on assessnfeatised on marking,
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certification andexaminations,and ako assimilates the testing discourse as a means for

disciplining students in different aspects of human behaviour.
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19651985: A CLASH OF PROJECTS

CHRONOLOGY OF THE PERIOD

Government of Eduardo Frei M. (Christian Democrat)

1969

1964 1965 1966 1967 1968

Beginning of National Test

Education  Abolition of
Reform Decree Bachilleratogeginning of Academic

Aptitude Test (PAA)

University students revolution
(democratisation of higher education)

Government of Salvador Allende (Socialist) Military coup

1970 1971 1972 1973

ENU Report
Law for Democratisation of Education

Last application of National Test

National Education Congress

Government of Augusto Pinochet (Conservative dictator)

1974 1975 1976 1977 1978 1979

Intervention of universities and schools

IS
>

Decree on teaching career—— . o
Presidential Directive

on Education

Decree N° 2038 (assessment)

1980 1981 1982 1983 1984 1985

| Subsequent decrees on assessment |

1980 Constitution Programme for Assessment of Educational
Performance (PER)
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The richness of this ttd period lies in the way it concentrates in a few years a
succession of three radically different projefds society and education. One can witness the
Y2RSNI 4GS WwwS@2ftdziAzy Ay [AO0SNIeQ 2F (GKS / KNRad:
UnfA SR { OK22fQ YR G(KSYy o0& GKS OoNBFI{R2gy 2F RSY
the educational landscape of the country unlkie present time This phase can be seen as the
culmination of previous conflicts, and hence as the space where multipteutises emerge
andinteract with one anotherGiven the nature of this period, the way in which this section of
the chapter is structured varies slightly from the two previous ones, and presents each project

separately in relation to threevels: ideologial, pedagogical/curricular and discourses around

assessment.

M ®  CREUSIAtOTEN Libertya failed attempt of institutional breach

1 The ideological level

Although the Radical governments of previous periods had undertaken social reforms,
including the expansion of provision and a more technical development of education
(Feinberg, 1972), social inequalities persisted as well as the segregated nature of the education
system. The subsequent administrations of (now elected) Carlos Ibafiez del Camjorged
Alessandri did not contribute to any radical changes in educafiba.same social demands
remainedthusunsolved (Haslam, 2005).

The Christian Democrats, formerly named tRalange were a group of young
members of the Conservative Party who abaned it in the 1930s as they felt the neéaf a
more progressive approach to politicsee Appendix 12Due to this internal divide, the older
members of this party accudehem of betrayal in their 1941 convention minutes. However, in

the 1964 elections real possibility of a triumph of the Left, represented by Salvador Allende,
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made the Right (nowombiningConservatives, Liberals and Radicals) abandon their candidate

and support the more moderate approach of Eduardo Frei Montalva, the Christan Deéméd@a

O«
puji

| ARFGS O6CSAYO6SNHS MprtHO® Ly (GKS LINPIANFYYS

<
puji

GA2yas GKS& RSTAYS GKSANI WwwS@2ftdziAzy Ay [ A

w»
O«

f
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Whe Revolution in Liberty is an-going process which, in the context of Democraegpecting

the person and the essential rights of all Chileans, is liberating the pedgladbld through

the education reform, the agrarian reform, popular organisations and the redistribution of
income, and is driving the economic development andependence of Chile through
industrialisation, the Chileanisation of copper and the war against infigan

Frei represented a project where reforms similar to those proposed by the Left were
to be promoted but in the context of democratic rule and respfor private property and
individual freedom, crucial and lorgjanding values of the Right. These reforms were not
based on Socialist or Communist principles but fell under the umbrella of Christian values.
According to Feinberg, this discourse of dédd Oe& | YR W/ KNRAGAlIY 23SQ
ySg @20SNER>X WSalLISOALffe |yY2y3a GKS g2YSys LISIHal
which made Frei gain the 1964 election process.

Yet in the same Programme they recognise the difficulties experientgd CNB A Q&
administration:

While has to choose between the dirty and tortuous politics of compromise or the clean and
straight politics of accomplishing the programme that was promised to the people.

For the Nationals [the party that united Conservatiaes Liberals] the worst enemy of Chile,

of the Christian and Western civilisation, of religion and morality is communism. For the
Communists, the worst enemies of the people are the Nationals. However, they do not hesitate

in acting in concertinorderif 2 01 t NBaARSY (i CNBAQa D2@SNYyYSyio
0 X0

¢t2 @208 F2NJ GKS OFYyRARFIGSa 2F / KNRAadGAlLyYy 5SY2O0ON.
effective presidential government and against aemergence of a fruitless parliamentarism;

for President Frei and agest the majority of the Senate; for Chile and against bad pof#ics.

51 Christian Democratic Party (196T)n programa y un gobiernpA programme and a government].
Santiago, p. 8. Available at:

http://www.memoriachilena.cl/602/w3article-9081.html

52 1bid., pp. 1611.
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CNBAQa LINP2SOGz (Kdzasz &sdefetibnbiative iritibkRe¥of 0 KS &l Y
previous administrations: all attempts were softened through processes of negotiation
between political parties, which meant a considerable undermining of originally more radical
ideas. The attempts of the governmetd achievesignificant reforms through institutional
means involved compromise with powerful groups, who eventually benefitted froese
negotiation processes (see, for example, the case of the agrarian reform described in Feinberg,

1972).

1 ¢KS /KNRAGAIY 58Y20NI iaQ LINR28SOG Ay SRdzOF A2y

TKS YFIAYy FalLlsota 2F CNBAQa wwS@2fdziAzy Ay
increase in progion and access, and improvement in infrastructure, more years of primary
schooling, increased community participation, as well as a curriculum reform that involved
new pedagogical and methodological approaches (Cox and Gysling, 20@®9¢. is sme
eviderce of the achievements dfis government in relation to the first three aspects, with
sources from different historical periods recognising these advances, from the 1967 party
LINEAINF YYS 1jd20iSR | 02@0Ss (2 {OKASFSto®AyQa RALI .
Workers Vicariate working document from 1985, although all of these sources are close to the
ideological position of the party.

The more qualitative features of the reform (namely participation and curriculum
change), however, involve more complés. There is a whole process of reform in Higher
Education in 1968, which involved a more horizontal participation of all the actors in decision
making processes and a structure of-gmvernment (Jadresic, 2002Jhe credit for this
change nonethelessbelongs to the students, who took part in the general revolutionary

impulse of the 1960s by exerting pressure in order to achieve a more democratic structure in
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universities. All these processes occur inside universities with little intervention from the
government.

G GKS ao0OKz22f fS@Stsxs {OKASTStoSAYyQa RALF3Iy?2
degree of participation through church, volunteering and parents associations as well as
community centres. The author, who was highly involved in the proee¥s CNB A Q& S RdzO |
NEF2NXZI ONARGAOAASE (KS WLINRTSaarzylf ol NNASND
allowing them to get involved in techniecRIS R 32 3A O f | 4SOt as dzaAy3da (K
OKI N OGSNJ 2F SRdzO2fi@QyRy i 2Wwoyf 2DRS (IKER NI S W& G KI
OKAft RNByQa LISNF2NXIyOSQd LG Aa Ay FaLsoaGa tA1S
ambiguity of the Christian Democrats becomes apparent. They promote participation but in a
way that neutalises potential political elements by relating these activities to charitable or
social life motivations; they connect community participation with elementgl@ntelistic
FGGAGdZRSa FTNBY LINByGa YR gA0GK GKS RSLINPFSAAA:

In terms of pedagogical and curriculum reform, there are relevant changes in teacher
education and in the school curriculum. According to Cox and Gysling (2009), there is an initial
attempt to reform Escuelas Normaldsut this is strongly resisted by tdaers because it was
based on a study supported by the Ford Foundation, in which they did not trust. The basis of
this mistrust is related to the aniimperialist tendency of the time, funded in interventionist
strategies such as the Project Camelot (Cod @ysling, 2009: 134). These suspicions are
justified many years later by the wddhown intervention of the CIA during the 1964 campaign
where, for example, approximately U$12,000,000 were invested by the United States to
addzLJLI2 NI CNBAQa! OfF BMIRSEDYE KYWRAIAYGEARI F &t YZ HAanpoO

{OKASTFSt 0SAY RSaONAROS&a (GSIFOKSNEQ NBaradl yoSs
Whe unionised action was an insurmountable barrier to und,ertalfe a reform programme in )
Escuelas Normaleslue to its funding coming from a donationofK S C2 NR C2dzy Rl UA2Y

was about the development of materials in these schools to be experimented in the annexe
schools ofEscuelas Normaldsvhere future teachers undertook their professional practice]

14C



University of Oxford
Department of Education
D. Phil Progname

with the aim of stimulating in teachers bothsearch on their effects and on their relation to
our reality®

l'3FAYZ Ly FTOGAGS LI NIAOALI YOG Ay CNBAQa NBTF2
the system as an obstacle for t@mwn reforms, rather than considering their voice as part of
their participative approach. Additionally, teachers act as empowered agents in terms of being
able to resist a reform. Although they do not define the agenda like in the previous period,
they are able to avoid a new marginal discourse to become central amd he action of
both the government and international organisations.

The modelpromoted by the Ford Foundation, where reaghade materials are to be
implemented by teachersis later recognised by Brennan (2009) as characteristic of
Conservative governnmes, who seem talistrust the knowledge of the teacher and, therefore,

LINE OARS alAGaég 2F YIFIGSNAFfAa LINPRdAdzZOSR 060& aY2NEB
Chapter IV in relation to more recent materials for literacy and numeracy development.

The changes that were eventually undertaken during the period are closer to the
historical demands of teachers: primary teacher education becomes -qausindary,
specialised, scientific, researblased and practicbased (Cox and Gysling, 2009). This involves
the end of the socially established difference between primary and secondary teachers, as
both are given an equivalent status.

In relation to the reform of the school curriculum, a report from UNESCO in 1966
summarises the criticisms from which it erges:

Whe old school is criticised for being mainly intellectualist and too inclined to select student

solely on the basis of their intellectual aptitudes.
0 X0

53 Schiefelbein, E. (197@piagndstico del Sistema Educacional Chileno en [[®#gnosis of the Chilean
Education System in 1970]. Santiago: Business and Administration Faculty, Economics Department,
University of Chile54-55.
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apLINSOAF USR oXU0 wAYS8 GKS SYyRSyOé Ay 4GSl
exclusively magisterial and mainly based on meng®ry.

‘<m
U<

The similarities with the criticisms of the previous periods are again apparent,
revealing a historical persistende traditional practice despite all the past attempts for a
OKIFy3daSed {AYAfIN¥e&x GKS LINAYyOALX Sa adaidl AySR oeé
same report describes:

U4h these programmes the respect for the psychology of the child betwaed 61 years old is
intended, [respect] for that child who is an essentially active being, who imitates and is inclined
to group activities and willing to develop through the realisation of his/her creative fatif@sy

Asin previous periods, a chilcentred approach is advocated. Students develop as
creative beings, who are not considered onlydrms oftheir cognitive dimension but taken as
a whole, with values and attitudes. This requires overcoming traditional verbal methods and a
more active engagenme in learning tasks.

The increased role of 10s in local education governance can be seen in the caveats
established by UNESCO in the report, which was commissioned by the Chilean government in
order to evaluate the new programmes. First, the repdadubtda 2 F GSIF OKSNRQ LINE T
skills for taking such a complex proposal into practice and fears a potential lack of
K2Y23aSySAGe Ay (GKS a&@&dssl & YutorodabThede2aspact lwoukdS NB Q
require, says the report, a wide development of CPD couasesa system of control and
inspection. Additionally, advice is given in relation to tdhanger of forgetting the
development of elementary techniques and instrumental disciplingsan organised set of
pre-established contents. Finally, it ale@rns aganst setting too high aspirations for primary

schooling All these are aspects that have been envisaged in this study as characteristics of the

5 Albaric, R. (1966)informe UNESCO: Examen Yy revisién de los programas de edut#dB8CO
report: Analygs and revision of education programmeShntiago, p. 6. Available at:
http://unesdoc.unesco.org/images/0000/000079/007998SB. pdf

S 1bid., p. 7.
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approach to education sustained by more Conservative groups. The centrifugal forces of (the
same) reform are ithis period being resisted though transnational governance mechanisms.
However, the concerns expressed by UNESCO may not be completely justified. The
major aim of this pedagogical and curriculum reform is stated in Decree N° 27952 (1965):
WX0 (G20B0GGBNYIYVR Y2NB KFENX¥Y2yAz2dza RSOSt2LIVSyid 2
personality; trained for the working life and to enable him/her to intelligently participate in the
process of cultural, social and economic development of the country.
OGe)?lel:al Primary Education will begin with a four years foundation cycle of globalised teaching
[i.e. interdisciplinaryland will end with a four years cycle in which special emphasis will be put
on vocational exploratio®®
Despite the innovations promoted tbugh an interdisciplinary approach and the
consideration of other dimensions of learning (skills, attitudes, values), the final aim of the
system is still that of generating useful, productive and highly functional citizens. Consistently,
thetiteoftheF ANBR G AYOGSNRAAOALIE AYI NB dzyAlG F2NJ , SIENI H |
Additionally, although the general principles of the new curriculum seem to promote
flexibility, different sources are coincident in signalling the principles of Benjamin Bloom and
Ralph Tyler as the basis for the new approach, which involves an innovative approach to
learning but also a still very mechanistic one.
I O02NRAY3I (G2 | SNNBNI wdzAl oémMdhpynvs . f22YQ4
/ F NNRffQa Y2RS{ hatiNRiemeRucdess $ ledmhinyWhedpedtionalireading
involves the exploration of the changes in learning generated by modifications in two of those
variables:quality of teachingand time. This means that, provided with the right treatment,
most students could reach a mastery level of learning. Two great innovations are introduced
here: a dynamic idea of intelligence (all students can learn under the right treatment) and a

differentiated treatment for each student against the simultaneous method prigahoin

previous decades. Changes and permanent diagnosis around planning, materials and methods

56 Frei Montalva, E. and Gomez Milas WP o mM@pcp 0 ® W5SONBG2 HTPpHI az2RATFAC
27952 .Modifies the Education System]. Santiago, p. 1. Available at:
http://www.leychile.cl/Navegar?idNormat9478&buscar=Decreto+27952
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would result, according to this approach, in the majority of students reaching a high level of
learning.

It is in the context of these theoretical bases thhetdevelopment of the individual is
thoughtof Ay CNBAQa SRdzOF A2y NEAlQIN«biitycakdiratural STy a |
development of the child is set against a set of expected behaviours, which all students must
accomplish. The romantic backgrali that justified previous chitdentred reforms overlaps
with andis absorbed by a behaviouristea of learning. The UNESCO report explains:
W second original aspect of the programmes that are being prepared consists in putting
constantly beforetheeye 2 F GSIF OKSNAE 6X0 (G4KS NBFSNByOS G2 i
programme or, according to the vocabulary that is employed, to the <<generally desirable
behaviours>> that the activities included in each part of the programme must develop and
strenghen®’

A GK2dzZaAK £ SFENYyAy3a A& RSY2ONI GAaSR o0& .f22YQ2
and reflective in terms of adapting it according to the needs of each student, this occurs in the
context of very specific externally set boundaries that reqsitedents to adapt to expected
behaviours and to be corrected by the teacher when they deviate from these expectations.

The mechanistic aspect in this approach is illustrated in the figure belowr{gese 15, taken

from Herrera Ruiz (1980), a text thaas used for P courses from 1975 onwards.

and organising
learning
activties.

instruction
goals.

posses to adapt learning Summatively
planning and/or activties. assess results.
place the Formative
student. assessment.

Using the information for reviewing and adapting each step, if necessary.

FIGURE 1%equence and relationships between the activities
that characterise the teachinlganing procesgHerrera Ruiz, 1980: 17)

57 Albaric, op. cit., p. 8.
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This model would be classified by Ex#ohar 1990 as reflectingstatic systems theory
and criticised by him and authors such as Hammerg893 for its mechanistic approach to
complex phenomena. There are aspects of the Fordist approach to education aaswell
technocratic behaviouristnodel of teaching and learninop this diagram, where teachers
check the quality of the process of production of desirable students according to curriculum
goals.Difference then,is only important in terms of applying the right treatment so everyone
can achieve the same outcome. Tdiscourses of enterprise and industry become intertwined

with education and assessment acquires an important role in this context.

1 Discourses on assessment: Gauss vs. Bloom and the canonisation of standardised testing

Two models in tension

The ideaof pedagogy as a scientific discipline that began to develop in previous
periods in terms of specialised knowledge is consolidated during this phase, where
measurement and assessment become common technical subjects addressed in teacher
education, policygeneration, education research and practice. Two main discourses circulate:
1) the traditional perspective about testing, where a static idea of intelligence is objectively
F3aSa4SR GKNRdzZAK NARIKUGKGNRBY3I 2N Ydzt GALX S
statistically analysed through anofi S F SNBY OSR | LILINR | OKT YR HO
where a dynamic process of teaching and learning around a set eé¢gpablished goals is
controlled and regulated though testing or other activities. The latwrstitutes the entering
of a new marginal discourse to the arena: formative assessment.

Gipps (2004) understandbese two perspectivess psychometricsand educational
measurementrespectively. She states they have some different principles, but alsddtia

are different from educational assessmenBoth approaches, nonetheless, share many

14E
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principles they are based on a behaviouristea of learning where the student is thought as

achieving desirable behaviours; they conceptualise assessment as ectivibjevidence

AL GKSNAY3I | OGA@AGe o2dzi GKS addzZRSydaQ | OKAS@S
evidence; they think of assessment as a quality control tool. The main differences are given by

the opposition between a static and a dynamic agpicof intelligence and by the moment

where assessment takes place (during the process or only at the end of it). The image below

from Herrera Ruiz (1980: 60) seeks to illustrate the difference between the two approaches by

opposing the traditional Gaussiwe to the mastery learning curve:

Students Students

A A

Equal treatment for all students
(same materials, same time, same
methods).

Mastery level

v

»
»>

Aptitude for the subject Performance on the subject

Students Students

Differentiated treatment for
students

i
1
1
!
Mastery level

1
'
!
'
'
]
'l

v

»
>

Aptitude for the subject Performance on the subject

FIGURESG. Traditional learning vs. mastery learning (Herrera Ruiz, 1980)

The transition between the two models is apparent both in the interviews with
experienced teachers and in the books that were used for teaduercation during the
period. One example of these materials from 1967 by Eliana Taffarimentioned by

Participant 12, is an instance thie more traditional approachit refers in different sections to

S8 Tartarini, E. (1967)Evaluacion escolar y elementos de estadistica apli¢gdaool assessment and
elements of applied statistics]. Santiago: Editorial Universitaria.
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assessment as a fundamental component of the leaymprocess, highlightssitmportance for
obtaining a constant diagnosis of the teaching and learning process and states that different
types of assessment activities should be employed in the classiDespite these statements

A N e

her book concentrates alnéo (i EOCf dzaA@Ste Ay (GKS O2yailiNHzOGAz2Yy
written tests, and most of the space is used in referring to closed questions and later to the
reviewing process, with a long final chapter on statistical tools that are necessary for
interpreting data derived from assasent processes. These tools aimthé establishment of
rankings and othemaspects of a noraneferenced approach. A stdpy-step guide on how to
establish marking schemes through the use of graph paper is also provided.

The other text isthat by Herrera Ruiz mentioned above, which was used between
1975 and 1980 in professional development programmes around assessment. This source is
more focused2 y . £ 22YQa FLINRIOK (2 FaasSaayYSyd FyR A:
away from marking and scorirgentred approaches to concentrate on learning and a more
qualitative analysis of results. The difference is made explicit in statements like the following:
'‘Assessment of learning is a new assessment approach. It requiresdetzigd description of
learning goals and the testing procedures, which have as a reference criterion standards or
acceptance patterns previously established in the learning goals.
In contrast to the approach mentioned above, there is the A@frencel measurement
approach, which interprets the results achieved by the students comparing them with the
performance achieved by the whole class or a larger group of students of the same level. This
approach pays special attention to the differentiation betwestudents while the quantity of
learning each student achieves is not that importaht.

The difference in the new approach is, therefore, related to a concentration on the
meaning of the result in terms of individual learning rather than in comparagires. Variety
of assessment activities is also encouraged throughout the book. However, there is also a

tendency to provide examples related to written tests and teachers who are learning from the

material are assessed at the end of each module throughuliple choice test where they

¥ Herrera Ruiz, R. (198@vduacion de los Aprendizaj¢assessment of Learning]. Santiago: CPEIP, p.
26.
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basically have to repeat its content. Only at the end of the book a series of more reflective and
handson activities are suggested. Additionally, as has been said before, this bodk is st
situated in a behaviourisind technocratic paradigm, where a mechanic idea of learning and
schooling predominates.

The tensions between the two model¢herefore, are containedin both the content
and the internal contradictions of these teacher education materials.

Participant expdenced teachers were exposed to both ideas during their initial
education, except for one who did not receive any training on assessment as he studied in an
Escuela Normagarlier than the rest of the group. This could be interpreted as evidence of
assessrant as an absent topic in initial teacher educatiand the exclusive preservef
headteachers (seend ofsection 3in the previous periogof primary schoolsintil the first half
of the 1960s. Independent of their type or place of education, all the ro#serienced
teachers remember being in contact with topics such as: construction of objective tests and
instruments (60% of experienced teachers) either through practical exercises or more teacher
centred strategies; statistics in relation to scoring aneviewing processes (30% of
experienced teachers); types of items with true or false, multghleice and matching terms
as the most mentioned (50% of experienced teachers); types of assessment, where they
mention both the three phases of diagnosis, fotiva and summative assessment, and types
2F GSalta oSaalre GSaidasx Of2aSR ljdSadAiazya GSaita
taxonomy (30% of experienced teachers).

The transition between the two assessment models is apparent in some of the
testimonies of teachers. Participant 12, for instance, recognises that:

4

Whoddy (KAA 202SOGAGAGE GKS @SEFENE LQY dFf{lAy3
retreat. But it was still [operating] in practi¢eQ

Participant 19 remembers that as a sohstudent during the 1960s she and her

classmates were excited with the novelty of multioleoice testing:
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'(...) she was the only teacher at the school that by the end of the semester used to make a
multiple-choice test, and it was a party, because wantt know multiplechoice tests.

Interviewer: It was a novelty.

Interviewee: It was a novelty to us that the test was already written because everything was
"take a sheet of paper" and they dictated the questibns.

'da

She also recalls how she was askedid&& S 0 S3IAAYyyAy3a 2F KSNI OF NB
taxonomy to construct a table of specifications and to analyse the results of a test and she felt
completely lost. She declares now knowing what these ideas mean because she is asked to use
them in her current cotext of practice, revealing the historical overlapping and continuity of
approaches until nowadays; Participant 14 declares he experiences the same requirements but

criticises this insistence in Bloom as 'a bit outdated'.

Testing policies

The politicalO2 y 4 S1j dzSy 0Sa 2F . f22YQa 02y OSLIi ¢SNB
selection of those who are naturally better is discarded and replaced by a more democratic
idea where everyone, providegith the right conditions and stimuli, can learn and show high
levels of achievement. In Velasq@zS N a> (GKS aF NAAG2ONYr Ga 2F AydS
RSY2ONI 08 2F tSINYyAy3Id 22dA R CNBAQa 3IF2+fa 2F A
approach to assessment?
Law N° 16.526 declares the abolition Bdchilleratoas the examinatiosprocess for
university entrance in 1966. This very brief document does not provide much information
about the reasons for the termination of this proceduteonly establishes that thets8e will
provide certificates at thend of each cycle of education on the basis of national assessment
systems to be developed by the Ministry and that the license of secondary education would be
a requirement for entering higher education.
Another document from 1963 illuminates the law ntemed above with the

discussion that had been sustained for some years aroBadhillerato This source is a
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statement submitted to the Minister of Education of the time by the Council of University
wSOU2NR 2y 6KIG (GKS& O2 yaoung ddgoténkabcandelldtioh/ol2 y I f O2
the examinatioss, topic in which they declare having a wide level of agreement. First, they
explain the problems they detect around this assessment process: there are too many people
aiming at higher education althougiot all of them are motivated to studying or have the
ability to undertakethesekinds of studies; this is due to the lack of alternative paths for those
who will not enter higher education; employers ask fBachillerato as a recruitment
requirement, makng it unintentionally compulsory; universities do not have the capacity to
receive all the applicants, thus, a selection process is inevitable. Most importantly, they state
that the direction ofBachilleratoand secondary education follow different criter
Puring all their permanence in public or private secondary scHmaes o colegiostudents
are required in their tests and examtions to repeat in an almost literal way the information
GKS&8 KI@S NBOSAGSR 0X0 FNRYWS NIKISA Nd KGIST OKKSNE PG dizK S
develops his/her ability to memorise and does not develop sufficiently his/her abilities of
FylFf@aAadxX NBFA2YyAYy3d |y Roachib&atdtesy linf turnO teduites OA a Y &
candidates to relate different factsccurred in different times, to provide their personal
appreciation about different scientific phenomena, to analyse the consequences of specific
facts; in one word, they are required to have a degree of analysis, reasoning and critical
thinking that theyshould normally have at their age but that they do not have in reality, as the
education they received did not prepare them in that direc@®n.
The rectors consider, due to this basic inequalityat the Bachilleratolacks the
necessary fairness. Aft detailing the problems, they proceed to suggest some solutions. They
do not agree with the immediate abolition of the examationz | & GKA& Aa (GKS 2y
a0FYRIENRQ G GKS Y2YSyiod ¢KS& NBO2YYSYyR Ada N
relatedto knowledge, aptitudes and vocational aspects. This, they declare, is more consistent
with the new context of increased demand and competition. Additionally, they think this

would allow the Ministry to cease its concern about annual examinatiorschoo$, which

would be now responsibility of each educational establishment. A-&bagding wish of

80 Rectors Council for Chilean Universities. (1988hillerato: problema educacionf@achillerato: an
educational problem]. Santiago: Editorial Universitaria, pg. 7

15C



University of Oxford
Department of Education
D. Phil Progname

Conservative groups would, then, be realised: #ste would not control the internal logic of
schools yearly through difficult exanations carried out by unersity representatives.

The change, however, was a radical one. According to a guide to prepare the
Bachilleratoon Philosophy and Langu@4é O f ft SR W[ SGGIGSNERQ G siKS GAY:
system involved an oral presentation that the students hadisten to, taking notes of its
content, and then write a ten lines summary of its content. The topic of the presentation was
abstract and philosophical. The next section required the student to answer one of the two
questions on Philosophy that were eféd, and both his/her writing skills and knowledge on
the subject were to be assessed. This was formerly a problem they had to discuss about but
the tendency of the students to ramble motivated reconsideration. Furthermore, the
concentration of assessomn the summary rather than the discussion, due to the rambling,

f SR t KAf2a2LKe GSIFOKSNE WwWi2z2 GNIXYAy addzRRSydGa Ay
teaching to the test was not considered as a positive consequence at the time.

When reading a guid@r Bachilleratofrom 1964 it is clear, othe one handthat the
topics are academic and follow a very encyclopaedic model of education. On the other hand,
the analysedguideis correct in saying that the selected assessniagks are representative of
tkS aiAatta yR OGAQGAGASE addzRSyida oAttt 0SS NBIJd
they are veryauthentich ! f 1 K2dzZAK O0SKI @A2dzNARAGA O2dz R ONRUGA
reviewing process, the document indicates each test comeK witV 'y | a3SaaYSy i & OK
scoring, compatible with the special nature of testQ ©

The Bachilleratois replaced from 1967 by a test that measures one of the three
aspects indicated by the rectors: aptitude. The Academic Aptitude Test (Prueba de Aptitud
Académica, PAA) was a standardised test exclusively composed of nuligte items,

elaborated by the Institute for Statistical Research of the University of Chile. The constructs it

51 Porcell, N. (1964)Guia para la prueba general de Filosofia y el Bachillerato en Letras (de acuerdo al
nuevo programa)iGuide for the general Philosophy Test and Language and Literature Bachillerato
(according to the new programme)]. Santiago: Editora Edanat
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declares to assess, according to a 1971 and a 1974 fa&jraile vebal and mathematical
reasoning. The verbal reasoning test has four sections that changed slightly over time:
antonyms, analogies, sentence completion and reading comprehension. The texts that are
used are informative rather than argumentative, and the omdy of the reading
comprehension questions require literal recognition of information or basic inferences from
the text; only a few assess synthesis and the assessment of evaluation or interpretation was
not found in the documents. The mathematical reasm test was mostly composed by pure
exercising, with a minority of items formulated in terms of a problem to be solved using
mathematical tools (e.g. 7 out of 50 in the 1974 facsimile). The absence of a test handbook
does not facilitate the understandingf how these items types are selected as representative

of the assessed domains, how do they correlate with other general tasks of such domains and,
most importantly, how do they predict performance in an academic setting. The examples
below illustrate tle change that this new test involved in the area of Language (right answers
are highlighted in bold letters by the author):

WNTONYMS (Opposites):

6. UNCERTAINTY

A) tranquillity

B) sureness

C) trust

D) decision
E) precision

62 |nstitute for Statistical Research. (197Eacsimil PAA 197PAA Facsimile 1971]. Santiago: University
of Chile and Institute for Statistical Research. (19Fdrsimil PAA 197RAA Facsimile 1974]. Santiago:
University of Chile.
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ANALOGIES:

33. HOUSE : MANSION
A) bicycle : motorbike
B) tumbril : coach

C) consulate : embassy
D) castle : palace

E) circus : theatre

SENTENCE COMPLETION:

py® L A8 XXXXXXXXX® (2 1y2¢6 KAald2NR (2 dzyRSNA
their real dimension.

A) sufficient
B) preferable
C) opporture
D) necessary
E) logiQ

¢KS /KNRAGAFY 5SY2O0N) GaQ LINPINFYYS F2N GKS
increased social demand for higher education and repeats some of the arguments provided by
the rectors in relation to the need for a selection process (thisot surprisingas Gémez
aAfftlaz CNibBRdOocationa wag Aha ileStddJof the University of Chile when the
document about the controversy arounBachilleratowas written). However, they state in
their defence:

WX0 GKS Ay ONBI &ufation yas gipfi i NFEORIistidend: ini 1964 to nearly
20.000 in 1967, which means an increase over a 50% in only three years, that is, the greatest
increase there has been until tod@.

These data are supported by the 1985 account of Gauthier ardbadsustained
AYONBIFAS Ay YFGNROdz | A2y Ay (GKS SRdzOF A2y &aeéa
universities, entrance increased from 22.657 students in 1958 to 32.622 in 1964 and then it
duplicates to 76.979 in 1970 and 139.999 in 197% Ghestion arises as to what extent PAA

was a very convenient change that facilitated university entrance and, thus, the publication of

auspicious ciphers for the government and its educational project.

83 ChristianDemocracy, op. cit., p. 96.
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The use of numbers derived from assessment proceslume a way of political
validation is not unknown to this administration. Along with PAA they established another
national standardised test for Year 8, which, indicates Schiefelbein, constituted 10% of the
final score that allowed students to choose wheteey would continue their secondary
education. The National TedPrueba NacionalPN) was established through Decree N° 7056
of 1967 and was in place between 1968 and 1971 for the areas of Mathematics and Language.
Schiefelbein explains the reasons fbetcreation of this test:
Puring the period 19630 research appeared to have a truly dynamic role in the work of
SRdzOF A2yl f | dziK2NRAGASA ODNI &aldzZ mpcTOd X0 ¢
LX Fya oX0 NBI dzi NSR 0 Zafpfoprigtd] sadshidal nfdrd&iani K das G A 2 y & |
necessary to have information about the quality of education if an improvement of the system
gla NBlItte G2 0SS I OKASOSR® ¢KIG tSR G2 GKS ONSB
to the designof nationf 6 Af Ade GSadad 6X0v 'a I NBadAZ G 27F
Assessment Service it has been possible to study the influence of diverse factors in the
academic performance of studer®.

Grassaureferencedas policy relevant research ingtexcerpt, is the author of a study
that criticised Bachilleratoand favoured the creation of PAA This despite her research
finding a correlation between performance Bachilleratoand in the first year of university,
which was higher than that betweesthool grades and performance in university. Along with
the need for more policyelevant data generated from research, Schiefelbein refers to the
importance of generating statistical data derived from assessment as a way to control the
quality of the systm. His whole report ifocusedon the evaluation of the system on the basis
of learning results in standardised tests. He applies the logic of the mechanistic approach to

formative assessment at a system level, where there is permanent control in ordentrate

feedback that allows for the correction of errors and the improvement of the system.

64 Schiefelbein, op. cit., pp. 60.

SDNJ aaldzz 9@ Wl yirfAara SaidlRNaAGAO2 RS bathilgratoLINHzZS6 | &
tests].Anales de la Universidad de Chile2(4), 77/93. Available at:
http://www.anales.uchile.cl/index.php/ANUC/article/viewFile/27313/28926

154


http://www.anales.uchile.cl/index.php/ANUC/article/viewFile/27313/28926

University of Oxford
Department of Education
D. Phil Progname

But what was the content of this test? In the case of Mathematics, the tasks provided
in a 1968 guide to prepare the té%are varied in complexity, abstractiand style, as well as
the way they combine different sulireas of the discipline. However, the verbal section of this
material is extremely simple, to the extent it would be highly unlikely to obtain low results. A
guide of the same nature from 197br Mathematic$’is a very arid compendium of pure
content and mechanistic exercising, yie following the behaviouridtINA Yy OA LX S 2 F & 206 2 S
in knowledge. The relationship between these tests and quality of education can, at least, be
questioned on the bsis of these materials.

But the pervasiveness of testing also reaches the local and the school level. Along with
the need for halterm (at least 4 per semester), semiannual and final grades for each
discipline, Decree N° 6859 of 1968 demands standardisst$ to be developed at the local
level by teachers of different schools from the same area. According t@xperiences of
participant experienced teacherg seems that the most frequent practice fitris actorwas to
assess through written tests waita low level of difficulty, where closed items predominated
and a few open questions were considerddkspite the increased participationhen, the
content and form of these local tests can be inferred as following these principles.

Figure 17summarisesi KS ¢l & GKS SRdzOlI GA2y &aeadsSy 41l a
government. Compared to previous periods, it is clear the structure of the system becomes
more complex due to the increase of departments in the Ministry and also because of the
attempt to make t more participative, which involves the inclusion of new actors and new
AYGSNI OGA2y YSOKIyAavYad ! RRAGAZ2YyLFfteY (KS Y2RS

proposal could also contribute to the increment of complexity, as bothdown and bottom

% Neves, M.E.; Higginhs Withers, C.; Ledn, B. (19@8Jo guia Prueba Nacional Matematica/Verbal 8°
afio[Guiding textbook National Test Mathematics/Verbal Year 8]. Santiago.

7 lbaceta, R. and Solano, S. (197Bxto guia Prueba Nacional Matematiguiding textbook National
Test Mathematics]. Santiago.
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up mechanisms have to be considered in a way that prevents the imposition of a single view as
well as the excess of looseness in perspective.

In summary, the emancipatory potential of the reform in terms of its defence of
creativity, critical thinking, intébent citizenship and the natural development of the chdd
undermined by the predominant assessment discourses. Formative assessment has a strong
potential for breaking social boundaries in terms of the idea of learning in which it is based
its corcretion involved arassimilation ofts principles to behaviourisind technocratic models
of teaching and learning, and to standardised testing practices, also undermining its
emancipatory promise.

Feinberg (1972: 132) provides an accurate summary otémeradiction in terms that
ga SYOSRRSR Ay GKS /KNAAGAFY 5SY2O0N) GaQ SRdzO[l i
W ¢ ky&ereform was more complex. On the one hand, students were being encouraged to
think, to criticize, to participate in formulating the policy of the <<schoahmwnity>>, to do
projects in noncompetitive groups, while on the other hand, competition for grades and
univversjtyA admisvsion was §tiffer than ever, vreal pqrti,cipation was often minimal, and, theA 3
FOF RSYAO YIFUSNAIFIET KIR NBUFIAYSR Ylyeée 2F 0UKS 2ftR

Testing, which constituted a marginal and new discourse in the previous period,
becomes a canonical repertoire since the 1960s. Can this be attributed to its effectiveness as a
political tool? It allows for the control and discipline of subjects througheeted behaviours,

of the school system through high stakes permanent testing, and of public opinion through the

use of data as a tool for validation. It constitutes, consciously or not, the perfect power device.
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FIGURH?. Educatiord @ & (i S Y pkrigd, VlitN& in@idiactors and interactions.
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2. Allende and the Socialist projegbower from below

1 The ideological level: opening the gates

Haslam (2005: 18) summarises the situation before the 1970 election process:
W, & wmMpcy AlG gla OfSINI G2 SOSNE2YS (GKIFIG CNBAQA
had diminished into lite more than a holding operation. Agrarian reform and the freeing of
F22R LINAOSA&a KIR y244 AYyONBIFIaSR LINRBRAzOGAGAGE @
SO2y2YAOltte ¢gla GKS NARaAAY3I LINRAOS 2F O2LIISNI 2\
year congres voted aeajuste[re-adjustment] in wages to match rising inflation. The country
was clearly living a borrowed time, pursuing social reform at the expense of investment and
quductjvity, but doing so at a _pace insufﬁciently rapid fo[ the disadvqntavyedse A
SELISOGFdA2ya KIFER NxaSy (2 CNBAQa o0SfftAd02a8S NKSI
The disappointment of lower social groups with the moderate changes achieved by the
Christian Democracy leads Chile to one of the most unusual phenomena until that stage of
world history: the demcratic election of a Marxist president (Feinberg, 1972). This rare event
generated both interest and alarm at an international level (Haslam, 2005; Feinberg, 1972). All
eyes were fixed 0 Chile expecting to witness the outcome of this new experimentrothe
case of the US, to hinder it from becoming a reality.
Unidad PopularflUP)-a coalition that united Socialists, Communists and Radjcals

proposed a detailed programme for the presidential campaign in 1970. The 1969 document

can be summarised in th@oints belowi®:

1 Democratisation of power by allowing the involvementtloé lower classes in bottorup
decisionmaking processes.

1 Empowerment of State enterprises and expropriation of crucial enterprises by the State.

88 UP. (1969)Programa Basico de Gobierno de la UdiopulafBasic Government Programme of the
UP].Santiago. Available at:
http://www.memoriachilena.cl/602/w3article-7738.html
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1 Nationalisation of natural resourcesdpper, saltpetre, iron, etc.) that were in the hands of

foreign capitals at the time.
T 58S1LISyAy3 yR SEGSyarzy 2F CNBAQa | INI NRAEFY NB
1 Increase national autonomy; develop Latin American politics and identity; and show

solidarity with countries in pro@s of colonial liberation.

As Feinberg (1972) explains, the strategy that opened the way for Allende to be

elected was to portray Socialism as an amperialist and antmonopolist project, where the
majority of the people would benefit and would be defked from oligarchic groups. The
jdz2GFdA2ya o06St26x GF1Sy FNBY GKS 't Q& LINEINIY
represented (and who is not) by the Socialist candidate:
Whe unity we have forged is wide and also cohesive. Men, women of diversepbiidesand
beliefs participate in it: Marxists, laics, Christians, independents, etcetera. It is linked to the
LIS2 L)X SQ& adGNHAI3It ST 2F aGdzRSyidiasz 2F YARRES Ot &
forces alien to the power of great capitadidboth national and foreign. Integrated by the left
LREAGAOFE F2NOSa yR 2Ly (2 |fft (K2&aS 6K2 | NB
W{LISIF{AYy3 FTNIrylfe IyR Kz2ySadftex ¢S IINB y2 4N
warrant for the interests of theamiperialist capital that exploits, intrigues, corrupts and stops
the development of our country. We are no warrant for the squierarchy neither for the banking

oligarchy, nor of the potentates of capitalism that exercise the true power in Chile, certdinly no
elected by the peopl&

¢KS adNJI(GS3e Aa GKS gARSySaa 2F (GKS a2S5¢ ¢
opens its ranks to all those who feel oppressed by the powerful, independent of their political
or religious beliefs. This counteracts the axitarxst terror campaign that the Right was
spreading through the figure of its candidate, Jorge Alessandri. Additionally, the leftist base of
the programme gives more confidence to voters than the proposals of Tomic, the candidate of
the Christian Democracy,hw seems more radical in his discourse than Frei but still defends a

moderate position. The wide representativeness of his campaign led Allende to come to office

the 4" of November 1970.

%1bid., p. 36 and 41, respectively.
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f 'tfSYyRSQa SRdzOF A2y LINRB2SOG FyR LISNELISOGAGBS 2

Not sSuLJINKA a Ay 3t e3> SRdzOFGA2Y 6l & Fy AYLRNIIFYG LI
mentality and socigolitical structure that Chilean socialist ideas required turned education
reform into a necessity and a priority. The ideas initially expressed in the 1@§@amme
have a more moderate character than the proposal expressed later in 1973 in the document
Report on the National Unified Sch@olThe initial programme promises improvements in
access for lower social groups as well as in infrastructure; to elienifieracy and favour
adult education; involvement of teacher unions, workers, students and parents in the reform
of the education system; decentralisation through local governance; promotion of sports and
physical education in school and for adultsppgart to the process of democratisation of
universities and State support to higher education in order to give priority to research and
scientific development around national issues. The only point of the programme that had a
higher potential for controvesy was the incorporation of private schoadtto the national
SRdzOF A2y &aeaitSyzr alLISOArfte (GKS aoOKz2z2fta Wikl
Y6EGAZ2Y Lt 2 NRIAY The meahsRtirough WRidrdhis & ftoAbS #ofe are not
explainedin detail in the document. In pedagogical terms the UP prograrstaes
Yo make a new education effective, the application of new methods is required, methods that
emphasise an active and critical participation of students in their education, instetid of
passive and receptive position they have to hold tdéfay.
This initial version of the educational project contains novelties, such as increased

participation and democratisation of education, and prioritisation of national issues, but it

shares many spects with previous attempts of reform: critical and active involvement of

OUP Government (IZB). La crisis educacionfiThe crisis in education]. Santiago: Quimantd. Available
at:

http://www.memoriachilena.cl/602/w3article-9372.html

TUP (1969), p. 30.

21bid., pp. 2930.

16C


http://www.memoriachilena.cl/602/w3-article-9372.html

University of Oxford
Department of Education
D. Phil Progname

students, increased access, improved infrastructure. In that sense, the initial project of the UP
is likely to be a product of political negotiation in the context of the alliasfdbe Left.

Once the government of Allende begins, the internal divisions between moderate and
radical groups (Haslam, 2005) probably exerts some pressure, as the projbet Mational
'YVATFASR {OK22f 69b! 03X GKS yI ¥&pliéith Socialig @ itsS RdzO G A
proposals than the general statementsattcan be found in the electigprogramme. The ideas
of education exposed in ENU have to be understood in the context of a wider project of
society. Its main princlps are summarised bgox distinguishing betweethoseadvocated by
the Socialist and the Communists:

Bocialist:

-  <<New man>>: rooted in the nation and projected to humanity; a harmonious,
complete and critical being but eminently socialised; responsible for the national
patrimony and destiny; owner of nature and subject of history; able to create and
appreciate beauty.

- Human labour as a supreme value of the new culture.

Communist:

- <<New man>>: universal man, fraternal producer and responsible citizen; dedicated to
the causeof peace; solidary with antapitalist and antimperialist struggles;
conscious and committed to the revolutionary process; scientifically and
technologically prepared for the development of economy.

- Human labour as a supreme value of the new cuttiire
Fromthese principles, the logical path in terms of pedagogy would be switical

pedagogy as understood by authors like Paulo Freire. FI6rez O2808 ummarises the
principles of this approach: collective as well as individual wellbeing as tle gaal of
education; a horizontal relationship between students and the teacher (and, consequently, in

the educational system as a whole); emphasis on productive work and a connection with the

local community and the society; theory and practice as pernéy linked; group work and

BCw, C. (1984). Ortodoxia y Heterodoxia en el campo educacional: los discursos de politica sobre el
sistema educacional a principios de los 70 [Orthodoxy and heterodoxy in the field of education:
discourses of politics about the education system at the h&gm of the 70s].Signos 1(4), p. 44.
Available at:

http://www.memoriachilena.cl/602/w3article-121782.html
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collaboration; scientific as well as technical education. ENU is one of the few, if not the only,
attempt to implement sociecritical pedagogy as a systemide policy in education.

What this reform involved in terms of the stiture of the system is represented in
Figure 18 The radical change is evident, as-tigwn relationships are abolished and all the
actors are presented as involved in a participative horizontal dialogue. Deaisikimg
involves proposals coming from tlmmunity and translations by the government that are
later discussed again by the community. Schools are gatteocommunity and are aimed at

benefitting its functioning and development. There is no segregation in this system either.
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The awaremss of the new government in relation to the ideological role of assessment
in the predominant system is apparent in the excerpt below from the 1973 brochibee
Educational Crisisvhere they enumerate a series of aspects that need to be modified:

9. Indvidualistic value system in education: school, primary, secondary and higher education
are a reflection of the social, political and economic structure of the country to which they
belong. Until now in Chilean society, dominated by capitalist valuegrpatof behaviour such

as egoism, individualism, competition and the search for profit have predominated. School
constitutes a basic instrument to reinforce them. Hence, school has contributed to the
competitive environment by stimulating, through the miacksystem, the performance of each
student and not of the group. The Chilean system of education does not link the student to the
O2dzy G NBE Q& NBIFfAGE ySAGKSNInstorsBesnf thé colledfileaNR v
responsibility towards societfQ

Inthe context of this criticism and this ideological project, ENU is proposed in 1973. An
interest in informing the population of its principles and foundations is apparent in the series
of documents, brochures and articles written in order to disseminatermation, some of
them in a simple language and with illustrations, so everyone could know what the reform
consisted of. In terms of international governance, UNESCO is quoted again in one of these
documents through the 21 recommendations of tReport ¢ the International Committee on
Educational Developmenas a source that justifies some of the changes proposed if>ENU
IOs are used at the local level as a means of legitimising local reforms, that is, the strategy of
externalisation (SteineKhamsi, 04) is employed by the UP.

According to theReport on the National Unified Schotile proposal is based on the
agreements of the First National Congress of Education in 1971, which included
representatives of workers, the government, teachers, unigmisjate schools, students and
parents. The idea was to present it to the National Council for Education for discussion, which
was also a representative body that included different actors from the education system.

hyS 2F 9b! Q& Y I finding loiNTFelgng Zedufatos, unkerstodd 28y a

blurring of boundaries between school and the system of production and an increase in the

74 UP Government, op. cit., p. 10.
S 1bid., pp.61-66.
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closeness between the worlds of education and labour, which would learn from each other. In
order to achieve this, theseparated system of preschool, primary and secondary education
was to be transformed into a single continuous whole where class contradictions of the old
system would be solved. This level of education was understood as the Regular Education Area
and, alomy with it, an Extracurricular Education Area was to be developed for the rest of
society, starting by noeducated adults. Both systems were thought as a transition, as they
were expected to merge in a single structure in the future. Universities wouldhbe
culmination of this system and would Hecusedon creation, research and teaching. They
would also be in contact with the Regular and Extracurricular areas.

The curriculum for the Regular area would combine interdisciplinary work with specific
conterts for each discipline, would be flexible and would allow the student to explore with
more freedom different areas of knowledge and productive activity. In relation to the specific
contents of the curriculum, it is only said that they should be consisigtht the spirit of ENU
and decided in joint work with teachers, workers, parents and the community. A permanent
evaluation of the process of implementation of the new system was part of the proposal, as a
means to pilot and correct different aspects of The implementation of this reform,
according to 1973Report would require the approval of Decree N°224 for the
democratisation of education, which involved the structural model showFigare 18

Nothing is said about assessment or examinaiosystems The premature
AYOSNNHzZLIG A 2y 2 F leftf ohlyp sOReSHings of vdad BisNpoNCi8ayflit have
0SSy® CNRY +ty ARS2ft23A0L ¢ LISNBRLISOGA DS Ay RAA&C
documents is one of them. One potential interpretation is thadrking systems were simply
not considered as a part of the project, which would be consistent with the criticism on
competition through marking quoted above. The interruption of the National Test (PN) in 1971
can also be understood as a trend againstisigpand marking. The fedition of a 1973 text in

2002 (its complete first edition was burnt during the brealof the Faculty of Medicine during
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the 11" of September military coup) provides some additional ideas. The document is about
the reform in thg faculty of the University of Chile, which was widely supported by the
government of Allende. Assessment systems are mentioned in three sections of this source.
One is related to academic assessment, where:
WX0 | OFRSYAO KASNI NOK éhe bakdpburd ahdS spegificanteris i 2 £ St &
NBaSINOKZ (SIFOKAYy3I |yR 2dziNBFOK 6X0 |YyR 0X0
appointment of Professors, that used to exist in the old Faculty Council would be eliminated, as
they were often influenced by idiegical factor<¥

One of the functions attributed to assessment in this confekien, was to protect
fairness and transparency and avoid politiciased appointments in the academy. A second
mention of assessment systems is related to the eveningseka system that the Faculty was
introducing in order to open its programmes for workers who wanted to undertake studies to
become doctors. In this context, the document refers to the good performance of these
& 0 dzR Sy (i & whidh deinén&tatast tiatieYmpossibility of their entrance to universities,
in a great amount of cases, was determined by conditions alien to their ability, the most
frequent being the need to make alividgp ! & | YStya (2 SadlofAak
I LILIX A Ol y G Q BilityAthye & dinfer§ Sujgeat tb use PAA but in a separate application
for workers. Then the following proposal is added:
However in the selection of students for University, and specially of worker students, some
other assessment criteria should be cdeséd on the personal qualities of the candidates,
such as responsibility, social sensitivity, efficiency, creativity, spirit of excellence, etc., which
constitute qualities as or more important than school performance for the selection of health
professimals. No doubt the application of such parameters is difficult but it has enough merit
to be properly studied and piloted.

There is some sense of injustice in relation to predominant selection processes in
these words, as well as an explicit will fgreming the old barriers to higher education so other

social groups can have access to it. There is also recognition that students are being kept

outside universities because their so@oonomic conditions act against their possibilities of

76 Jadresic, A. (2() [Reedition of a text from 1973]La reforma de 1968 en la Universidad de (e
1968 reform in the University of Chile]. Santiago: Editorial Universitaria.
7 1bid.

16€



University of Oxford
Department of Education
D. Phil Progname

access. This vubd require a differentiated assessment process that would diminish the effects
of such conditions and/or the consideration of broader selection criteria.

The third aspect addressed in the document is student assessment:
Whe bodies responsible fortedack 3 Ay GKS RAFTFSNBYd LINBPANF YYSa
the last three years on the study of a new grading system that is more consistent than the
traditional regime with the changes introduced in teaching plans. A system tending to
continuous assesant is being worked on. Current periodic assessment of students includes

the three fundamental aspects of learning: knowledge, skills and abilities, habits and attitudes.

The final theoretical tedtas been sugressed in Medicine and in other programmasd has
been replaced by clinical practical or theoretipedctical assessments

Thinking of a different form of assessment in the context of this new system was
considered a challenge and a work in progress in 1973. The excerpt shows how idegisgre
studied and how previous ideas on learning and assessment, forneenbedded in a
behaviouristapproach, are now being assimilated by critical pedagogy. History has hindered us
from knowing the final result of this process.

Not surprisingly, ENU fowl a high level of resistance among Conservative groups as
well as the church, who expressed their concerns for the Socialist indoctrination the project
involved, which was against the constitutional principle, historically defended by these groups,
of freedom of education. The ideological relevance they also attribute to assessment is
apparent in their statements. A booklet calle&iNU: The control afonsciencesvas published

in April 1973 by the student federation of the Catholic University and with thmpart of

I OF RSYAO0a &adzOK & WFAYS Ddd Yty ofF SN 6KS ARS?2

and Hernan Larrain (currently a Right wing senator). In this document, they state about
assessment in ENU:

W attracts the attention the use of absokly Marxist terms through which we stee student

is taken as a mass, as a group and not an individual, making apparent a clear intention towards
depersonalisationIn concrete terms, in the Programme for the First Integrated Year (PAI) we
see they are a®ssed in relation to the work of the group and not in relation to the individual.

8 |bid.
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The assessment process, among all the elements that compose the pedagogical activity,
constitutes one of the more complex and more important. We find that the multitude of
aspects that mastering it involves (assessment schemes, group referencing, objectivity) are not
properly considered from the technigedagogical perspective neither from the practical
perspective in the ENU report. Concretely, the PAI report statessessinent will be carried
out in relation to the work of the group and not the individual and production, productive
efficiency and time employed are to be considenecbmparison with the normal performance
ofthezon§ b 6 X0 ® ¢ KA & | &vdeSdestrdyby averythidgipedagogical gdace
KFa | RGFYyOSR 2y GKS &adzweaSOoie® oXu !'yR ¢gKFd Aa
predominantly individual is ignorgtiQ

The germ of the future direction of Chilean education is contained in this exdérp
later weltkknown strategy of depoliticisation of education in nrigeral models of educatign
where the social is reduced to the economic and the ideological is erased by the managerial
discourse(Suspitsyna, 2010Gillies, 2008 is apparent in tk way the authors appeal to
WLISRIF 323A0Ff &ABRIVERSIGO | Wi SGRWBALGIGG A 3SQ YR (GSOF
be managed in contrast to what they denounce as an ideological use of assessment through its
adaptation to Marxist ideas. What is quiesmable of this strategy is the way it coverts that the
use of assessment as a tool to promote individualism, competition, segregation and
meritocracy is not inherent to it but also responds to certain ideologies and models of society.
They are simply urBiNE 122 R & Y2NB Gy 2NXIFf € 2N ayl 0dzNF f €
traditional structure of society and edation throughout history, whilgehe Socialist model
constitutes a completely marginal discourse.

The rhythm and scale of the changes proposed llgnde generated different sources
of resistance. Internal differences in UP, pressure from more extreme groups in it, increasing
opposition of the Right and the Centre who feared a potential loss of their power, and the
adzadF Ay SR 02 @& 02 iient DYFUS!intefvedtyoR tBrouih caverddperations of

the CIA and funding for the opposition, led to a generalised state of crisis and to an inevitable

failure of his presidency (Haslam, 2005). In the context of heated debate and political crisis,

FEUC (the Catholic University of Chile Student Federafib®§3).ENU: Econtrol de las conciencias
(informe critico preparado por FEUEENU: The control of consciences (critical report prepared by
FEUC)JSantiago, pp. 552. Available at:

http://www.memoriachilena.cl/602/w3article-81406.html
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the lawfor democratisation of education and ENU itself were declared unconstitutional as the

principle of freedom of education contained in the 1971 constitutional reform (Law N° 17.398)

was being violated. According to itd" Article, national education would S WRSY2 ONJ (A O

LI dzNF §t AAGAO YR gAff y20%0KI @S Iy 2FFAOALFE LI NI/
Possibly the only attempt at radical change in the history of education in Chile,

involving the structure of the system, and of the concept and function of assessmergrist,

with the suicide of Allende in the house of government while it is being bombarded by military

jets and the media are being progressively silenced until there is a single radio station

transmitting the last words of the president:

Uh this decisivenoment, the last in which | will be able to speak to you, | want you to seize the
lesson. Foreign capital, imperialism, united to reaction, created the ambient for Armed Forces
G2 ONBF1 GKSANI GNIRAGAZ2Y 6X0ZX QheGilypuromes T (KS A&
waiting with an alien hand to reonquer power to continue defending its profits and privileges.

0 X0

Workers of my nation: | have faith in Chile and its destiny. Other men will overcome this grey
and bitter moment, where treason intends be imposed. Keep knowing that, sooner than
later, great avenues will be open again for the free man to walk on them in the search for
constructing a better society.

0 X0

These are my last words and | am certain my sacrifice will not be in vain. | @in teat, at

least, there will be a moral lesson that will punish felony, cowardice and tré&@on

And the gate was closed again.

8 Allende, S. and Cruz, L. (1970)S&@ b6 MTodpy® az2zRAFAOLF tF /2y adAiddzOi:
17398.Modifies the Political Constitution of the State]. Santiago, p. 2. Available at:
http://www.leychile.cl/Navegar?idNorma=28981&buscar=Ley+17398

81 Allende, S. (1973).ast speech at the House of Governmeéntdio file available at:
http://www.memoriachilena.cl/archivos2/audio/MC0043425.mp3



http://www.leychile.cl/Navegar?idNorma=28981&buscar=Ley+17398
http://www.memoriachilena.cl/archivos2/audio/MC0043425.mp3

University of Oxford
Department of Education
D. Phil Progname

od tAy20KSGQa RAOGIG2NEKALY GKAy3Ia NBOGdNY G2 i

1 The ideological level: eradication of Marxism atloe pursue for progress

One month after the military coup, Augusto Pinochet, the main representative of the
Junta de GobierngGoverning Board] constituted by the four commanders of the Armed
Forces, summarised in a public discourse what his governmestgong to pursue. A first
aspect was to decontaminate Chilean society from its totalitarian Marxist elements:
WX0 ¢S OFGS3I2NROFtffe NB2SOG GKS alNEAalG O2yO0S
endearing values of the national soul and intends itadeé Chileans in a deliberate struggle
between classes [only] apparently antagonistic, in order to end up imposing a totalitarian and
oppressive system, where the dearest attributes of man as a rational and free being are denied.
We do not intend to perseite anyone for his or her ideas or simple adhesion to the deposed
regime. Our determination is to be inflexible in sanctioning those who intend or have intended
to use violence as well as those who have committed crimes or illicitly abused in the exercise
their posts®

Appealing to a nationalistic discourse of unity, Pinochet portrays Marxism as a source
of internal division and refers to class conflicts as a mere mirage created by this totalitarian
ideology. Yet under the light of the analysis of \poeis periods, class struggle was not only
real but also inevitable under the way historical differences had been kept. In relation to
persecution, the Valech report by the National Committee for Political Imprisonment and
Torture recognised in 2011 40.0¢Btims of violations to human rights, 3.065 of them dead or
GRAALF LIISEFNBRéSYS Rd2NAYy3I GKS RAOUGIFG2NBKALI 2F tAy3:
academics, as education was considered in such a context as a dangerous activity, where

G & dzo @S NA ksé3 8auld éhferged @ontizand Gysling (2029) summarise the situation in

universities in the following terms:

2t Ay20KS(is ! ® 6mMpToOd W9t D26ASNYy2 RS fF& CdzSNI I a !
[The Government of Armed Forces for Order fixes its orientationreahe country], 11 October 1973.

In: Libro de Gobierno. Afio de la Reconstruccién Nacid®a4). Santiago: Editora Nacional Gabriela

Mistral, p. 44.
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We¢KS SYyR 2F GKS RSY2ONIGAO NBIAYS yR GKS
September 1973, meant, as it is known, the immediate irgation of the eight universities
that existed then in the country. The University of Chile was put under military control and its
Faculty of Philosophy and Education was object of special poldigalogical surveillance: its
leftists academics were exjed in 197374, the centre ones in 1976; its courses were
<<cleaned>> from critical contents and its library was purged. In th@07deriod not only
institutions and the participation practices predominant during the years of the reform are
finished in @raumatic way but the pillar of the existing mode of the university was brought to
Iy SYyRY GKS FTNBS LINRPRdAZOGAZ2Y YR OANDdzZ | GA2Y

In his discourse, Pinochet justifies all these actions in the context of a continuity of a
state of war, where theauntry has to be cleaned until no traces of potential subversion exist.
The situation in schools is also difficult. Experienced interviewed teachers offer accounts that
reveal a generalised feeling of fear, where they felt discussion and dissent wererdasge
Participant 12 recognises this period as one where one 'had to move carefully’ and try not to
call the underlying philosophy of new policies into question; according to him, only general
technical discussions were allowed but it was understood tiat possibility of a deeper
questioning was forbidden. Similarly, Participant 13 indicates that at the time 'like (everything)
in the regime, no one opposed virtually anything (...) because of the (...) absolutetipvap
structure'. Both Participant 16 anParticipant 19 remember that the idea of questioning
something was simply unthinkable at the time, it was out of any expectation. The latter also
recalls a situation during her initial teacher education:

'I| remember we were almost at the end of the pangme, year 79, 80, when demonstrations
against the dictatorship just started, and | remember a grammar lecturer (...) we were talking
about attending a demonstration, | remember, and we were all adults, more than 20 years old,
and he comes and [says] "Thae that goes to the demonstration will be sorry abou®if!
something like that, then, a classmate stands up and says, "excuse me, professor (...) but you
do not give me orders, you teach me, you can give me norms of behaviour but not [say] what |

do ousside the classroom”, and the gentleman got angry (...) and told him off

Participant 20 also recalls how the students were affected by the historical context:

83 The original expression in Spanish is 'Pobre del que vaya a la protesta!’, which would literally be
translated asPoor him/her whogoes to the demonstration!. However, the compassionate tone the
term has in English does not reflect the tone of threat contained in its use in Spanish. Consequently, the
author opted for a translation that reflects the senwith which it was said.
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'(...) so the kids... once a little girl stood up "they killed my dad but he wasn't pofiticalad
went off the bus and after two blocks he was shot and my mom was pregnant"’, and the little
girl was very gifted (...) "and my dad is in heaven", (...) she was 7 years old

Such an environment takes the structure of the polysystem violently bacitsto
original topdown logic, where all the actors are compelled to follow instructions from above.
The difference is that, unlike the #9Century, where obedience was likely to be due to
ignorance or lack of awareness, this time the motivation is feae (Bigure 19for a
representation of the education system during the dictatorship).

The project Pinochet and the civilians around him were to promota eesplacement
for the welfare $&ate model of Frei and the democratic socialism of Allende is sumndaiise
another fragment of his discourse:
4h order to reach economic development, we will realise a pragmatic and realistic policy,
avoiding any dogma, prejudice or foreign imitation. We will encourage private and public
investment, national and foreign, a&sK S 2y f & @SKAOf S F2NJ G4KS adlrofs$S
True nationalism does not consist of rejecting foreign investment but in putting it under norms
that assure the benefit for Chile as a priority. To promote investment, capitalisation and
savingswe will offer the trust that emerges from seriousness, respect for the rules of the game
YR GKS @I fdzS IAGSY (2 SOSNE2YSQa g2NJ @ / NBI GA
for Chileans will receive the widest support of a regime that intemtiatmonise in a balanced
way private initiative with the necessary state intervention in running a modern economy: the
role of the modern State is, fundamentally, to serve as mediator between producers and
consumers and our effort will aim at th#8.

Through the voice of the dictator, Conservative groups portray their government as
technical, pragmatic and free of any ideological contfetil KS RAFFSNBYy G F aLISO0 &
proposal in this discourse correspond to the principles of -lile@ralism: apparance of
depoliticisation; public and private seen as equal competitors in the market; econentyed
thinking; subsidiary role of the State; governance through priyatielic partnerships for
summaries on the characteristics of nkloeral governanceee Suspitsyna, 20t@Blackmore,

2011). These are the foundations on which the bases for a new education system would be

established, with dogma, prejudice and foreign imitation as important components.

8 Ibid.
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1 The education project of Pinochet: a ndiberal experiment

¢KS FTANRG LISNA2R 2F tAy20KSGQa RAOGF G2 NBRKAL
the publication of different decrees and laws that seem to respond to contingency rather than
being a consistent proposal for the system as a whole. It is onl4979 that the new
administration decides to reunite all the laws and decrees that had been published throughout
the period in a single document call&tesidential Directive on National Educatievhich is
accompanied by a letter to the Minister angeesidential discourse where the main principles
2F tAYy20KSGQa SRdzOF A2y LINR2SOG |NB adzyYYl NR &S
development of this new proposal in his discourse:
Bince the 1M of September 1973, we as members of the Armed andr@iokees observed
with concern how our youth was getting poIitici§ed and divideq, re§1ching trle extreme of A
AYOlIRAY3 OflaaNRB2Ya gAuUK LR2tAUAOIf R2OUNAY Sa 0
For petty political reasons there were those who did not hesitate in pouring this heap of
anarchy o secondary and university students, forgetting the responsibility that all the present
generation has in the preparation of its youth for the future destinies of the N&fn.

The aim is to eradicate politics from the classroom, as they are not condidepart
of school and university life. On the contrary, they are considered as an interruption of what
the contents and goals of education should be, as well as a threat to national order and
security, a term used frequently in the education legislatidnthe time. It was used as a
justification for intervention and persecution in educational institutions. Luis Gauthier, a
History teacher, describes in 1985 the main aspects of the institutional reorganisation after the
military coup. The first phase of$h NBIAYS A& OKI NI OGSNRaSR Fa GKS
LINEINBaaA@S StSySyida 2F (KS s$fRzdphasel Saithiei 8 3 G SY Qd

mentions:

8 Pinochet, A. (1979)Directiva presidencial sobre la educacion nacidRaksidential directive on
national education]. Santiago: Government publicatipn9r.
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W) To change teachestudent relationships. New discipline concepts are incorporated and the

tNF RAGAZ2Y I f F dzG K2NRGFNAREFY FGdAGdzZRS 2F GKS 4GSl
spontaneity and freedom in both of them.
0 X0

f) To establish a strong official control over the whole system. Almost all headteachers are
replaced. Many teachers sufféhe end of their working contracts, others are exiled or they
simply disappear. A direct military control over institutions was established. Where it produced
more impact was in universities, which until the present have delegated réi&brs
In the caseof schools, control ofi SI OKSNA A& NBIFIfA&ASR (KNRdIA
teaching career (Decree N° 1191, 1978). Similar to Ibafez strategy, his regime designed an
annual system of teacher evaluation, where teachers could be fired if they were ranked among
the lowest performers. When the assessment criteria are detailed, the penetration of a
military discourse in education institutions is apparent:
WSpirit of reasoned obedience.
- Acceptance of criticism.
- Respect for the superior and the subordinate.
- Aptitude to receive and accomplish superior ordét3
Inadditors Ay GKAA& fl g | ye& RAA&UIZNSIELES a8k AP LAz {SA
any alteration of the sense of the government programmes, were considered as grave
infractions. The wide meamg of these phrases was used as a tool to keep surveillance upon
schools. Additionally, mutual surveillance is encouraged and mandatory, as not mentioning a
failure of a subaltern was also considered a grave fault. However, the Presidential Directive

refers to the teaching career decree in highly positive terms:

We set the base for a concerted task of educational progress, like the one we started today by
SadlrofAakKAya (KS (SIFOKAYy3 OF NESNXPQ

WeKS t NSBAARSYGALFE 5ANBOGA D& @Penyy that prajsé the roled S NA S &
of teachers and mean the grateful recognition of the State and the society. | personally commit

my will as a governor to the task of praising teachers and give them the level of life and social
esteem they deserve and thaircesponds to then®

8Dl dzi KASNE [ ® OmMpypOd WEHFQYde¢y KOA NHzA/ A DR OQASigas R6EA 2y SR
2(7), p. 31. Available at:

http://www.memoriachilena.cl/602/w3article-121784.html

87 Pinochet, A. and Niemann, L. (1978)5 S O NR {iApruebavettReglamento del Decreto Ley 2327, de

MpTy > a206NB OF NNB NAppBvedie Rég8dionofhe OaMI®&creaad 2 fd 978 on

teaching career] Santiago, p. 24. Available at:
http://www.leychile.cl/Navegar?idNorma=17153&buscar=Decreto+1191
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In terms of what kind of education was to replace the progressive elements being
eliminated, the proposal is consistent with the principles that had been historically advocated
by Conservative groups. The quotation from the letterthie Minister bellow illustrates how
the separate paths that had been established since tHéQéntury are being reinstated:

Whe State willfocusits emphasis on primary education and will, at any cost, accomplish its

historical and legal duty not ontat all Chileans have access to it but that they effectively

acquire it and are, thus, enabled to be good workers, good citizens and good patriots.

To reach secondary, and specialigher education constitutes a@xceptional situation for
youthandthéd S ¢K2 Sye22eé Al Ydzald 6Ay AG 6A0GK STF2NI 6
national community by those who can do it, now or in the future. That who receives for free an
education he/she can pay for, or does not return its value when he/shedrditions to do so,

deprives other Chileans of legitimate education opportuniffes.

The basic skills agenda is once again the main goal of primary education, and this is the
only type of education the State considers as part of its duty. The aim isreativity or
critical thinking or the development of the human being as a whole, but the generation of a
good and obedient workforce. As in previous periods, secondary and higher education go back
to be conceptualised as a privilege that only a few cazes& This type of education will not
be free anymore and a firshdication of the future system of credit for higher education is
provided.

Ly GSN¥a 27F (GKS {0l DiteQiverei® fo$he hegd @ BezOl G A 2y 3
community to assume part afs responsibility, that is, the whole of societand not just
teachers and the Stateaare in charge of education. Additionally, the document refers to the
impossibility of the State to assume even more responsibilities that the ones it has at the

momentand, on that basis, concludes:

Wonsequently, the help that the private sector lends to the educational task will be encouraged
with energy®

88 Pinochet (1979), op. cit., p. 100.
8 bid.
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Along with segregation, meritocracy, privgbeblic partnerships, detachment of the
State from its responsibili in education and the establishment of the community as the main
responsible for it, theDirectiverefers to a change aimed at the decentralisation of the system:
municipalisation. According to the document:

Whe administration of public primary and sadary schools will be energetically decentralised
with the creation of Provincial Education Services. These will gradually become autonomous
and will be transferred to the local community management, especially in administrative and
economic aspects. In gimilarly gradual way, the Ministry and the Regional Secretaries will
stop having an executive role and will limit themselves to provide norms and to monitor their
accomplishmen€®?

As it is usually the case when decentralisation is promoted in educathmn,
arguments provided are related to devolution of power to local communities and an increased
participation of them in decisiomaking processe§.his is what some authors characterise as
the emancipatory side of network governance, where more devolaed decentralised
structures have the potential for more horizontal power relationships (see for example Bunar,
2011; Blackmore, 2011However as Gauthier denounces in 1985, in the case of Chile

decentralisation involved a very different proc&ssauther distinguishes a series of negative

aspects in this process, such as:

1 local government is ideologically controlled by the central goweent through the
designated magrs, which rather than local power involved an increased surveillance and
control ofteachers and students;

T it constitutes a first step towards privatisation, as majors are authorised to transfer the
administration of schools to neprofit private entities;

7 (S OKSNR FyR 30K22faQ Yd#f 6ALX S RSLISY
« &

28y 0S8 ISy
9 6KSNB A& Iy AYLROSNRAKYSYy(d 27F G(GSIFIOKSNBRQ 42N

like any private enterprise worker;

% |pid., p. 98.
91 Gauthier, op. cit.
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1 the socioeconomic segregation of the system increases, as different Municipalities manage

different funds and have diverse populatioumbers.

Figure 19summarises the structure and functioning of the system imposed by

Pinochet. This diagram illustrates how all the advances in participation, community

AYy@2t @SYSyd FyR az20Alf Sldzl f AGe (Kloy aatlklF R 06SSy
violently erased and brought back to its primitive form of two separate paths. The segregation
of the system, additionally, is subjected to the laws of market and competition and the

deregulation from the State.

9 Discourses on assessment during theriod

The discourse of public order and national security extends to assessment practices as
well. Participant 15 offers an illustrative example of how assessment practices that promoted
argumentation or critical thinking were considered potentially darous:

‘Interviewer: And in that context where you were so controlled, did you have to be careful with
the open questions you made?

Interviewee: Yes, | did. Yes.

Interviewer: You couldn't ask about anything?

Interviewee: No, no, no, you couldn't ask abamything.

Interviewer: For example, what kind of thing you wouldn't have been allowed to ask? Thinking
of a random example.

Interviewee: W, for example, this thing of solidarity, that the one who has more has to share it
with the one who has less.

Interviewer: That was already suspicious as a question.

Interviewee: Sure. Sure, no, you can't put that.

Interviewer: How complicated.

Interviewee: Yes, that's why it has been difficult (...) to raise one's head, even more if one has
been for 27 years here. &ve the feeling that [] there are things | can't say.
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Similar to the period of Ibafiez countegform, the same teacher explains in other
place of the interviee how she was stigmatised as an@nunist because she liked to asltout
topics around taking care of the environment, and because she liked theatre activities. She
also had a school newspaper where students could write and it had to go through the approval
of a local authority before it could be published.

The predominat use that experienced teachers declare of closed items such as true or
false, matching terms and multipiehoice therefore, could potentiallyreflect not only an
objective and scientific view of knowledge and assessment or their easier reviewing process
but also their lower permeability to vads anddiverse perspectivesThis type of itermallows
only for one correct answer without discussion or divergence of ideas. Additionally, if they
refer only to concepts, memosgased learning and the mechaai@pplication of formulas,
GKSAN) dzaS 06S02YSa S@Sy Y2NB aaSOdaNB¢ FT2N 4GSl OK
Of  aaANRB2Y Ay@2f @SR® {AYAfFNI &> F2NJ I NBIAYS (K
subversive and political elements, thisiétiof assessment works as a very neat brainwashing
device. Asking irrelevant memoedyl 8 SR 2NJ o0l &A 0 |jdzSadA2ya (KNRdAAT
contributes to the development of obedient workers without a voice of their own.

When they are asked about théiritial assessment practices, which in the majority of
cases occurred during the military government, most experienced teachers recall the
predominance of written tests and are very critical of their previous practices around
assessment. Both Participan6 land 17 believe they would judge their initial tests as having
low quality if they had the chance to see them now, because of their lack of awareness and
knowledge on the topic at the time. Four teachers describe these written tests as composed by
closed questions and some brief essay questions. Participant 14, however, recalls essay
questions were a mere repetition verbatim of what the guide used in class said. Three teachers
add that mimeographing was difficult because of material restrictions in scheolthey had

to write the questions on the blackboard and students had to copy them. Because of the
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amount of time this required, according to Participant 11, tests 'couldn't be very variéd)
too long'.

Sme teachers considered these testing piees as a requirement of formal
assessment where marks were involved and, thus, they simultaneously kept a more informal
form of classroom assessment where other kind of work and cognitive operations were taken
into account. Participant 13, for example cedls the use of checking lists to assess activities
such as oral presentations, written investigations, text production and group work. Participant
18 also remembers using a different system in Music, as his subject required a less traditional
approach. e used to give points each class with opportunities to improve from one lesson to
the next, and all this accumulation of work became eventually a mark. However, he had
problems with parents understanding his method. Similarly, two teachers remember that,
despite the context of fear and ideological control as well as the constraints set by the decrees,
they felt they had a larger degree of freedom in relation to the specifics of the tests they
constructed and their daily work inside the classroom, which tfesi is more closely
controlled in the present. Still, these are exceptional cases in terms of what teachers described
as their predominant practices during the 1970s and 1980s.

All the teachers that were asked about the moment and the causes to chthege
assessment practices situate this point after the 1990s or 2000s. The reasons they indicate are
varied: CPD courses, starting of the 1990s reform and of contact with it, change of
government, change of working place, more time availability, changeheaidteacher,
conversations with colleagues. All of these reasons (except the one related to time) refer to
teachers' contact with new ideas on assessment, curriculum and/or pedagogy once democracy
returned.

National standardised assessment systems iooied during this period. PAA was still
the system for university entrance, although with changes in item types: antonyms was

replaced by an exercise where the word that was out of the semantic field of the main one had
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to be eliminated; sentence completiowas replaced by a similar exercise where what had to

be completed were linking words; an exercise of elimination of one irrelevant sentence in an
order of 5 sentences was added; an exercise of writing plan was also included, where students
had to find tke correct order of 4 to 6 sentences; and reading comprehension exercises.
Whether these exercises were more difficult and, thus, reduced university entrance, would
require a specific study. What can be said, according to Echeverria et al. (1981) askyuoted
the Workers Vicariate (1985), is that after a sustained increase in university matriculation since
1958, a decrease from 139.999 to 126.434 is registered for the period from 1973 to 1979.

This is consistent with the model of education promoted in theigud according to
Gauthier (1985), as it reinforces the-establishment of the old boundaries. One of the
features of the model, indicates the author, is:
¥) the need to incorporate the criterion oflesgtivity in an explicit way: anassive primary
eduation; a selective secondary education (as a filter for university entrance) and a restricted
higher educatiort®

The legislation around assessment follows in this respect a peculiar transition. The first
f S3Irf R20dzYSy d Llzof A &K SekreeRNE20B8\(1978)hidhyee®dd G Q& LIS NJ
the regulation for assessment and promotion in the whole education system. It begins by
defining assessmetiitom a formative approach
WX0 GKS FaasSaavySyid LINE OSlgeingApiocess WrithasNtB yei (2 K
fundamentally conceived as the means to acquire evidence to improve such process, showing
to all those who are committed to it its successes, achievements and defic@hcies.

However, after reading the remainder of the decree, one realiseslibeourse being

promoted is that of formative assessment as understood in the context of behaviourism. The

92 Gauthier, op. cit., p. 33.

% Pinochet, A. and Prieto, A. (19785 S ONX i 2 uebareylgnientd desMaluacion y promocion de
alumnos de Educacion General Basica y Educacion Media Humagistitifica y Técnico profesional
LI NI St 32 S&ao2ft IAparovespthedréulatich $iCaddesSment sard ypdmotion of
Primary School ah Humanistic and TechineBrofessional Secondary School students for the school
year 1979]. Santiago, p. 1. Available at:
http://www.leychile.cl/Navegar?idNor@m=98829&buscar=decreto+2038+evaluaci%C3%B3n
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aim of assessment, for example, is seen as making the tealg@ngng process morefficient

in the achievement ofducational objectivesThe phaes of assessment are classified in
diagnostic, formative and summative, with formative being conceptualised as the one to
W5SHGSNXYAYS (KS YI ai &mnblingdbjdctiyedstablishediinicdeNlzarnhd G K S
Iy AdinPhasis addeld Depending on theesults, additionalreinforcementis provided for

those who evidencealeficiencies Feedback on the process is generated and communicated.
Consequentlyit is clearthat the perspective on formative assessment here is still situated in

the context of behawurist pedagogy.

Yet some aspects of how assessment is addressed in the document generate some
discursive dissonance, if considered in the ideological and pedagogical context explained
above. For instance, formative assessment is not related to markirgyaaling procedures,
summative assessment is given only conceptual grading (not numbevastbe tradition),

and repetition between Year 1 and Year 3 of primary school is avoided or nor recommended,

Fa Ay CNBAQa ffS3Aaftl GA2yiohs oh the doduBent 2afeK HNJ K| y RZ

accountability duties in terms of periodic reporting of teachers to parents and af¢heol to
the Regional Secretariadf the Ministry. Finally, the old discourse on requirements for
promotion is also present in the decretn relation to these, priority is given to Scientific
Humanistic disciplines above Technidalistic ones for passing to the next level. The
publication of a Procedure Handbook is also announced as well as the possibility of technical
assistance on theopic by CPEIP.

In brief, it is a law where different ideas on assessment overlap, with some of them
not being completely consistent with the dominant ideology, although the general conception
of individualised treatment justifies this as the general &prOK Ay 2LIRAAGAZ2Y
collective proposalYetthe contingent nature of education legislation at the beginning of
t AYy20KSGiQa LISNAZR 06502YS84& | LI NByd sAGK GKS
later. This decree is a transition documemh, the sense that it aims at adapting the
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requirements of Decree N° 2038 to the existing legislation, as this decree was to be
implemented gradually.

Decree N° 2088 isfocused on accountability processes in terms of teachers
periodicallygiving informaton | 6 2 dziT A G dzZRSy 1aQ LISNF2NXI yOS | yR
meetings and to parents. An annual report is also considered and it includes other aspects
such as personality, interests, aptitudes and skills. Formative assessment is nhot mentioned in
this dowment; only the idea of permanent reinforcement is stated as a means to meet
individual difficulties. The idea of grading through concepts is kept exclusively from Years 1 to
4 of primary school, while from Year 5 onwards they are assigned equivalencembers.

The remainder of the decreeefers tonumbers, moments and types of assessment required
throughout the year. Basically there are hedfm, biannual and final marks and coefficient 1
and 2 assessments, depending on the complexity of the taskunimsry, all the theoretical
background disappears in this decree and all is reduced to humbers and reinforcement before
and after tests.

A new decree in 1980, N° 8977, using flexibility and teacher autonomy as a
justification, establishes that schools aathorised to decide whether they wish to work with
Decree N° 2038 or N° 2088. Similarly, another decree is published in 1981 (N° 133) to add
some changes to the previous ones, and Decree N° 62 is published in 1983 with the aim of
summarising and unifyingll the legislation around assessment of the period. None of these
documents integrates the initial theoretical basis of Decree N° 2038, and all that remains of a
formative concept is the idea of reinforcement for those who experience difficulties. Hue re
again, is all marking and grading systems, promotion and certification processes.

When asked about these changes, experienced teachers provide a variety of answers.
Two of them were Heads of TatgbalPedagogical Units at the time and were, thus, more
aware of these changes, as they were in charge of communicating them to teachers at their

schools. One of these interviewees is Participant 18, who clearly remembers Decree N° 2038.
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In his opinion, teachers were accustomed to marking systems and traalifwactices, so they
resisted the change and opted for adaptation of practices, like looking for marking
equivalences for concepts, which they could interchange when necessary. Additionally, he
indicates that the presence of two simultaneous decrees gateer differences in how mark
decimals were approximated, which affected the final result that was used for university
entrance (along with PAA). This controversy related to -Bigkes assessment and
certification processes, according to the interviewes] to the gradual abandonment of the
1978 decree.

The 8 experienced teachers who were not in directive roles at the time are consistent
in saying they did not know about the decrees directly and specifically. They were only
informed about what to do and he to do it through Head®f TechnicaPedagogical Units
(UTP HeadsS¥or headteachers. They recall attending meetings where they were told about
the way in which they were meant to assess, which they now realise may have responded to
changes in legislationThey also agree in saying the information provided was mainly
administrative, that is, no indications were given in relation to approaches to assessment but
only about the grading or marking scheme and the amount of marks/grades they had to have
per perbd. The potential of formative assessment and Bloom's concept of learninipus,
inhibited through processes of policy translation (Ball et al.,, 2012), where traditional
discourses neutralise the new elements and send them back to a marginal position.

Participant 11, who is the second interviewee that worked as a UTP Head at the time,

provides a version from the perspective of her role:

%'The TechnicaPedagogical Unit is the organism in charge of programming, organising, supervising and

evaluating the development of curricular activities. It is directed by the Head of the Unit and composed

of the corresponding specialists. It assumes, amongst others, functions related to Orientation,
Assessment, Plans and Programmes, Collaboration Activities and the Library.' (Chapter V, art. n° 14,

Legal Decree 1049 of 1978). As can be seen in Figureidglhin Chilean Schools is defined during the

1970s and 1980s with quite overarching and broad functions. According to Ossa (2005), until the 1980s

GKAA NBES gla F20dzaSR 2y O2y (NPt YR adzLISNIDA&AAZY 2
bureaucratic processes inside schools.
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'| noticed it during those years which | was a Technical Headh, U was in charge of all that
aspect, then | talketb teachers afterwards, and teachers likejiat?, decree what...", | mean,

[] it's a HUGE gap between [] the one who MANAGES the information to the one that EXECUTES
it. That [] is what | realised. | cared about it, | gave copies to my colleagues thgrh to be

aware, but... there were also many colleagues who simply didn't care, "Pf!, right, ok, one more
decree, one less decree"...

Interviewer: ... "tell me how many marks do | have to put"...

Interviewee: Exactly! More practiggiented [laughs], §s:

On the other hand, some teachers provide testimonies where it is clear they were
exposed to the different decrees. Participant 13 explains how the situation was experienced
from the perspective of teachers:

'(...) one moment we worked a lot with assing through concepts, just concepts, and from
one day to another no, now you [have to assess] through marks, ok, (...) in another moment
(...) the school [] had the possibility of creating its own assessment instruments, we were also
checking that formwal, of searching another formula different from concepts (...) | think
assessment systems were accommodated anehaismmodated along the way. Then one
was like, well, let's go back to what we have always done then. Arrive [first] to an agreement
and [] then we continue.

There is a feeling of confusion in the excerpt due to the constant change of assessment
policies in the school. It is also apparent that teachers are thinking of themselves as mere
executioners who are expecting orders, which they fellvithout questioning the reasons.
Additionally, it can be inferred that decrees and changes in assessment were not translated in
schools in connection to a rationale on learning and pedagogy but simply in terms of the last
order coming from the top. Padipant 20 also remembers the constant change of assessment
requirements and how she tried to resist them:

VPPPO S 4SYld GKNRdIzZAK a2 Ylyeée OKFy3aSa &adzRRSyf &
y2g Al KlFIa G2 0S R2yS (HE¥2>0oREE§SUS|HEKBSE ORDBBRA
@t AR AU KlFra G2 o0S R2yS Ay GKAa 20KSN) gl &¢ o
convince me that something is useful to me so | can apply it, | learned | had to stay quiet and

say yeD

When this teaber tries to demand a rationale or an argument behind the ever
changing policies, she experiences a feeling of powerlessness and resigns to obey the orders

from her superiors. Participant 19 also recalls the series of regulations they were exposed to at

the time and some of the elements contained in the formative approach, such as feedback and
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reinforcement:
Y..) the headteacher used to put on the blackboard all the decrees, there were a series of
regulations, that this one is promoted on the basis of tecree with this article, then it was all
a regulation, but | glo remember that feedback thirlg, that one'hadAto write down in the class
02212 ftsSuQa alexz 212 U0SauXz 0KSY w6 RSftAUSNE 27F
each end of unit [JiHat had to be on the booR.

This quotation reveals how theories on assessment are received as mere residuals of
their original ideas, converted into routine administrative tasks rather than a change in
perspective. When asked about how long this feedlj@relctices lasted, she indicates:
W Iasted,J t[]ink th{flt until,around theAye,ar 85,Abecause then it [] was a thing that was so []ulike 3
él; NlJSR% UKI;l',J a2YSUAYSa }[2 2YyS 00PPdP0 ¢S O2yaOAz
0 SOl dza SX¥ f{ $asQhey camedtachet®.Y S U A

According to this interviewee, then, the idea of feedback was gradually abandoned
because it did not make sense to practitioners beyond the paperwork it required. The
theoretical bases of formative assessment were not transrditteither were they understood
or appropriated by teachers. Its path through classrooms happened only in terms of a top
down administrative temporary requiremenis Jeffrey and Woods (1998) observe about
policy enactment in England in relation to OFSTEPeictions, hera strategic rather thara
committed engagement of teachers is observeiK S& WL & GKS 3I1FYSQ 6AGK2c
The quality of initial teacher education around assessmenhoasd above, did not contribute
to this understanding eitér.

Unfortunately, no evidence was found in the data about the discussions that
surrounded such changes of perspective in the legislation. The absence of a Congress that
would discuss them publicly, the control of the press and the filters that the ardglection
must have suffered at the time make it difficult to have access to this information. However,
Cox (2003), Eyzaguirre and Fointaine (1999) and Ortiz (2010) recognise the internal
disagreement inside the military government in relation to edumatbetween more pre

market and more statist forces who also favoured teachers, a conflict that extended

throughout the period. According to these authors, this is the reason why, although the regime
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of Pinochet establishes a national standardised assesssyatem (PER) for primary school
students, the high stakes related to publication of results and school rankings were never
implemented in relation to this test. This was done almost 20 years later during democratic
governments but still under the legisian of the dictatorship (see Chapter 4 for more details).

The Programme for Assessment of Educational Performance (PER) was aimed at Year 8
primary school students. It assessed the areas of Mathematics and Spanish and was
implemented between 1982 and 198(Cox, 2003). Its questions in Spanish reveal the
curriculum change that was carried out at the time. Rather than the previous emphasis on
aptitudes and skills, a considerable part of this test, according to a 1982 faésiisilecused
on grammar, spdltig and recall of concepts or recognition of them in a text. Only a few basic
guestions about the content of the texts used as stimuli are included. The facsimile ends with
guestion number 60, where the students have to recognise what prizes did two famous
Chilean writers obtain and in which year. This last question reflects how the approach to the
discipline changed to facts, memorisation and the passive repetition of concepts. Colonial
catecismowas back, retouched with a scidfit look through behavioust testing.

However, this test was never higliakes to the extent reached by SIMCE after its
creation in 1988 (see Chapter 4 for more details). It may be due to internal differences as the
authors mentioned above indicate. However, there could alscabdifferent interpretation
from the perspective of netiberal education governance. Higlakes national assessment
systems are not needed in this period because there is an authoritarian government that
disseminates and monitors policies through fead aensorshipln this context a tight control
already exists and PER is only used as a means to obtain results at a more general level.

However the return to democracy with a continuity of ndiberal principles in education

% Pérez, F.; Guardiola, F.; Ponce, S.; Cepeda, A. (E38%)jmil PEFRER (Programme for Assessment of
Educational Performance) facsimile]. Santiago: Editorial Universitaria.
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required a mechanism of comtt from a distance@zga et al., 20Q9n order to keep them

feared, although now in more subtle ways, as explained in Chapter 4.

CHAPTER CONCLUSIONS

Returningto the research questions that guide this study, the analysis in this chapter
has allowed fo the distinction of a series of systems that are involved in the production,
circulation and consumption of discourses around assessment. Each system and its main actors
are described bellow, considering their changing roles throughout the three perinderu

scrutiny.

1) Political parties and ideological groupsictors who hold political power and represent a
specific ideology play a central role. Since the first period they sustain specific perspectives
on education, which support specific views about thumctions and characteristics of
assessment. They also play a central part in terms of policy negotiation, as a constant
feature is the moderate versions of pedagogical and assessment changes that are
generated after attempts for reaching political consas.

2) Foreign education systems or expertpolicy borrowing does not seem to be a new
phenomenon according to these results, an aspect already highlighted by Schriewer and
al NIAYST OnHnnnoOd LYAGFEGAZY 2F a322 RutLINF Ol A O
through local experts who travel and import new ideas, although without much clarity on
how assessment is to be approached in the context of these novel views. Another means
of attracting foreign models is the interest of innovative teachers in chandieir
practice. In this case, the attraction of external ideas involves a clear perspective on
assessment and examinatigrand is situated in a more dialogic interaction between the

local and the global level. A more strategic use of foreign modelgmsppctives emerges
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in the 1960s, where 10s begin to evaluate local systems and, in turn, local governments
begin using the discourse of these institutions to justify their policy decisions.

Education government institutionsthe role and structure of edtation governance has
changed considerably, both hypothetically and in concrete terms, throughout the analysed
periods. Power elites tend to the design of highly -tbjpgvn structures to govern the
education of lower classes, and public examinaisystemsare an important mechanism

to keep control on them. As a counteffensive, the gradual empowerment of lower social
groups generates a demand for more equal and democratic bettpnstructures, and
examinatiors systems are in this case also an importanelefor negotiation in terms of
opening gates and letting more innovative repertoires in education become canonised in
the polysystem. However, the response of power elites, specially the Conservative ones, is
violent and repressive each time a breach listnature is attempted. In relation to the
education of higher classes, governance structures have been more flexible and have
allowed for more dissent. The trend secondary educatiothroughout the three periods,

after heated discussions, is towardsdacreasing control of the State over examinaton
processes and an increasing flexibility of standards for promotion and certification, a trend
that emerges from the demands of private schools.

Families:in terms of how parents are considered in educatamd assessment policies,
there is a clear social differentiation. Parents from low social backgrounds sustain a
tensioned relationship with formal education, as they do not see its value in terms of the
expectations thg have for the future of their chilégm. As a consequencattendance is

low as well as the support from families. From the perspective of government education
institutions, they are portrayed as barbaric and rgwilised, representing everything that

the elite wants to eradicate through theducation of masses. Once primary education
becomes compulsory, parents are described by Conservative groups as responsible for the

education of their children, and as bearers of the right t@ase the place where they
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want their children to be educatedyithout mentioning how segregated paths would
impede this to occur. It is only in the 1960s that parents acquire a more formal
organisation, although their involvement is reduced to collaboration with school activities.
However, all these conceptualisati® of low class parents are derived from sources where
GKSe alFNB (2fRéx GKIFG Aax GKS I NOKAGS RAR y2
say they are still m underrepresented voice in the field of research on assessment
reforms. Higkclass peents, on the contrary, especially in private schools, have a strong
voice from the beginning. They are a very demanding group whose aim seems to be
oriented by the need to see their children enter university and acquire a certificate that
perpetuates thei belonging to the same social class.

Schools: educational institutions are also places of tension, where innovative and
conservative repertoires circulate and reproduce. Innovative teachers follow a path that
takes them from an increasing empowerment, teal participation, and later to
disappointment, disempowerment and deprofessionalisation, which can be perceived in
their attitudes of fear and acceptance of taflpwn logics by the end of the third period.
Conservative teachers, on the other hand, bystisg in old practices that overlap and mix
with the new ones, reproduce canonised discourses on assessment and pedagogy.
Additionally, there are internal structures of power inside schools, which control for
teachers work through an increasing levebafeaucracy and paperwork, and decide upon
the approaches to be promoted at the school level.

Public opinion:access to media and public spaces is a privilege of the elite during the first
period. It is mainly their voice that dominates public opinion, @ghdy use this advantage

to make their controversies heard. However, it must be born in mind that what these
groups understand as great controversies are discussions that were probably ignored by
the majority of the population. Once workers and teachergibeto create their own

publications, the space of public opinion becomes a much more contested and multi
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voiced arena, which is silenced by the government of Ibafiez. However, it is only during the
1960s and 1970s that the public opinion is mentioned asctor with a perspective and

an interest in relation to education, which justifies the need for reporting results in
relation to the quality of education. Additionally, media acquire a role in reform
dissemination, as Schiefelbein indicates that a comaiole number of teachers declare
1y26Ay3 Fo2dzi CNBAQaA SRdzOF A2y NBTF2NXY (K2dzAK
Teacher educationtraining programmes are an important channel for the dissemination

of ideas in education. However, documents reveal that assessment becomes aftopic
teacher education programmes only since the 1930s, and from the second half of the
1960s for primary teachers, the latter probably due to the end of the separate paths and
the equal consideration of primary and secondary teacher education asspostdary
studies. Before that, assessment was assumed as a practice inherent to education
processes, without any theory around it, an approach that probably had an influence in
the persistence of traditional colonial practices in this area of pedagogicalitactiv
According to documents and the testimonies of experienced teachers, it could also be
stated that professional development programmes seem more permeable to new ideas in
comparison to initial teacher education courses, which tend to absorb the nevoappes

a few years later. Student teachers are faced with the tensions involved in theoretical
paradigmatic changes around assessment, thus receiving different discourses
simultaneously, which in turn contrast with the requirements and discourses they find
circulating in schools.

The aademy:along with their role in the education of secondary teachers, academics play
other important roles in assessment reform processes. In the first period they have a
multiple membership as politicians, policy authi@#, academics, school or university
leaders and intellectuals, which gives them considerable power in the defence of their

ideas in different spheres of discursive struggle. By the end of tl{e Qéntury and
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throughout the other two periods in considerah, academics gradually move away from
government and political parties to generate alliances with teachers and workers. These
alliances seem to be particularly powerful, as they are observed each time a more
concrete option for reform in education andseessment takes place. The strength of such
partnership is confirmed by the force with which it is attacked by authoritarian and
repressive Conservative governments. During the 1960s researchers are also assigned
another role in the polysystem, which is poovide evidence for policy and generate data
about the quality of education. This movement undermines previous alliances and attracts
academics to a new mode of cooperation with policy authorities.

The productive/economic sectorthis system is inMged since the early stages of Chilean
history of education. One of the strong arguments to introduce the pradiased learning
reform in primary schools during the 1 €entury was the need to educate future workers
that would contribute to the economiaevelopment of the country. It is also the
justification for generating increasingly differentiated paths through techrpoadessional
secondary schools and the emphasis on vocational profiles. Only the unified model of
Socialism incorporated this systein a different way, as permanently interacting with
school and universities, with workers also interacting with these spheres and schools
giving value to manual and technical work. As said above, after this attempt the country

was violently brought badbo its 19" Century segregated structure.

Consequently there is much more to consider in the study of assessment reform

processes than schools and academics. Innovative repertoires attracted by different actors

become entangled in a complex network oferactions, where power relations inside systems

and between systems determine their circulation and potential canonisation. In the context of

such struggles, some discourses remain as residuals that overlap and intertwine with others,

generating mixed dcourses whose original principles and ideological affiliation become more
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difficult to trace. Additionally, changes to assessment systems are embedded in pedagogical
trends that they favour or oppose, and in ideological struggles where assessment istthoug
relation to specific models of societlyigure 20summarises the relationship between specific
ideas of society, models of education and discourses on assessment. These are summarised in
two extremes that occur in the polysystem simultaneously, wifferent degrees of intensity

and multiple mixed versions. The question raises as to what extent these ideas of society,
education and assessment are compatible and able t@xist without undemining each

other.

Emancipatory
perspective

-

Functional perspective

An egalitarian model of society, with
| community governance and
collective development.

A A

-

The aims of the education system
.| are to generate critical, active and
participative citizens and to generate
motivated learning.

//

There is no marking and no
examination, as there is no need for
individual competition neither for
social exclusion. Everyone has the
right to be educated and to
participate in social and political life.
Collective and individual qualitative
feedback aimed at learning.

A

A segregated model of society,
where people are distributed in
different roles and functions on the
basis of their social background or
their merit.

. v

The aim of education is to provide a
basis for everyone and to select and
distribute individuals according to the
|| role they will accomplish in society.
Thus, success, competition and
certification are essential aspects of this
model, and learning is seen as
functional to these values.

Marking and examination systems
are set as a means to differentiate,
select and distribute students in the
| existing social order. They must
compete and be allocated according
to their merit and the education
path conceived for their social
group.

FIGURRO. Summary of the aeelation between models of society, education and assessment

These broad ideas have been translated into different proposals from diverse political
forces, each one defending specific principles and actions around education and assessment,
and some ofthiem aiming at moderate and more hybrid versiaigontrasting models. Figure
21 represents the spectrum of ideas detected throughout the analysis and the parties that

defended them or negotiated intermediate versions of them.
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Christian Socialists and
: : : |
Conservatives Liberals ‘ Radicals } Dernitrars Pl

No State control.
Freedom of education
and exams.

End of secondary
school single
examination.
Emphasis on easy
paths to certification.
Examination and
control of moral and
religious aspects.
Depoliticised
education and
assessment.
Differentiated paths.

State control of
education.

State supervision
over exams.
Emphasis on learning
and the development
of active and critical
citizenship.

Practical child-
centred approach.
Tracking and
providing feedback
on individual
progress.

Left

Community control
and governance
(dialogue with the
State).
Democratisation and
participation.

No exams and no
marking.

Collective
assessment.
Assessment through
broader and more
inclusive criteria.
Individual and
collective
development.

FIGURE 2Bumnary of ideas on education and asse&nt according to political affiliatian

In the context of these ideologies and power struggles between different systems and
actors, three main discourses around assessment circulate during the analysed periods. The
first derives from practice and not from a specific theory, and is embedded in colonial
memory-based pedagogy. This discoursdasusedon examinatiols processes, certification,
marking, awards and punishments, ritual conditions and public surveillancéichadly, it is
related to two aspects whose continuity can be traced until the present: it is -btgkes,
which consequently generates teaching to the test, and it sets social and educational
boundaries.

From an initial interest of teachers and in tlwentext of pedagogy as a scientific
discipline, a second discourse that enters the polysystem is that of testing theory, from the
initial developments of Binet to the well known by teachers Gauss curve. This discourse
contributes to turn assessment into &chnical subject that has to be studied and that
constitutes a fundamental aspect of the teaching profession. It is embedded in behaviourist
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LISRF3I238x Ay (GSN¥Ya 2F GKS a202SO00A0S¢ 20aSNDI
specific learning goalsnd testing through homogeneous stimultssponse structures where
all students have to provide a single answer. This approach is reconciled with existing marking
practices through statistical normeferenced modes of reviewing and correcting tests, where
sidzZRSyda IINBE NIy{1{SR OO0O2NRAy3 (2 UGKSANI a202S0i
principle here is a view of intelligence as something unchangeable, and the homogeneity of
teaching and learning processes where students are differentiated solebyrding to their
natural aptitudes. This discourse starts as marginal among teachers and is later canonised
through teacher education programmes and national standardised-$tgkes assessment
systems.

A third discourse enters the arena: formative assesst. The ideas of Bloom contain
some emancipatory potential in terms of introducing a dynamic idea of learning, where under
the correct treatment all students are able to achieve a high performance. However, this
discourse where terms like feedback andgessment as a central part of the learning process
are used for the first time, is siated in the same behaviourigpedagogyastraditional testing
theory. Its principles are assimilated to a Fordist model of education and a mechanistic idea of
learning where assessment basically consists of a quality check againsstaiglished
K2Y23SyS2dza FAYaod .f22YQa ARSIa SydsSNI GKS Lkf
GKNRdzAK fS3araftriaArzy |yRs (Kdzaz GKSe& R2 y20G SYS
curiosity.As a consequencehey are perceived as something external and there is not an in
depth understanding of their underlying principles. They are rather adopted in a superficial
and techniquecentred form and assimilated to existing testing andessment practices,
which leads to a gradual abandonment of the innovative repertoire.

Some discourses on assessment seem particularly permeable to different ideologies
and pedagogical perspectives, as this chapter has illustrated in the appropriatioi & 2 Y Q &

discourse by three very different governments (Frei, Allende and Pinochet). The three

19t



University of Oxford
Department of Education
D. Phil Progname

ideologies adapted the model to their needs: Christian Democrats used its elements of a
moderate approach that mixed emancipatory aspects with individualism aadtouoracy;
Socialists were exploring its potential for a new model of education where learning and not
competition was at the core; and Conservatives finally rescued the aspect of feedback to
transform it into mechanical reinforcement of unachieved goals.

Up to this point, the approach used in this study has illuminated the understanding of
assessment reform process in different ways. First, the field has been portrayed as far more
complex, contested and crowded than the way it is represented in curresearch.
Approaches to assessment are closely intertwined with ideas on education and society
sustained by different powerful groups, and are struggled upon, assimilated, neutralised and
distorted in their circulation across the polysystem. Additionalgsegssment paradigms and
theories are not historically sequential but accumulative. Actors simultaneously sustain and
enact discourses of marking and certification; testing and nefarencing; and more learning
oriented ideas. As said above, the questigraised ado what extent this simultaneity and eo
existence is feasible and acceptable without losing direction in terms of the goals of education

in society.
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CHAPTER IV
THE PRESENT

INTRODUCTION

Unlike the previous chapterthis one is entirely devoted to a single period. As
explained at the beginning of the thesis, this difference follows from the use of past periods as
a means of understanding the diachronic aspect in the current polysystem. Although the same
logic of analgis is followed for all the historical phases, the emphasis is on current assessment
reform processes in Chile.

For the same reason, this chapter provides a much more detailed account of research
results and their interpretation than Chter Ill. It offes a more finegrainedexplanation of
the analysis of documents and interviews, a more extensive description of the assessment
discourses circulating in the period, and of the way these discoumsesinderstood and
translated by multiple actors in differérsystems. It also refers to all the systems and actors
involved in assessment reform processes with a higher degree of specification.

In all other respects, it is organiséd the same way as Chapter ltesults are
presented alongside interpretation, pported through illustrative quotatios from documents
and interviews, andhe threelayered structure set out in Chapter | is also used as a frame for
composition (the ideological level, curriculum and pedagogical refqrarsd discourses on
assessment)

The chapter differs from the previous one in devoting a separate section to the
description of the actors and systems in the current polysystem, as well as their interactions.
The diagrams presented here use the same guide of colours and lines presented at

beginning of Chapter Ill.
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As in the previous chapter, the reader is provided with a chronology that summarises
the presidents of the country during the recent periadcluding their political tendeneyand
indicates in chronological order the maavents of this time lapse. For further contextual
references, a summary of the main political trends and parties of the period is offered in
Appendix 12.

The chapter closes with a review of the main findings, and proposes some conclusions
about the analyis and interpretation of data for the period, including potential continuities,

differences and overlapping with the three phases addressed in Chapter lll.

19¢€



University of Oxford
Department of Education
D. Phil Programe

CHRONOLOGY OF THE PERIOD

Government of Patricio Aylwin (Christian Democrat - Concertacion)

1990 1991 1992 1993 1994

Publication of LOCE
Publication of First proposal for new curriculum reviewed by the
Teachers’ Statute CSED

Government of Eduardo Frei Ruiz-Tagle (Christian Democrat -
Concertacién)

v

1994 1995 1996 1997 1998 1999

SIMCE results begin to be published

ublication of secondary
Publication of primary school curriculim School curriculum

Assessment Decree N°511
Government of Ricardo Lagos (PPD and former Socialist - Concertacion)

2000

2001 2002 PAVOK] 2004 2005

Publicati*n of Programmes of Study

L g

Low results in TIMMS and SIMCE I AfL Programme begins
First developments of the .

standards agenda Aflpilot

Government of

S. Pinera (AlianZ

Government of Michelle Bachelet (Socialist - Concertacion)

2006 2007 2008 2009

Publication Publication of LGE
of Progress Maps Curriculum adjustment

End of AfL and
interruption of

i Change of Minister
Secondary school :al't::%ﬁlent on 9 Progress Maps
movement for education g i Integration of AfL to
education Progress Maps ;
Advisory board to solve students’ conflict 9 P Broad social
Publication of SEP law movement for
education
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1. THE IDEOLOGICAL LEVEL:CIBNESOLIDATION OF A NHBERAL FRAMEWORK FOR
EDUCATION

1.1. The restructuring of the political scenario

¢tKS SYR 2F tAy20KSGQa RAOGFG2NBKALI 6l & I &
a Marxist president in the previous period. Rather than throagtiolent uprising, this regime
is terminated through an election process, promoted by the authoritarian government and
seized as an opportunity by citizens and opposition politicians to throw the dictator out of
power without any bloodshed (Garcia, 2006iven the increasing international gaze on the
transgression of human rights in Chile, the government decided to legitimise its rule by

organising a plebiscite (already established as a requirement in the 1980 Constitution) where

dz

LIS2 LX S O2 dzif Rey @anteStheauth@itadan3I 2 SNY YSy i G2 02y G Ay dzS

they wanted a new democratic administration (Santa Cruz, 2005).

¢KS OF YLI A3y TF2NJ &b 2 &oalididnithe C&éeertadich ofities S g  LI2 f A
for Democracy Concertaciéh whichunited the Christian Democrats, the Socialist party, the
Radicals, and the new Party for DemocrdBPD)that brought together exmembers of
{20ALftAaGE [AOSNIESX wWIERAOFIET YR 20GKSNJ LI NIASa

centreleft alliance lecame the ruling party for the next 20 years. The opposition in these
decades was constituted by the Democratic Independent Union (UDI), a party created during
the dictatorship under the influence of Jaime Guzméan, one of the main ideologists of
t Ay 2 Odd@idisrdtion, who emerged as a public figure in opposition to the social
movement of the 1960s that promoted reforms in higher education. National Renovation (RN),
who are considered more moderate in their Conservative ideas but who also supported the
campaign for the continuity of Pinochet, represented another Right wing trend. Both parties

were united in a coalition called Alliance for Chiiédnzg.
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However, the story has its intricacies. Pyret (1994), as quoted by Silva (2012), indicates
that the involvement ofConcertaciérin the 1988 plebiscite meant an implicit acceptance of
the (illegitimate) 1980 Constitution, and this was the reason why the military accepted the
GNF YAaFSNI 2F LR6SNI G2 (GKS ySg O2FfttAGA2yd LYy {Af

Wo X0 |y ¢franDtiBeldirt of/tti@ $ppositionof the rules and institutional frameworks
AYLR2AaSR 60& GKS RAOGFG2NBRKALI SadlrofAakKAay3ad (GKS ¢

The dictatorship endedde facto in 1990, but just before he left fife, the
WAY(iStfSOlhHtzZ BRQWANI A93aQ AY YR INRdzyR (GKS tAy?2
0SSy OF ff SR WiinSiggSedislaRofi THesé lardMBsQhatcensured that certain
actors remained in power and that the ideological framekavas unchanged. This is why
Chile continues to be governed by the Constitution of 1980 and through a binominal election
system, which is designed to keep only those politicians from the main coalitions in power and
does not allow for direct representatimess through the inclusion of other political fores

As in other contexts where more Conservative governments are replaced by centre
left forces, rather than a radical change, tensions are trans|atestrefore,into hybrid modes
of governance where amfpiious policies predominate. iBhtype of governance has been
observed in different contexts where extrenmarketisation has been moderated not by a
return to the welfare state but by an intermediate model knownTdsrd Waypolitics in the
UKor the socialinvestmentapproach in other Anglophone contextisapitzkeand Hay 2011)

Kapitzkeand Hay(2011 1105) defindt in the following terms:

Bh2KESYy omMdbdddd SE LIetehAdiieroent daseK Thérd the railitaties iGgoyetJa new

election system: the binominal system. Chile had traditionally voted through a proportional system. The

new system is usually classified among the majority systems, classification that, nonetgelessites

erroneous interpretations, given that it does not benefit the most voted party (or coalition) but the first

minority. The system was the target of the most severe criticism from the democratic opposition before

and during transition. In facthe militaries had precisely searched the effects of the election system to

OFrdzaSz Fd €SFrad  LINIAFYSYGEFENE GAS FY2y3 LINRINB:
elections, that were successful for the democratic opposition, the criticismhenbinominal system

diminished, and its advocates were not to be found only among conservatives but also among the ruling

LI NI AS&ao®Q
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'(...) social investmendle-emphasiseslirect provision of welfare, instead fayouring the id,ea A )
that enhancingpeod Qa LISNREZ2Y It SYLX 2éloAfAue Aa UKS Y2z2al
against the risks of social exclusion and poverty. Hence, education and training play a pivotal
role in policy for realizing the dual policy objectives of minimising exclusion anddprg
necessary humap gapital for economic,p[ospgrity., This new orientatiop to social protectipn is
RSAONAOSR a | Y28SYSYuUu FNRBY WYWgStTIFINBQ 02 Wg2NJ

Gillies (2008: 424) describes these hybrid modes as an example of the relationship
0SG6SSy O2yRdzOG FyR SRdzOlIGA2y LREAOE |G GKS LR
YSSiG Lzt AO FLIINRGFHE S@Sy i GKS O02ad 2F ARS2f
case of New Labour's Third Way with its 'general trend of conieevdiscourse on standards,
excellence and choice being awkwardly grafted on to old Labour values of equality, fairness
and access'lt employs the same mechanisms of Admeralism through a functionalvhat
worksl LILIN2 | OK (2 LIt A OBENIgKR OKK SiKNIe2 daliza SR SHhiRa A02Y &
2y ARS2f23& 200BANIYIQ 6azaacs

¢ KS O2y(AYydz i &libetaF framewgii2 i©#&sS iagddred yySIaternational
Organisations, who play an active role in transnational governance. The World f&an
example, contributed to the marketisation of education in Chile both during the dictatorship
(Toussaint, 2007) and during the 1990s (Arellano, 2001). This institution has praised Chile for
AGa LRtAOE 2F W 2y iAydaA G® YR Ky $ X2 {EISOE2 f dI2K Mf
Way politics) and, thugf continuity of the nedliberal model that characterises the period of
Concertacion(Delannoy 2000). Phillips (2004highlights the existence of a neoliberal
framework where liberalisation, pratisation and marketisation are promoted among policy
elites as the leading principles in education by these instituti@@isle has not been the
exception and this is the ideological context in which the pedagogical and assessment reforms

of the periodoccur. As shown below, assessment has a fundamental role in accountability

systems as a governance tool in a #iberal education model.
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International influence is justified through the economisation of education, that is, the
reduction of education aim® the need to make a nation more competitive amglobal scale
(see Lingaréind Rawolle2011; Klenowski, 2009. Chile has followed this trend, first through
an authoritarian government and then thugh the ambiguous and hesitant policy of
Concertaciénadministrations, where the need to negotiate values with the opposition is
apparent in the analysed documents. Given this ambiguity, it is difficult to determine whether
its purpose is promotion of an emancipatory model of society in a softer versionighat
acceptable to Conservative politicians, or to soften the functional discourse in education so

citizens comply with it.

1.2. A nealiberal framework for education

As described in a previous chapter, during the 1970s and the 1980s the responsibility
for public education was detached from the central State and its administration was
transferred to the municipalities; the working conditions of the teaching profession
deteriorated; the uncontrolled proliferation of private higher education and privaiblic
partnerships in primary and secondary schools was initiated; eddom of education
5SO0FYS Y2NB AYLRNIFYyG GKFyYy GKS NAIKG G2 SRdzO!l
I 2y aiAddzOA 2y | The CRrititufioyiad Grgahio/Liaw for Eduicaficone of theleyes
de amarrepublished in 1990may be understood as consolidatitigese conditions for the
next decades through an overarching legal document.

Ly [h/9 GKS NBaLRyaroAtAde 2F GKS {dFaGS A

especially safagarding freedom ofeducationt YR Fdzy RAy 3 | WFNBS &aeadsSy

pufi

0KS LRLJzZ FiA2yQa | 00Sadaa (2 LINAYIFNER SRdOlFIGAZ2YQ

QX

following terms:
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Education is a right of every person. It corresponds, preferabfyarents the right and the
duty to educate their children; to thBtate the duty of providing special protection to the
exercise of this right; and, in general, to themmunity, the duty of contributing to the
development and improvement of educati®h[emphases added]

Necliberal ideologies, by turning education into a commodity that can be traded in
0KS YIFN]SGzZ Wi LR AaAGAZ2Y I § 322R Nb B)K@dvg G KIFy |
responsibility for education from the State to families, which are uneis in this framework
asclientsof educationakervicesIn this excerpt the right to education is no longer assumed to
be a direct duty of the State. Instead, the state fulfils a subsidiary role where management and
administration of education is giveie public or private owners (Mufioz, 2012), namely, the
community and responsibility for education is transferred to parents. Kapitzke and Hay (2011

< A

MMMcUO NBFSNI 2 GKAA WyS2{-38BRNYI yaGNOI SE&A GR NJ
WRAAO2YyVMBOEMPAINMRE FNRY GKS {GFdS F2N) 6KS SRdz0
Consistent with the ideas of education as a commodity and parents as clients, LOCE

defends the old Conservative principle of freedom of education, now framed idilbel
principles: clients have the riglib choose between a range of options competing in the
education market and LOCE excludes the State from intervention in this process as that would
be judged as indoctrination. LOCE states explicitly that teaching in schools:
w.) §hou|d not have any IitationAbgsides thgse imposed byvmoral, good habitg, public order o
FYR YyIFEUA2yFf aSOdzZNAUE QX | yR WA a pafigan polititcat 2 6 SR U 2
trend &
As seen in previous chapters, the discourse of public order and national security was
used during the dictatorship to justify control and censorship over education, so the excerpt
above illustrates how this form of control remains in the legislation of the democratic period.

Within these limits, everything is permitted for schools to comepeith each other in order to

gain more clients.

9Ppinochet, A. and Salamé, R. (1999)) S& hNBt yA Ol [/ 2yaidAGadzOAz2ylf RS 9
[Constitutional Organic Lafer Education (LOCE) N° 18963&antiago, pp.-R. Available at:
http://www.leychile.cl/Navegar?idNorma=30330&idVersion=198810

%1bid., p. 3.

204


http://www.leychile.cl/Navegar?idNorma=30330&idVersion=1990-03-10

University of Oxford
Department of Education
D. Phil Progname

As in the government of Ibafiez and Pinochet, politics in education are forbidden in
iKAa R2O0dzySyido ¢KAa NBTFESOGa FSIENI 2F GKS {20hAl
Chapter Ill), and impliethat the marketisation of education in the context of n&beral
principles is not an ideological exercise. This is part offndod SNI f AaYQa RSLIRtAGAO
seen by Suspitsyna (2011) as a strategy to translate social justice problems into economi
problems to be solved by the market, and not political problems to be solved by the State. This
is another example ofneb A 6 SN} f AaYQa O2y iNI RAOGAZ2Y Ay GSNXa
ideological nature in order to spread its principles as ndlyrgiven and not as having a
political origin.

The communitybecomes in this new context a contributor to the improvement of
education. The term is ambiguous enough to allow for the inclusion of many different forms of
intervention in education. It is theChilean transition to what has been called in the
international literaturegovernancesoft governanceweak governancenetwork governance
the postbureaucratic statereal governanceamong others (see for example Alexadiou et al.,
2010; AlSamarai, 209; Ball and Junneman, 2011; Titesmad de Herdt 2011).According to
Ozga et al. (2009), all these terms refer to the shift from centralised, vertical and hierarchical
to decentralised, horizontal and networked mod&gere multiple types of partnershipasre
engaged in the governing of education.

The advocates of this new mode of governing are mainly international organisations
such as OECD, the World Bank, the EU, among others, and researchers close to them or
converging around the idea of what Dale (200 dzy RSNREGIFYyRa |a Wg2NIR
Consistent with the nediberal depoliticised perspective, they present decentralised,
privatised and marketised education systems as a natural global trend and as reflecting a
general consensus on education, ialin has had positive effects in all education systems.

Authors like Resh and Benavot (2009) (the latter a former Senior Policy Analyst of UNESCO
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with a doctorate from Stanford University, which Dale sees as the base of world
institutionalism), describe g@vnance in the following terms:
YWodddy (KS LdhnBed ot of kddidatioraligbvérdance has given way in recent
decades to frameworks in which new actors and organizations (e.g. local schools, parents,
Qriyate vorga,nizations, municipalitigsAamelgiqnal council§) are given greater discretiqn over
SRdAzOF GA2ylf LINRPOSaasSa |yR OdzZNNRAOdzf  NJ O2yUdSyua P
Newd 2 SNy yOSz Ay (KS O2yGSEG 2F GKAA dayl GdzN
autonomy of schools and local authties as well as promoting diversity between schools
(Resh and Benavot, 2009). Hooge et al. (2012: 6) in an OECD publication also see it as a means
G2 WAYONBIFraS STFTAOASyOes SyO02dzN} 3S Ayy20FGA2y >
S R dzO | Thé dgay Rtdveen this model and practice can be seen in the case of Chile as after
decades with this model the country has developed extremely high levels of ineq@HiyLQ,
2013: 40 and its education system is known for its socially segregated strudtiater(zuela,
Bellei andDe los Rios, 20)0Similarly, countries like the US, Brazil and Vietham (to mention
only a few) are recognised as among those for whom-lieal models of education have
produced greater inequality (Hill, 2003; London, 2010).
In this context | align myself with critical policy scholarship, which sees a clearly
political and ideological origin in this trend, related to the expansion oflitewal principles
and marketOSY 4GNSR Y2RSfad 5SOSYydNIfAalridffeentiall YR Yy S
0S06SSYy (GUKS @FINA2dza FOl2NBR Ay@g2f OSRQZ gKAOK Ol
LI NI A Odzf I NJ £ 20F £ A (A Grd de HerdtRI NAIR)ORtrvelr islhotishare8 4 Q 0 ¢ A
equally in these new partnerships. As Blackmore 2@Glates, these networks present both
opportunities and threats, as along with the potential for more horizontal relationships
networks bring potential inequalities through the dominance of #iéeral values such as

competition over equal provision, thelose ties of education to the labour market, the need

for compliance and accountability instead of dialogaed so on Addiionally, Ball and
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Junneman (201)lobserve how policy networks where power is not equal are used to promote
specific discourses abibsociety, such as the principles of meritocracy or enterprise.

The model of education that has been operating in Chile until the present did not
SYSNHS Wyl GdzNIftfteQ a LINL 2F | 3JIt20lFf GNBYR
authoritarian Conse®l 0 A @S 3I2@SNYYSy (G 6K2 2LIREASR 'Sy
members benefitted from the process of marketisation and commodification of education
LOCE as a policy text installs a maik@nted education system and this is the basis on which
demodNI G A O 3I2BSNYyYSyida KFER G2 ¢2N] RdzNAy3I (GKS LIS
[transition to democrady

Yt Sy 2 ¢ a(b) discussion arowpd the ndiberal and the classic ideas of
democracy facilitate the understanding of the complexities #&kions in Chilean return to
democracy as the context in which the education policy of the 1990s is embedded. She
explains how marketentred ideas on education are based on a concept of democracy that is
far from its classical sense. According to hee, tlecliberal concept of democracy is based on
individualism and competition as the main values, where the State rarely intervenes and policy
elites decide in behalf of the citizenry, which is conceptualised as politically passive. In such a
view of demock O&é = SRdzOF GA2Yy Aa aSSy WwWra || LRaAGA2YI
Ad @I fdzSR 2 @SN Slp:dév)i Edversely,fclssie deindcrady understadus
citizens as active participants in political discussions and degisiding, with edaation

0SAYy3 dzyRSNRAUGZ22R & KFE@Ay3a W O02fttSOGADS LIzNLI

% The links between politians from different political parties and private universities has been studied

by the journalist Maria Olivia Mdnckeberg (2007), who provides multiple examples of networks between
business, politics and higher education in Chile. At the school levale thee former education
ministers, like the Christian Democrats Mariana Aylwin and José Pablo Arellano, who are members of
education foundations, like Belén Educa and, in the case of Aylwin, also Aprender Corporation.
Fernando Flores, esenator of Concescion is founder and one of the owners of Altamira school.
Eugenio Bauer, a parlamentarian of the UDI is owner of Los Cipreses school in the VI region of Chile, a
school owned by Agrosuper, a large food company that has been involved in salubrity cosigeweth

the community of Freirina in the north of Chile. There are multiple examples to mention but the cases
indicated above are illustrative of the situation.
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0S tSTG G2 YD .NheSable FevNIdDS KiGnowski @E)Rdapted from Reid,

2002) presents a summary of the principles of both approath@emocracy (se@able 2.

Realist View of Democracy Classical View of Democracy

Individualistic society

Public decisiommaking on equal terms

Competitive market economy

State has a role in provision

Minimal state intervention

Public purpose redtes state intervention

Politically passive citizens

Informed and politically active citizens

Active elite political leadership Distributive leadership

Education as a positional good Education as a public good

TABLE .2Views of Democracy (Klenokis2009 adapted from Reid, 2002)

/] KAt SQa NBUdz2NY (G2 RSY2ONI O& Aa YEFENJSR o0& (K
what a democratic society should be, which in turn bring back the rewnding tensions

between functional and emancipatory models of edtion and society.

1.3.Tensions in legislation

Chileanpolitics of consensusvhere multiple forces have to negotiateithin and
between political coalitions, while a ndiberal framework has to be maintained, generate
multiple tensions that are apparenin the education legislation of the time. There are
ambiguities in the documents that reveal the lack of decision for a specific project and the
constant process of ideological negotiation. These tensions are observed at two levels: 1)
between a progresser marketoriented ideology around economy and a Conservative one

around other aspects of society; 2) and between two ideas of society for the future.
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9 First tension: economically Liberal but morally Conservative

This aspect reflects, rather than a newnsion, a territory of struggle where
Conservative groups strategically use Liberal principles to defend and perpetuate Conservative
ideas (see Chapter Ill) around religion, morals, discipline and aristocracy.

In theory, both liberalism and neldberalismrefer to individual freedom as a guiding

LINARYOALX S Ay | O2yGSEG 6KSNB WiKS gK2tS 62NIF

2dzRISYSyYy G yR Y2NI A GAfirsetehsiolis Hatedtdd inGhe ledistatiolN] S =

of the period then, when freedom is established as a principle for market and choice in
education and simultaneously an idea of control through the discourse of national security and
censorship in relation to politically dangerous issues is promoted. Similarly, 'transcendental
reality' and 'spiritual values' are mentioned in LOCE as important aims of schooling, at the
same time as education is limited to objective content and reasoning in order to avoid
indoctrination. This goes far beyond the stronger State that authors like HiBJ2fistinguish
in neoliberal models in comparison to classic liberal models, and reveals the ideological
continuity of religious Conservative elites in legal discussions.

Similarly, in the curriculum that was built on the basis of this already hetesigen
law, along with the ideas of critical thinking one finds aspects such as the persistence of
religion as compulsory in the curriculum (although optional for each family), the defence of
YENNAF IS YR NBFSNBYyOSa (2 aadiklsr veihaprdgratdméesef f Q
study, i.e. documents providing teachers with a concrete methodological tool for delivering
the curriculum, also provide evidence of tensioRsr example, in th&rogramme of Studies

for Comprehension of the Natural, Soc@d Cultural Environmerfor Year 2of primary

H N
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schoot®, the student is required to respect social and cultural diversity and, simultaneously,

the bibliography for the document suggests working with the same History texts that were

dzi SR R dzNAR y Fne. Tektfadkd Kriténby the§ehauthors have been criticised for the

classism and racism promoted through their vision of history (see for example Zufiiga, 2006;

Garrido, 2006).

I Second tension: between functional and emancipatory models of education andetpc

The struggle between classical and #iberal ideas of democracy as described by

Klenowski (2008) is not new, as seen in Chapter lll. It recalls the series of attempts at reform

in the past in defence of more emancipatory ideas around educationtlamdesistance that

advocates of more functional views of society evidenced throughout histdmg. old conflict

persists in the education policy texts of the period. The following excerpts illustrate how LOCE,

as a foundational text, draws simultaneogsin both concepts:

Primary education will have as general aims to achieve that students (...) are able to: (...) Think

in a creative, original, reflective, rigorous and critical wayand have a spirit oindividual

initiative according to their possibiies.’Q @GS YLIKI aAa FF RRSR#8

Becondary education will have as general aims to achieve that students (...) are able to:

Develop their abilityto think freely and reflectivelyand to judge, decide and show
enterpriseB®[emphasis added]

In many places in thelocument one can observe ideas of critical and active

citizenship, as well as the need for developing reflective and creative human beings, all

characteristic of classic democracy and, according to Hill (2003), discouraged -bigenalo

ideals. At the sae time, the sense of collective wdleing that characterises the classical

100ynit for Curriculum and Assessment (UCERD03d). Programa de Estudio Segundo Afio Basico.
Comprensiéon del Medio Natural, Social y CultyRdogramme of Study Year 2 Primary School.
Comprehension of the Natural, Social and Cultural Environment]. Santiago: Ministry of Education.

101 pinochet and Salamé, op. cit., pp-65The term used in Spanish & LIJLJZ AA0AT AR
WIRGSYOAlFf ARIRSaQ>Y (Kdzazx AlG OFy 68 AyGSNLINBGS
GKFG OFy 68 R2yS 6AGK (KS GSNN WLRAAAOATAGASA
1021bid., p. 7.
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concept of democracy is undermined by an insistence on individual entrepreneurship
I OO2NRAY3A (G2 2ySQa alLlRRaairAoAfAdGASaséded LT adzOK
conditions, then this idea clearly accepts the maintenance of inequalities.

¢KS OFasS 27 W9 ad$ Ha#2NIROey sintBaineddR &
was published in 1991 with the aim of establishing the main duties, rights and obligations of
teachers, and of regulating their career and their contracts of employment, after the
deplorable conditions in which this professional group wgalsced by the previous
Fdzi K2NRGENRATFY 3F20SNYYSyliod woaidhliddziz R20SyiESQ Y
SEGSyaArzy 2F [h/9Qa LINAYOALX Saod !'i az2vy$s LRAyda
actively participating professional. However, it simultaneously forbids collective negotiation in

public schools and establishes a high level of control ovehtxaenions.

2. ATENSIONED CURRICULUM AND PEDAGOGICAL REFORM

2.1.The selfincriminating justification of a new curriculum

Curriculum legislation offers examples of an ambiguous discourse where ideological
tensions can be detected readily. Part of this tensis probably explained by the difficulties
faced by leficentre politicians in building a new curriculum on the basis of LOCE, although it
must be noted that many of these politicians also benefitted from the system promoted by

t AYy20KSGQa W RYAYAAUNI GAZY

103 Aylwin, P. and Lagos, R. (19925 S O NS Aip2ueba Reglémento de la Ley 19070, Estatuto de los
t NEFSaArzyltSa RS f | ApprévesGiie Reguldtion fab 38vOINFSE Prafgssiomal
Statute of Education Professionals]. Santiago. Available at:
http://www.leychile.cl/Navegar?idNorma=13511&buscar=Decreto+453+estatuto+docente

104See footnote 10.
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There is a tone of exaggerated justification in curriculetated documents. For
instance, the Higher Council for Education (CSED), a body that acts as a counterpart of the
Ministry of Education, reported in 1992 on the first proposal for a nationalatuum written
by the Ministry®. Eleven of the thirteen pages of the report are dedicated to justification of
the need for a new curriculum with reference to LOCE if L&CEG O 2 NidweBpiGtédt Ehis
insistence is so excessive that a concern thatrnibes national curriculum is unacceptable in
the context of freedom of education can be inferred from the document. That is why the
authors repeatedlyjuote parts of LOCE and insist conclusions being drawn from it:

PFhe definitions of primary and secoary education offered by(...) LOCE, in its'7and 8"
articles, determine, on the one hand, the general goal of each level and, on the other hand, the

means to obtaining it. In both levels the latter are definedttses learning of the minimum
compulsoncontents that are determined according to this law

It is clear then, given the tenor of these dispositionthat formal education involves the
determination of these minimum contents, which will have to be dongccordance to the
precepts of LOCE it$eP® [emphases added]

The document is satutad with statements like thesan an exercise reminiscent of
biblical hermeneutics, the bible being here LOCE and the authors very careful interpreters
avoiding the accusation of heresy. It is 1992, and trer fif a reversal of the recently won
democracy helps to explain this careful tone. Another possible interpretation is that new ideas
about education are being presented in a strategic way. One of the braver moments of the
document, quoted below, illustratethis strategic approach:

WFinally, it must be noted that there is not, in contemporary educational experizsi@ation
or country where aims and contents of education are freely chosen by each selwcolding
to its own understanding and preferencéisereis not either a situation or country where the

essential curriculum can be freely changed or limitedrelation to its minimum contents by
schools.

105 Higher Council for Education (1992cuerdo N° 51/92 Consejo Nacional de Educapggmeement
N° 51/92 National Council for Educatiorantiago. Available at:
http://www.cned.cl/public/secciones/SeccionEducacionEscolar/acuerdos/Acuerdo CSEISA bdf
106 Higher Council for Education (1992cuerdo N° 51/92 Consejo Nacional de Educaphgmeement
N° 51/92 National Council for Education]. Santiago, p. 1. Available at:
http://www.cned.cl/public/secciones/SeccionEducacionEscolar/acuerdos/Acuerdo CSEI98pdf
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Instead, the latter is, characteristic of education not regogni,sed by thq Stanjich can )
WLINRBIOAERSZ UKSNJ {AYR 2F SRdzOF UA2Y UOUKFUMNRBSa y2u
also a characteristic of informal education (Af) &7 [emphases added]

This excerpt uses the strategy ekternalizationexplained in previous chapters
(SteinerKhamsi, 2004). Through this strategy, the idea of curriculum autonomy in marketised
education is moderated by the need for national collectively shared aims. Additionally, there is
a subtle defence of the State as responsible for providing good qualitgafoeducation
through a national set of goals, as the absence of a curriculum is associated with informal
modes of education. These were probably dangerous statements at that time.

Although published when democracy is more consolidated and fear igliregethe
legal decrees that establish the curriculum for primary and secondary education (Decree N° 40
of 1996 and N° 220 of 1998, respectively) also share this tone of justification. The documents
begin with a list of the reasons why this administratisnestablishing a list of aims and
minimum contents for each level of education in a context where schools are supposed to be
left to their own devices, and these reasons are attributed to requirements established in
LOCE. In this way, the authors protésemselves from any charge of indoctrination. From
behind this shield they proceed to defend principles and ideas that do not fit very well with the
general spirit of LOCE and are closer to the concepts of classic democracy. For example, when
stating the pinciples and values that support the new curriculum, they protect themselves
twice over by referring not only to LOCE but also to the National Commission for the
Modernisation of Education formed in 1994 as a source to indicate that:
4h the vision sha&d by the Commissioextreme individualism, which could result in the
unlimited use of personal freedomis moderated by imperatives that emerge from a set of

values that lead the person &hare with others the fruits of a freedom that humanises and
opers itself to the demands of common god#®[emphases added]

107 |bid., p. 8.

108 Ynit for Curriculum and Assessment (UGEM dbpy 0 @ W5 SONB {2 HuHnd 9aiGlof SOS
y Contenidos Nhimos Obligatorios para la Ensefianza Media y fija hormas generales para su aplicacion'
[Decree 220Establishes the Fundamental Objectives and Minimum Compulsory Contents for Secondary
Education and fixes the general norms for its application]. Santidioistry of Education, p. 10.

Available athttp://www.leychile.cl/Navegar?idNorma=1871&buscar=Decreto+220+0bjetiso
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Caveats are established against the individualistic meritocracy oflibecalism and
the value of education in terms of a collective public good is highlighted. Additionally, at some
points thereseems to be a strategic use of the principle of freedom of education, which is
employed to introduce a higher degree of professional autonomy for teachers and a higher
degree of decisioimaking power for schools.

These, however, are rather timid statentsnn the context of a curriculum law that
confirms the priority of freedom of education as the leading principle of the system and
recognises the following purposes for the new curriculum:

WPirst, the full personal development of every Chilesaximising their freedom and their
capacities ofcreativity, initiative and criticism Second, theequitable, sustainable and
efficient development of the countryBoth purposes are not mutually exclusive but converge
in the aim of contributing to th&ree and integal development of the person in an economic
and social context that, given the level of development reached, increases the possibilities of
such freedom, creativity, initiative and criticis° [emphasesadded

The documents repeatedly movieom the ideaof students as critical citizens in a
participative democracy and of teachers as autonomous professionals patrticipating in the
process of curriculum implementation, to that of students who are competent in the existing
environment, that is, who know how tact in the specified model, mainly the market: where
citizens are informed consumers, and competent students are located in today's society and
G2RF&Qa f I 62dzNJ YI NJ Siga ténsion betwdd larRideoldgyoRmatketi SR>
and freedom of edcation, and an ideology of the classic democratic model where education
as a public collective good is the priority. In a broader sense, one could state that the tension

between afunctional and anemancipatoryview of education and society is reprodudedhis

period, the former being aimed at the adaptation of the student to the labour market and the

109Unit for Curriculum and Assessment (UCEpdpc 0 @ W5 SONBG2 nnd 9ail of SOS hoc:
/| 2yGSyAR2a aNyAY24d hofAIFG2NAR2a LI NF fF 9RdzOF OAsy
[Decree 40.Establishes the Fundamental Objectives and Minimum Compulsory Contents for Primary

Educgion and fixes the general norms for its application]. Santiago: Ministry of Education, p. 4.

Available at:

http://www.leychile.cl/Navegar?idNorma=8043&buscar=Decretd+dbjetivos
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later & F ONRGAOFE 61 NBySaa o62dz2i GKS LI2&&AGA

environment.

2.2. The same old pedagogical reform and its (ideobtad) tensions

As in the previous periods, the principles of clukhtred pedagogy are promoted in
the curriculum of the 1990s, although this time on the basis of cogritrestructivist
pedagogical models following authors such as Ausubel and Vigofsloprding to Florez
Ochoa (2000), this pedagogical model is characterised by aspects such as: progressive and
sequential learning through learnirgriented experiences and environments; meaningful
learning acquired through cognitive conflict; the teachss a facilitator of learning; and
individualised qualitiative criterioneferenced assessment, understood as not necessarily
equivalent to marking. These principles are proposed as a means of overcoming traditional
pedagogy, understood as embodied in m@aeademicist and behavioristic models where the
student is a passive recipient in which the teacher, as the subject of authority, deposits
knowledge.

The principles of a cognitiveonstructivist pedagogy can be detected clearly in
different elements of thecurriculum law and the programmes of study published between
1999 and 2003. The following quotation from the 1998 secondary school curriculum document
is illustrative:
¥he OFCMO [mimimum aims and minimum compulsory contents] are based on the principle
that learning must be achieved through a new form of pedagogical work, widshas a
centre the activity of the students, their characteristics, their knowledge and previous
experiencesTo focus pedagogical work on learning rather than teaching reqaideijonally,
todeveloplJSRIF 323A0Ff &a0NI GS3IASa GKIG FNBE RAFFSNBY (A
learning rhythms and styleand to reorient school work from its current form, predominantly
transmissive, to a different one in which this preetiftransmissive and verbal learning],

necessary and efficient in relation to specific contexts and purposes, is adequately
complemented and enriched withctivities of inquiry and creation by students, both

21¢



University of Oxford
Department of Education
D. Phil Progname

individually and collectively Through these mabdological procedures thachievement of

A X L oA

higher order thinking skill® X 0 A & &8[empisaded Kided)

There is an explicit positioning of the curriculum in a cognitwestructivist paradigm,

by supporting the ideas of chitkntredness, the relevdadS 2 F (GKS &aGdzRSy(iaQ

knowledge and background in the collaborative construction of meaning, personalised
pedagogy that considers different rhythms and styles (inherited from Bloom), the presence of
discovery learning and creative thinking, and tbevelopment of hierarchically ordered
cognitive skills. Similarly, programmes of study are thought of as tools that offer teachers
methodological pathways to put these principles into practice. That is why they are structured
in sequences of activities @ind a set of learning expectations. In these sequences students
go through a series of experiences from the most simple and closest to his/her previous
experience and knowledge, to the more complex and unfamiliar.

The question arises, why was cognitoanstructivism the preferred approach?
According to Flérez Ochoa (2000), constructivist pedagogy is based on a meritocratic concept
of society. It enables human beings to become competent in society and to acquire the
necessary skills to compete with otheend be socially compensated and placed according to
their merit.

Although there is no explicit connection at a theoretical level, cognitmastructivist
pedagogy provided highly acceptable pedagogical ideas that may be understood as consistent
or, atleast, not in conflict with the netiberal model that was promoted during the 1980s and
reinforced by LOCE. The individualistic nature of-liteeral ideology and the cliententred
approach to education are presented in a positive light through a pedatjuat promotes
individual progress and personalised teaching in order to develop the necessary skills in
students. This approach does nengendermuch resistance as it promotes ideas that,

compared to traditional views of pedagogy, are readily accepimdexample the student as

10YCE (1998), op. cit., p. 11.
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the central actor, an active and participative pedagogy, consideration of individual differences,
among others.

The tensions between the emancipatory and the functional models of society that the
curriculum legislation containsave already been highlighted. Given the relationship between
curriculum and ideologyApple, 1997, an emancipatory perspective that defends a classic
democratic concept of societyill have a socieritical approach as a logical option. However,
in Chaper lll the authoritarian and violent reaction to such attemptas explained. This
pedagogy is associated with the ideas of authors like Paulo Freire and Henry Giroux, who draw
on Marxism as an important source. This was an obviously unthinkable refeperaefor
those who created LOCE and constituted a risky option for the governments of the democratic
period, who could be accused of using the curriculum to indoctrinate.

Governments from the period of th€oncertacionhowever,had an opportunity to
change the direction of education once the risk of a new dictatorship had vanished. After a
very strong social movement led by secondary students in 2006, president Michelle Bachelet
responded by establishing an advisory board with actors from different sectosociety. All
the work carrieddzi o6& (KA A& 02 NBw dBducon: SGE (UeyGeheralddg S & €
Educacion,General Law for Educati)i'!. LGE was negotiated in the congress and promoted
through the media as a great agreement on educatidmere politicians from both political
coalitions appeared hand in hand with each other and with the Minister of Education. The
agreement was established in 2007 and the law was finally published in 2009.

In reading LGE, the palimpsest of LOCE becomegevisitie principles of education
are the same and the main changes are related to the increase of quality control mechanisms

through the creation of national standards, the establishment of an agency responsible for the

mo L OKSt Sz adT WAYSYSIi S adT zARFIEXZ CoT xSt aodzs
DSYSNIt RS 9RdzOl O AEstyblisiep & Geferakifaw fr Education fLGE)].Santiago.
Availabe at:

http://www.leychile.cl/Navegar?idNorma=1006043&idVersion=2@3®812
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quality of education and of a Supemmdency of Education. Other minor changes are
mentions of students from indigenous groups, respect for human rights and ecological values.
In brief, no changes were made to the ideological bases of the mdd=dwation, quite the
opposite;the nealiberal basis was reinforced by this new lase¢Mufioz, 2012). A common
inscription ingraffitir YR L2 AaG§SNBR 2F (GKS wnmn a20Alf Y2@0SYSy

Cognitive-constructivist discourses on pedagogherefore, may be understood as
more open andambiguous than socioritical pedagogy. This allowed for nkberal
interpretations and uses of it in the disguise of principles of education that had been defended
in different moments of the history of education. Along with this, some hints of a alritic
approach drawing on classic democracy infiltrate official discourses, which can be understood
as tensions derived from the discussions of the time.

The reminder of the chapter explores the discourses on assessment that prevailed and
emerged during thel9902010 period, the way they interact with these broader ideas of
education and society, and how they circulate in the polysystem through actors involved in a

struggle for meaning.

3. DISCOURSES ON ASSESSMENT: FROM CONTROL TO GRENSHIFCIT

On the basis of the analysed data, there are three main discourses around assessment
that circulate during this period: assessment as control through numbers, Assessment for
Learning and assessment as standards. The first one is present atdiwlewel in terms of
marking practices established through internal regulations of schools and at the +ezeto
through the installation of a hightakes national assessment system. Additionally, after a
political controversy on the effectiveness of teducation reform of Concertacién, two new
ideas on assessment are imported simultaneously: standards in the shape of progress maps

and developmental assessment; and Assessment for Learning mainly as presented in some of
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the texts of the ARG, although &hed by perspectives from the International Baccalaureate. In
parallel, other units of the Ministry work with a more instrumental idea of assessment, where
pre-designed instruments are given to teachers, with mixed approaches in terms of
assessment practs. The following sections disentangle the main principles, sources and
discussions around these discourses, which circulate across the polysystem in a messy

overlapping of ideas about assessment.

3.1. Assessment as control through numbers

1 SIMCE

As exphined above, those who support the idea of decentralisation in the context of
the governance turnsee it in a positive light as a means of promoting autonomy and
innovation, as well as variation between schools. This autonomy has, however, been
questionedby several authors, who see in testing and accountability systems a new form of
controlling or governing from a distance (Ozga et al., 2009). In contrast, those who believe in
deliverology(Barber, 2007) understand this as a crucial component of the systé@are data
is generated across the education system in order to monitor how policy is being delivered in
relation to its targets, how effectively it is working in practice and how the system could be
AYLINRPOGSR FT2NJ GKAy3Ia ad2 62Nl ¢ Ay | oSGOSNI gl &o

Thisis precisely what LOCE establishes in relation to assessment:

W Article- It is the responsibility ofhe Ministry of Education to design instruments that
allow for the establishment of a system of periodic assessment, both in primary and secondary
sclool, of the accomplishment of the fundamental aims and the minimum contents for those
levels. With the previous approval of the National Council for Education, the Ministry will
proceed to establish the periodic application of the assessment system defdroge, having

in all events to carry out tests at least at the end of primary and secondary school. The Ministry

of Education will elaborate statistics of its results, by region and by school, which must be
published in one of the national or regionaicaiation newspapers and, additionally, be fixed
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in visible places of each of the assessed schools. In any case the publicatiatiwdlalise
a0dZRSYy (.80 NBadzZ Ga

This is the excerpt that gives birth to what is known today as SIMCE, the national
sysem for the measurement of education quality in Chile. It initially involved standardised
testing of the whole population of students at thd',48" and 10" year of schooling in the
areas of Mathematics and Language, as well as History and Sciencearf®ordyand 8. In
recent years its frequency has increased, it is also taken in thgddr of schooling and other
areas such as English as a second language and Physical Education have been added since
2010, after the new Conservative government came ffice. In a managrial idea of
education, such aystem is consistent with the need to be constantly monitoring the quality of
0KS aaSNWBAOS LINPOARSRE (G2 adzaSNEE 2N aOf ASyltacé
and improve the system accordinglii, K & A& GKS Wl dzZRAG Odzf G dzNBQ
Suspitsnya (2010: 572) refer in the context of new managerialism.
Critical policy scholarship criticism of these systems (see Chapteriritideswith
evidence from this research, as can be seen in tllwWing extracts from interviews with
teachers, which are representative of the very consistent discourse around SIMCE among the
teachers interviewed.
We hate SIMCE. In general, we hate SIMCE. | see it in different contexts,i @iak i | F2NY 27
colledive stresg[], a distant way of understandinj the process of educatiorf] with such
guantitative arguments, which tenf] to distance also from the very practices, because we
OFyQi KIFI@gSs tSGQa ales {[LtbécOmesd afirfe§& pait ofdea Ay & dzO
educational project and of the pedagogical project. 6t NI A OA LI yi o0
W X0 {La/ haidd Besausy & what, is almost the life project of the whole school.
Schools live and die for SIMCE and thefas overvalued importancdue to, due to the fact
that there are no internal assessments in the country that ffivéhat are able to replace
SIMCE or of generatirfjyya panorama of Chilean education with more precigjoor at least
more meaningful in relation to all the diffemt worlds that are found in this Chile, because
SIMCE is horizontal and affects equally and measures equally the knowledge of all the realities
2F aidzRSyiGaz 2F (KS O2dzy QRO NHADA By & KAOK A &4

8 L (KAY |pressir@and that as nvedzdyK now overwhelmed, it turns into, into an
overwhelming thing. And] that all the school, because then everything begins to revolve

12Pinochef A.andSalaméR., op. cit., pp. }12.
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around SIMCE, it is so much pressure fhétte only thing that matters to you are contents,
contents and that distorts a bit what is the, what thelisticteaching of children should I§&.
(Participant 17)

The pressure is perceived by teachers, who express how SIMCE becomes the goal of
education and is at odds with what they think their professil practice should be. The strong
words they use (e.ghate, stupid, overwhelming, stress, pressure, collapse, nervousness,
disasterand boredom)also illustrate the emotional burden the test places on them. There is a
constant feeling of crisis aridacKk SNB & G NI Ay LIS NLJS (i dzlathbugh tieyzg a KI @S
think it is neither an important nor a valid test. They perceive it as distant from their practices
and as simplifying or homogenising something that is complex and diverse.

Curriculum legislatin also reveals how higétakes standardized assessment can affect
this dimension of educationThe curriculum decree for primary edugat was changed in
1999 and 2002 y R GKS SELX Fyl GA2y 2F GK2a8 OKIy3sSa Aa
of providng more specific guidelines to its users (teachers, textbook authors, programmes of
study designers, assessors) and to facilitate its impleimeri A 2y Ay WKHe Of | &4 & NP
openness of fundamental aims and new disciplinary approaches seem to have puzzled
practitioners, who demanded more specific descriptions of contents. However, this further
specification is only provided in the main areas assessed in SIMCE: Language and Mathematics.
All the rest of the curriculum is unchanged. In these new versionsatbas that are not
assessed by SIMCE are clearer in opting for projemtred or more active pedagogy, while
Language and Mathematide®come hybrid by combiningognitiveconstructivist pedagogical
and disciplinary approaches, with the traditional listofgcontent.

This example illustrates the wag which highstakes assessment tends to reduce

openness and autonomy and motivates vertical structures of policy deligetgrs demand a

detailed specification of what students have to learn. Furthermores #pproach encourages

113 Unit for Curriculum and Assessment (UGEDO2. Objetivos Fundamentales y Contenidos Minimos
Obligatorios de la Educacién Bésioactualizacion 2002Fundamental Objectives and Minimum
Compulsory Contents for Primary Education. Update 2002]. Santiago: Ministry of Education, p. 81.
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traditional models of pedagogy, where a list of contents tocbgered and training in passing
multiple-choice test is what matters.
Barret (2011: 146) has criticised hoW.g) performance in tests covering a small part
of the curiculum, usually just mathematics and literacy, are uncritically assumed (...) to be
reasonable indicators of quality. Hence, the concept of education quality is reduced to a
O2y@SyASyi 0 dzi LJ- NI A+ € Y S| & dzmd Ordadeni gohlsdf SE Of dzR ¢
education.The rarrowing of the curriculum is also observed in the accounts of teachers. Here
both SIMCE and PSU, the natiotegting system for university selectiéH, are mentioned as
higha il 1Sa (SadAy3a aeadsSyvya (K IParticipahtild rafeddito theS I OK S NE&
case of Biology in secondary schools:
W 6 Sciences covgl a plan and programme which is very long, and with two hours [a week]
6X0 Al 3SGa (22 akK2NI® ¢KSy> Yilye (GAYSa 6S R2y
the whole programme is assessed in SIMCE and is assessed in PSU, thus, the main difficulty is
that we have to accommodatg contents to be able to pass those that are more relevant or
0KS GellSa 27F ljdSadAiazya GKFG NS NRUWhJ SR Y2 NB
difficulty | have and that we have as a Department is that many topics that are relevant to us
[, we have to pass them very quicRI2
This also affects the areas that are not assessed in SIMCE orf-&SkExample,
Participant 5, who is a Pbigal Education teacher, indicates:
C2NJ SEFYLXS Ay NBAYTF2NOSYSyld Ot aasSa 60dd0d ¢f
Ffoglead adNHzZA3ES g A ([KheysiyRk, ighNde doShede haDrd in Prysical NA 3 K {
Education so children goQ & KI @S SEGNI K2dzZNBE FyR OFly NBAYyT2I
SIMCE is very important, especially in, in, as it is not yet implemented for Physical Education,

the other SIMCE goes fifsQQ

In a similar vein, Participant 1 states about Englishssecand language:

114The Univerity Selection Test (PSU) replaced PAA in 2003, with the aim of aligning thistakgh
assessment system with the new curriculum. There was a controversy around this change as well as
preliminary versions like SIES, which proposed to use muttlpdéece questions with partially correct

and correct answers, which would allow for the consideration of different degrees of knowledge. The
final change mainly involved the replacement of some of the items with questions directly related to
curriculum content knwledge. The main controversy emerged in the current administration, where
different press releases can be found in relation to the inadequacy of the change from PAA to PSU.
Participant 12 thinks the change was done with the aim of facilitating accessuersity by making the

test more trainable.
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EEangque and Mathematics are obviously given a cc,er'aain priority, for example, if kids have, to
akb1S I t{}] LINBLINIQXGA2Yy 00SauxX 9y3aftAaK Aa UKSYy L
our hour[] of English for them to take thepreparation tests in years 11 and®2)
Similarly, Participant 12, a Philosophy teacher, refers to Mathematics and Language as
WGiKS &GFN) adz02S8S03GaQ | yR SHiilndophyty suppdtt2réading S K &
comprehension and other aspects of LangeaParticipant 18, a music teacher, also indicates
how test preparation for SIMCE (in the form of training with similar tests) is sometimes carried
out using thetime allocated toartistic subjects and teachers of these areas have to administer
the prepaation test designed by the Mathematics teacher.
¢KS G(SIOKSNEQ I 002dzyia NBLR2NISR KSNB | NB
provided by Berryhill et al2009 in terms of the anxiety andble conflictteachers experience
under the pressure of externagsting systems, that is, the contradictions they face between
what they think they should do according to their professional values and what the system is
demanding of them. For instancBarticipant 5 refers to the tension between a performance
centred approach in the recently launched Physical Education SIMCE, and her perception of
what the goal of her subject area is: to change students quality of life in a definitive fashion.
She states:
W06 X sense has to be given to Physical Educdiiomainly ofinstilling quality of life in
chiId[en. That is what has to be instilled in childre,n,AbecauseAif | ask Ehe child to executg 50
o R2YAY I f4& Ay 2yS YAydziSs KSkak$S gaftt 3ISG 062N
they, if they are told whathat is for, what are the benefits, they will have a resuf®
5S&LA 0SS §KSmderaétager@syiaipibdide general feedback related
to descriptions of levels of achievement, teachers do not perceive SIMCE as a tool that
supports their work or as aogrce of relevant information but as an obstacle to which they
adapt and try to cope with. They see it as interfering with their pedagogical and disciplinary

principles and, apparently, with the pedagogical and disciplinary principles of the curriculum it

purports to measure. The words of Participant 1 with reference to the new English as a second
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language SIMCE reveal how this test has in some cases even distorted t@kobedsdge
and understanding of the curriculum. She states:
Wo Xsaw EnglishSIMCE g KAOK A& ¢h9L/ ONRARRISTI |yR dzy ¥F2 NI
like what we are passing, what they pass to us in the, curriculum. They,say to us, okl this i§ the )
curriculum for Eglish, but when seeingthetest[]] AU Kl & y2UuKAy&etol R2 gAl
ok, you have to do a listening and a reading, well, we have never practised th§t ddnest, |
mean, as an obligatiofj, and the contents are not, are not reflected. If the curriculum says you
have to develop all these types of skills ytaee not, not developed at the schéd

This teacher illustrates the confusing discourses around what the approach to her
discipline should be. The English curriculum includes reading and listeningsekilBgcree N°
220), and she recognises the preme of these skills at the end of the excerpt, but her concept
of curriculum has been replaced inadvertently by the requirements of SiMdiGinelled
through the demands of the school, where listening and oral skills in general are certainly not
assessedn her mind, SIMCEas becomehe curriculum.

However, this conflictual relationship with SIMCE has to be understood in the context
of the introduction of competition between schools as part of the maiéented model
(Blackmore, 2011), and the publiaati of results as a means of pressure for improvement.
According to Suspitsyna (2010), the positive view of accountability is contradicted by the way it
opens schools to excessive oversight and competition in the market of education. She refers to
this,usy 3 { ON> OKSNYyQa oé6wnnnd GSNXY: a | WieNryye ;
and schools are made visible and controllable through the public exposition of their
performance. This became necesséoy policy elitesgiven the absence of the authaitian
government of the dictatorship, which guaranteed control of the education system during the
1980s and, thus, did not need the results of PER to be published (see Chapter IlI).

Although LOCE required SIMCE scores to be published, the new cadditided not
to follow this mandate until 1995. The relevance of thlsangecan be perceived in the

accounts of experiencedeachers, who signal in the interviews theansit from non

publication to publication of results as an important event thaidified their work in different
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ways. While Participant 18 does not even remember SIMCE before results were published,
Participant 13 explains this change indicating that before publication:

Yodrd B slyR @ KSNI G§Sad | yR Abiltl thinkpublRity was 500S 'y Y dzO
strong in this aspect that | think schools themselves, school owners, they said well, we must be

in the rankings and be in the first places.[|sl of us begin, intend to be in the rankings, then,

the exigency was higher drthere was an increasing concern, then, there was a moment in

which everyone almost worked for SIMCE, ok? We needed to have resuftnow

Similary, Participant 11 describes the situation before scores were made public stating
that at that time schools feed it:

a LINBa

WXKXz 2dzad 6 A a ad
G| B 62NNASR

LI GK® hyS
accomplisikp Q

S
N

i INBS y222X 6X0
é Y 2 |

uK
602dzi 2ySQaz 2y

Likewise, Participant 16 recalls times befprélication with relief:

Wi RARYQU YIG0SNEevdnKSyir2 NBRSYBSHKEyOOKR2( 04
at SG0a R2 a2YSGKAYy3 F2NJ GKSY G2 LISNF2NY 68668
1y2¢t SR3IS 2y | aassa avsyMAEquzaxéémQOﬁyméEfdn@
dzy RAaGdzNbSRY (KAa {La/9 GKAy3d R2SayQid YIGdiSNE®
RARY QO KIF @S oFR NB&QzZ Ga i (KFG GAYS Fyagle

Because of public exposure and competition the effect of this policy wadycfetirby
teachers and experienced by them as a modification of their work and of the very goals of
education. This exposure relates to the publication of the particular score of a school on the
aAyAaiNERQa 6S6ardS | yR | &ARuthais2such &slGaliasd@0B8) (i K NB dz=
and G et al. (2012), in contexts as diverse as the UK and Turkey, recognise the mediating role
that mass media, and particularly journalEm LJ & Ay (2RlI&Qa LRtAGAOA |
observe how political events angolicies have become a media spectacle. Gillies (2008)
describes these mechanisms as indirect experience of policy, where media are used to show
the public that the current government is doing things in the right way. Every year after the
results of SIMCEr PSU are published, multiple articles are published about the ranking of
/| KAt SQa o0Sad aoOK22ft oresl @CGRoNtRitheyviy id tvhichi feSilts 6 Sa G a
demonstrate the need for reform or the success of a policy. Teachers are usually blamed when

results are not good.
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This exposure increases the pervasiveness of assessment as control through numbers.
When teachers refer to their assessment practices, they explain how they have to imitate the
models ¢ SIMCE and PSU, using multiph®ice questions aund the contents that are
prioritised in these tests. Participant 7, a Biology secondary teacher, illustrates this point:
WY 6 thabsthool in one way or another moves you to work aiming at it [PSU] or SIMCE, in some
cases. Because finally, from years® 12, what do you do? You acquire the practice of
privileging multiple choice questions and that the girls learn to solve them, or at least they have
the tools to solve or eliminate sonig¢why thisoptionis not the right one, why number one is
not thereand you have to restrict yourself to that. (...) But how real is that in terms of my
teaching practice, in terms of what | am doing, there is an ethical issue there. (...) And you see
yourself forced in one way or another by the system, because whatgalthto us, that there
is a bonus because of SIMCE, that there is a bonus because of PSU, then you privilege in some
cases, more than education itself, to work aiming at those bonuses, and the system pushes you
to work this wayp Q

Along with role conflicand ethical dilemmas, this account reveals how classrooms are
converted into places of training for multiple choice questions and, thus, where more complex
forms of knowledge and learning are being excluded despite their being one of the main aims
of the new curriculum. Additionally, the managerial view of education emerges again in
relation to the promise of bonuses related to good results, which resembles the
entrepreneurial practice of productivity bonuses. The question arises as to how ethical this is
in education or essential public services in general, as offering money to increase results to
teachers whose working conditions are precarious, may be an incentive to cheat.

The publication of SEP law? 20248(Ley the Subvencién Escolar Preferendial[for
Preferential School Subvent]prin 2008 institutionalised this reward scheme on a wider
scalé®® The SEP law connects monetary incentives for vulnerable schools to increases in their

score in SIMCE from one year to the next. Repeated low scoreslsm@ingolve penalties,

including closing the school. This is the consolidation of the functioning of schools as

115Bachelet, M.; Provoste, Y.; Recart, M.O. (2007).S& bé HnHnyd 9adGlof SOS [ Se
t NEBTSNByYy OA I f Bstablighesdhe badv fonSthoal Preferential Subvention]. Santiago. Available

at:

http://www.leychile.cl/Navegar?idNorma=269001&buscar=Ley+20248+subvenci%C3%B3n
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enterprises, where goals and productivity in relation to those goals are the main operating

principle.

1 Assessment regulations

Besides SIMCH, the rermeinder of LOCE, assessment appears mainly related to:

9 tests that serve processes of selection for schools;

1 assessmenof students in order to evaluate schools and districts;
1 examinatiorsfor Higher Education selection;

1 inthe context of HigheEducation accreditation systems;

1 and in annual marks reports for parents.

Summarising, assessment in this document has three main purposes: to the old
purposes of selection and certification, a third one of assessment as aftoohtrol is added.

It is focused mainly on what Santos Guer@98 understands as the social (as opposed to the
pedagogicaljunctionsof assessment.

The pervasive idea of assessment as control through numbers and public exposure is
repeated inall the education legislation fothe period. Thet S I O K S NEQfor fexampledzi S
promotes aculture of mutual observation, reporting, surveillance and performance tracking,
which seems to permeate all levels of the system: students are assessed by teachers; teachers
are assessed by migipalities and by Universities in professional development courses;
headmasters and technicakedagogical staff are also assessed by the municipality;

professional development programmes are assessed by CPEIP (this is not the case with initial

116 Aylwin, P. and Lagos, R., op. cit.
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teacher edwation programmes, which were widely offered by private higher education
AyadadAalddzianzya ONBFGSR RdNAyYy3I GKS Wynaoo ! 002dzy/i
and the emphasis on the social dimensions of assessment is maintained.

In 1997 the govemment of FreiRuizTagle (a Christian Democrat, son of the 1960s
president)decides to publish a legislation specifically dedicated to assedstheDecree N°
511 has the purpose of establishing the norms for students’ assessment, marking and
promotion. Thedocument begins by stating the need to change assessment regulations in
alignmentwith the new curriculum. This, according to the text, requires more autonomy for
schools to create their own assessment regulations, consistent with the autonomy the
curricuum promoted in terms of the design of programmes of study. What these assessment
regulations are expected to consist of is explained in very general terms and then the
document continues to briefly explain the main features of the marking system and the
requirements for students to pass to a higher level, just as regulations of previous periods did.
Assessment is again mainly seen as a product after a period of learning, which is related to
marks, certification and promotion of students, as well as repgrtio parents and
local/national authorities. There is no clear message about how classroom assessment is to be
understood in relation to the new pedagogical and disciplinary approaches of the curriculum,
although this is possibly the case because scho@sfrae to decide about the assessment
strategies they want to use, so formative classroom assessmentitare implicitly allowed
possibility.

However in relation to school internal regulations for assessment, both teachers and
policy authorities coirnide in seeing these as very formal afttusedon the social side of

assessment. Participant 17, an experienced History primary teacher, describes teamnbs

W NBffFy2s Wot & 6 MohApruebe redhbnéntd NS évaluagidm w proghéckry escolar
RS yA3Fa & yA32a RS 9y aS3IApdrdves assedsmént &and podmbt®dRY LIG
regulations for Primary School children]. Santiago. Available at:
http://www.leychile.cl/Navegar?idNorma=71532&buscar=Decreto+511+evaluaci%C3%B3n

¢
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referringtoW K1 G A& GKS ad2adSY T2NI LINBY2GA2YyEI K2g YIy
how many marks they are going to give, if there are coefficient 2 testsQ;®k?{ A YA f I NX & t
referring to researcloy Cristina Rodriguez and Macarena Dominguaer;ates:

WyR GKIFIG ¢la OSNEBE AyUuSNBadAy3a o0SOl dzatbns G KS& 3|
and, well, there it could be seen what schools did and what these were, because from the

decree schools had to make regulations, well and it was apparenathiiite assessment issue

was hyper, hger formal and, and empty of content, that is, inrnes of the regulations at
least® Q

1 Change in pedagogical relationships

This view of education as aimed at success in the future labour market rather than
learning for the sake of learning has also transformed the relationship between teachers and
studentsfrom a pedagogical to a contractual one where the former is the producer and the
fFAGSNI GKS O2yadzYSNI 6. fFO1Y2NBI HAMMY npHOO®
governmentalized to produce what Simons and Masschelein (2008) call the learning,
entreprenaurial self: a subject who chooses, acquires, and manages learning as a form of
O LJA Suspftsgna, ®010: 580). At the midewel, then,as in the functional models of
previous periodsstudents are motivated not by learning itself but by the usefulnefsghat
learning in order to become a successful member of society. All the interviewed teachers
indicate that students demand a mark for their work as a means of motivation and some of
them explain how difficult it is to change to nomarked assessment @0 ways of assessment
that are different from the multiple choice tests that resemble laggale standardised tests.

The excerptsbelow are representative of the accounts of all the teachers | interviewed. The

first one is from Participant 11, an expereed Mathematics secondary teacher:

WoX0 0SOIdzAS (KS A0dZROFAY I®2 NIKEBKFY LVedtH@Z 3 VBRI A
Juanito, g dz f SIN¥BR&R2SayQid alre yeikKAy3d (2 KAYZ K
a2YSUGKAY3 (KIF G 0RIghS Fhae in gdndrfifdnctionore hiedadse Gt th

YENL® 6X0 ! yR 6KSY 2y$ aHuaidteliginepdk,but finftdtiya R2 & dzC
0 KS & (iddeR B hyave& mark? Oh, no, better not, there is no reason to learn for the sake of
leaming® gaugh® & Q
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Likewise, Participant 1 explains her work in the area of English as a second language:
WO X0 2KSY L FINNAOGSR (AR& 6SNBE y2G dzaSR (G2 GKAaA
have a test and multiple choicguuh, it is difficultfor them, it is difficult for them to get out of
that world they are at where they only have to study for a maduhm, |, that they have to
study to answer a multiple choice test, it is difficult for them. And they show resistance to be
assessed in afferent way.coL YA G G A y 3 Bilt Kiss, IR VRE ydilawid ai KAaz L R
| haveundertakenthe task of explaining the rubrics | use, | explain the items that | will assess
step by step, everything. It is very difficult for them, because unfatély the system has
ISYSNIGSR Ay GKSY GKFG GKSeé 320G dzaSR fhe GKAa&a 17
school]force us to give them a mark for responsibility, if they do not bring their work, | have to
putan X and attheend allthosBl@ 8 4Sa 2NJ A O0& I NB adzYYSR dzLlld ¢ K
for their own initiative, they do it just for having a mark at the end of the year or the serdeQter

The consumerist approach to education has pervaded the students, as can be seen in
these quotatdns from the interview data. They demand from the teacher, who they see as the
provider of a service, a benefit or reward for every single task they are required to do. They
have been disciplirg to respond to simple multiplehoice tasks and to the proneisof a
YydzYo SNE AYRSLISYRSylG 2F 6KFG GKIFIG ydzYoSNI Yle Y
scores as simulacra becomes apparent, as it is the number, the signifier, timabrés
AYLRNIFYG Ky (GKS aA3yATASRO Lssusfeldedwitt? y G SE G =
'y AYONBlFaay3ate G201t ySGe2N] 2F adz2NBSAtflyOS
S0 much a present as a potential or deferred being, defined less by what it is than by what it is
fA1Ste G2 0S02YS G whatthey mdasure drid@reate he individaN Bat (
take them through the constructs they assess. In this case, learning is reduced toanhz c
measured through multiplehoice questions and values such as responsibility have to be
developed in conneatn to a rewardpunishment logicThe disciplining of individuals is also
apparent in this excerpt by the use of similar mechanisms to those used in Ibafiez eounter

reform and, in a different manner, during the 1€entury, in terms of marking attitudes

considered characteristic of a wdlehaved studen{see Chapter IlI)
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The tension here (unintended or not) is apparent. There is a constructivist curriculum
albeit permeated with contradictions and hesitatiortbat seeks the development of critical
and ceative human beings in all their dimensions and their diversity through a more
participative, active and studesttentred pedagogy. Simultaneously, assessment is understood
in terms of standardised multiple choice testing of four main areas as well daagemsnd
YIEN]L AYy3 F2N & iAdenS gsedsthent(ipdliciekJhiidardthe development of
curriculum and pedagogy reforms that respond to an emancipatory model of society and
education and to the principles of classic democracy, and contribute to cdasoliunctional

approachedocusedon disciplining subjects through numbers.

3.2. Silences and first responses around classroom assessment

1 The invisibility of classroom assessment

Assessment as a surveillance tool remains the predominant discouti$¢hgnend of

the 1990s (ad continues until the presentperiod in which a great silence is found in the
legislation around classroom assessment. For instance, absolutely nothing is said about
classroom assessment in LOCE. Although constructivist dsesoon pedagogy and formative
assessment are beginning to circulate at this time, the new framework ignores this aspect and
remains silent about what teachers are expected to do about assessment in their daily
practice. This could be interpreted, from adeological analysis, in different ways. One
possibility is that, consistent with the principles of freedom and autonomy, teachers are left to
their own devices in terms of assessment in the classroom. On the other hand, it could be a
strategic omission tht seeks to emphasise the social aspect of assessment, which is consistent

with the marketcentred ideology promoted in this law, and renders its pedagogical side less
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important or absent. Finally, it could also be that this aspect of assessment is outside
LREAGAOAIyaQ O2YLISGSYOS IyR (GKSe& 2yfte& dzyRSNRAG 2

This silence is confirmed by subsequent laws and regulations throughout most of the
decade Assessment is mentioned in teS | O K S NEaSpart daf thel ptefe$inal areas in
which a teacher must be competent. He or she is expected to be responsible for two kinds of
assessment; one related to the process of teaching and learning, where the teacher is
considered as an autonomous professional; and anotieeused on the product and on
reporting to parents and the school about the results. The latter is also considered a part of
school administration, thus, the teacher must find the time to do all the paperwork that this
involves. It must be noted, however, that batypes of assessmenta understood as related
G2 'y WAawhhiisdig8ed @r@ corrected by the teacher and as part of his or her
Wi Ol A @A RI R Santegcing ta&iitigpAtiat: isi @@sesdment as integrated into daily
pedagogical practicavith a formative purpose is not considered as a possibility in the
document. It remains the product at the end of a period of learHfhdrinally, another striking
aspect is that teaching to the test appears to be legally authorised in this text, as dne of
extra activities of teachers (besides regular teaching) is to prepare studeR&for

The absence of classroom assessment is also apparent in the curriculum reform carried
out in the second half of the decade. Although one would expect assessroehe tan
important area to be considered in relation to a new curriculum that involved important
pedagogical and disciplinary changes, it is again almost completely absent from these legal
documents. In the case of primary educatigDecree N°40, 1996)asgssment is only
mentioned twice. The first time relates to a clarification of how OFTs (Objetivos
Fundamentales Transversalgdorizontal Fundamental Airf)swere to be assessed, as these
were aims to be developed across all subjects and related to moteagbaspects such as the

A0dRSy i Qa SGKAOAT KAAa 2NJ KSNJ NBfFGA2YyaKALI (2

118 Aylwin, P. and Lagos, R., op. cit.
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growth and his or her intellectual development. The document indicates that these aims
should not to be assessed in a traditional way buatthe basis of qualitative evidence and
observation of students' processes, which are said to enhance teaching and which should
never be used to fail a student. One may infer that, in contrast, assessment procedures and
criteria are predominantly quangtive, focusedon cognitive learning, and their purpose is
mainly social rather than pedagogical.

In the curriculum for secondary school the story is similecree N° 220, 1998)
Classroom assessment, even more markedly than in primary education, dstadisent.
There is neither a section refiémg to it nor any clear guidelines for it in the context of this
document. Some isolated fragments are found: the students' skill in monitoring and assessing
their own learning is mentioned as crucial in ondle OFTSs; in the context of the main aims
of Physical Education, the need to use procedures to control anehsedss students' own
achievements is stated; in the introduction to the subject area of Mathematics, the need to
assess not only the result ofie¢ learning process but also the process itself is indicated as
important; something similar is stated for the new subject area of Technology, which replaces
Manual Techniques: the former is said to be centred in the process whilst the latter was
traditionally centred in the product. Finally, in some technigalofessional and artistic
specialisations related to educatiopré-school assistanand dance monitoy the need to
assess is considered as a relevant part of the process. In the case of tbehpdeassistant
curriculum, both diagnostic/formative and final assessment are mentioned as impottant.
that sense it can be said thédr classroom assessment thesa more formative approach but
this has to be inferred from the few instances where tBisnientioned, as it is not established
as an official discourse about assessment in secondary school classrooms. In other parts of the
document a more gquantitativeneasurement perspective on assessment is assumed when

general processes of selection or cication are referred to.
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The invisibility of classroom assessment is also reflected in the institutional structure
of education governance. In the context of curriculum reforms, a new unit is added to the
Ministry of Education in 1998: the UCE. The laicgolitical interest in classroom assessment
(or the will tosilence i} is perceived in the very structure of this unit, as described by PA3:
W 6 TheCurriculum Unit, which is in turn composed by SIMCE and the curriculum component
really had an gltranavelleq road thrpugh SIMCE with standardised assessments; it is a position
2y ¢KFOG lFa@asaaySyu Aax

His explanation is important in terms of how the internal design of this unit reveals the
silence aboutlassroomassessment. There is one suiit in chage of curriculum design, and
assessment is in the hands of SIMCE, so classroom assessment is outside the institutional
design. In fact, all policy authorities recognise this institutional vacuum. PA4, who observes the
Ministry as an outsideas she workedvith them from a university position indicates that
GOKSNBI %I &l @ 2F RSTAYA(GA2Z2Y 2F (GKS aAyAadNe A
assessment poli€y® { AYAf I NI 83X t lask2 F Odajeiticor&icabr&eience/ 9 Qa
on assessment, and K 4> GF 1Ay 3 knOuklgs peBafofy@rid asseBshenas2 F
the three main dimensions of education, they felt:
Wo X0 @GSNEBE gl NS GKIG ¢S [!'/Y95 GKS | aasSaayvySy
DOMINANT one, and both in pedagogy and assessmgntiew was with a focus on what
knowledge is to be transmitted. But we knew we had to enter into pedagogy and assessment,
conceptuallgp Q

This extract illustrates how the members of the UCE are also struggling with their own
knowledgecentred idea of cuiculum where the main focus seems to be knowledge
transmission (reminiscent of the verbal and transmission aspects of traditional pedagogy)
independent of the way this knowledge is assessed and taughtisidéspite their promotion
of a constructivist cuiculum through documents.

Policy authorities recall how the absence of and the demand for an official discourse

on classroom assessment emerged and confronted them to the extent that no one knew who
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had to be in charge ofhts aspect inside the MinistrfPA3 explains how, after some poor
results in SIMCE, they began:
W X0 0 zhusiithafnyapydimes teachefk NB y 20 Y2y AG2NAy3 aGddzRSyi(a
in a good way and, as the procegk.the hard information about results and the closest
disassion was insidg the Unit of Curriculum, right, that derives finally in thif, as the Unit

of Curriculum and Assessment we had to have one foot on standardised testing and the other
on classroom assessmet.

| 2yaAraidSyd ¢ Al KindngsOtheSaikioRayfafiana pobicy pratesat the
authority level is apparent here, as decisions seem to be reactive and improvised rather than

part of a more planned and wellesigned strategy.

1 Attempted responses and their contradictions

The assesment suggestions included in the programmes of study represent a first
attempt to give more precise guidelines in relation to classroom assessment. At a general
theoretical level, the discourse in these documents is clearly situated in the principles of
Assessment for Learning and a constructivist idea of formative assessifieatfollowing
extracts are representative of what is found in the introduction and presentation sections of
the programmes:

W o ¥asessment is understood as a tool that accompanid® tlearning processand

constitutes a fundamental piece, a$ allows for gathering information about the
achievements, progress and difficulties that studenégxperience during such process and

make thenecessary adjustment® ensure its succedddemphases added]

WoX0 |aasSaavySyd Ydzad 2o0Se G2 | ljdzar ftAGHGABS Y2R
about assessing the processahrough which they progressively achieve an effective and

expeditious oral communicatiorin the context of diversesituations carried out in the
classroon®®emphases added)]

9 ynit for Curriculum and Assessment (UCED03). Programa de Estudio Primer éiBasico.
Educacién Matematic§Programe of Study Year 1 Primary School. Mathematics Education]. Santiago:
Ministry of Education, p. 137.

120ynit for Curriculum and Assessment (UCE). (19@&)grama de Estudio Primer Afio Medio Lengua
Castellana y Comunicaa [Programme of Study Year 1 of Secondary School. Spanish Language and
Communication]Santiago: Ministry of Education, p. 27.
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ssessment is an integral part of the teachibgarning proces® 6 X0 { dzYYl G A @S | aa.

gives a photographic vision of a specific moment, but it does not offer an account of the
process as a hole. Assessing the process involvésS I OKSN& RANBOG 204 SNDI
these observationselfassessment and group assessmént 6 X0 ¢ Kl G Aa K& YI NJ .
both types of assessment into account.
The continuous assessment of the process gheestudent immediatéeedback in relation to
his/her workd3®[emphases added]
In theoretical termsthen, the message from the Ministry was related to principles
that are today recognised as characteristic of Assessment for Learning, hamely, assessmen
an integral part of the process of learning and teaching and daily life classroom interaction;
assessment as a way to modify teaching;-asfessment and peessessment; the provision
of feedback during the process; and assessment as gatheringneeidd student learning in
order to have a basis for decisiomaking (see for example Black et al., 2@0dnd 20044
Gardner 2012)
Yet when it comes to provide examples and specific mechanisms of how to work with
assessment in practice, multiple contretibns and mixed discourses begin to emerge. For
example, although there are guidelines that are consistent with the general framework of

assessment, the programmes for years 1 to 4 translate this theory into a gesair naype

of indicators, as illusated in the example belolt*

Indicators

1 They say the sequence in ascending and descending order of the numbers 0

beginning at any number.

They read numbers in thengefrom 0 to 30.

They describe the information expressed by numbers from 00oir8 situations in

which they are employed as elements of identification, to organize objects ar

determine quantities.

1 They write numbers in the range from O to 30 and use them to register nun
information.

=a =

121 Unit for Curriculum and Assessment (UGE)04).Programa de Estudio. Quinto Afio Basidioma
Extranjero IngléfProgrammeof Study Year 5 Primary School. English as a Second Language]. Santiago:
Ministry of Education, p. 13.

122yCE (2003a), op. cit., p. 155.
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As can be seen in this example, leagiis translated into a set of observable
behaviours that the teacher can verify in terms of their presence or absence. This kind of
approach to assessment is closer to behaviourist theonéspedagogyand formative
assessment (see Chapter,lgeneratig a contradiction between the overarching principles of
the new curriculum, where learning is a dynamic and recursive process. These contradictions
have been highlighted by authors like Alvarez Mén@@9{), who observes that constructivist
reforms have bt been able to generate assessment models that are consistent with their
principlesand remain overeliant on previous modelfocused2 y |y W202S0OGAGSQ
knowledge and learning tracking.

Similarly, in other programmes, although the reader il tm see assessment as the
monitoring of a process of learning, some of the concrete suggestions for assessment seem
more embedded in an idea of assessment as a product, with questions that are usually found
in written tests. The following is an examplean at the end of the English programme for

year 3%

123UCE (2004), op. cit., p. 68.
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Match: copy the instructions below the corresponding picture.

Number 1 is done for you.

Start the computer.

Tick the correct answer.

Open the newspaper and read.
Listen carefully.

Point to the window.

Look at the board.

(V)

LG Ydzald oS y204SR GKIG A4 Aa &alAR Fd GKS 0
suggested examples can be used both to register the progress of students arsetss dhe
FTAYFf . HiN&&,dr b&tion of this section at the end of the whole document (rather
than integrated with the activities suggested for classroom work) and the format of some of
the questions and instruments provided is, at least, confusing as a message to teadhers
have ben bombarded with behaviouridesting practices since the 1930&dditionally, the
required task is of a very basic level and demands a simple association of images and words.
CdzNIi KSNXY 2 NB > Wiiviathlding i & tiipe allguedioniatdisigenerdily associated

gAGK Ww202S00AQPSQ GSad AGSyaz IyR Aa YSyidrazySR

testing 6ee Chapter I
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The same can be said about some of the questions suggested Rrtiggamme of

Studies for Comprehensiof the Natural, Social and Cultural Environnfentyear 2%

W{2YS ALISOAFAO AyaulyoOSa G2 raasSaay
1. The recognition of the social institutions, the identification of different working activities ang
value given to work for the development of life society:
(...)

Complete sentences writing the name of the worker that solves specific problems of daily life, s|
| will go to the .................. to fix a dress. ........... will come to fix this leaking tap. The table leg is
IwiltakeA G 12 GKS OPPPPDDPDPOPPDDPD DQ

There is, first, an ideological aspect in relation to the value given to work and division
of labour for life in societybut alsoin terms of the type of question. The one used here is
known as alozeitem and is also partfahe repertoire-well-known to teachers2 ¥ W2 6 2SOG A @S
items. The task is, again, very simple and requires the recall of information to provide
homogeneous answers on the basis of rote learning. Again, assessment suggestions are also
located at the end ba period of learning (end of semester 3), therefore emphasising the idea
of aproductabove that of gorocesof learning.

Additionally, there are hybrid instruments where students track their own progress in
lists of indicators related to specific scle & dzOK | &4 Wl f gl &azx a2YSUAYSaA:s
and where attitudes and values are also sometimes includéése are hybrid because they
mix the idea of observable behaviour and the use of a quantitative scale rather than a
qualitative description ofearning, related to the attitudinal dimension in schooling.

There are many examples like these, as there are also many that are consistent with
the approach proposed at the beginning of the programme. The intention is not to portray
these programmes asalving an approach that is completely contradicted by the examples
provided but to illustrate how the assessment discourse is highly mixed in these documents,

especially considering thenajor change that was expected from teachers through the

124 UCE (2003b), op. cit., p. 225.
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curriculum rebrm, which required clearer messages. Both PA1 and PA3 recognise this
confusion:

¥ X teferdng to the academic teams that designed the progranintles truth is that it is

correct, each area addressed the topic as they wanted, theuh, each team of artmusic,

history,Ji 221 AG YR RAR ¢KIFIGS@OSN) KS&8 GK2dAKGO | NBdz
What direct information is there on the topic? It Wathe assessment guidelines, for example,

in the programmes of study. Where clearly there was a dispefjsidrassessmnt suggestions,

[l and[] different perspectives because in general it was very much left in the hands of, of who
constructed the programmes of study, what were (the conceptions) they had about assessment

and the approaches each one of them could embralsen maybe those are the first guidelines

as to why begin to talk about assessmentXetrentuallyd Xobe clearly realised Xtliat there

was a clear discourse about curriculdnXob the programmes of study but the line on how to

observe learning, howet  aaSaasxs GKSNB ¢g®RBE (22 FSg NBa2dz2NDOS

Again, the messy aspect of policy emerges, where external academic groups are
commissioned to create materials to be used in schools without any clear preliminary ideas on
assessment from the MinistnAdditionally, the internal confusion of the programmes could be
interpreted as indicating that the academic teams that elaborated these materials did not
know much about assessment, as they were mostly disciplinary experts without a strong
pedagogical knowledgealse?>.

Marks are also sometimes briefly mentioned in the Programmes in terms, for example,
of when to consider marking an activity and when not to do so. Similarly, tests are occasionally
mentioned as part of the many forms of assessment the teacher canHewever, these
scattered references to marking do not address the tensions that teachers must have
experienced in trying to enact the new curriculum and formative assessment practices in

contexts where the main discourse on assessment was that of thdatbgnsthat reinforced

traditional discourses on assessment that had been a canonised repertoire since the 19

125Nervi (2004) interviews in her book all the actoratttwere in charge of the elaboration of the
curriculum. All of them, with the exception of Gloria Salazar in the area of English as a second language,
are academics experts on the subject matter but not necessarily on how to teadfnét.author,
however, summarises the process of elaboration as involving moments of consultation to and
involvement of teachers and other actors.
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Century For example, Participant 3, a recently graduated History teacher, indicates that when

he began to work as a teacher:

W X0 Ay odisdt¥s 8stabliShkd that you have that, will,no, it is VERY teblished that,

summative markg] for the notebook, marks for, thoskings are[] imposed to you, so you are

already limited from that reality, therefo@A i ¢ | &4y Qi & ®’hatReéxFedieBdedB[3f i FNRB Y

school] [laughs], that is, without questidh assessment and marking were very qoqnected.

That made me realise thatin 25 yearsoffffle h ¢ 1 LbD KIF RQO®KI yISR 06 X0
Likewise, Participant 5, a recently graduated Physical Eductgamher, states that

assessment:

WX0 A& 2dzNJ ANBI G Saways BSSeBshQ dndthat is tyieApybbilednt they @actd f S 0

us to assess VERY superficially, because eventually we have to translate everything into a, into

a mark. Ando me assessmens providing, t, a, no, not an opinion, to a certain extent it is,

odzi e&Saz Fa L aresz L KI@S @2 asSS I LINBOSaaz Al
The Programmes of Study published by the Ministry, thus, do not solve the tensions

that are commonly found whenetichers attempt a change in their assessment practices.

Mainly, they struggle with trying to reconcile formative and constructivist discourses, which

they have heard about in their initial education and in professional development programmes,

with the schml practices of marking and testing, which are also simultaneously promoted by

the Ministry in its legislation.

I Reasons for reform

The absence of an official message around classroom assessment is recognised by
policy authorities and such is the exjllireason they provide for the assessment reforms
during the 2000s. Thé 2 T F disColrkef signals this vacuum around assessment as the cause
and justification of the reform. For example, in the introduction to a text that refers to the
initial years othe AfL reform, it is stated:
4h the context of the Curricular Reform carried out in Chile since the 1990s, the theme of
assessment of learning at a classroom level has received relatively little attention from

universities in charge of teacher educatiéom education researchers and the Ministry itself.
(...) although it was known that curriculum, pedagogy and assessment are three connected
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components that separately and together have an influence in the quality of students learning,
it is not until vey recently that the third vertex of this triangular figure has been addressed
systematicallgg®

Along with this absence of a message around assessment, there is recognition of an
increasing demand from teachers for more guidelines and professional aggweht on
assessment. In the document quoted above this need expressed by teachers is said to be
mentioned in a 2000 report of the World Bank and a 2004 report of the OECD. It is interesting
here to observe how in official documents one can find such mE®E® ofexternalisation
(SteinerKhamsi, 2004 where the authority of the OECD and the World Bank is invoked to
justify an internal policy, while in the interviews with policy authorities only some internal
studies of the UCE are mentioned as a source wflemce for policy. No international
organisations are mentioned®A2indicates in her interview:
Well, we already had the study with the datdhat the truth is teachers all wanted courses
and professional development on assessment, because they felvéisatheir weakness, that
they knew theoretical things about assessment but in practice it was completely isolated from
teaching and learning, ete Q

Similarly, PA4 refers to studies carried out by the monitoringusiibof UCE:
WX0 GKSNB ¢ IND front tdagherd, a Gethand that is permanent in relation to
assessment courses, of knowing about assessment, that they feel absolutely unprotected in
relation to their professional performance in the field of assessménK [] in the
implementation of thecurricular reform, perceptions and studies around those perceptions,
there was a permanent demand around the themde ! YR 2y GKS 20KSNJ KI YR
definition from the Ministry itself about a policy, there was no assessment @blicy.

Furthermore, one ofhese studies seems to have been carried out in parallel with the

reform process with the aim of confirming this demand and providing some evidence to

support the new policy. PA2 says about the study:

WX0 6S 1ySs LKSy2YSy2f 2 2 ivéakspob X butivie Indedet someS & & Y Sy (i
RFGIF G2 aleée a2YSGKAy3a Y2NB GKFaG ¢S +tt (yz2eé fF
Y2NBE 2NJ ftSaa 1ySe o6KIG ¢S 6SNB 3IF2Ay3a (G2 FTAYRZ
26 A01Z ad® O6HnNnApOL® WOf dza2 RS I S@Ifdzad OAsy Sald2ft | |

naturaleza y lecciones de una fdrmOA 5y  Ydz2 LI NI A OdzZ I N w¢KS dzaS 27F | 3
learning: nature and lessons of a very particular training].Bmaluacién para el Aprendizaje. Una
experiencia de innovacion en el aubantiago: PEQniversity of Chile.



University of Oxford
Department of Education
D. Phil Progname

point was to raise information faus to have a quotation and be able to say our hunch waaas,
was trueQ

The rational and scientised use of research knowledge by policy authorities stated by
advocates of EvideneBased Policy Making is called into questma it becomes elar that, as
Moss proposes (2000 ™ p ¢ O-GriveNédacatibrOréform is indeed creating new kinds of
I LILX A SR {RAtes th&hRrigdatdrs and users of knowledge generated somewhere
else (evin,2011), policy authorities in this extract are portrayed as genetand using
information in a far more strategic, selective, rhetorical and persuasive fashion than simple
models of knowledge governance tend to portray. This is what Byrne and Ozga (2008) describe
as thetactical relationship between policy and researcthat is, where research is used to
justify decisions already made, or to enhance credibility. The interviewee refers to the
presence among policy authorities of anpriori practical knowledge abouwhat the system
needs. Tie search for both internal anexternal research data only allows them to confirm
GKFG 1y26ft SRIS Ay | Y2NB WaOASYUATAOQ FTlLaKA2y ®

LG Ydzad oS y2GSR (KFd GKS RAF3Iy2ara 2F (KS
around their assessment knowledge and skills. The majority of teacheognised assessment
as a weakness in their professional development and referred to their initial teacher education
as insufficient in relation to the requirements of practice. For example, Participant 2, a recently
graduated English teacher, refesher initial education on assessment in the following terms:
Yhterviewee: | felt that in, in the in, initial education, there, it was kind of bad. | felt like there |
[haoX @SNEX @GSNE LER22NE O0X0 @GANIdzrtfte Ad slFa tA71S
Interviewer: So, you had a course on assessment.
Interviewee: We had ONE COURSE on assessment.
Interviewer: And what kind of things did you see there? What was the course about?
LYGSNBASGSSY 1 fyz2aid LJHz2NBE (GKS2NEX
Interviewer: Theory like types of assessment?
IntevA S6SSY [A1S G(GellSa 2F aaSaayvySyiaszs &8S8Sax tA1S ¢
feel[] that we had worked sort of in depth around assessnfettike a big topic, at all, at all.
Interviewer:[] and[] in that context it was more theoreticaly R @ 2dz RARY Qi KI @S |\
G2N] aK2L) F2N) O2yadaNWzOGAy3d GKAy3IaxX
Interviewee: No, nothing. No, no, no [laughs]. No, NO. In fact, themes like rubrics, | had to

RAEO20OSN) 6KSY Ay LN OGAOS® o0X0 L RARyed O2YS ¢
to work®d Q
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Most teachers share experiences liteat described above. Some thaa good
theoretical educationn assessment, which they value, but they do not consider it immediately
useful in relation to the requirements of practice. Others, like Padiai 2, feel their
education was too theoretical and has no value in practice. Finally, others have had a more
practical training but see this as inapplicable in their work context or think of it as lacking a
more overarching theoretical basis that helggem make sense of practice. Some of them
have undertaken professional development courses on assessment to improve this weak area
of their knowledge, although opinions on these courses are varied with some teachers seeing
them as very useful and empoweringterms of the knowledge gained, anthers perceiving
0 KSYmdredofties¥ S (KAy3da 6AGK I RAFFSNBYy(d yI YSé

Two important aspects emerge in relation to the perspectives thatraxealed in
these data First, it is clear that knowledge based on expece is not sufficiently valued in this
policy context. Although there is an apparent agreement among different actors about the
need for more information and professional development about classroom assessment, some
researchbased data have to be geneedt in order to make this knowledge socially credible
and valid. Brennan (2009) observes how, as part of the disempowering process that teachers
are subjected to under neb A9 SNI f Y2RSta 2F SRdzOF GA2ys (KS
diminishes and is tramsrred to researchers. Here teachers become mere passive deliverers of
what the government, through research, has designed.

This struggle between professional and research knowledge can also be seenim data
relation to a dispute that led to a changethre assessment decrg@°511) in 2003The issue
in discussion waautomatic progression of students from Year 1 to 2 and from Year 3 to 4,
even if the teachethought the student wa not ready for the next levelhich reinstateca
policy already promotedh previous administrationOne of the policy authorities (PA1) refers

in her interview to this controversial measure and justifies it in these terms:
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X0 Fft NBaSINOK 3IFIKSNBR 4 GKFG GAYS aK2gSR
a droppng-out child, that there was reallf} no evidence that repeating improv¢plearning
that many times repeating was more a teacher thato& O K probRiNE yf ety complex
FIOG2NRE GKIFG R2y Qi [Kit g8 all ihat, welR rpeatingirust ndt Be OK A f R
encouraged, retention must be encouragfdhat is a value, you got it?, a value for equity to,
to encourage retentio

However, knowledge coming from research was not as valued by professionals as it
was by policy authorities. PMé&xplains how teachers criticised this decree as extremely
AYRdz 3Syidi FTyR K2g GKS& KIFIR G2 YIS Al Y2NB 7Tf
resistance. This meant that, where justified, students could repeat in these |&lsugh
research knowlede is given prioritythen, knowledge from experience has an influence in
policy-making through resistance and criticism.

The second aspect that emerges from data in this research is the way in which the role
and responsibility of universities in relatiom assessment is ignored. Initial teacher education
and, in some cases, professional development programmes do not provide the tools that
teachers need in practice or are, perhaps, not addressing the contradictions and struggles of
the field of assessmenifleachers enter the field without having the tools to help them face
those contradictions. PA3, who has access to multiple perspectives as sehsalteacher
who has worked in the Ministry and also in initial teacher education programmes, confirms
thistension in a system that he sees as in transition to a new paradigm:
WX0 alOKz22fta IINB adAff gA0GK FaasSaavYSyd LINI OGaOS
until & Xalgood amount of years and the conviction effectiyeigcreases that assesamt is a
much more complex process. And while hiR2 Say QiU [ KSOQULBY NEYIFAY YI 1Ay
hybrid zone of having an assessment discourse sustained mpiaer] constructivist model,
but with a rather measuremertentred materialigtion.Q

Theoverlapping of assessment discourses in this period is confirmed in this account.
Constructivist discourses circulate in the context of teacher education and curriculum reform

but schools and assessment legislation insist in more standardised, measureemtred and

guantitative practices aimed at the social aspect of assessment. The confusing, hybrid and

24¢



University of Oxford
Department of Education
D. Phil Progname

mixed discourses promoted through the Programmes of Study do not deal with these
discursive dilemmas.
However, this lack of clarity in terms of an assesnt policy from the Ministry
connected to a demand from practitioners is only the explicit and official reason for reform.
Two of the policy authorities | interviewed mentioned a more hidden or unofficial reason for
the assessment reforms that began het2000s. PAL indicates:
WX0 GKS OdzNNROdz I NI St 02N GA2y 2F (GKS NBTF2NXZ
which showed that there was no growth. Then it comes[Jikevhole, a critical questioning of
the reform,[] andthe Ministry begins tomplement a lof] of, of measure$§] to have, well, like
another strategy that was this of taking the reform to classrooms, like the sl¢gand, well,
LEM?"was created and, several redefinitions of policy and in the Unit of Currifliuen were
rpade,vyell, it WasAIike,lwe ha,ve to enter the therpeA of classroorrl assessrpent; Because until |
UKFOG Y2YSyu A0 ¢Fa aeaiusSy lFa@saaySyuzxz |a L al Al
Rather than a response to a need of the system, then, this account reveals a more
politically reative mechanism that operates as the motivation for reform. The use of results
from largescaleassessment as a tool for political criticism works as a threat that leads the
Ministry to rethink their work and to generate a series of reforms in which thesrades of
classroom assessment is one of the aspects to be addressed. It is striking to see how the
language of marketing and advertising is mixed with that of education policy, as can be seen in
0KS dzaS 2F GKS ¢g2NR Waf 2 Dlicy. This inigtureNdblan§usddesii® G KS N
NBOAdINNEY (G Ay (GKS AYOGSNBASgas yR LREtAOASE | NB |
YySSR OFGOK LIKNIrasSa GKIFIG adAao|l Ay LIS2LX SQa YAYF
policy, see Tan, 2011).
Likewig, PA3 indicates that results from national and international tests are one of
the justifications for assessment reform:
WX0 GKS @SN mppdp GKS NBadzZ Ga FNRY ¢La{{ O2YS

relation to all the countries that were asssed through this test, measured through this test.
Additionally the results from the year, SIMCE results 2000 are low, that is, they keep showing

127The Divisiondr Primary Education started in 2004 a programme called LEM (Lectura, Escritura y
Matematica Reading, Writing and Mathematif)sfocused on improving Mathematics and Language
skills in students from vulnerable schools. More details below in this chapter.
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that the gap between higher and lower schools is huge.these two points[] and a
government of a &iaist president like Ricardo Lagos befjirto make, to generate a tension
in the system. Then thaillion-dollar question is, are we actually having better results? And all
this[] assessment theme emergés.
PA3 highlights the ideological contradictiorvatved in evidence of high levels of
inequality ineducation in the context of ao8ialist governmentvhose Socialist elements have
been softened through negotiation in the context of Chile@hird Way politics In both
accounts one distinguishes the prese of what Grek (2008) has callgaverning by numbers
where data coming frontargescaleassessmerstand other sources are used to put pressure
on systems and make them move to a specific direction by subjecting them to a constant need
for change and naid responses. She criticises this mode of governance (2008: 215):
Wi o2@S |ttt atldaradaardoa R2 y2i 02y@Seé YdzOK | 62
policy makers are too ready to find quifik solutions to problems which might need far closer
scrutiny and understanding. Data prompt fast action; understanding the context around them
requires time and debates that can neither be afforded nor are desired. Above all, numbers
KIS 0S02YS 'y 202S00A@Ss ANND ASHBukstidn Sat Wi NHzi K Q
ONHzGKE KSyOS Al A& dzysSt O02YSaoQ
This way of describing the use of humbers in education policy is quite congruent with
the critical accounts of teachers about SIMCE, as seen above. In the following section the
consequences of fast poligan be seen through the way in which assessment reform was

carried out during the 2000s, as each unit of the Ministry generated its own policy and

therefore what was already confusing became some sort of Tower of Babel of assessment.

3.3. Assessment fotearning

Something has been said about this policthia introduction mainly in relation to the

experience of the researcher as a participant in this reform. The content of AfL discourse in
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Chilean reform can be described on the basis of the textbobkseoprogrammé?, In the first
module of these materials some readings are provided in order to present the main theoretical
ARSIFA YR LINAYOALX Sa 2F !'F[d ¢KSaS NBIRAyYy3aA
of AfL and of fragments @&ssessmat for Learning: beyond the black hd® texts that explain

the differences between normeferenced and criteriomeferenced assessment, to texts about
how assessment is understood in the International Baccalaureate. The main ideas derived
from these vard sources are summarised in the introduction of the book:

Wssessment for Learning is based on a broad concept of what assessment fo@aejon

thg notjop of,a processﬁof observation, monitoring, and judgements about the state of
audzRSY U aan the DhsNI6A what they produce in their works, performances and
interactions in the classroom. The role of assessment from this perspective is to guide,
stimulate and provide information and tools for the students to make progress in their learning
O X&° o

The remainder of the modules provide practical guidance and examples on how to
take AfL into practiceThe textrefers to the construction of criteria and levels of achievement
on the basis of the curriculum; the construction of assessment scenariesevehniteria can be
assessed; the use of criteria in the classroom; and the provision of feedback on the basis of
criteria and evidence of student learning.

When asked about the key conceptsminciplesthey thought of as characteristic and
important of AfL, the policy authorities refer consistently to the idea of assessment on the
basis of preestablished criteria known by teachers and students and to feedback as a tool for
learning Additionally, most of them refer to the consistency they observe betw¢he
approach and the pedagogical orientation of the 1990s curriculum and the way in which
constructing criteria helped teachers to better understand the curriculum of their discipline.

However, they also mention that the lack of knowledge of that culuim made the

construction of criteria a challenging task that took too much time and left insufficient time for

128Unit for Curriculum and Assessment (UCE). (2@®73luacion Para el Aprendizaje: Educacion Basica
Segundo CicldAssessment for Learning: Second Cycle of Primary School] Santiago: Ministry of
Education.

1291bid.
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feedback. According to some interviewees, it also meant that AfL was approached in a way
that did not necessarily highlight how to work withethapproach in the daily life of the
classroom.

In summary, the Assessment for Learning discourse can be expressed in the following

principles:

I Assessment as part of daily classroom interaction.

I Assessment as a tool for learning.

1 Based on or related to @onstructivist pedagogy.

1 Preestablished criteria and feedback are two important devices in achieving the aims

of the approach.

Interviews illuminate other aspects of the process, which are not generally found in
the official literature on AfL in Chileirgt, a question that is often forgotten in relation to
assessment policies wghy this particular approachi? is interesting to observe how 3 of the 4
policy authorities that were interviewed, when asked about why AfL was selected as the best
approach toclassroom assessment, referred to a foreign expert who was hired by the UCE as
the main reason for selecting AfL as the best approach. PA4, for example, indicates this:

WYy GSNIBASHESNY O6X0 K2g YR ¢gK& RAR @2dahaBi (G2 ! a
about it or where, or why did you opt for that?
Interviewee: | think that is a question fundamentally for [name of the foreign expert].
Interviewer:Sq that is a question that shig canX
LYGSNBASSESSY X FyasSNI LISNFSOGfeo
Interviewer: OK.
Interviewee: [] Because [[name of the foreign experf] has, (unintelligible)she knew about
Assessment for Learning..
The others give similar answers and are not able to justify them beyond stating that

the foreign expert supported the case for AssessmentlLiarning as the best option. Policy

authorities tend to reveal in their interviews a high level of trust in what this actor says about
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assessment. PA1 openly refers to her ignorance about AfL and how they all had to learn from
the expert:

W X0 2 S itg|GNAIRANTdeally about, about the approach as such, then the one who, the
one who brings this to UCE is [name of the foreign experg[dame of the foreign expert]

brings two things: she brings the approach and says, well, and this, is, well, sivs kafoof
this Assessment for Learning thing[pBlack and Wiliam.

(...)
Becaaaaause, also inthism@nt)X A G KI LISy a G(KIFIG wylYS 2F (KS
this approach and no... it is not, not familiar to us and, and, to us it meant to stater it and
SOSNEGIGKAYTI 60PD0OQ

All the policy authorities | interviewed, including the foreign expert hersaihal this
F OG0 2NJ I a ( KdbAsyessient far Bekrding fgeform in Chile. This shows a mixture of
the certification aspect of policy imph that SteinerKhamsi (2004) refers to in terms of
validating a policy through the authority of a third person or actor; and ofrtee-colonial
aspect that she also refers to, where coming from a dominant culture seems to be sufficient
argumentforconRSy OS Ay |y SELISNI® hiKSNI 61 NN yiGa 27
are provided by these interviewees, for example, her previous experience in the International
Baccalaureate is indicated by all interviewees as a strong basis of her knowledge aroun
assessment and as one, if not the main reason why she was appointed by the Ministry. PAl
explains why they were interested in the International Baccalaureate:
Wo X0 Ly (0KS &S anf cotfehandive Bnowte8oi,Fof dRcplhed, and of the
development of higher order thinking skills, that was like what attracted us of the

I OO f I dzNB I [JiteQ[fithe iddERva3ZpEetiskly to bring the approach to assessment

that the Baccalaureate had, which was additionally able to ASSESS thaf,lohtiigher order
thinking skillsQ

The question here arises as to what extent one can say this approach to assessment is
equivalent to that proposed by Assessment for Learning. No one seems to ask how the model
they wanted to import became AfL. Therdémn expert recognizes irelation to her initial

literature review on classroom assessment that:

W had a very practical expertise and | startfdto search what was availablg] like
academically speaking along the same line and that is what was bia[l@ferring to Afl

And she adds in another part of the interview:
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Wnd when the possibility appeared of working with Assessment for Learning, which was not my
expertise like in the fine print of it, but | had done a lot of things that, ultimatedye that,
without that name necessarily, but thftwasa bit like[] what | saw we could call that wayQ

And later states:
Y KIFIR I YdzOK Y2NB LINI OGAOI f Ly
|.

uK
particular, | am not an expert on &1 a YSy 4> L R2y Qi K
[laughs] besides having worked a lot IN THAY

2NBdGAOKE
I RS3

NE S

w W

K A
%)

Various reflections are prompted by these quotations. First, the foreign expert
emphasises her practical knowledge as a basis of her influence whdeytbe research are
mechanisms of validation of what she knows rather than a source of ideas. In contrast to
recent models of knowledge generation and transfer in educatsee (for exampld_evin,

20171, Fazekas and Burng012, this approach to using kndedge raises questions about who

is really the knowledge producer and how knowledge that comes from research and the
academy is used strategically and selectively by palitkorities (see for example Gét al,

2012 for the selective and strategic usedata by the Turkish policy authorities).

More interestingly, the s@alled expert denies her expertise in assessment in general
and AfL in particular, which raises the question about her selection in the first place. PA1 states
that one of the membersof UCE knew her and invited her, which highlights the role of
Oz2y Gl Ota Ay SRdzOIFGA2Yy LRfAOE 2NE AYy .Iff yR W
Ge2MzLyBaaé FyR SYOSRRSRySaa 2F SRdzOFGA2y LREAO

This expert chooses AfL afteliterature review and she selects it because it is similar
to her experience around assessment. She had to learn about the approach in the same way as
other actors in the Chilean system, the only difference being that she aligned the approach
with her prevous experience. In summary, what emerges from the beginning of this policy is a
hybrid form of AfL, as PA3 recognises when he describes it as:

Wo X0 |y [ihialbd® desiyed] to and that was being seen from, from a hybrid

between what the HARD IAfapproach was and other referents that were there too like the
International Baccalaureat®

251



University of Oxford
Department of Education
D. Phil Progname

l31Ay3 GKS WoKeQ ljdSaiAiz2y LNRRAZOSE NBalLkRyas

N

YSaaeszr O2yidSaitSR IyR ONBIGAGS ' yR: XdegsRasy S &2 O
characteristic of policy enactment, extended in this case to the level of policy authorities. Here,
a 900t Sadtz2yS oé6uwnnnyY ppnd KFa FfNBFRe 20aSNBSR

2y (KS K2gpaxént. 6 SO2YS

3.4. Standrds

The landscape of discourses around assessment becomes more complex when the
problemsolving logic that led to the adoption of the AfL reform in Chile attracts more than
one assessment policy at the same time. In parallel to AfL reform, anothernssmmerges
to the need for clearer messages about assessment and the need to respond to political
guestioning on the basis of tests results. A standards agenda begins to be developed in UCE, in
this case closer to the SIMCE component than to the curncune, although both were
involved in this second trend around assessment.

The mechanism for policy development here is similar to that of AfL in that it begins by
NEBaAa2NIAYy3 (G2 F2NBAIY SELISNIESE yIYSR Athe i KS Ayl
figure of Margaret Forstéf’® | OO2NRAY 3 G2 t! HX C2NRUSNRA (y2¢6
the Australian Council for Educational Research (ACER) around the condeptlafpmental
assessmentln a document wher&orsterdescribes the collaboration beeen ACER and the

ChileanMinistry, she describes the concept in the following terms (Forster, 20@Y: 6

W2 S dzaS GKS GSNY WRS@GSt2LIVSydlt FraaSaayvySydaQ (2
achievement level of the students in the progress map. Atingr to our experience, a

RSOSt2LIYSy Gt ILIWNRBFOK G2 Y2yAid2N addzRSydaq |
@ fdzr 6t S ONARRIS 0SGeSSy OflaaNeBz2yYy lFaaSaavySyid I\

130 Margaret Forster is a national and intetional consultant who works at ACER as a Research Director
of the Assessment and Reporting Research Program.
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Given the need for this bridge, she indicates that the last step taken iwdinke done
in Chile was to connect SIMCE and Progress Maps, connection understood in terms of
Y2RStfAy3 GSIFOKSNEQ LINYOGAOS Ay | ¢l & O2yaia
assessment. This gave way to a second line of assessmentfpolisgdon the development
of achievement levels for SIMCE, based on the levels described in the progress maps.

Forster is identified as responsible for shaping the Chilean standards agenda through
RSTAYAY3 LINRPINBEA& YILAI 6KAOK PIB&@NIsSMER G662 LI
YR WbA@St Sa SRISE [e®d dfRchi¢venent9 Q 6

Yet, initially, the idea of standards was not generally welcome. Some of the policy
authorities | interviewed referred to an initial resistance to this approach from the ciuric
disciplinary teams of UCE. PA2, for example, explains how working with real examples of
a0dZRSyGaQ ¢2N)] KSfELSR GKSasS G4Srvya G2 YIS oSG0
WKSy> GKS {9b{9 2F GKSasS adlyRIFKNRaz GdKS aSy
strongly for a while in a team that sometimes was a little like against the grain still with the
ARSI 2F adGlFyRFENRATIFIGAZ2Y XD adFyRIFENR&aYX GKAA GKAY

Similarly, PA3 observes how resistance to this standards agenda is later neutralised by
the softering of its content by using AfL as framework:

Wh2¢g> t NEINBaa al Ll FNBE OSNESX OSNE 2RR a0l yRI N
ultimately like they go losintheir standards characteristics. Then, from these standarasast

attempted to prwvide, like (unintelligiblethese standards, so hard and sometimes highly

rejected by a great part, by a part ofdtsystem, that were not agreed (unintelligible)more

human feature [laughs] was given to them through Assessment for Learning. Thefi, it is

sustained in the public discourse that Progress Maps[Jage curricular instrument, which

responds to the Assessment for Learning approach. The million dollar question is, is it really so?
Probably only an expert on the topic of assessment, (whotigagss a lot) [laughs] will be

FoftS G2 STFSOUAQSte ale o6AlLDQ

Along with the reappearance of an expeigépendent perspective on assessment
policy, the words of these participants highlight other important aspects. First, that the idea of
standardisatio generated a level of conflict inside the UCE, as some saw standards as rigid,

hard and even inhumane. In the literature on assessment as a social practice, criticism on

standards in education is widespread. To authors like Berlack (2000: 195):
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Wo X 0 ardizatlorydRd centralization of curriculum and testing is an effort to put an end to
the most valuable asset of a multicultural society, a vibrant cacophony of voices on what
copstitute§ truth, knowledgg and learning, a}nd what the young ouAght ang nghtonlearn A
G a0K22fd LU AyaArada dz2l2y 2yS asua 2% yasgSNBZ
policies know this. Most of the rhetoric mefenceof testing focuses on raising educational
s:tandar,ds as the k,ey to national surviyal in the rgabal (narkAethacg. However, it is c]ezilr
UKFO Odzf GdzNJ> f O2yUuUNRE Aa UKS 1Sé O2fftFUSNIE 321
It is the discourse around the economisation of education explained in previous pages
(Lingardand Rawolle 2011) tkat governments use as a basis for the standardisation of
education and its control through regular testing and league tables. It can be seen in England,
where the UK coalition government elected in 2010 reformed Key Stage 4 assessment systems
by arguing tlat the country neededo raise standards in order to be at the same level of
Wg2NI R Oflda SRdzOIGA2yQ FyRXI GKdzaz oPfEfofS (2
2010. The discourse of standards and testing regimes, according to Berlack (20G0),itveg
the UK and the US with righting governments but were endorsed, perpetuated and
increased by new Labour/Democrat governments, just as we can observe in Chile, where neo
liberal ideas on education, through the policies of consensus, are reinforgedthtamsified in
the governments oConcertaciénThere is an ideology of education related to the discourse of
standards and testing, which is closer to the functional model of education and society, and
GKAa YI& 0SS GKS 2NRARIAYydi2As Eccleftane (2080) dete@Nib SY Sy G a
relation to GNVQ policy, once the idea of a small group of people is disseminated and
discussed among policy authorities, bewitchmentls (ideological) discrepancies emerge and
negotiation begins.
The second aspettas to do with the supposed closeness between standards (in the
shape of progress maps) and AfL. To what extent can a discourse on assessment that seeks to
create homogeneous goals and trajectories for student learning and connect that to the
national curiculum assessment system be reconciled with a flexible, dynamic clastrased
idea of assessment, where students are allowed to have different rhythms of learning and
GKSNBE YIFEN]la 2N ad2NBa FNB y2i O2yarARSNBR AYLR
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research in England consider these to be two different types of policy: standards being an
imperative one and AfLa developmentalone (see Chapter I)Given these differences, it is
dzy RENB G YRFGES GKIG t!lo O2yarRENER WNBFENByDSWIL
for Progress Maps.

According to PA3, it became necessary to make the standards more flexible and
include many level descriptions in order to avoid resistance from some members of the UCE
and the system in general. Additionally, thes@burse of Assessment for Learning becomes
functional to the need for the softening of standards as it provides a more pedagogical and
classroordbased framework. These mixed messages are also observed in England, by Mary
James (2011), who indicates howethdiscourse of AfL loses its principles once it is
incorporated into inspection and becomes a compulsory practice. In policy documents AfL is
reduced to the use of frequent mitésts. James (2011: 26b) indicates:
WhyS LR&&aA0f S SE LindssAdes tha? sppearedNd DEBFSdochmeftSiRkthat
the authors tried to finesse competing claims between those who were convinced by research
that formative assessment is the key to improved learning and achievement, and those who
still believed that the presure of regular testing raises standards. Or the mixed messages may
AAYLX & 0S AYRAOIGAGS 2F &a2YS 02y FdzaSR UGUKAYy|lAy3
6X0 ! t£Saa 3ISYSNRdza SELX FylFdA2y YAIKG 6S GKIF G
idea that had gained considerable professional support from teachers in order to take the next
Lz £ 2F GKS GSadAy3a fSOSNI G2 YSSG Ada LISNF2NXYI

The process of policgiscussioninvolves negotiations of meaning such that the
discourse on assessnemay become detached from its original principles. As | explain below
(see section 3.1.), there was a constant discursive struggle in UCE between the AfL and the

standards agenda, discourses that finally became mixed. The question arises as to the extent

to which each of these discourses retained its initial meaning after this process.
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3.5. Other discourses outside UCE

Interviewees from the UCE also mentioned that other approaches to assessment were
promoted in other relevant units of the Ministry thi which they interacted. The General
Directorate for Primary Education (DEG Basica) startieel LEM Programmein 2004 (see
footnote 16) This programmenvolvesworking with pre-designed booklets for each subject,
which are disseminated through a cascasiategy that involves partnerships between
universities and local authorities, who train a limited number of teachers in the use of the
programme. These teachers, in turn, train other teachers in their schools.

PALl indicates that, through this programmBEG Basica promoted a discourse of
authentic assessment, mainly based on the concept of this approach promoted in a book by
Condemarin and Medina (2000: 35). According to this text:

W 334S5S3aaYSyias a dzyRSNRG22R Ay (K@namiczadd = 02y a
interactive teaching/learning. Assessment must be, in essence, plural and multidimensional, in

order to respond to the complexity of the process of written language development and to the
heterogeneity of students. This involves the need fordatening the repertoire of procedures,

techniques and instruments traditionally used, getting to visualise not only the different facets

of this complex process, but also the diversity of cognitive styles and cultural, psychological or
affective markers o (i dzZR 8% (1 & ® Q

At least in theory, these ideas do not seem very far from the principles of AfL, and
according to PA1, DEG Basica promoted them along with the use of peer aadssesiiment,
considered as crucial elements in most of the literature on sdk {or example Tierney and
Charland,2007 Hodgson and Pyl€010. However, as stated above, AfL was preferred to
authentic assessment by UCE. The policy authorities | interviewed provided reasons for this

LINES F S NB y O Sitprobably hasi t& doyilk, Becadse Assessment for Learning was a bit

more empirica[] in its implementatio®@® t ! m AYRAOFGSa (GKFG FdziKSyda

131 Condemarin, M. and Medina, A. (200B)aluacion de los Aprendizajes. Un medio para mejorar las
competencias linguisticas y comunicatifAssessment of Learningd means to improve linguistic and
communicational competences]. Santiago: Ministry of Education, P900, p. 35.
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I GSNEFNJ ¥VYiAQ LISNE LIS Ol Adid®urde thaR is able fo intelNaBeRMBNE R | U
than, than to propse[] a chemically pure approach that will be completely UNREAQRTICE K S

foreign expert decides to discard this approach during her literature review for the following

reasons:

LIJhtervievwee: sﬁkimmir]g 'th[ough the texts used in the literature reViéwthentic assessment,

gKAOK L YySOSNJ tA]lSX o ] o

LYUSNIBASGSNY LU RARYQU O2y@AYyOS é2dzX i
LYUSNBASSESSY b2X L YStyZ Au O2ygAyOSa YS + 2
NEBfFdA2yaKAL] 6dzi0 A0 Qa VY auh, &Yyl NJdQOd| &8 aa all egd

The foreign expert does not seem to be very clear about the reasons for her decision,
which highlights again the messy and more intuitmntred side of policy decisiemaking,
while other policy authorities highlight AfL as an approddt tvas easier to implement and to
reconcile with current practices in schools. Although it can be said of Assessment for Learning
that it tries to reconcile formative and summative assessment, it must be noted that this is
dependent on the extent to whickummative tests are under the control of the teacher (Black
et al., 20043 Black et al., 2003). External higtstakes assessment systems are recognised in
the AfL literature as an important obstacle to its enactment (see for example Condie et al.,

2005; ri, 2003; Hayward and Spencer, 2010; Kirton et al., 2007; Gipps et al., 2005; Kellaghan,
2004).The lack of chemical purity that PAl sees as an advantage ofhafiefore,cannot be
extended to a ceexistence of AfL practices and external testing fooaotability purposes.

Returning to DEG Basica, when documents from LEM are critically analysed the
commitment to authentic assessment does not seem as neat as UCE believes. Condemarin and
aSRAYlI Q80 6aaaph AYRAOFGSE (KS IADIR LTAMION A ORRBT 1 &
the requirements of authentic assessment. Conversely, LEM materials are structured in such a

way that teachers are told what to do at every step of the ##ayrhese booklets, designed by

132 5eefor example:Aillon, M.; Figueroa, B.; Fuentes, C.; Sanzana, G. (2B0ig).didactica Lenguaje y
Comunicacién, LEM, 4° basico, UnidagPBotejamos a nuestos animalgtEM Methodological Guide,
Language and Communication, 4th Grade, 3rd Unit. Let's protect our animals!]. Santiago: National
Directorate for Primary EducatioMinsitry of Education; Espinoza, L.; Gonzalez, E.; Mitrovich, D. (2007).
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academics from traditional Chilean univeiesst (the University of Santiago and thimiversity
of Concepcion) involve a series of lessons and assessment instruments that the teacher has to
follow sequentially. Brennan (2009) distinguishes this approach to teaching as part of
Conservative ideas on edation. In the case of Australia, she observes how in this political
context valid knowledge is transferred to researchers, who become the authorities who tell
GSFOKSNAER ¢KIG (2 R2X (KdzAX YIFI1Ay3a GSIFOKSNERQ AY
pre-designed 'kits' by the government. Similarly, Jeffrey and Woods (1998) observe that
managerial discourses on education see standardisation and homogéngity G S OKSNA Q LINJ
as values which go against the values of a professional discourse, wheiliie and
difference are given priorityThis is also the model proposed by the Ford Foundatianng
the 1960s, which was resisted by teachers (see Chapter III).

Additionally, LEM documents evidence the use of authentic assessment along with
other ideas on assessment, some of them in clear contradiction to its principles. In one booklet
for Mathematics, for example, the main perspective is testing the product of learning at the
end of a unit, where most questions are exercises without a context. Quilyhe 57 pages of
this document show a table with the lesson plan where assessing learning in each class is
suggested, although with a mixture of observing and checking behaviour during the class and
guidelines to facilitate students' learning. If theateher skips these 6 pages, the main discourse
on assessment would be that of a summative approach. Similarly, Language materials show a

mixture of behavioural formative assessment (checking and correcting errors), behavioural

Guia didactica Matematica LEM 3° basico, 1# Unidad. Numeros de hasta 6 cifras terminados en 3 ceros
[LEM Methodological Guide, Mathematical Education, 3rd Year, 1st Naoinbers upto 6 ciphers

ended in 3 zeros]. Santiago: National Directorate for Primary Education, Minsitry of Education; Figueroa,
B.; Aillon, M.; Sanzana, G. (2006EM Cuaderno del alumno. Lenguaje y Comunicacion. 3° basico. 1°
unidad. Exploremos el mundo de losraales[LEM Students' book, Language and Communication, 3rd
Year, 1st UnitLet's explore the world of animals]. Santiago: General Directorate for Primary Education,
Ministry of Education.
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assessment (lists of yes/nodicators), assessment as the product of a period of learning, and
performance assessment and authentic assessment through some of the activities proposed.

There is a distancethen, between what the UCE thinks the assessment discourse of
DEG Basica is ammbw this discourse is translated into practice. In practice, this unit of the
Ministry seems to hold different, overlapping ideas on assessment, as well as a veigwop
concept of policy implementation and of the teaching professionals as recipieptdioy.

This idea of the teacher as someone who has to be provided withkdgsigned
assessment instruments is also seen by interviewees as present in other units of the Ministry
and in the administrdabn of DEG Basica set after 2008

The GeneraDiredorate for Secondary Education (DEG Media) is seen as not having a
specific emphasis on assessment but rather on the disciplinary development of the curriculum.
t!'n OKINIOGSNRASE U(KS YORISE NRBRA RYQ (U KdryaR SINNERIdzLY Ra
assessmal> GKAES t! o AyRAtierel]$d & yaRdiséoursk,ya foduked & dzy A
discourse about what it is to ass€ss | thye Rreséhce of assessment was limited to the use of
instrument ® | S [riktRients, KitimatelW provided the appro&zhrdugh the use of
pre-designed materials.

After the new Minister of Education Mdénica Jiménez changed the head of DEG Basica
in 2008, a more instrumental idea of assessment is also introduced in this unit of the Ministry,
according to one of the intervieves. She also sees the instrumental approach as the
predominant view in the curreriRightwinggovernment. PA1 indicates:
Water DEG [Basica] like it follows another path, that is, there, there is the story of the arrival of
SEP and SEP with [name of thevmperson in charge of DEG Basica] and like there is another
approagh too. Vi/hicr} is a bit,likeAWhat [think is,now, tAhaAt ivs like people need assessment
AyauNdzySyuazr UKSe R2Yy QU YSSR |y -desighea@stOK> 0 KSé
andthat they[Jandl aa SaayYSyu Y2NB AYy Aua RAYSYyaAzy Y2Nb
mean,[] now | think they are promoting the, in the programmes for improvement something
that arrives monthly [to schools] with tests and the whole(Xkit.

The need for a cleaapproach to assessment is understood by this participant as

something that only occurs in a context where teachers are thought as active and flexible
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professionals. When they are thought as passive and as mere technicians, then the approach is
imposed onthem through predesigned materials. This shift is experienced w@emcertacion

and theRight-wing coalition are negotiating LGE aftee 2006 student movementt is, thus,

envisaged as closer to more Conservative ideas around education, consistenilykiv . NBY y I y Qa
(2009) perspective.

The documents related to SEP confirm the perception of PAL. The Law N°20248
emphasises mainly standardised assessment as a means to measure the improvement of
schools from year to year and the progress towards achievenof national standards for
education. Vulnerable schools with low achievement levels are required to set some
performance goals in order to get additional funding. These goals are to be achieved by
contracting through the Council some external instibatithat will support the work of the
school. A directory of External Technical Assistance institutiosscvested. It has more than
1000 registered institutions, which are very varied in nature, ranging from individuals to
private consultancy groups to iversities. As PA1 observed, the main focus here seems to be
controlling schools through constant monitoring of their improvement in relation to national
standards and SIMCE.

Orientation booklets on SEP for schools also promote an idea of regular tesiiieg m
in the sense of a behavioural idea of formative assessment, where students are diagnosed and
their learning is monitored through regular testing and feedback on the basis of these
AYaiNHzySyiad C2NJ SEFYLX ST (KSSTRAEt 2FAVDISEPS NI
law establishes:

HWOHDOMD | OGA2ya FT2NJ YSI &dzZNAy3d addzZRSydaQ LINPRINBa
¢tKSaS FOlA2ya INB FAYSR |G SadrotAraakAy3a  aeaid
learning progress throughout the school year, which showlidde:

1 Definition of annual learning outcomes to be achieved;

1 The assessment instruments to be used and its frequency of application;

1 The system for register and analysis of the information to be worked with students and
teachers;
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1 The mode of informationf results to students and parents.

In determining the actions to effectuate in order to establish this system, it must be born in
mind that it is fundamental to:

1 Dose the frequency and amount of assessments to which students are exposed to in
order to dlow an adequate analysis of their results;

1 Use the reviewing of assessment with students as a fundamental learning strategy;
1 Define pedagogical strategies to reinforce, complement or deepen on the basis of
results®?
While Assessment for Learning is feed on the idea of assessment as a part of
LISRF3I23A0FE LINF OGAOS Ay GSNXY&a 2F || LINEFSaarzyl

law is still embeddedin formative assessment as understoad the previous period (see
Chapter 111) It seems to promotea more rigid and systematic approach to assessment, aimed
at keeping teachers and students under constant surveillance in relation to the achievement of
pre-defined goals.

In the context of SEP, in order to get more funding, it is compulsory to asséissa(wi
diagnostic purpose) students reading ability and to establish goals for this area of the
curriculum. More specifically, students have to be assessed in relatitimeioreading speed
and in the quality of theireading aloud on the basis of a modéeveloped by two authors
from private educational foundations, Barbara Eyzaguirre and Loreto Fontaine, who began
working in the Ministry of Education after the new Conservative government came to office. In
this model, a highly questionable causal corrielatis established between the speed of
reading and the quality of reading comprehension. On the basis of this model, tables like the
F2tf26Ay3 INB LINRPLRASR F2NJ GKS RAlFI3Iy2ara 2F ad
where numbers of wordsgr minute for each level of school are standardised and classified in

grades according to the spe€fi

133 Ministry of Education (2008Manual para la elaboracion déllan de Mejoramiento Educativo (SEP)
[Handbook for developing a Plan for Education Improvement (SEP)]. Santiago: Ministry of Education, p.
8.

1341bid., p. 5.
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Year 1 Year 2 Year 3 Year 4 Year 5 Year 6 Year 7 Year 8

Very fast 56 84 112 140 168 196 214 214
Fast 47-55 74-83 100111 125139 150167 178195 194-213 194213
Mid-high 38-46 64-73 88-99 111-124 136149 161-177 174193

Mid-low 29-37 54-63 76-87 97-110 120135 143160 154173 154173
Slow 22-28 4353 64-75 85-96 104119 125142 135153 135153
Very slow 21 42 63 84 103 124 134 134

TABLE 3radesand thresholds for reading speed in SEP law.

Similarly, in a document that provides guidelines for the assessment of reading skills in
the context of SEP, many pages are used in describing how to measuliag aloudquality
andreading speedwith exampes taken from the work of the foundations mentioned above.
The example provided below illustrates the simplicity of this idea of reading, where the text

that is offered has no coherence, and all that is assessed is the quality of oralgeadiell as

the reading spe€eld®.

Reading Mastery TestsFundar¢ Form B
Register sheet Year 2

Name of the child: Date:

School: Group:

| threw the mayonnaise.
The dog hides a bone.
Grandmother sings.
The pigeon looks through the window.
The candle goes out with the wind.
The wizard dances happily.
The fairy gets through the chimney of the house.
The wind moves the tree branch.

Oral Reading Quality: Time: Min. Sec.

L [ |

Observations

FIGURE 2Example ofeading speedest.
Conversely, in the same document reading comprehension is left feg ojen and is

dealt with in ony 2 of 16 pages, mainly through table of the skills to be measured. The

135 Ministry of Education (2008PDrientaciones para la evaluacion de aprendizajes en dominio leddor
comprension lectora(Ley SEP)Guidelines for the assessment of learning in reading mastery and
comprehension (SEP La®ntiago: Ministry of Education, p. 8.
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majority of indicators (7 out of 8) are related to a rather passive idea of the reader, with the

exception of one dedicated to argumentation.

3.6. The attempt for consensus and further confusion

Beyond the UCRhen, there are other approaches to assessment that circulate in the
system and compete for predominance in the discursive space of education. It must be noted,
however, that there is some dege of awareness on the part of the Ministry in relation to a
potential inconsistency of messages. PA3 explains that:

Wy Hnnc ¢KSYy L 2dzald o60S3ty g2NJAy3a G GKS aiyara
internal one, in order to respond to thisuss[] the level of[] information available on
aaSaayYSyid AyaARS GKS RAFFSNByGX LI NLIa 2F GKS
huge. Then you put a document in the system and you have one idea on assessment, then you
(manage) another documeraind there is another idea on assessment, so, in 2005, 2006 there

is an attempt to unify and to sif] the different heads of the Ministry to try to define some of

the common features about assessnerfd

The lack of consistency leads different units of tiinistry (UCE, DEG Basica, DEG
Media and CPEIP) to meet in 2006 with the aim of establishing an agreement on what they
were to promote through their policies in relation to assessment (MINEDUC, 2006). Their
consensus converged on AfL as the main perspedo be fostered and that common
perspective can be observed in different documents published by those units after 2006.
However, these documents are, again, hybrid in nature, as they add Assessment for Learning
while simultaneously keeping their prevewpproaches, which may have generated more
confusion than clarification.

For example, the 2007 document created by DEG Basica to support lesson planning in

schools there is an appendix which explains the principles éf°Aflowever, although some

136 Directorate for Primary Education (2007prnada de Planificacion de la Ensefianzaziml&2007.
Educacion Basicfleaching planning day March 2007. Primary Education]. Santiago: Directorate for
Primary Education, Ministry of Education.
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aspectsof AfL are mentioned, earlier in the text these share the space with lists of yes/no
indicators, and examples taken from LEM materials.

Additionally, the fact that AfL is treated in an appendix suggests that there may not be
a strong intention of incorpating this discourse about assessment. Furthermore, in this
section of the document there are various attempts to reconcile AfL and external testing
systems, even though this idea is contradicted by most research evidence about the
relationship between th two modes of assessmentee Chapter)l The quotations below

illustrate this attempt:

WX0 AG A& LI NIAOdz I NY & AYLRNIFyd (2 dzyRSNRAGI YR

or quality is, as it allgws for responsibilising and for committméeairning progress knowing
gKFdG Aa SELSOGSR 606020K Fta | adGddzRSyd o0ST2NB
assessmen}d

Whe information that is used to reflect upon strategies and lesson plans would be collected
through different meansfrom the classroom itself to external assessments, such as Sf¥ICE.

Similarly, a document with the same purpose from DEG Media contains many
instances where the approach to assessment seems to mix discourses from standards and AfL.:
Wo inform student@bout the performances that they are expected to achieve, to work with
them around their own forms of learning acquisition, and their skills and attitudes
development, will helphiem to understand and internadishe standards of quality that they
are requred to achieve and to judge their own effo¥.

Wollection of evidence, through different assessment instances, allows the teacher to justify
his/her assessment judgement about how much students know, know how to do and how
much they value what they ddhis information allows for analysing with other teachers or, in
some cases, with parents, the results obtained and also for magking.

In this document, the section on assessment is the final one and AfL is not referred to

as Assessment for Learningtlas Assessmemf Learning, a concemenerally understood as

opposing Assessmefir Learning for a review of this contrast see Lee, 200Vhese are only

137 |bid., pp. 3637.

138 |pid., p. 38.

139 Directorate for Secondary Education (200B)tnada de Planificagidy Disefio de la Ensefianza Enero
2007. Educacion MedigTeaching planning and design day January 2007. Secondary Education].
Santiago: Directorate for Secondary Education, Ministry of Education, p. 61.

1401bid.
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two examples of the documents that began circulating at the regel of assessment policy
(Eccbstone, 2000), where the attempt to provide a more coherent message around
assessment became a hybrid mixture of existing discourses, which did not resolve the
contradictions of the system.
Teacher@esponses when asked about the consistency of polieyveostly distribted
between those who recognisihe existene of multiple parallel policieghose whothink it is
always the same policy with different names; and thosbo observea high level of
contradiction in the assessment policies of the Minisffhe first perspective is illustratday
the following quotation fromParticipant 11, an experienced Mathematics teacher:
Uhterviewee: Yes. That feeling that, suddenly one thing arrives, ok, this is like the novelty of the
year and then some months latanother one appears, yes, there is, there is a bewilderment,
there is a bewilderment.
LYGSNIBASSGSNY ! yR K2g R2 @2dz YIFHylF3aST K263 K24 XK
LYGSNBASGSSY hyte I oA (] rebli bka @sgh, Rithlregighationf IA 1 S | «
mean[I YR & S8 S\FFdzfA (e | LILX & AdG yR AF y23zX 6S R2y.
A& g K

LYGSNIBASGSNY ¢KIG A& @2dz GNB G2 LINR2NRG
Interviewee: The one that interests us more, Qes.

S I

Participant 4, a recently graduated primary teacher from a rural school, represents the
perspective whee rather than multiple parallel policies, they see contradictions:

Wotparallel [policies] 6 SOl dzaS GKS Sy dANB O2Manistenckss RSRA O
yes.Despite it is only one themehyit is stupid, because tre A y A Suipd&dBs@ Zoms and

GStf dza GKFIG 6S OFyQiX GKIF (G grelatedMdionsia® suBn2z { 9t
6X0 GKS& GNB G2 YIS F tAGGES RSYFYR 6X0 gKSYy
Now they are trying to get back from something that Cotam@6n did and there is a huge
LR2EAGAOFE LINRPOESY 6X0o

6 X0 ¢KAy3Ia 3P thereka NBtribdiéh@haideg Bidwe read them because we

lift our head up and take them. Bitd KS O2f f S 3dz8a R2y Qi R2y QG KI

and can liveperfectly a schoojear [[¢ A 1 K2 dzii 1Yy 26Ay3 |ye@iKAYy3 | 02 dz

remain detached fronf] EVERYTHING that happens, cool, if you want to come, do your hours

YR €SI @S yR Llzi GKS GKNBS YIN]a a®QF dasS & 2dz |
A common feature in the two responses is the way of coping with government

policies. In both cases, and as a common feature in the majority of teachers interviewed, there

is a sense of policy as something external, something imposed and thataswayts relevant

to their work and their contexts. They manage by selecting the most useful policies and
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ignoring the others. There seems to be a wide variation in the degree of freedom that schools

allow in terms of just how compulsory government policae. As Ball et al. (2012: 69)

comment:

W¢KS GSIFIOKSNA FyR 20KSNJ I RdzZf Ga KSNB INB y24 ylI
and they manage, but they are also tired and overloaded much of the time. They are coping

with both what they see as meargful and what seems meaningless, often satfbilised

around patterns of focus and neglect and jostling uneasily between discomfort and
LIN) AYFGAAY 000D QO

3.7. Summary of assessment discourses of the period

As part of the installation of a ndiberal framework in Chilean education, assessment
becomes an important governance tool. The supposedly decentralised system that devolves
power and autonomy to schools is called into question by the use of these mechanisms to
steer schools from a distancegiven the absence of the repressive mechanisms that
characterised the previous perio@he effectiveness of thegechnologiescan be seen in the
testimonies of teachers around PSU and SIMCE, in terms of the pervasiveness of these
instruments in their profesenal practice.Consequentlyas much as they would like to work
with the pedagogical intentions of the new curriculum, they see themselveforasd to
comply with highstakes assessment systems, which they do not perceive as completely
consistent with tke curriculum. Likewise, at the school level, the predominant discourse is that
of marking, and the motivation of students is determined by the promise of a number,
whatever its meaning idiscourses on certification, reporting and selection that charasger
the social aspect of assessmethus, remain hegemonic in this period, with the added
element of the visibility of numbers through competition.

It is in the context of thiganonicaldiscourse on assessment that roanonicalideas
on pedagogy and asssment are inserted in the polysystem and struggle to reach its centre. In

these conceptswhich in many aspects resemble previous attempts of refdlm,learner is
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the focus and education is aimed at the development of critical thinking and parti@pati
citizenship. Cognitiveonstructivist models and aspects of a sewiitical model are promoted
along with more formative approaches to assessment, including AfL. The policy documents
reflect in their palimpsests the ideological conflict of the timeeifmultiple contradictions
portray a functional application of cognitivanstructivist and formative perspectives by
adapting them to nediberal policies in education.

The standards agenda and its development also reflect the tensions of the period.
They are initially considered to be oppressive and homogenising, and negotiation results in
their becoming more oriented to formative classroom assessment. The hybrid created
between AfL and Progress Maps also indicates the way discourses on assessmenbéad to
negotiated in order to soften the education ideologies of both approaches.

In summary, three main discourses on assessment are found in the period: the
canonical one represented by assessment as control through numbers; the marginal one
represented byAfL; and a standards discourse that aims at reconciling them. Additionally,
mixed discourses are promoted through instrumental approaches to teaching, where the
approach is not a priority and is imposed to teachers throughdasigned kits. The lack of
clarity from policy authorities about the approach to be promoted generates confusion and
role conflict in practitioners, who are trapped between functional and emancipatory ideas of
assessment and pedagodsigure 23represents how the assessment discowsd the period

are embedded in wider ideological struggsund education and society.
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Centre of the polyststem Margin of the polysystem

Neo-liberal ideology . A : = Left-wing ideologies

Assessment as AfL and formative
control through approaches
numbers
Standards in their
Standards in their negotiated sense
initial sense

FIGURE 2Representation of discourse struggles around assessment in the period

4. SYSTEMS AND ACTORS DURING TRIBCPEHOW DISCOURSES CIRCULATE AND
STRUGGLE

Now that the discourses around assessment that circulated in the period have been
identified, the reminder of the chapter will explore, drawing on data, the systems and actors
involved in the circulation of thesdiscourses, and the way they interact in relation to ideas on
assessment. First, the complex interactions of the Ministry of Education and its embeddedness
in political and popular struggles are explained. Then the role of the different types of local
authorities in the Chilean system as well as the way they interact with other systems is
described. This is followed by a characterisation of the school as a system and of the
interactions between its different actors as well as with other systems. Fittayaried roles
and responsibilities of universities in the functioning of the polysystem are accounted for. The
separate explanation of each system or actor is purely for the sake of clarity, as all of them are
understood as being in a complex network iateractions. An idea of the systems and

interactions as a whole is provided at thedeof the chapter (see sectior).5
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4.1. The Ministry of Education, general politics and people on the streets

According to the policy authorities, there are four overang units in the Ministry of
Education with responsibility for pedagogical and academic decisions (there are other units
with a more administrative function). These are tH€EDEG BasiGDEG Mediaand CPEIP
As seen above, they do not hold the samewden assessment and arssalsubject to political
change. Tie image of the Ministry as a single actor or authority with a monolithic point of view
and a coherent set of goals, iherefore,contested by the data. Furthermore, each of these
units containdnternal disagreements and sulits or programmes for which different people

are responsible.

1 The UCE

The UCHs composed of thanit for curriculumand SIMCEAs seen in section, he
unit moved from an absence of perspective on classroom assessmdrd predominance of
formal regulations to the adoption of confusing approaches through Programmes of Study,
and finally to embracing Assessment for Learning. SIMCE was always focused on standardised
testing and moved to the connection between testing aséhndards through levels of
achievement. Both units seem to have worked in isolation from each other, except for some
formal procedures of test reviewing and similar activities, until the moment where the two
parallel agendas of AfL and standards were cetimg and, thus, decisions had to be made.
However, the relationship between the two suinits is described by policy authorities as a
good and constructive interaction, mainly facilitated by the person who was the national
coordinator of SIMCE until 200BA2, for example, indicates:
We had a very] goodpersonal relationshifj with the people from SIMCE generally and with

the head|] of, for a long time, [name dflead of SIMQEluring, then, they asked things from
me, | asked them things every oncaaimhile,[ 42 A0 6l ayQidz L ¢g2dA R al &
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YR ! F[ (GKSe& 6SNBEzZ ¢6SNB Ay(iSNBadSRXagopdi SNBEAGSF
St ¥l

None of the interviewees characterises the relationship as negative and the
coordinatorof 8 a/ 9 A& OKLF NI Ol SINANNSRI AGES betamseSHi ey '8 YINIED
Masters degree from a university in Englamtere is an implicit judgement here that assumes
England to be naturally priormative assessment. Despite this good relationship, Pssgre
Maps and Assessment for Learning are perceived as two parallel policies that eventually began

to compete. PA1 explains:

WYy GSNIBASHSNY 6X0 ¢KS allLla a | LINXftftSt LRtAaAOe
G2LAO 2FX

Interviewee: That means tlgeare born as a, like more in the centre. They are born, not just
NBYIFIAYy> o0dzi GKS& IINB 02NY la fA1S 6AGKE GgAGK |
LYGSNIBASSHESNY X Y2NB &adzlli2 NI X

Interviewee: Yeah, | mean, in the first place because they originate in SIMCE, by far, the most
important LJ- NI 2F GKS odzaAySaa gla {Lal/9d 6X0 ¢KSYyY
speaking we started making levels of achievement. And the Australians say, well, if you want to

do things right, you have to do Maps. Then the Maps, so to speak, are humb&dapseare

subsidiary to the levels of achievement, they are number two, no, AfL is like four or five steps
f26SNI Ay (GSNX¥Xa 27F3 2[Fultinielyf, ivle®Maps adzMdare fihidhedd 6 X0 ¢
and materially visible and everything, like AfL hasst (G KFd Aax L¢ /! bQ¢ &
articulating [with Progress Maps<).

In the context of this struggle, the final decision is towards a hybrid version where AfL
becomes a theoretical framework for standards in the shape of progress maps. As seen above,
this integration is seen by some policy authorities as forced and in tension, while for others
such as the foreign expert this union does not seem uncomfortable:

Yt was lovely too to create something from scratch and to see how it ended up linking with
samething that had far more weight, far more resources, far more, projection as well, but that

gla |y StSYSyid GKFIG KSfLISR (KAaX (GKAa G2 SEAA&CL
(wrapped) Progress Maps in its own, but the two paths gatheredl laiink it was a nice

gatheringb Q

AfL is generally characterised by the interviewees as a small and more experimental
project in the UCE, and that made it always difficult to sustain. This is due to the lack of

support from the political sector. PA3fegsto the Congress in the following terms:

Wi ¢l a LINBaSyGaSR (2 GKS /2y3aNBaaz Ay {GKS bl dAaz
giving growth to the assessment line. However, alwhifze item[] of Assessment for Learning
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was lowered. Asinthb G A2y Q&4 0dzRISGE HKSNBE GKSNB FNB (KA
Learning was lowered. (...) Then there was neither a political support of, about the ap@oach.

Similarly, PA1 refers to the lack of support from the Congress Finance Commission
when a gries of coordinated initiatives were proposed in order to articulate AfL, Progress
Maps and curriculum, which involved, for example, professional development and new
Programmes of Study. When asked about the lack of support when the budget for education
was discussed, she explains:
p221= o0l aAi Olhf dvantually StGvasizd@iisteréf] by UCE and] Finance]]
AYONBFAaASR ! /79Qa&4 NXaz2dNOSa | 20 F2N) 6§KS ¢SEG0:
curriculum finally in the, in these, in 262610 but always subordinate, because people from
Finance was quite antiurriculum and found that, for example, the Maps were a foolish thing
[] and that they were no contribution and why more things from curriculum when curriculum
the only thing they hadlone was to harm everyone. Th@nthe dialogue with them was
complicated, then, what w§l LINBa Sy i4SR a AyONBIlIasSz GKSe& yS@Sh
AyadlyoSs ¢S RARYQUO KI®WS NB&a2dzZNOSa G2 LINAYyI oYl
¢ 2 FdzNIi KSNJ A &0 ddkBNANGttii el aYfiitte AFdance IQymisgion, PA3
refers to the difference in budget between the UCE &miacesanother unit of the Ministry in
charge of providing and motivating the use of ICTs in schools:
'(...) | remember[] that the Unit of Curriculum had a Hget of 600 million pesos
[approximately £762,776.15] each year and the Enlaces programme, to geflavateEnlaces
projed, (the only thing | remember) (unintelligiblghat at the end of 2008 they had like
surplus,[] resources the state provided atitht they didn't get to use, they had a surplus of
500 million pesos [approximately £635,656.30]. (...) THehe amount of resources that [] the
Sate used to give to the Unit of Curriculum versus what the implementation of a programme
costs didn't caelate.’
It is clear then, that decisions on assessment policies are also related to political
actors. Politicians decide to give more funding to certain initiatives, like SIMCE, and they
continually cut the funds for more formative, classroaentred rdorms, such as Aflln this
sense, all the actions of the Ministry as a system are subjected to political deciaking in

the Congress. There is a vertical relationship between these systems, where political agendas

define which are the reforms to be ppremented.
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1 DEG Basica and DEG Media

The UCE also interacts with different units of the Ministry, each one with its internal
logic and priorities. The relationship with one of these uridEG Basicas characterised as
one where there is discussion adbagreement but consensus can eventually be reached. PA1
explains:
WX0 (KS 5A0AaA2Y ol ae GKS Y2NB[ ke ¥oorSES |
a Y

a
9[!. hw! ¢95 RAaAO02dz2NES w2y laaSaavySyiuez GKSy GKS
and, bu they finally adhered to the idea [meaning AfL].

y

(
According to the foreign expert, the relationship was dependent upon who was there

to interact with. Different members of the unit are portrayed as collaborating in disparate

ways when meeting with membsrof the UCE to discuss about assessment policies and

discourses. She indicates:

WAGK DSYSNIf wWS5AGA&AA2Y F2NB .+t airAlOlF FyR aSRALF A

very related to who was there, there were good moments, or better moments, andhbre

were some moments when we crossed Alameda [the street where most offices of the Minsitry

are located] back with [name of PA1] | remember in a meeting, in general, that we had to face

I £t S@St 2F YIRySaa GKIFIG ¢tndG L R2Yy QG (y26 K2g I
With the 2008 change of administration indicated in previous pages the relationship

changes again and the interaction becomes more difficult, as perspectives on assessment

become more divergent between the two units. PA1 observes about the dialbgiesen

units with the aim of agreeing upon a perspective:

W ¢S gSNB 2y GKIFIOGZ 2y OGKIFGX L o yign DEKIked A G &t

it followed another path, | mean, there, there is the story of the arrival of SEP and SEP with

[name of the new director of DEG Bésica] like there is also another appibach.
CANEBGS (KS AYGSNYlt O2yiN}RAOGA2YA FylFfaasR

reveal potential internal differences. Secondly, the variable relationship with UCE, degendi

on who was there and to changes in administration, reflects a very disparate e are
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elements then, that allow for the inference that the internal relationships inside this unit are,
to say the least, complex and divergent in nature.

In DEG Med the interaction is described as directly conflictual and difficult by the
two participants that had to be more involved in the interaction between units of the Ministry.
The initial connection came about because the foreign expert required schooé fioitial
small pilot of the project. The way thigassolvedwasthrough internal friendships inside the
Ministry, specifically between a member of UCE and a member of DEG Media who was in
OKINHS 2F | LINRINIYYS 7T2N OJd2yzSenohdary Schoal®dKk2 2t a O
Alll. Both PAL1 and PA2 recognise this more informal connection as the reason for piloting AfL
with these schools. Policy authorities refer to these informal channels of policy in other parts
of their interviews. They are relatedbt only to friendship but also to rumours and histories
that circulate outside official meetings. PA3 observes that sometimes decrsa&ing in
SRdzOI ( A asyquittigvia® O@ dedigions¥hade by a few people and many times on, on
the basis of lat minute decision making [laugléstP

PA1 characterisekiceo para Todoas a programme in tension, tensions that also
I FFSOGSR GKS ' F[ LAf20 FyR SR G2 GKS ¢g2N) 27
explains that all these tensions areual to internal conflicts between three different
programmes of DEG Media, includibigeo para Todgsvhich were in a permanent state of
struggle. PA2 explains the tension in the following terms:
P AOS2 LI NThere \gef Rifferedt Xidads [, thereeie some that were keener, they
wanted to help, but well, the system sometimes, uh... it was difficult to mobilise, or the
directors or the school owners, that was all VERY DIFFICULT, always, it was constantly difficult.
Uuhm, but within the Ministry | wadd say that with some administrations... with certain Heads
Al 6l a LINBGdGe FI22R YR gAGK 20KSNJ KSFRaz Al gl
but when we sat at a desk to get something out of it, a document on assessment, there he/she
said @2dz (y26KZ GKAa ¢éla Ffft OSNB fAIKGEZ 2N Al
anythingd Q

CKAA ljd2il A2y O2yFANXA (KS AYLINBMGaAaAZY 6K

documents that the agreement on AfL as the main approach is more a facoaltd than a
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deep commitment from the Ministry to this discourse on assessment. DEG Media, thus, is
portrayed as a unit with an important degree of internal conflicts and differences, which in
turn generates problems in its interaction with other unit®aking their work difficult.
Furthermore, as in the case of DEG Basica, when changes in administratipaliag begin to
happen in 2008DEG Media also experiences some important shifts in its policies. In the words
of PAL:
When [DEG] Media [fconfusing and conflicted, the dewgiment of [DEG] Media policy. hiu
and then wher] this turns into, not in Liceo para Todos, it coincides also with Liceo para Todos
is being torn apart as a project. And, litamges then with SEP [since 2PBLiceos Pridiarios
[Priority Secondary Schools] as a programme (unintelligible) for focalised intervention it ra,
radically changes. Then everything, for example, the Nivelacion RestitutigtorfRiee
Leveling] programme,hy is taken out and all the more pedagadiproposal of this thing is
thrown by the windowQ

That is why she adds in another part of the interview:
We never ACHIEVED that dialogue with [DEG] Media. Like, even, | mean, [DEG] Media had
been ourfirst ally for AfL and then fothing, [DEG MedigRA Ry Qi LI NG AOA LI GS S@¢
were zero dialogue with UCE.

As shown in the excerptJang with the internal conflicts, DEG Media is also subjected
to the same political shifts as DEG Basica, which changes the level of collaboration between

units. A@in, the 2008 political shift seems to be a move where pedagogy is less of a concern in

the context of more instrumental and more performarogented models.

1 CPEIP

Finally, the unit of the Ministry historically in charge mbfessional development
programmes throughout the countryCPEIPis also mentioned by the interviewees as a
relevant subsystem. The initial relationship is characterised as conflictual by three of the four
interviewees, although not in the same terms as DEG Media. The strugglésheslated to

power and the functions that define each unit. PA4 explains the conflict in these terms:
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WX0 6KSYy !'F[ o0S3ly (G2 3INRs: GKS tNRFSaarazylrf !
KSesx Al Aa !'{ 6K2 I NB ngvﬂcfbrNéﬁtSthy i2 the cin®uUlUK SNE Q L
dzy AG izt t Ay3a GKAA fAGGES OGKAYy3 2dzi 2F QIKS &af SS¢

As a patrticipant in policy from a university, PA4 considers that her mediation of the
conflict was important in arrimg at an agreement, a judgement that is supported by PAL.
However, once the conflict is solved and CPEIP decides to incorporate AfL as a requirement for
many of the courses they funded as a way to spread the approach in other institutions, the
relationshipis qualified as positive by PA1 and PA2:
Wnd | think that the big allies there were the people from CPEIP, people from CPEIP mad know
[AfL] through [name of PA4]hm, who had also been very supportive of this thing, because
she started working (unintégible) with [name of PA2[J(1 KS& gSNB OSHEO tAlym S NS a i
WoXu Al L& I yAOS Y2YSyid 6A0GK | INBgAYy3I NBfIQ
they also wanted to install capacity in other universities and then when they had tcenlo th
O2dzNASa (GKSe Glrf1SR (2 LS2LX8:6w1®y o6l yiSR GKS
Despite this perception of a constructive alliance between units, PA3 and PA4, who
work closer to practitioners and, thus, have to work on the approach with teachers, express
some caveats about the level of understanding that people in CPEIP had about AfL. PA4

attributes this fear to UCE:

WX0 /toLt Ay 02 NlieNtrinsSoRrefdrehde, bithg UQE K/&s XeryXcigar that
it was going to be aff integrationthatf  O1 SR F2dzy RIF GA2y > o6S@ dzasS ! ¥]

PA3, more indirectly, observes a low level of understanding of AfL in universities that
were not involved in policy enactment with the Ministry:

Yt probably has to do with this, this being ang@, agame that in the long ten [] is like a thing

of ministerial guideline, it acquires market characterisfict is a product that is sold to the

system, it is not something that is clegrfirom economic interests. In that line, then, a hybrid is

made, lybrids that have to respond to the demands of the marKegnd that also have a

name that, that can sell. What does this mean eventually? It means, of course, the name
Assessment for Learning pait [] in the academic offers of the, of the institutiors fthe

teachers that are in the system, but when one reviewg[jtlpoposal, the content inside the
programme[JA G Qa4 YdzOK Y2NB F20dzASR 2y QiINIRAGA2Yy I f SR

Although it began with a conflict of power, a relationship of collaboratiwas

developed in time between the curriculuomit and CPEIP. However, there are doubts about

27¢



University of Oxford
Department of Education
D. Phil Progname

0KS RSLIIK 2F /t9LtQa | R2LIGAZ2Y 2NJ 02NNRBgAy3ad 27
about the extent to which its involvement promoted a superficial, reédriented adoption of

the approach in universities rather than a leteym deep enactment of it.

1 The wider public

It has been said that politics is one of the systems that intersects with the activities of
the Ministry and affects them. In fact, thesdth of AfL as a policy is due to politics, firstly
through its absorption by the standards agenda as a way to sisdviack of funding due to the
decisions of Congress. Survival involved also receiving some funds from CPEIP to overcome
basic difficulties such as printing materials. The definitive ending comes later, when AfL
disappeared as a policy after the new Conservative government came to power. However,
there is another external actor that policy authorities recognise as influential in their \wask.
a2YSiAYSa NBFTSNNBR (G2 Fa WikKS LIS2LX SQF WLzt A0
perceived by policy authorities as observing their work and criticising it, as well asgput
pressure on their decisiemaking processes.
PAL1, for exanple, indicates that after the change of Minister the work of UCE becomes
increasingly isolated and uses the metaphor of being inside a bubble to explain this state. In
this context:
@ X&) bubble inside the Ministry, | mean, a MinistryXsiibjected td] contingency and that
afterwards TAKES A STAND for §Etally different from this, and this bubblg also is
delegitimised in all this, | mean, neither, | me@nit lacks roots and everythindyecause
people from outside see that, thatthe thinR2 Say Qi O2y Hi KBz R2¢RAG8EES
this may have some value, bybnly] to a certain extent you get it?, they accumulate rage
too. Then,iDa | o0 A0 f A |dSlegitimied @ KS STFF2NI Aad w6
There is a perception of people looking at podl actions from the outside and

judging them. They are seen as a collective actor who evaluates the legitimacy of a policy, who

is able to detect inconsistencies in it and to react emotionally to this. Similarly, PA3 connects
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the social movement for ediation that began in Chile in 2010 with a general collective
perception of lack of strong decisions from those who bear power in education:
WKFGQa Fy AaadzS t inyhR askessinénh pyotesst, iiappSnedi VrSryained
finally [], the discarse remained thrown, is a discourse, ghth the hands of the good will of
those who want to generate real changésd this is like[] a point, of public policy design
GKFG YlFLeoS KFLa G2 R2 fa2 6A0K ¢gKIF{GQanoaz2Aay 3 2
strong convictions from[], those who at some point have hafl the power to make
decisionsd Q
I'IFAYI WGKS LIS2LXSQ A& asSSy +a I+ ONRGAOIf
SRAzOF A2y LRfAOe YR A& | 3FAYyEIOIEKS LYINSEdzAYIS3 2
from the Ministry. This actor, although amorphous and abstract, is seen as a very powerful
one, who can impede policy to advance or determine the direction of policy. For instance, PA2
doubts that the new government will be able to douch in education given the general
discontent:
Well, and what are they all at now, | have my doubts they will do anything, as in twq years
R2y Qi 1y2¢6 o¢KIG GKSeQff R2 gAGK GKS YSaa GKI
[laughs]; | think there ae other pressures that will become a priorignd[J that it KS& Qf f F
iKSe8 R2y Qi KI @S GAYS (G2 FAYA&EKD® L &adzaLISO0
The activity of the Ministry is seen as embedded in the struggles of politics and the
judgement of citizens, dith affecting policy development and the chances of new discourses to
circulate in the polysystem and become canonical. Along with this general and more abstract
idea of a collective mass with its own demands, there are other moments in the interviews
where policy authorities seem to refer to a more restricted collective, that is, the educational
collective which seems to include all types of education practitioners. The example mentioned
above in relation to the pressure exercised on the UCE to changegation for promotion
in primary school, illustrates how this actor operates. After the controversy, PAL refers to the
NBYFAYAYy3a AYLINBaaAz2y |Y2y3d WGKS 02ttt SOGA@SQY
Y R2y Qi [in/pidic opifich the idea remainedike this government had put ¢h
automatic promotion although automatic promotion came from MUCH, much earlier, | mean,
[] is really NOT like that, | mean, likeemained in the environmenthat this government had

put [] automatic promotion and that, then when thesé grade [SIMCHsults in 1999 come
one of the issues that is raised as well is why this regulation, this d¢s@§ pernissive and
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GKFG GKS adlyRINR Kra (2 ®S NIAaSR Ay GKS | aaSs:
Ly GKA&a OFraS:z GKSNB Aa Fy BoadaNBCHaQzt o800k
expert and professional one. It is the perception about what practitioners think of policy and,
again, this perception is given importance as decisions are made on the basis of the pressure
this group can put on policy processes frémeir experiential knowledge. Similarly, given the
final absorption and disappearance of AfL as a public policy, PA3 refers to its discourse as
something that at least somehow spread as an idea:
What Assessment for Learninghiscomes installed, is inatled in, in the collectiveand is
installed[] because of what was possible to seed in that process, as materials, as a discourse,
Fa Iy @RSI o0X0o
LY t!oQ& LISNOSLIA2YTX GKSNBF2NB>S FfiK2dzaAK LI
discourses remainirculating in the system, carried by those who were involved in the process
and felt convinced by and committed to the approadfetin a different moment of the
AYOUSNIBASGIT t! o 20 aaSoherSadlectivekandiabsiwactb®t paiverfal oy Q
impedes change because of its permanent hybrid contradictory state and its lack of
commitment to a specific discourse:
What [] gap between[] the complexity that classroom processes have and all these metric
models and stalardised assessments generat#, anenormoustension, then at the end of
the day a hybrid is generated, a hybrid that reflects the diversity, a hybrid that, a hybrid where
ways of leanA Y33 Ydzf GALIX S GFfSydaz F2Nxya 2F SOARSyYyOS
performance, tle situations where children camovideevidence of their learning are, are, are
referred to, but simultaneously has all the pressure of majiran assessment that is very
202S0GABS: OSNE NEHekystenl B2 § ¥ RQ & S &l thadd gap, AridIOR & XB a a
R2SayQi gy 2 RSIE gA0K Alod
In this case, the system seems to be the education system and not the general public,
as the problematic aspect is related to those involved in creating and enacting assessment
policy. This actor is seen asviteg responsibility for change, and as embodying the absence of
a definitive decision about which discourse on assessment should predominate. Interestingly,

this removes responsibility from policy authorities and situates it in a place abstract enough to

avoid blaming, a place that in other points of the interview is situated concretely in schools.
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In brief, there seems to be a perception among policy authorities that they are
situated in a larger context, where there are different voices and perspedciiveggling with
each other. Their attitude tends to be more resigned than active in this context, as they react
and vyield to the demands of collective actors without sustaining their perspective very
strongly. They choose negotiation and hybrid discoulagtsthey do not necessarily assume
responsibility for the results of this compromise.

Before summarising what has been said about the Ministry as a system, something has
to be said about the foreign expert as a figure in this context. The uncriticalicstiwith
which her decisions and advieere followed has already been referred to. However, her own
perception ofher role in the whole process reinforces this tdpwn relationship towards the
new context to which she has been invited. She uses the phetaof the lightbearer many
times and portrays the new context as a place in the dark in relation to assessment:

Unterviewer: But from your perspectiighow did you understanf] your role there?

Interviewee: ...[ 2212 LQR &l @& |fo\vg|ﬂ a@va(renésfg’, Sﬂ\pﬁqti@eli,n@he opeO K

2T OfFaaNe2yY ldaasSaayYSyuxXx |ftUSNYyFuoAQgSE L YSIyZXZ |
cranny one could open it was already, light entefed.

This feeling of briging new and unknown ideas seemeatso to generate in her
feelings of working alone or of sailing against the tide when she denominates Aftheas '
project of thecrazy womanmeaning herself, or when she says how she felt she was perceived
in the Ministry:

‘I am the Quixotdike gringg with a topic that... doesn't have any priority, doesn't have any
priority, I mean, the thing continues year after year in the same way, they don't need me
neither this idea for the students to move to the next level from one year to the next and the
systemto work like usual.

Sheseesherself not only as a cultural foreigner but also as an outsider in terms of the
assessment idcourse she promotes.dl more bottomup approach to policy development
and her discourse on assessment were attempts to inserhaaginal discourse into the

Ministry. On the other hand, there is some degree of messianiepsetieption, in how she

sees her role as crucial and illuminating. Her perception about the work she did on the
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International Baccalaureate seems to be simiershe defines herself saying slas the gold
standard for 6 yearsn their hierarchy of moderan. As can be read in sectiotB4 teachers
know, try to use and believe in many of the principles of AfL, even if they have not classified
these practice under the name of Assessment for Learnifite perception of their state as

one of complete darknesstherefore,seems a little exaggerated and highlights the need for
further research on how experts and ideas travel.

Figure 24llustrates the complex dyamics of the Ministry as a system, as portrayed by
interviewees and inferred from analysis d@dcuments. There are four units interacting in the
context of assessment reformBirst, UCHas two subunits related to assessment discourses
(plus the textbod unit, which also provides assessment guidelines and examples in their
materials): SIMCE and the curriculum unit. SIMCE has been historically in charge of the area of
assessment in terms of the standardised periodic testing of the curriculum. The aurnionit
has sent different messages on assessment to the polysystem: through decrees and
regulationsfocusedon the social aspect of assessment; through programmes of study, which
contained hybrid messages about assessment; and finally through the adagtiafi.. Both
units react to poor results in TIMSS a8tMCE and import policies with the support and
guidance of foreign experts. In both units the relationship with the foreign expert is portrayed
as vertical, as his/her opinion is hardly questionedpjicy authorities. Their decisions or
suggestions, irrespective of the justification provided for them, are highly respected and taken
into account at the local level. Both sulnits begin developing parallel assessment agendas,
namely AfL and standardahich struggle with each other despite the good relationship that
SIMCE and curriculum had after 2006. Their interaction finally leads to a new hybrid discourse

that mixes Progress Maps and AfL.
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This commentary is restricted to UCE, but each unit of the Ministry has also its own

internal contradictions andlifferences, as can be inferred from the confusing messages from
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FIGURE 24&Representation of the Ministry as a system adaag to available data.
In the case of UGEPEIP the relationship changed from conflict to collaboration,
hence two types dfnesare used.

DEG Basica; the conflictual relationships between thewuts of DEG Media and between

DEG Media and other units of the Ministry; the initial power conflict between CPEIP and UCE in

relatiz y’

experience after the SEP policy, which in many cases change the orientation of the project of

(2 GKSANI NRES Ay G(SHOKSNBQ LINRPFSaaArAz2yl €

some units and subnits.

These already complex gractions do not happe in a vauum. They are

interconnected with Higher Education Institutions who collaborate with the Ministry and may

have their own ideaabout assessment (see sectio4. They also interact with foundations

owned by enterprises or religious groups orlipcians (or a mixture of these three), which

become particularly important after the change of Minster and the SEP law. Politicians are also
significant, they sustain a vertical relationship with the Ministry in the sense that they can

determine the lifeof a policy by giving more or less funds to it; and then there is the expert
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collective that reacts to policies and the general public, which also reacts to policies in more
political terms. Furthermore, the interviewees identify four units as relevanageessment
policies, a small percentage of the huge structure of the Ministry of Education, as can be seen
in Figure 25

Many other internal relationships and conflicts in the other units or divisions of the
Ministry may potentially affect decisions orssessment, raising doubts about tdpwn
models of policymaking where policies are designed by government institutions that hold a
consistent viewarounda single projectin fact, PA1 uses thraetaphor2 ¥ WG KS / KNRA &G Yl &
G2 RS&ONR 6 SmullifticBy obmegsagasiahtBniatives:
WX0 GKS ARSF Aa tA1S GNB y24 G2 KIF@S a2 Ylrye
communicatg] an approach, a view that constitutes system, where not all itsewetythingis
pieces isolated from onanother and that really was some sort obsessionin ,the end, o
because the; criticism was SO MUCH towards theadéa U KS / KNA a ungwtee GNBS2 |
aAyAauNE KFaXby2uKSNJ ARSI ¢

Clearly the Ministry could be understood as a polysystem in itadfi its internal
systems and subystems interacting and constantly discussing education and assessment, and
with its internal power struggles on the meaning of assessment. A dynamic polysystemic
approach contributes to the observation of the complexitpdaunderstanding of the

somewhat chaotic aspect of policy processes, subjected to discursive struggles and to changes

in time that affect and mobilise forces.
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FIGURE 2Representation of the different units and divisions of the Chilean Ministrdué&ion. The
ones in black are those mentioned by the interviewees as important. The intention is not to propose any
kind of relationship but only to illustrate the broadness of this system and itsgstems.

4.2. Local authorities

The decentralisatio of the Chilean education system involved transferring decision
making power to local authorities. The crucial role of these actors in the AfL programme was
experienced directly through my own participation in 2008 working with the Directorate for
Educaton of the Municipalities, which facilitated the implementation process mainly in
practical aspects. However, | recall at the same time a degree of disengagement from some
teachers, who felt obliged to attend the course because the order came from abmadisked
then that to some extent only the tegdown structure of the system could ensure that some
developments actually happenduit with no warrant about the depth of the learning process
that would take place in that contexThis reflects the concepfo af 2 OF f L2 6SNE Sy il
Chiean decentralisation processyhere rather than community power one observes that

Municipalities are administrators of human and financial resources and make dedisised
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on direction from above. This is probably lakto the origin of municipalisation in the context
of an authoritarian government structure (see Chapter Il1).

Although no local authority actors were interviewed for this thesis, teachers provided
information about the local authority role in relation teducation policies in general and
assessment policies in particular. The different types of authorities that work at the local level
depending on the type of school emerge clearly from these data. The following sections

expand on these differences.

1 Public schools

Public schools are the direct responsibility of Municipalities or Municipal Corporations,
whose role by law is to propose measures to implement actions and programmes related to
education as well as to administer the human, material and econaesourcesof the
education service (sedunicipalities LawN°® 18.695).

Most of the interviewed teachers who work in public schools are aware of the
presence and role of Municipal Corporations in relation to assessment policies. One of the
most mentionedaspects is the periodic testing carried out by Corporations, which for schools
involves receiving external tests that have to be taken by studerdgfarent moments of the
year. With only one exceptionhé opinions of teachers about these tests are positive, as
can be observed in the following illustrative quotations:
WX¥lye GAYSa ¢S R2yQliG S@Sy 1y2é UGKSY®D CdzNIKS
questioning[]t SGQa alre +y |aasSaaySyid Ay GKS YARRES 27
notye GKI G KI@S y24G4 06SSy LI aasSR &8Séx yR a2vYSaa
ok, you tell us what contents you have reviewed and elaborate the tests on that basis. Although
in our, we have had the experience, but not at THAT level of harasshaeassing, so to
speak, like in other municipalities, because in other municipalities they, they hit hard with
SEGSNYIQ 03aNAIROAXD yi wmmE al GKSYFiA0azx SELISNRS
P Andabout the assessments that come from the Corporation, | think thatareeyot always

pertinent to the school, as they [the ones who elaborate thésteme people, b, that are
beyond reality, all the schools of [name of the area of the municipality] are not equal, this one
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has a different performance than other schoolsgrthsometimes, | have heard from other
teachers, for example, that they complain that the, the instruments seem to them to be badly
designed, uh, right now for example they send us SIMGHe tests every month and
sometimes they are based on the old prograe, they are not even with the current
LINEANF YYSD ¢KSYy oX0 2yS KlFLa G2 0S NBGASgAy3Is |
tf2as8Sa GAYS Ay GF1Ay3 AGE FYR GKSY Ay>Z Ay (NRBAY
interfere more than, thawhat they contribute, a lot of interferendeQ 6t I NI A OA LI yi wmT
experienced)

Similarly to SIMCE, teachers perceive these external test®t consistent with the
rhythm of their practice, as they interfere with the flow of what they have planaed assess
contents they have not yet worked on with the studen®nnsequentlythese instruments and
their results become irrelevant to them, as they neither represent what they have done nor
what the students have learned. However, there seems to bepadown model of policy
operating in the relationship between school and municipalities, as teachers accept the tests
and feel somewhat resigned to them. They do not seem to envisage the possibility of
questioning the policies that come from Municipalitiehough they are very critical in
relation to their relevance, quality and to the way they take valuable time from their practice.
Participant 11 (experienced, Mathematics) goes further and hints the possibility of business
arrangements between Municip@lorporations and testing enterprises:
w2 YS AdQa odaAaAySaa o6Xo0xX GKSe 221 F2N az2yvySs
process, and now, | have the impression tinabur country anyone can sayh,wk,[] | make
tests for you.[] and they comeand they buy a system and then they apply it and then,
a2YSOAYSaAa GKS NBadzZ daQlF NNAGSs: a2YSiAYSa (GKS& R:

Participant 7, who shares the views mentioned above in relation to the irrelevance of
the tests and adds criticism dhe assessment of extremelymplex skills for the level of
students, also indicates changes in the agreed conditions for assessment:
WMow, sometimes, there are assessments that, it is true, in this case they say that is just a
formative assessment, ok?, and that they register davaetimes girls are misinformed, and
that is transformed in a summative one, and schools prepare for them, in the school were we
NS (GKS@& 5h bh¢ LINBLINB G(KSY 6X0d ¢KSe OKIFy3S

¢KIFiQa 6Ke& RATTS NBoyigithe NsBhaotizt ofi fnamé dEBhe ar&aSof the:
municipality]Q 6t I NOAOALI yi 13X . A2f238x wSOSyidfeée 3ANI R
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Similar issues to those related to SIMCE are replicated here at a smaller scale. The
pressure for competition and the threat of public punishmentgominate even when results
are officially declared to have no consequences. Additionally, the struggle between time used
in testing and in what teachers think matters is also apparent.

However, there are exceptions to this in the data. One of the teacters a public
school indicates that there are no testing regimes from the Corporation where she works at
(Participant 2, English as a Second Language, recently graduated). However she criticises her
school for the lack of guidelines and the isolation eddhers in their practice. She does not
experience these features as following from a policy decision of the Corporation or the school
to give teachers freedom, but simply as lack of care. Because of her insecurity about

assessment, shared by most teachassindicated above, she feels:

wioa b G2LAO0 GKIG Aa O2YLXSE G2 YSo ¢2 1y24 A

FEEL 60X0 LI NFYSGSNY LF GKIFIG A& NAIKKDdAAT U
among teachers the topic isSA § KSNJ O2YYSY(iSR 2y® LGOQa @SNE
€2dzNJ GSI OKAyYy3 ljdzhft AGe oXo0xX GKSY AdQa F G2LIAO
GSNE RStAOFGS>E &2 YdzOK GKIFG y2 2yS [/ hhke9b¢{ 2
SOSNRBOKAY3I A& WFHd 2ySQa RAaONBPIlke Dyiestandard. R R A NP
feel like that work is very isolated. Is isolated and complicht@d

KS
ﬁe

None of the teachers from public schools referred to a balance between control
through testing and freedom in their practice. They are located between the extremes of
excess of accountability and complete abandonment.

According to the intervieweesnother roleof the Corporation is serving as a channel
through which policies frorthe Ministry are sent to schools. Participant 7 (recently graduated,
Biology) explains how new policies reach the school:

Uhterviewer: Ok. Unm, and what happens with the policies that come from the Ministry, for
example, when something about assessmemes?

Interviewee: What, what happens is that from the Ministry the filter is put by the Corporation.
Interviewer: So, things get to you through the Corporation always.

Interviewee: Through the Corporation, there is nothing that comes directly from thstiyfinQ

However the Corporation does not directly communicate new policies to teachers.

Continuing with the vertical structure inherited from the 1980sg information is sent to the

28¢

-

<<C U))E



University of Oxford
Department of Education
D. Phil Progname

UTP Headswvho then disseminate them among teachers. Participant da(forimary teacher,
recently graduated) explains how this process occurs:
Uhterviewee: B, that policy gets to the school because[Weave[] an email of the school and
there are documents emanate from the Education Corporation constfntty this vrtual
space.
Interviewer: And who receives it in that space?
Interviewee: The school principglor [name of the Head of the Technigtdagogical Unit of
the school] that is the UTP of the sch@phAnd, from there they are socialisé&l.
Not all publicschool teachers, however, recognise or pereetttis role for the
Corporationfor some new policies arrive directly from the UTP Head or are circulated through
informal discussion through other colleagues. There are, then, different filters operatihg in
LINEOS&da 2F LrRtAOe Syl OldyYSyido Ly .ttt S I dQ
Corporation, then by the UTP Head and finally (and sometimes only) blyelesa(see section
4.3 for more details of what occurs at the school level).
The finalrole assigned to Corporations is to provide teachers with courses, some of
which are related to assessment. Teaclkilxssessment of the worth of these courses varies.
t FNOIAOALI yi wmnz ¥ 2tICargbitioh sordefiries proviBes uréeSoa G K G W
assessment, but it depends on the university that offers it if one does it @ dot { K S
distinguishes between these courses and those she chooses to attend every year. Similarly,
Participant 2Primary English teacher, recently graduatezfers toone of these courses:
WSOlIdzaSs F¥2NJ SEFYLX Ss GkKSe YIRS | O02dzNBS 2y |
aSoSy RlIe&a S KIR Iff GKS a0K22fa 2[fhadiukS adzyAO
in sessions only about assessment, where we \eank to see like the, just the technical
things. That, ok, we can make open questions, closed, we can assess this and this way, written,
oral, bla, bla, bla, lots of concept maps and from this it can be inferred that tu, tu, tsheu [
laughs, mocking whas taught in the course], ok [laugh§],and, ok. And everyone looks at it
YR GKIFIGQaQlffsxs &2dz 3S4G AGK
This reflects a shared perception of teachers that in professional development courses
nothing really new is being taught. Additionally, coursesvgted by the Corporation are

evaluated by teachers as of variable quality, and sometimes irrelevant to their learning needs.

The account of Participant 2 also reveals that in some contexts these courses are seen as an
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imposition on the whole Municipalityraa, in which teachers play a passive role and evidence

a lack of motivation. This differs from professional development coutkesen by teachers

which they feel make a better contribution to their knowledge, although some of them still say

that whatisti  dZAKG Aa 2dzald GKS aalTWiScoldibRrefiedingyhd ¢ A G K
persistence of past discourses that have been struggling historically, with policy reversals

(Baird et al, 2011) and repeating cycles of reform being perceived more clegirigachers

than by authorities.

1 Private governmentsubsidised schools

Private governmensubsidised schools are administered differently from public
schools. Some are owned by foundations and some are owned by individuals. The level of
control and tesing, as well as the way in which government policies affect the school vary in
each case. For example, Participant 13 works in a school that belongs to a religious foundation,
where she is both a UTP Head and a Spanish teacher. The culture of regulfay sexsti
preparation for SIMCE is also present in this context:

Wes, we belong to a foundation, and we have external assessment at thg téhvéle area of

reading mastery, then, twice a yefrthere is an entity, which is the pedagogical department

of the [name of foundation], there we belong, four schools, they elaborate some instruments,

ok?, all this according to the parameters that the Ministry requires and are taken in, in May

YR AY b2@SYOSNE +y AYAGALC I & a Swieahav@ ythis | y R |
assessment, and we also hire the tests of the, the quality of learning test ¢hdhee of

another religious institution that develops tests for schqalg also apply these instruments in

the 7" and 3¢ year for them to be, in a way, testhat predict how we will assume SIMQE.

Foundations are sometimes consortiums that own several schools, as the teacher
indicates in the quotation above. Although this school receives public funding, the religious
aspect is highly relevant to the schoptoject and this interviewee refers many times in

religious terms to their school, their students and their mission. They buy tests from another

religious organisation, which also has developed business around education. The foundation
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establishes an accaotability regime where students are tested regularly with the aim of

improving SIMCE results, and where the guidelines of the Ministry are followed. The

mechanism does not differ markedly from that used by Municipal Corporations. However, this

interviewee states that there is a higher level of school autonomy in relation to the optional

character of some of the policies proposed by the foundation. She indicates how they

sometimes receive simultaneous policies from the Ministinyough the Provincial Direotate

for Education) and from the foundation:

We have to] IA @S LINA2NAGe (2 6KI G O2dzyd[phavetodd, NXBIj dzA N

ok?, and we complement the rest, if necessary, and as | say, we filter because sometimes there

is like toomuchii2 NY I GA2Yy X 21 K [Jothe tnosh igiportaft fuidelived aoRe/ (

from, besides the ones from the Ministry, from [name of foundation], the pedagogical

department says, ok, this [sthe structure that we will have to use from now on, for example,

the assessment instruments, ok?, we will use this rubric, for example, and with this parameter

F2N) { LI yAaK 2N {OASyOSo® oX0 LGQAa y2i a2YSUKAY

€2dzNEStE FX 4SS GKS T2NNdz I &2dz dzaS G2 | LILX & AdGX
This account reflecta greater degree of flexibility in private governmenibsidised

schools than in public schools. Policies are delivered to private government subsidised schools

in a topdown manner but there is some space foringerpretation, selection and decision at

the school level. Likewise, Participant 3, who is also a teacher and a UTP Head at a private

governmentsubsidised school, explains that before he began working in this role the

Headteacher usually accepted padigifrom the Provincial Directoratef Educdion verbatim.

After he assumed his role as a UTP Head, he discusgkeda member of the Provincial

Directorateabout a policy for lesson planning which he did not agree wéthd he did thisn

the presence ofthe Headteacher. Théatter was surprised ash since then they decided to

I R2LJG I Y2NB ONRGAOIEt |yR FftSEAGES | LILINRI OK (7

However, the demand for competition on the basis of SIMCE results is also present in these

contexts. Participant 3 indicates:
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Wnd, in2 dzZNJ OF 4S> 6S KI @S |y zéySNJ GKF{G 020KSNA dz
I NB GKS LINBLINXGA2y GSaida QZ|] an@GeveiythiaghSrevaives LINE @A R
around that, and] our tests we have to make them SIMEZE &G S X
Participant 5,a recently graduated rural Physical Education teacher who is not a UTP
Head, has a different version of how policies circulate in private governswhtidised
schools. She indicates that she has to find out for herself when the government is developing a
new assessment policy, as there is no one in the school to tell her about it. She exemplifies
through the case when the new Physical Education SIMCE was announced:
Wook, about SIMCE | found about it because | entered MYSELF to the PalydNEDUC
[acronym of the Ministry of Educatiorf] here no one has given us information about the
Physical Edation SIMCE but it was me whoh,uentered, downloaded the specifit
document, y saw it and read [, and it really seemed to me like some sort of jokedese it
finally was just test€2
She attributes this lack of communication to her discipline, as other colleagues from
other areas have been summoned for meetings in relation to specific policies. She sees her
area as more isolated. Again, however, thgportance attributed to SIMCE in this school is

present as explained above in relation, for example, to the use of Physical Education hours to

train for the test 6eepage 214.

i Private schools

Interviewees from private schools evidence a lower degré@ressure in terms of
their obligation to implement government policies but also see themselves as not
appropriately informed about new initiatives about assessment. For example, Participant 6, a
recently graduated Philosophy teacher, explains how shallysfinds out about new policies:
Well, | generally know about itinthenefst YR Ay Y& RAAOALA AYyS |faz2 O
[] because likg] Philosophy | find it like a bit invisible in schools [laughs]. Then, generally that
information, likereforms|[] to the Language curriculun,A & f A 1S Al NBIFOKSa YS
knew about it in the corridorg] from teachers who, Language teachers who | talked to, who

told me, no, there will be a modification in such and sflcd.NJ A y I 2 KdowhlaBoat§ L QO
in meetings[] but not as an officiaihformation, but like [] someihg, like a comment that was
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made about some specific thinggvhat happens is that they changed the curriculunf] ipear
1, and we are very puzziedomething like thed Q

She does not observe the existence of an official channel through which policies from
the government are explained and socialised. There are only informal channels to inform
about new initiatives. However, like ParticipanirbPhysical Educatiorshe also sees this as
related to the abandonment of her discipline, Philosophy, where few new things have been
done (besides diminishing its presence in the curriculdm}his context, Be has to findout
about policies for other areas of the curriculumedpite this higher degree of freedom, she
does not perceive any difference between this school and a private goverpsnbstdised
school where she used to work in relation to the relevance attributed to SIMCE:
WiQa Y2NB 2 NJ becausei[]inihk Privatel[s¢tdA] | am at now] a lot of
AYLER2NILFYOS Aa 3IAGSYy (G2 {Lal/9 IYyRZ FRRAGAZ2YL
excellencE?, if I rememberwel]JX 'y R (KS &d0K22f 6KSNB L OFYS FNI
excellence for a long timend they lost it. Then, they gave SIMCE a lot of importance that year
6X0® oX0 4G GKS tS@St 2F |1 SFRGSIFOKSNAE FyR S| C
fA1S I LINB&aadzaNB o62dzi GKAAZ Y2NB 2N dBma tA1S
the academic excellence thipd2

Although private and private governmeatibsidised schools are more autonomous in
GSN¥a 2F OGKSANI Rdzieé G2 AYLX SYSyd 3I20SNYyYSyidQa
SIMCE. A good score contributes to their ctidic (2 O2YLISGS F2NJ a0t ASyda
possibility of an official recognition of quality that helps the school to sell itself more
effectively.

Participant 14, an experienced History teacher also from a private school, indicates
how new policieseach the school, referring to the example of the Progress Maps in particular:
WXP0 GKIG NBFOKSR (KAAa aoOKz22f 0SOlFdzasS 2F YS3z |
been,[] textbook evaluator in the Ministry of Education at some point. Then théykn YS 6 X0 =
they called me to a certain level [pfwork with Progress Maps. Then | was informed that there
was a process of discussion but how many teachers were there? Among acafjéeachers

we must have been five in the whole of Chile. Then, whey were released, then | brought
GKSY F2NJdza (2 RA&AO0dzaa GKSY KSNB® o0X0 L R2yQi

“IThrough law N° 19410 (199%)hilean subsided schools resive an additional amount per student
SFOK @SIFNJ AT GKSBASYGIIQA yo K @K RSWAD! SFOSEI Ywgy 3 2 G KSN.
an increase in their performance in SIMCE.
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speak to those who were my classmates at university, at my time, | mean, that have been
G2NJAYy3 FT2N) aSOSMASE &y MBRS | (| RSFe g2 ViQ (it NRIINB aa
now, [] the [] current administration sends us things that arrive from the Ministry, but they do
not conduct the processés.

A higher level of autonomy from national policies is observed once agairsipriliate
school, where initiatives are promoted by specific teachers and not in theléeygn manner
reported by some public school teachers. However, like the previous participant, there is a
sense of isolation or lack of discussion of new policies énstthool. It is dependent on the
contacts and initiative of each teacher. Even the new administration, that keeps them more
AYTF2NYSR | OO02NRAYy3 (2 (GKS AYyGSNBASsSSQa LISNDS
necessary space for professional developmedgiscussion and translation of policy. The
AYGSNIBASSESSQa LISNODSLIIA2Yy 2F GKS dzaS 2F LRt AOe
presence of mixed approaches to policy in these contexts: some teachers are highly directed
and some are left to their owdevices, if not completely abandoned. Despite the flexibility he
experiences in this context, Participant 14 repeats the discourse on the pressures of PSU and
SIMCE in relation to the private school where he works:
PSiQa 4SSz 2y GKENRIOYRAXTSB{ REYRENBIBHBE GKIG Y
always quickly seeing the publication of éswand we feel more proud ifhuif we perform
0SGAOSNI OKIyYy GRS LINBGA2dza &SI NJ 60X0

About SIMCE he describes a similar situation:

Where is a certain amountfo NBadf SaaySaa G223 L YSIysz 4SS &l
a0FyRFNRA&ASRE o0dzi GKSNB Aada Fftgleéea || O2yOSNYy 06X
this shows pedagogical level, the academic level of our students, educational level, in the end,

thSy AGQa I ONARGAOAAY fA1SX O6X0d . dzi Aa GDSNEB RA:
adzllll2 aSRt e R2SayQid OFNBzI tA1S (GKAaxX odzi FAYL €

And you know why? Because it has to do with the markegalge if [name of the school] falls
FNRBY Hpn LRAYyGa oX0 2N AdQa oyl ySINonnz fSaa

Once again no school seems to escape the pressures of standardised testing, as this is
what allows them to compete in the market of education.wéwer, it is interesting that this
school is portrayed as autonomous enough to disregard test results but more implicitly as

compliantwith these systems of control. There is a double standard operating in the school
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ethos, where the official discourse 82 Y 4G N} RAOGSR o6& GKS aoOK22f Qa
towards testing.

In summary, the three types of school present differences in relation to assessment
policies that are not considered higltakes, such as AfL and Progress Maps. The more
privately fundedthe school is, the higher the level of autonomy in relation to these policies.

The intention to promote school autonomy in curriculum legislatitrerefore,doesnot seem

to be being achieved in public schools, where vertical power structures do ndtetacil more

bottom-up approach to work. However, in both private and public schools lack of pressure is

y2i SELSNASYOSR & ldzizy2ye odzi | a GKS ol yR2y
commonalities in the three contexts are related to higfhkesassessment policies, as all

participants recognise the pressure of SIMCE and PSU in their practice. This follows from the

need to compete with other schools in a marantred model, although public, private
governmentsubsidised and private schools aret icompeting in equal conditionsligh-stakes

assessment systems arthus, used to homogenise and compare schools from very different

socioeconomic contexts, in a clearly unequal field.

4.3. The school

The space of the school is another crucial ayste assessment reform processes. Its

main actors are th&JTP Headmentioned far more often than Headteachers in interviews),

teachers studentsandparents The following sections refer to each one of these actors.

f UTP Head

Something has already beeraid about Heads of Technid@edagogical Units.

I OO2NRAYy3 (2 0SIFHOKSNAQ dSatAyz2yasSasr +Fa ljd2dSR
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policies from government and from local authorities to inform teachers about and how

teachers are to be informed. €harge majority of interviewed teachers recognised that it is

the UTP Head who mediates assessment policies, sometimes by not informing teachers about

them, most often through brief announcements and provision of materials in meetings and

less frequently through more extended professional development opportunities, and

sometimes simply by putting pressure on them. Pressure is experienced whesthigls are

involved, andin the interviewsteachers (except for UTP Heads) tend to blame this actor for

the dNB OG LINB&a&adzZNBE 2y GKSY® Ly . Ittt SiG FtdQa 6Hn
translators2 ¥ L2 f A0 ¢K2 WL LY FyR LINRRdAzZOS GKS S@Sy
L2t A0 F2N) 20KSNE ¢K2 INB (KJAZZNYyAQASFt &2 % ¥ RézOQ !

At the policy authority level, PA4 confirms the crucial role of this figure in the context
of the AfL programme:

'If we didn't constitute a community of practice INSIDE the school, nothing happened. (...) And,
therefore, in the first routt we didn't think only in the group of teachers that we, of
Mathematics and Spanish, plus the UTP Heésmlv, we didn't know very welliintelligble)

but the one who makes decisions is the UTP Head. (...) there was a discussion that, that we had
a notionthat, that we looked, looked at the UTP Head like, like and ally, but administratively
and not pedagogically

The role of the UTP Head is very broad and it is difficult to grasp all the dimensions
that are under his/her controf{see footnote 8) However different actors recognise that the
approval of this actor is crucial if any change is to be made in a school. They hold an important
power position inside the institution.

In the case of moredisciplinary policies (Ball et al.,, 2012), such as assessment
regulations, SIMCE, PSU, SEP law or external testing from local authorities, teachers perceive a
vertical relationship with the UTP Head. They generally do not feel that they have the space to
discuss or to question such policies, as the following extitigttrate:

Wh, it is usually things thdtave to be doneNo[], there iAs not much, muchAa‘L‘Jtononiyl thgt, o
no, except forwe have decided, forexample&Kx € Sax FT2NJ SEI YL S 0UKS 32

percentage of achievement [as a compromise forI8&R if we are going to have a 90, there
S RSOARS Al G | aokKz2f tS@St oXvo Ly GKI G

[N
w
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NS 3I2Ay3 (2 dzaS3I 0 dzithekeyare thiKgS thtBoiné asgiferndw2 y Qi >~ L
many marks we are gognto have, sort of more practical and domestic things, we could say,
that is established at a schoollev® o6t F NIAOA LI yi mT1X SELISNASYOSR i

Wk. [] on assessment we are obviously ruled [pyMINEDUC, and MINEDUC makes the
informationmove down to the UTP Headand the UTP Hea@BLIES U$o have assessments
thatare,[K2¢ Aa AG OFffSRKXI |aaSaavySyd tA1S | 3t
¢CKS LINPOEfSY L FTAYR GKSNB Aa GKFG ANEDRQ@E GA2Y
GKS !¢t |1 SFR R2 Sdus Qidowh 16 2edcheksThen, Wwe? are constantly
STRUGGLING with the UTP Hahdut, for example, one says, ok, on this date these contents

have to be assesseand unfortunately the contents giventous fiyMIb 95! / = 4SS R2y Qi

to pass them in the process, which generates problems with assessment. If they are not, the

UTP Head says, if the contents are not all passed, you have to assess them anyway. Then, how

FY L 3J2Ay3 (2 | &asaaqQradcpantilkracgrily gtadutédER/ghisR)i G | dzI K

20
R

All the phrases ibold italicsillustrate the extent to which a vertical representation of
power relations is present among teachers, especially when demands are related to high
stakes quantitative assessmentljzies. The relationship with the UTP Head is characterised as
directive and conflictual, as the UTP head tries to comply with the requirements from
authorities whilst teachers reference their practical experience. However, Participant 1 seems
to understand the dilemmas that UTP Heads face in their work, as she says:

@ Xiglike there are internal struggles with the UTP Head. Why? Befjals=TRIES to do her
best, but she is not inside the classroom, which is what is really gain@on

She understandstherefore, that the main problem is the distance between what they
require from teachers and what teachers are doing and can do in the concrete daily experience
of the classroom. For Participant 12 (experienced, Philosophy), UTP Heads are trying to
transmit policies so as to demonstrate that actions are not based iacawm. ldwever, there
is no reainterest in the policy. The main interest is administrative, that is, to get to the end of
the year with everything done:

Bome assignments arrive through RJTbut in the end this is more, what one finally
appreciates, is that in the end this is administration, | mean, to make it work, with any idea, but

TO MAKE IT WORK, and that we get to the end of the year with a finished process. And that
there is nothingpending, because, that we get things DONE, get things Qone.

tKSas

RFEGEF FTNB O2yaAradSyid eAdkK . Fft Sd |t o

schools, in terms of highly messy processes, where the actors try to cope with different and
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simultaneous demads, both internal and external to the school. In relation to more
disciplinary policies, the data from this study show that teachers mostly assume the role of
copersand receivers(Ball et al., 2012), although they hold critical beliefs, but their serise o
top-down power relationships in the system does not allow them to feel free to express them
and to contest or resist policies.

As seen in the previous section, maehortativeor developmentapolicies (Ball et al.,
2012), which are not hightakes, geerate varied attitudes among UTP Heads and teachers
depending on the context. These range from: 1) not informing teachers at all and, thus,
teachers knowing about new policies through their colleagues, the news, professional
development programmes or thebwn web searches of official sources; 2) the provision of
general information leaving teachers to decide about the enactment of the policy; 3) the most
infrequent casegenerating an in depth discussion about the policy in order to reach collective
understanding and decisiemaking on it.

Along with the channels through which a policy moves in a system, it is also relevant to
analyse how a policy that comes from the government is finally enacted by teachers, what
remains of the original policy, especjalin what seems a very vertical and tdpwn
polysystem of assessment policies. Policy authorities are not very well informed about what
schools make of policies. This can be observed in their interviews, where they refer to an
attempt to evaluate and follw the AfL programme, which was interrupted by the change of
government. As a result there is complete uncertainty about the extent to which this policy
was enacted in schools, with the exception of evidenceeports from the university that
worked withthem in this policy Similarly, PA1 indicates about Progress Maps that 'it is a huge
mystery to me how people use them'.

The intention of emphasising Progress Maps rather than AfL in the context of political
discussions is reflected in schools, as all ititerviewed teachers had heard about Progress

Maps and knew, although superficially in most cases, what they consisted of. That is not the
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case with AfL, which wasmplynot recognised by some of the teachers as an official policy,
while to others the nara was familiar though not the source: they referred to other policies
that promoted the approach, such as teacher evaluation. Those who knew the app&maich (

of the 20 teachers) did so because they had attended professional development courses where
this view of assessment was taught and promoted and not because it was a policy from the
government.

The majority of teachers, however, knew about Progress Maps but not all of them
understood their logic nor how to use them in practice. The following qumnatiare
representative of the most frequent answers in interviews:
¥ know trjem [Progess Maps]. | know wha,t is tth[][] I more or Iess,understanc'i them, L
ONRIRféexz L 1y2¢ ¢KIU AU Aa o2dzixz L UKAY]l uUKSe

to practice, | mean, | have no idea how | could use the Progress Map in my PRACTICE. | have no
ideaQ 6t I NOIAOALI YyiG wHX NBOSyiGfeée 3ANFRdzr ISR 9y 3t Aal

Whave seen them, we have reviewed th§hg dzi ¢S KI @Sy Qi > 6S [KI @Sy Qi

S R2y Qi Idia Sg SitKESY didki ¢S KIF @S dzaASR GKSY fA1S3
vision,[] more or less we are in this level of the Progress Map, whatever[Jouti Qa y 2 G 2 dzN.
usual thing [laughs2 6t F NIAOA LI yi mMmZ SELISNASYOSRZI al GKSY

Only a few tealers declare employing them and finding them useful:

Wy Yeé OFrasS (KSe& |INB dzaS¥dz X @GSNE YdzOK®d . SO dz
develop through certain levels. Then | try to, ok, guide myself by the curriculum, the
programmes and Progress Mapwith the aim of articulating these three elements together, to

avoid it being like, ok, just the curriculum, so | try to articulate them and see what strategies

can | use for children to advance in reaching those levels in Progres®apso t | NI A OA LI Y i
recently graduated, English)

One of the teachers who seems to understand Progress Maps and states they are
useful tools, indicates the following caveat for their enactment:
WX0 GKS aaSaaySyd NB3IdzZ I GA2y A a pokedbyhfor NB (G NR 3
example, Progress Maps or more altern, more contingent, mote-date things. Ther] that

disconnection that exists makes them unfruitful and, additionally, if we[ldako the practice
itself, what we are really doing and what we getdo given the time [we have], is just marking

FYyR y20 Fraadaairy3e ' yR GKFGQa sKSNB L F8S8t IyR
with the existence of other tools, we end up justinmar®isy o6t I NI A OA LI yi o3 NBO

History and UTPlead)
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In fact, most teachers referred to assessment practices and principles that could be
considered as part of AfL, although without that name, and they agreed this was the right
thing to do according to their professional ethics. However, they dosee how to solve the
contradictions they perceive between more formative discourses on assessment and
accountability systems, especially when these are connected to monetary rewards and threats
of school closure as happened after the SEP law. As seem,ath@ pressure exercised by
discourses that highlight the social dimension of assessment is very strong and pervasive,
making it difficult for more exhortative or developmental policies on assessment (Ball et al.,
2012) to survive in the polyphonic digsive space of the school. PA3, a policy authority who
has worked as a school teacher, also sees schools as spaces where contradictory discourses on
assessment circulate in a paradigm conflict, where the current structure of schools does not
facilitate rebrm processes either:
'‘Because clearly the thing and also with Maps is that they are a set that supposes a, so many
changes in the organisation of schools. (...) That was something that we also weighted in time.
Like the structural change that involves smhoold]] to adopt these approaches. And, and at
that point [] everything that was being done from the side of SEP didn't help us at all. Then, it
was frankly contradictory
An anecdote told by the foreign expert confirms and exemplifies how therelae
other teachers who remain loyal to more traditional practidhat were canonised in the
1960s
W.) when | just arrived to the first school where | worked here, | remember a teacher very
FFFSOUA2yLFGSte alid YS o0& KIaKSNBSeRyzRINBER NER
draw the [] Gauss [curve] [], he gave me a graph paper where | could put the 4, the 7 and could
calculate my average, with the score, etc., and THAT WAS my first experience around
assessment in Chile. | remember asking fhyfsthis was more advanced, you understand me?, |
fA1S L t2ad a2YSOKAY3I AYLRNIIFIYd @y Y& SELISNASY
On the one hand, one can witness in this quotation the lack of awareness of how the

historical development of assessmerit B 2 OOdzNNBR Ay LN} OGA OS> 46 KSN.

G4y S6¢ o dekistehgef & O2
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On the other handpne can also infer that, as in previous periotgachers who are
keen to innovate have to face interactions with more traditional colleagues who oppose
change. Furthermore, if we consider that most teachers say that they learn from their
colleagues rather than at university, this could sustain the persistence of old discourses on

3aSaaySyias 6KAOK 2@0SNII LI 6A0K (GKS aySgée 2ySao

 Students

Students, a explaned above (see section13), do not contribute to the canonisation
of more marginal discourses on assessment, as they have been shaped by the ideas of success,
passing hurdles and gaining rewards as more important than learning itself. Only a few
teachersindicate that, after considerable work and restructuring, they finally arrive at new
agreements and conditions with students, where different forms of assessment are included
and motivation goes beyond the grade. Participant 4, for example, who is ateactier,
decided to exploit the natural environment of the school to change the motivation and move it

away from marking:

WX0 KSNB 4SS KIFE@S | &ALISOGF OdzZf F NJ yI GdzNI £ fFyR&AO
days, for example, take troublein preg NAy 3 &2YS (N}l e&a FyR OoNAy3
LINBLI NBE F fSENYyAy3a Sy@aANRYyYSyGs @&2dz 3S0d AdKX

classes eating cookie6. X 0 ¢ 2 32 2 dzii Zto Héale @faced tNBakd jkesiadd> 8
things [Jthat show wel NB 1LJS2 L)X S NBtFGAy3 (2 SIFIOK 20KSNJ | &
LIS2LX S ¢ K2 [Riferearé thidhgS that havela higher valjehan what is tangiblg]
or measurable. But happily | think that around 45% of the group understands thatishare
spirit in knowledge and in what we do everyde§
What is clear from this and other extracis that teachers think there is more to
education than standardised assessment and marking. This teacher sees that a number
centred system where the only mattion is to measure behaviours that we can observe is a

means of dehumanising education by making it lose its broader sense of developing the

human being as a whole. The ethical dilemmas to which teachers refer to seem to point to

29¢



University of Oxford
Department of Education
D. Phil Progname

contrastingideas of eduoation and society and, again, reveal how assessment discourses are

part of broader ideological struggles.

{ Parents

5SALAGS a2YS GSFOKSNBRQ adz00SaafdzZ STFF2NIaA
assessment, parents are portrayed by some teachers ashan source of resistance that
prevents new discourses becoming central to the school system and the centre of the
polysystem. Being legally identified as the person responsible for the education of Chilean
children (see LOCE art.), one would expecparental attitudes to reflect their interest as a
consumer who demands results provide a good return on their investment. As there are no
specific questions about them in the interviews, parents emerge as a topic rather rarely and
less frequently than expted. When they do, sometimes they are described as behaving as
consumers:
When, that importance that is given to the PSU result affects the visidnsthdents and
parents have of, o, in relation to both PSU and school @sseent. To me it is a testah(] is
given more value than what itreally M€ 6t I NI AOA LI yi wmnzX NBOSyidfe 3
WOWSTFSNNAY3I (G2 (GKS GSaid GKS &O0KDpedntialcSER (2 |
results] Then, Iy, there is a, a provision of information thatys, for example, all the Language
learning domains ang] what is achieved and what is not, then an individual list per student
appears. Then, with that instrument, we present it to parents and then we work with the
teachers in charge of a group, focusinog the most meaningful weaknesses of this =&
(Participant 13, experienced, Spanish and UTP Head)

In thetwo cases the school is described as being held accountable by parents through
different types of feedback, ranging from numbers as the languagmatded by and
understandable to parents, to more qualitative descriptions of learning. However, the first

case corresponds to a public school located in an economically privileged area, and the second

to a private governmentsubsidised school Teachers &m public schools located in
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disadvantaged areas do not mention parents very often. One teacher does it in the following
terms:
Whe other day | said, in parents meeting, | said to them that children should demand in every
practical task the assessment piaus to the task, for them to know what was being assessed.
And that in a practical task there should be an assessment scheme. And the grades, with scores
and everything, and parents looked at me [laughs] like | was speaking Ghiflesed t I NII A OA LI y i
recently graduated, English)

Literature on school governance has highlighted how the idea of parents as
LI NOGAOALN GAGS O2yadzYSNER ¢gAGK KAIK WOtASyld LIRS
seen in practice, especially in parents who have lower edmcdévels (Xaba, 2011). As Filer
and Pollard (2000) state, research confirms that it is mainly middles parents who call
teachers and schools to account, while workolgss parents do not dare to question the
expert knowledge of the teacher. In fa®articipant 3, a teacher and UTP Head of a private
governmentsubsidised school located in a more disadvantaged area, indicates that one of the
fundamental criteria they use for selecting students is the presence of committed parents,
which is not very frquent in that context:
@ X ere Wefocuson the support we are going to get from this parent. We ask him/her why
[the child] left the [previous] school, what does he/she expects of this school, if he/she will face
the, the pressures that we might put iorseareasp | YR G KSYy 6S AYYSRALF (St @
this mom is not very bright, so | think it could be complicated [laughs], and that normally
LIS2LX S 6K2 TNNAGSaE Ay (GK2aS O2yRAUOUAZ2YyA RAA&L LI
leave the kid abandwed at the schod

The problematic aspect of these selection practices (currently forbidden by law until
year 8 but still executed) is what happens to those students who are excluded from the school.
All the students from disadvantaged backgrounds wiinents who are not committed to their
education will be put on the same place, contributing to the social segregation of the system.
The idea of parents (and not theteéle) as the main actor responsible for education, may
neglect the importance of the posv differentials of parents from different socioeconomic

backgrounds, as this may perpetuate social ineqealiff no intervention from the t&te is

considered.
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Lack of sockzultural capital also prevents these parents from resisting and contesting
predominant discourses on assessment. A teacher from a private school indicates how the
parents in this context resist testirgentred regimes:

WX0 2KFG KFILIISPENKSANBSABAIf ad2NBEX 2A0K NBaLSOi
say that[] parents are gite, quite like hippies, they come from like that style, like they]say

to SIMCE because it is a way of assessing[jidt y2 0 dzaSF¥dzZ | yR R2SayQi
20KSN) GKAy3da Al akKz2dzZ RyQi FaaSaad dkeasotKSys L
2F 6X0 AYRAAONBGA2YITZ GKNRdIAK G(SIFOKSNER (KIFG GKS
{La/9 YR GKIFIG a2YSiAaySa (GKS& R2yQl lFGGSYyR wao
GKSy tA1S oX0 GKSN A@a avIYSy tag NaiS @HFdzaNS a2t (i w3 S
school i® Q

X0

v

@
Parents with high socieconomic status and with a more left wing orientation are able

to resist hegemonic assessment discourses and to turn that resistance into concrete actions, as

they have a partular view of education and they do not see SIMCE as consistent with it. Less

educated parents do not have the tools to oppose these practices, as they think of them as

derived from people with a high level of technical knowledge.
T ¢SI OKSNBEQ ghithe interetides (i K N2 dz3

As seen throughout this chapter, teachers are constantly located at a crossroads
where they have to handle many ideas and obligations simultaneously and make decisions
which are sometimes in conflict with what they perceive is their rtteir professional ethics
and their discipline. Fortunately, they are aware of this position and in most of the interviews
they refer to strategic ways of managing contradictions, where teachers use every small space
of freedom they have in the classrodim teach what they think is important. Some examples
of these strategies are presented below:
What happens is tit, inside the whole system there are like trickssuch agprojects. If you
make a project inside all this, and you justify it in a goog,wau can change and work your
20y o6l@& 2F ¢g2NJAy3AI YR aaSaaiaydas yR YIN]JAy3
Ay a2YS 200lFaizyad oX0 20KSNBAAS A0Qa AYLR2aaAo

G2 I O002YLIX A &K (didalldzyie sysiem & Xeary coniéd@rired ) yBu have to
I O02YLX A&aK

PO - TN
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Participant 12 (experienced, Philosophy), whose schoologaspiedby the students
in the context & the student movement at the time of the interview, was asked by the school
to close the academic year with some marks:

Wrepeated and in some cases | increased the mark, to a student, for example, who was a VERY
GOOD student and that unfortunately d@ti IS4G GKS NRARIKG YIFN] asz odzi
RSASNWSa Y2NB>X (KS OANDdzyraidlyoOoSax GKS deLlsS 27
KSNJ FyYyR L 3+r@S KSNJ I KAIKSNI YFEN]l® 6X0 ¢KFG R;
someone who deservesnor O X0 @ [/ 2dzZA R a2YS2yS Ay (KS 62NIR 3
a2d 0X0 ¢KI (myMway ofioegating in 1&§ nofufidoutdt&dly | make tests fike

for everyone, trying not to be @nly quantitative but to rescue the difference, the quedif] in

the questions that ar§] personal]] | move [Ja bit around that Q

WoX0 Al Aa GNHZS G(GKFdG dkKSe 3230 G2 KFGS GKS YI NJ
try to motivate competitiveness and the aspect of passing to the next lawehn, like all that,

but | also try to detach them from the number, | take the mark out, | TRY, because | was like
that as a student. Children, the point is that YOU LEARN, you get it?, Like, independent of the 2,
0KS p wfl dzZZKaséx @& anall,dmyeRsSchidediingyAR. TMES HMEO Wtinatelly,
oneis assessingineverymonme® Ot  NIAOALI yiG wWXI NBOSyGfeée 3ANI

X«
o
NI

W 6 roexample, in using more multiple choice, because SIMCE contains multiple ghoice,

although trying to, | try asssments to have, | like them to have fragments, that they have

[historical] sources, | like to put a lot of that, so, | try anyhow, despite it is with a multiple

choice [question], to put those thinfjsthat are characteristic of History, that“l liketo work

GAGK GKSY gA08Q GKSENODKOARNBY mXEPSELISNASYOSRZ |
These are only a few examples of the multiple means teachers find to manage the

demands of the system, which do not make much sense to them, and simultaneously work

with the aspects that they think are relevant or through the idea of schooling they are

committed to. Some of them combine SIMCE or BHlé testing strategies with more creative

and meaningful activities, where they think the necessary skills of the disciplinbearg

developed. Others emphasise the more overarching and human conception of the school,

where values and interactions that are more relevant to the future of students than achieving

good scores are developed. On the basis of the quotations above,amnstate that teachers

use strategies to defend aspects such as: professional autonomy and criteria, qualitative

2dzRISYSy il 2F aidzRSydaqQ €SEFENYyAy3azr 3I2Ay3a o6Se2yR

learning, developing higher order thinking skills, map@ting in more meaningful learning

activities. All these are values that can be considered consistent with constructivism and
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critical pedagogy, as well as with AfL; values that teachers see as being hindered by external
assessment demands. In summamacthers find interstices where their beliefs about society
and education resist the attainment and numbezntred culture that remains at the centre of

the polysystem.

4.4. Universitiesthe academy and research

Universities have different roles and pmsibilities for the way discourses on
assessment circulate in the polysystem. What teachers think of their initial education on
assessment in universities has Ibediscussed above (see section)3.Peachers criticise this
initial education as insufficiely practical either because it is too theoretical or because
although theory makes sense to them it is impossible to put it into practice. This lack of a good
basis generates insecurity in teachers' assessment practices and forces them to learn from
their colleagues, their school experience and/or learning through practice. Because of their
initial insecurity, some teachers attend professional development courses offered by
universities, which help them to better understand the topic of assessment, ajth@ame
think nothing in these courses is completely new.

Along with this role in initial and continuous teacher education, universities are also
important in their collaboration in policy initiatives. This can be seen, for example, in the
documents analysd in this study. In this analysis the role of academics in creating the
programmes of study for the new curriculum, the materials for LEM, the courses and the
materials for the Assessment for Learning programme,, e€imerges as important. There are
different views about the relationship sustained between the Ministry and universities in these
collaborations. The interviewee who was dharge of the process from the universiyA4)

presents mixed ideas about this relationship, as sometimes stresses tthedsi not the
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provision of a service to the Ministry but a relationship of collaboration and mutual
enrichment:
‘When it began it was, it wasn't a SERVICE that we were going to provide but it was rather like
walking together, to build something togetheknd in that building, of course, (what did we
do), we made projects, in which we carried out seminars, we invited people, along with de, with
designing a MODEL, and of designing a model which, which also was that | think as a
continuous thing that is wethought..!

This emphasis on the role of the university as more than a provider emerges in other
moments of the interview. However, other extracts indicate a verydown relationship:
"Then it was like organising), and developing an idea that the Udiar Curriculum had, that
they had done through a tiny pilot programme with a Spanish teacher and a Mathematics

teacher, and so they had an idea and I, | had to operationalise it.

'And that's when they told me. (...) They came to talk to me, WITH A RREGLED IDEA of
how the design had to be, on the basis of their gilot

Internal members of the UCE confirm this more vertical relationship. For example, PA3
refers to the AfL programme adesigned[] and structured by the Ministry of Educatioand
later indicates that after the pilot, from 2004, Afis more implerented with, the, the
Y A @ SThdreisitBe an approach and a préefined model of enactment by the Ministry
on the basis of a pilot and what was expected from the university was stmmypand this
model and disseminate it among a wider audience. Furthermore, the relationship that PA4
sees as collaboration between the university and the Ministry, is seen by the foreign expert in
a more vertical and almost patronising way:
'(...) and nav all the[] problems of this small group were n¢jymediated, with the team from
the Universityd Xio the middle. Then, we had to, officially they were a counterpart, but in
reality, in reality | felt | was movi, you get it?, sometimes upwards, but WHERE ADORABLE,
| mean, there was a thing, they wanted, they wanted to learn, but sometimes the story was
also headachy because, they were teachers as well, so sometimes they said one thing and did
another one, they committed to something but it wasn't gibke or one believed it could have
been possible (...), that was like a very intense périod.

The expert feels she is teaching the team from the university and sees its members as

apprentices with the faults of all teachers: not doing things in a cagistay or not feeling

able to put into practice something that the Ministry saw as feasible. The vertical relationship
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can also be observed in the form of communications between the university and the UCE,
which involved not just meeting but also repodiack to the Ministry. PA3 sees these reports
as sources of controversy, as responsibilities for problematic aspects were mutually assigned:
‘The Universityd Xpbepares ts reports, the bottlenecks, fin evaluation is made with some
risks as well, in #1 sense of trying to see what's the responsibility of the institution in charge of
implementing this, before a Ministry thftneeds proposals and results.

The UCE seeks a relationship where the academic institution is a provider of solutions
and modelsof what works in practice, but the relationship becomes more complicated when
the university poses problems and addresses complexities in the implementation process.
Byrne and Ozga (2008) have highlighted the instrumental relationship between research and
policy that has developed as a trend in recent decades, in which education research is
conceptualised from a problemsolving perspective. Advocates of this approach, like
Hargreaves (1996) sustain a perspective where the only acceptable aim of eduestanch
asSSvya G2 o0S AGa RANBOG dzasS o0& LRtAOBYITSNA FYyR
whilst other criticise its mechanical and reduced view of complex social issues that demand
equally complex approachedl@dmmersley, 200Flyberg, 2006Geyer, 2012).

As a prestigious traditionahstitution, however, the niversity recognises the alliance
with UCE as strategic in terms of the role the academic institution could assume in
disseminating the approach among othaiversities PA4 descrigs it in the following terms:

'One feeling | had was first | felt, and keep on feeling, that one of the main proflarhs
education is that we have a very bad initial teacher education. And THAT is not the Ministry's
fault but the universities' fault andso, we had to take care of this. And in that t{irto put it

that way, like us as a university have to be in charge of thinking a good quality teacher
educaton... it made a lot of sensetfj the people of the Unit for Curriculum, | mean, how good

to have an ally because, tisis that we are all thinking of. (...) thghwe had to establish an
alliance, not a tactical one but a STRATEGIC one, about how to look at, in fact, when this
started | was invited to discuss with other universities how prograsnon this were
implemented (...)

The use of warelated terms (ally, strategic alliance, tactical alliance) makes visible

how assessment reform processes are experienced as a space of discursive struggle, where

actors need to find allies who supportduare willing to disseminate the same ideas. PA1 and
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PA2 also use the term 'ally’ to refer to the relationship with the university. The former also
uses the term to characterise their connection to CPEIP as well as the internal friendships of
UCE that fatitate processes of implementation.

When the University of Valparaiso is incorporated into the AfL programme, in
collaboration with the University of Chile, the programme lasts only a year and the new
institution ceases its involvement. The reasons gil®n interviewees are a change of
administration in UCE, with the new Head considering that the AfL policy needed some
revision before being expanded to other universities; and another version is that the new
university was not able to replicate the profemsal development model and so decided not to
continue.

As said above (see section #.aniversities not directly involved in the AfL programme
are criticised by the interviewees in terms of their management of discourses on assessment.
When asked abouthe knowledge these institutions had about AfL, considering it was
demanded by CPEIP for their courses, PA3 did not have a positive evaluation and thought of
the universities involvement as superficial and oriented to attracting clients rather than
motivated by genuine interest in the approachater in the interview he referso the
usefulness of receivingtéde funding for universities, which reinforces the idea of their
SO2y2YAO Y20iA@FidAa2yoe ' F[ 0S02YSa GKS ftFrdSaid o
aAyYyAaidNR GKIFIG A&d 0SAYy3 KSFENR Fo2dzi o6dzi GKIFG y?2
potential costumers of higher education could attract more teachers. However, PA3 described
this as a deceptive advertisement as what is eventually deliveradréitional measurement
centred and instrumententred concept of assessme(dgee section 4.1)Universities then,
claim that they promote and manage the marginal discourse but finally impede its becoming
hegemonic by complying with school practicalasonservative demands. PA4 reinforces the

percegion that other universities doot have a deep understanding of AfL:
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WoX0u i a2yS LRAYydG A4 61 a GSNEB Fdzyyeo . SOl dzaSs
the University of Chile to meetings atferent universities. And the others talked about AfL

like, in the, at the moment, the other universities, but you miaee questions and you realise
(unintelligibleo SOl dza S G KSe& I Oldzr ff& RARYQU 1y26 o6KIFG Al

Universities had only a supeiifit understanding of the approach and after a memh
of interaction with the merbers of the University of Chile who had been involved in AfL, their
lack of knowledge becomes apparent. The motivation towards learning about AfL according to
PA3 was money andttracting more clients, while the foreign expert perceives (maybe
somewhat naively) better intentions:

Wnd it begins to broaden much mofgand people from universities do want this too, | mean,
you realisg] what happens with people when lookingthts, it has an echo, and that it makes
sense to people, and they want to know more and they want me to work withdhem

With CPEIP it was an interactinK I G dzf G A Y I (hSdoad,[] théy asked & NiaXd dz
that meant, ultimately, that people wademanding from them, you understand me?, | mean
people started to see there was a need, and they always wanted to make things that people
saw as useful, then, to some extent it was a virtuous ¢yQe

Either for monetary motives or genuine interest, unsiéies became interested in AfL,
although they engagk only superficially with this discourse on assessment and may have
transmitted it in the same way to teachers.

Another issue that should be taken into account here is that teams in charge of
professioral development programmes in universities are not always the same teams that do
initial teacher education and these, in turn, are sometimes different from those who do
research. In the case of the University of Chile, peeple who work athe Programme dr
Continuous Teacher Education (PE@) different from those working orinitial teacher
education programmes and different from those who work at CIAE, the Centre for Advanced
Research in Education of the university, although a few overlapping membensecound.

This means that each team could be generating and promoting different ideas on assessment,

although those that finally reach teachers seem to be those of professional development

courses.
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However, in terms of research on assessment (and mdingrdopics in education),
funding is very limited in Chile and sometimes it has to be reduced to these govermment
funded initiative$*2 There is a prelefined idea in such initiatives and, thus, they involve the
potential of losing independence and beconmestrumental. In that sense, independent
research on assessment is scarce and researchers on this area are only a small group, although
fortunately growing in recent years.

Universities, therefore, function as three different inputs in relation to asseasme
discourses: they provide initial and continuous education for teachers, they collaborate in
policy development and implementation, and they do research, although the latter two
functions tend to overlap frequently. In terms of teacher education, theymmte discourses
that are perceived as disconnected from practice or simply as deficient. Professional
development courses are perceived as more specific and helpful, although not very novel and
dependent on the quality of the institution that provides the In terms of collaboration with
policy, they are seen by authorities as providers of a service that involves giving solutions and
results in order to improve implementation processes. They are not seen as part of the stage
of policy formulation but onlas partners in the implementation of policies that have already
been decided upon. Some research is commissioned as part of these collaborations, and some

more independent research has an incipient development in the country.

142 Currently there are mainly two government funds whereogosals around education can be
presented: FONDECYT, where education has to compete with many other disciplines, and FONIDE,
which isoffers a maximum amount of 29000 GHBr a whole project. The National Council for
Education offers funds also but up 1d000 GBP per project. More recently, CONICYT has developed
new funds for students who are returning from their doctorates, which opens new opportunities.
However, funding is still scarce for independent spmiicy related research in education.
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5. CHAPTER CONCLUSIONS

Asin previous periods, the same set of relevant systems is found in data about the
present. Political parties, foreign education systems or experts, education government
institutions, families, schools, public opinion, teacher education, academy and th®meao
sector, all appear again in the account of this chapter. However, their internal structures and

their interactions are redistributed in new ways.

1) Political parties:this system continues to be crucial and is portrayed as able to exert
pressure on iferent types of policy through decisions on funding. Their processes of
negotiation in relation to ideas around education and society are also of relevance,
although coalitions seem to agree (forcefully or not) with #iberal and marketentred
principes as the predominant model to be promoted. Emancipatory ideas are advocated
timidly, intertwined with the hegemonic ideology and, thus, neutralised. Given the initial
transaction ofConcertaciémwith the military government, emancipatory discourses iisth
period will not emerge from politicians but from other places of the polysystem.

2) Foreign education systems and institutiond: K S ySSR G2 af 221 | NRdzyR¢

period. HoweverA & A& LI NI 2F GKS WySg TF2Nya 27

o
M-
)¢

O2yadzZ GFryida Y20S FTNRBY 200% 156 8wybdaked ii tefigurg 2 i K S N
of the travelling expertwhose knowledge is accepted without question by local
authorities. A very toglown process of transnational policy learning occurs in this
relationship, independent of the views on reform processes that the foreign expert brings

and of the actual level of knowledge that he or she has. Similarly, the discourse of I0s is
GFr1Sy t+ta + 3IABSYy FyR +a I YSIya Gacaton/ (dzNI f A
although some degree of strategic use is observed from the part of policy authorities.

Compared to previous periods, the present seems to be the most passive in its acceptance
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of foreign ideas. Chapter lll illustrated how in the past foreign disas were attracted

and reinterpreted by locals, either researchers who were sent abroad or innovative
teachers or governments in need to justify a reform, and were also resisted by different

actors. Today, international is taken as a synonym of reliabtb.

Education government institutionsthroughout history, the structure of the Ministry of

Education has growincreasinglycomplex. Previous units eaxist with the new ones,
bureaucracy increases, Chilestyle decentralisation generates moreaths of power that

need to be respected, and programmes from different administrations overlap inside

units. The Ministry has become an unmanageable monster. In this already chaotic
structure, topdown models of policynaking are inherited from the previsyperiods. This

has as a consequence that multiple policies are being generated from different
government sources simultaneously without much space for practitioners to make sense

of them or simply to dissent or agree with them. The Ministry generates pigies as a

response to contingency and as a reaction to political pressure. They do this on the basis of
general perceptions about the needs of the system and about the approaches that
according to their experience and convictions (or the foreign expérth Ay SRdzOl G A2y
adequate, without any consideration of the voice of practitioners or researchers, except in

data collection processes carried campost Local authorities reproduce this practice by
responding to the demands of competition throughgtdar testing policies, and by
transferring the policies of the Ministry to schools in the shape of documents or CPD
programmes, where teachers are only expected to comply. More than ever this system is
frantically producing multiple and sometimes competinliscourses, which involve an
investment of time and effort, but whose effects (both positive and negative) are unknown

by them. It is policy becoming a signifier rather than a signified, where what is more
AYLRNIEFYG A& G2 al & dothérs HaveRlond? BoAityrmst e 2ightS KA y 3
YR ¢S I NS AYONBlFaAy3a | OKAS@SYSyid GKNRBAAK GKI
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how policies are translated and enacted in schools and how beneficial they are in a
broader sense that goes beyond scores.

Famlies: as in previous decades, parents from lower strata are still spoken for in this
ideological context. They are portrayed as the costumers of education, who demand
quality through results, and as those ultimately responsible for the education of their
children. However, practitioners from schools portray them as not sufficiently informed to
understand or demand results beyond a number or a good mark, and as concerned with
other aspects, such as the level of support provided by the school. Other arey siotpl
committed to the education of their children, and they are the parents that more
vulnerable schools have to work with. High and miedkss parents continue with the
demands they had in other historical phases, related to good scores and prepai@tion
university entranceA different approach also emerges in terms of parents located in the
left side of the political spectrum, who also show resistance to accountability assessment
practices that they consider as not relevant and as distorting the afeducation.

Schools:this systemretains its 1980s structure, with the UTP Head transformed into a
crucial figure, who can resist, translate or reproduce policies coming from the central or
local government. Teachers are trapped in a network where ipialtdemands and
(sometimes contradictory) discourses cross their practice simultaneously and where they
do not feel as having the time neither the professional autonomy to make sense of and
make decisions around all of them. After two great historical raots of trauma, teachers

in this period are weakened in their potential for resistance. They also reproduce the
power structures of 1980s, although control through fear has been replaced by control
through the pervasive use of testing. Education profess®im this context have learned

to develop a more strategic (and safe) means of resistanemock compliance to the
rules of the game while using every single interstice as an opportunity to exercise a more

emancipatory practice, which is the one thdgeply believe in but that they feel as not
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appreciated in the current system. Teachers, with no exception, feel trapped in the conflict
between their beliefs around pedagogy and disciplines, which are closer to emancipatory
principles; and the pressuresf ¢the system, which they see decused onirrelevant
contents and skills and as homogenising and dehumaniliatthey also recognise the
existence, as in previous periods, of other teachers who do not care about students and
who are in teaching just treceive a wage for the minimum effort.

Public opinion:this system is a phantasmagorical force that, although not embodied in a
particular subject, is perceived as a panoptic judge by policy authorities. It may be
sometimes people demonstrating on thé&reets, or media messages around surveys on
citizen perceptions, or the centripetal force of the education system as conservative and
resistant to change, or the education expert community represented by teachers and less
frequently by researchers. Media essages in this period, however, would require a
separate study, as although they may be understood at a superficial level as a means of
disseminating the perceptions of the people, they are owned almost entirely by-®Riggt
elites, who define the editdal line and the agenda setting of the prebfore than public
opinion, then, they are connected to the system of political parties. That is why the social
movements for education in 2006 and 2010 used social media as a means to make
themselves visible. By created blogs and websites where divergent ideas on education
were promoted and discussed, and used other tools such as twitter and Facebook to reach
a wider audience.

Teacher education:although assessment is incorporated in initial teachéuation
programmes either as a specific course or as intertwined with other courses, teachers
share the perception around its distance from practice and its lack of direct usefulness. It is
characterised alternatively as too theoretical or toghaoretical, but in either case as
distant from the reality of the school. Teachers, therefore, are being educated by their

colleagues and by recurring to past school experiences, which involves the reproduction of
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past discourses that continue circulating in pla@@S> 2 @SNI | LILIAY 3 GAGK GF
lf GK2dAK (GKS NBalLkRyairoAftAade 2F GSIFOKSNJ SRdzO
curriculum an assessment emerges as evident, it is rarely taken into account in assessment

reform processes. It is more common to obgeprofessional development programmes

as spaces where reforms are disseminated and translated, and these seem to have more
AYFEdzSyOS 2y G(GSIFOKSNEQ (1y2¢6fSRASST | fGK2dzAK Y
and of reiteration of past discourses. Atioinally, the knowledge of universities in charge

of teacher education is also called into question, as some actors denounce how innovative
repertoires are absorbed in a superficial way, as part of a commercial strategy, while the
emphasis is still on traonal assessment theories and practices.

The aademy:researchers and lecturers in education seem to have made a historical

circular movement from power elites, to the support of social movements, and then back

to power elites. Their return to complianceith power elites, however, occurs in a

subordinate relationship, where academy is seen as functional to the justification for

reform, and as a provider of solutions for tdpwn policy processes. This subordinate

relation is sustained through structure$ research funding, and through the requirements

of services for policies that have been previously decided upon. Academics involved in

policy, however, try to be sategic through the insistence nocomplexity and the

observation of more problems where torities want solutions, and through the
establishment of alliances that allow them to disseminate their views on education.

The economic sectorthe involvement of this system is more abstract and at the same

time more pervasive than in previous pail® Employers are not directly involved in

education reform processes as was the case in past decades, but their demands and those

of global economy are insistently quoted as a justification for reform and as a argument

for the defence of a functional appach. The reason to keep this at an abstract textual

level is the subject for another research but it may be interpreted as due to the great
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business of private higher education in Chile after the 1980s, which requires university to
be among the aspiratianof all citizens, although they are being thought in the current
highly stratified education system as more qualified working force, as it has been the case
historically. The gradual privatisation of school education also allows for its indirect
managemehby powerful economic groups, who connect their enterprises to educational
foundations, think tanks and consultancy groups through which their ideology around
education and society is spread. Only as an example, Arauco Foundation owns 550 schools
in 33 muicipalities. It is a part of the Arauco forestry company, which is owned by the
Angelini group, one of the few richest families in the country who also has a high
involvement in political lobbying at the Congress and has been involved in many
controversies around the monopoly in the use of natural resources in the country. These
complex interactions require a new study where policy networks are reconstructed

following the work of Bathnd Junemann (20)1n the UK.

The complex interplay between these sgBis and actors during the 199M10 period
is summarised ifFigure 26 As in previous representations, the researcher understahds
there is a degree of simplification, which is inevitable when diagrams are used, and these are
employed only to facilitaa understanding of how polysystems of different periods have
worked and how they have changed throughout history.

Three main discourses circulate among these systems and actors during the period.
The predominant one is that of assessment as control throogmbers. Its form is the
continuation of two discourses on assessment of the past: th€ Qéntury discourse on
certification, success and passing hurdles; and the discourse of standardised testing that enters
during the 1920s but becomes canonical dgrthe 1960s. Although supporting a similar idea
of education and society, namely that of a functional view of education where its role its to

distribute members of society in pmestablished roles determined by the elites in power,
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assessment technologiese now fully accommodated to a ndberal ideology. Through the

publication of tests results schools are subjected to an unequal competition for the market of
education, and can therefore be controlled from a distance. These strategies are reproduced

by local authorities and by schools in the migrmactices of periodic marking through multiple

OK2AO0S GSaildAydad ¢KS KAAG2NAOFf LINBR2YAYlIyOS (K
YR ¢adzOO0OSSRé NI GKSNJ GKIFy G fstheXondtldatibreoNthisi KS  a | |
discourse as the hegemonic one and makes new or more emancipatory ideas be more easily
resisted.

In this context, for the first time an assessment discourse that is moderately consistent
with an emancipatory curriculum and pagogy, hamely Assessment for Learning in its original
version, enters the polysystem. The lesignding tradition of numbecentred assessment
RAaAO2dz2NES&E AYYSRAFGSf& NBIOGa o0& 3ISYySNIrday3a 4
approach. It is also pditally resisted by the decreasing funding from the Congress, and by
more Conservative groups inside the Ministry who only adopted it in formal terms; a case of
phonypolicy(Phillips, 2001 Assessment for Learning was doomed to fail in a context where a
top-down mode of education policy had been historically imposed, where it was not supported
neither promoted as a project of the Ministry as a whole, and where a functional model of
society required forms of assessmenathwere consistent with it.

ALy 2y SGKSE Saas asSSvya (2 aAKINB gAGK . f22YQa
different groups. A discourse on assessment that is completely consistent with critical
pedagogy and with more emancipatory models of society has not been created. The t@ttemp
for doing so during the government of Allende were severely repres3ed. closest
assessment discourses have got to more emancipatory jddes, is through moderate
versions that allow for accommodation, such as AfL. AfL is finally adapted to tide thi
discourse on assessment that circulates in this period: standards. As the latter were resisted

inside the Ministry and had the potential of being resisted by teachers, AfL was used as a
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framework that made them more readily acceptable for these act8mh discourses are
therefore, neutralised in a moderate version that reproduces the ambiguous political practices
that characterised Chilean Third Way politics. However, funding, their closeness with SIMCE,
and the negotiation that surrounded the changé Minister, make the standards discourse
prevail, while the discourse of AfL remains as another residual that circulates in the system
through the voice of those who believe in its potential. Again, emancipatory discourses are
neutralised because educatial and pedagogical reforms do not attempt to simultaneously
change higkstakes assessment systems, and the avoidance of chemically pure discourses
around assessment facilitates tradition to remain at the centre of the polysystem. As PA4 says:
W@ X0 ¢ &S bding a public policy everything goes back to its course, everything returns
02 aGKS yI GdzNT € 2NRSN) 2F (GKAYy3Iaé¢ wWANRBYAOX f I d:
al@Ay3ar wIAPSYyB8 GKSaS GKNBS St SYBARIANconcépt G | NS
of teaching, the little spaces teachers have for planning and reflecting on their own practice
FyR G2 GFrft1 G2 GKSANI LISSNA |o2dzi AGX oX0 FyRZ
implementation of AFL TODAY ends up being a \aggéntary one® Q

The political embeddedness of assessment approaches is confirmed by the complete

disappearance of AfL as a public policy after the change of government in 2010, and the

subsequent dismissal from the Ministry of all those who were invoinéd
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CONCLUSIONS

The research presented in this thesis has provided answers to the research questions
set out in Chapter Il. In relation to identifying the systems and actors involved in assessment
reform processes, two impaant findings emerge. First, the study of these processes from a
complex methodological approach has illuminated the field with the inclusion of a wide range
of actors from multiple systems, some of which have been previously ignored in the study of
assessrant policies despite their high relevance in decisioaking processes and their
obvious significance in assessment policy. Second, the systems involved in assessment reform
processes persist throughout history. In addition to the more obvious and usimilidered
systems, namelyschoolsand institutions of education governancepolitical parties the
economic sectorforeign models or education system&milies public opinion teacher
educationand theacademyalso appear significant. Following Ex2K | NQa o mdbpdpn v LINAY
these constitute the elements of the assessment reform polysystem, and their changing
hierarchical arrangements show the dynamic character of its composition.

A further research question in this study, relating to the interactimetween actors
and systems, is answered through the finding that the internal composition of each system in
the polysystem, as well as the relationships between actors inside them, changes constantly
Similarly, relationships between the systems chandeenvanalysed diachronically. In the
Chilean case, the changing dynamics seem to be guided by struggles around social segregation
and, in direct connection to that, around more inclusive modes of governance. Different actors
and systems contest in differemhoments of history the persistence of elites in tdpwn
models that perpetuate the separation of social paths. Rather than more horizontal

relationships, the subsequent waves of contestation led to hybrid and highly complex
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governance models, and finally repression and violence from powerful groups who resisted
this change to the hierarchy of the polysystem.

The final research question related to the discourses on assessment that circulated
through the polysystem, and to how these were related to powsues.The first discourse
that circulates around assessment emerges from examination practices, which emphasise the
high-stakes and public ritual aspect of assessment along with certification, markivgrds
and punishments, and selection. This digseuis embedded in a traditional model of
pedagogy developed in colonial times, where rote learning as well as the religious and moral
aspect of education was at the core. An attempt towards a more emancipatory pedagogy was
halted by the persistence of Higstakes examinations inatecismg which remained as the
canonical pedagogical discourse. A second equivalent movement of the polysystem occurs
during the 1920s, although it is then working class actors who initiate it and this time it
includes changes thigh-stakes examination regimes. Such changes are not related to a new
discourse on assessment but point directly to the abolition of examinations. The response of
0KS NHzZ Ay3d StAdS ¢l a adNBy3ISN) GKAAa GAYS FyR
elements.

A second discourse on assessment begins circulating during the 1920s among teachers
and academics, who see its potential as a tool for the scientific observation of learning but at
the same time perceive the risks it has if assimilated by an ar&toddeology. Standardised
testing is the first theoretical development on assessment in the history of education,
imported from the field of psychology. It becomes canonised during the 1960s, when the
government is seeking for an increase in educatimvision as well as an increase in access to
higher education, as part of the hybrid ideology of the political centre, where selection and
segregation are kept but to a lesser extent and based on meritocracy. Whether unintentionally
or not, multiplechoice tests facilitated an increase in entrance to higher education in

comparison to the more qualitative bisupposedlyf S a & & 2Ba@ifetato WiEEs high
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stakes assessmerghifted from open questions on academic subjects to closed questions
around aptiudes, the sgtem naturally followedthat direction, and schools absorb these
models of assessment. This, again, hinders the development of the curriculum and pedagogical
reform undertaken at the time, which mixed the old principles of emancipatory pedagody
the new approach developed by Bloom. However, the meclahmispect of testing and of
.f22YQa (KS2NEB aSSya G2 LINBGIAtE FTyYyR GKS SYlyC
practicesfocusedon automatic responses to questions that require the appimaibf basic
skills. An extreme of this assessment practices during the dictatorship, where simplicity was
kept at its maximum in order to avoid political persecution.

It is only in the 1990s that more emancipatodiscourses on assessment bega
circulging throughout the polysystem, namely authentic assessment and Assessment for
Learning, as models that were consistent with a cognitimestructivist pedagogy. #lough
still moderate, they hadhe potentialto turn assessment into an aid for learninghrar than a
mechanism of surveillance, disciplining and ga#re. However as paradigm shifin the
polysystemis not sequential butather a superpositiorof ideas, the new repertoire hath
coexist with the old, whicltontinued tooccupy the centre of th polysystem, perhaps more
pervasively than before. New repertoir@gere first negotiated and neutralised through the
discourse of standards, which rather than a new repertoire could be understood as the
evolution of goabased pedagogy and assessment. ©rlbe government change new
repertoireswere simply eliminated and the discourses of higfakes testing and standards
prevaikd.

The research findings confirm how and to what extent assessment has been a key
lever both in change and stability of tp@lysystemt 2 f AGA OFf St AGS&aQ | 6 NByS
assessment is evident, as struggles around it can be found in all the pefiedgps Minister
Cifuentes summarised at 1 KS 0S3IAYYyAy 3 27T RaoNé wdRaeOdtiieh 2y KA &

exanmnationisii KS 2 ¢ y S NJ .ERmin&tiRgdaigHstakds 2gée3sment systems has never

321



University of Oxford
Department of Education
D. Phil Progname

been in the fieldof visionof political elites, as thewell understand their relevance as a lever

of the whole education system, which in turn is embedded in specific modiedsaety. It is
innovative teachers along with working class members who suggest the elimination of
examinations because of the vision of society thegnveyand the social barrierthat they

have guarded. When this impulse for changas supported by cerin political elites and
academics, and thus became more real, Conservative groups crushed this possibility without
hesitation.

By addressing assessment reform processes from a historical perspective, this research
has contributed to a better understandjnof them. It has elucidated how discourses on
assessment from the past overlap with those in the present, generating hybrid discursive
practices. The research also has highlighted the historical continuity of the systems that
compose the assessment reformpolysystem. Additionally, he findings offer a rather
depressing perspective in terms of the repetition of the same emancipatory ideas on
education and society and the similar repetition of resistance to and defeat of these ideas. In
that sense, perhapsetchers are right and show more historical awareness than policy
I dz K2NRGASE yR OFRSYAOA oKSy (KSe& ale NBF2NY
The same can be said about their feelings of hopelessness. Finally, this diachronic approach
providessome idea of what needs to be changed when an emancipatory reform in education
and assessment is attempted: highakes assessment systems need to be, if not abolished, at
least made less pervasive and threatening. It has been the historical wall agdiict all
reform attempts have dashed themselves.

The (poly)gstemic perspective also offeis different understanding of assessment
reform processes. It showed how assessment reforms comprise far more than schools,
education government institutions andgaoup of researchers around a single approach. There
are many other systems and actors involved and many other parallel discourses and policies

around assessment that play an important part in the interplay of reform. The interpretive and

322



University of Oxford
Department of Education
D. Phil Progname

4

flexible approacl2 ¥ Ll2feaeadsSvya (K

w»

2NE I &aéfeachfsys@m. SR F2 NJ
This revealed that each system had its own internal relationships and struggles over the

meaning of assessment, whiatakesthe whole process very chaotic, messy and polyphonic at

all levels of the polysysterw Sa L2 yaAoAf AGASa | NRdzyR (KS &adz00
therefore, become wider and teachers are (or should no longer be) the sole target of lame.
(poly)systemic approachevealsthe position actors assume inside thgystems they inhabit

and has the potential of generating an increased awareness about this positioning, which

could potentially lead to a more strategic approach to their involvement in assessment

policies

Lastly, the ideological dimension proved fundartal in a more complex
understanding of assessment reform processes. The relationship between specific models of
society and specific ideas on education and assessment policies was apparent in each period.
This means that involvement in assessment refgmocesses has to be approached in a less
naive way, and has to be thought in terms of its embeddedness in a political and ideological
context. Assessment has been used as a lever of the education system and the options chosen
for this purpose are never mely technical. My involvement in this research process has
confirmed a reflection | used to make when talking tes@rvice teachers: the smallest decision
one makes in the classroom, specially around assessment, is not only a technical one, but also
a higorical and political one, where our own vision as professionals of education is enacted by
selecting those practices that are consistent with our views of what we want for the future of
students and, therefore, of society.

When presenting preliminary reks of this work | have been asked what | think the
solution is. At the beginning of my doctorate | could have given many answers. | could have
said previous reform processes need to be taken into account in policy design; | could have
said more bottoraup models of policymaking need to be implemented; | could have said that

clearer decisions need to be made in relation to a single and ideologically consistent discourse
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on assessment, in order to avoid parallel policies and overlapping contradictory diespur
AK2NIZz L O2dA R KI@S alAR Ylyeée (GKAy3a Ay GSN¥a
top-down and implementatiorcentred perspective on reform. However, throughout the
doctorate | have become more pessimistic and critical of changerdasiaglyhavefelt as if |

were attending a conference about the universe and quantum physics for lay audiences, that
is, like a small and insignificant particle that occupiesirusculespace and time inside a huge

and infinite multidimensional structerthat shapes our behaviour without us even noticing it. |
have graduallyabandoned the hope of expecting change to come from policy elites. The
observation of their historical interplay has persuaded me of their willingness to keep things as
they are. Ifthere is any hope, this comes from the awareness developed through this process
of research, where the importance of holding a perspective on education and of acting
responsibly, coherently and strategically about it seems crucial. In that sense, | enviseg
emancipatory potential in teacher education and research as a means to generate education
professionals with a high level of awareness and independence of thought and, thus, with
enough power and strategy to resist ideas they do not think of aga&fthiright.

In the meantime, the game continues, and in the context of the social movement for
education a new campaign against SIMCE has recently emerged, which highlights again the
ideological relevance of assessment discursive practices. Teachatentstitand academics
adhere to this protest, which is summarised in the website of the initiative in the following
terms:

With this campaign we wish students, parents, teachers, academics and politicians raise their
voiceto halt the current implementatiomnd use of SIMCE. We are convinced that SIMCE has
turned into one of the fundamental pillars of market education and has disastrous
consequences for education actors and schools.

We understand that in order to imagine A NEW EDUCATION, consistent withréster of

social right, we must face and redefine the way in which education works today. To think of a
new assessment and a new curriculum requires to confront SIACE.

143The urlof the website ishttp://www.alto -al-simce.org/
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At the same time, a few days ago Presidential and Congressional electionddoek p
in Chile. The binominal system, which new candidates have promised to change, benefitted
the same two coalitions. Likewise, the two Presidential candidates (out of nine) that will
compete in the second round also belongGoncertacior(now renamedNew Majority) and
Alianza | do not know if what is to come from this scenario in the arena of assessment is sadly
predictable or if there is reason for hope for increased awareness of the community about the
role of highstakes assessment systems. Eithayw cannot but participate in it, this time with

increased awareness, critical sense and strategy.
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{Fydl alFNNFE 5@® YR *#SNHINI}YY WP9dP omMyyold WwS
AdzZLISNA2NBaAQ wwS3dz F A2y F2N) G4SFOKAYy3a Ay KAITKSN
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[Administrative and legal organization of the public primary instruction], op. cit.
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VeldsquezA. (1873)Resefa Histdrica de la SIP (1-8833)[A historical account of the SIP
(Society for Primary Instructioif)8561873). Santiago. Available at:
http://www.memoriachilena.cl/602/w3article-74388.html

Groups of documents:

27 certificados de aprobacion de cursos del Instituto Nacideale 1875a 1879[27 approval
certificates of courses at the National Institiftem 1875 to 1878 Available at the Fernandez
Larrain Archive of the National Archive.

13 Actas de examenes y/o listas de nalada Region de ConcepcidB[exam minutes andt
marking lists for the Region of Concepdidn: Oficios recibidos de autoridades educacionales,
1863, Fondo de la Intendencia de Concepcion [Letters/documents received from education
autorities, 1863, Concepcion Local Authority Archivel].

Carta que cmunica los dias y las condiciones de exarsepara la Region de Concepcion
[Letter that communicates dates and conditions for examinaiofor the Region de
Concepcion]. In: Oficios recibidos de autoridades educacionales, 1863, Fondo de la Intendencia
de Mncepciodn [Letters/documents received from education autorities, 1863, Concepcion Local
Authority Archivel].

2 certificados examenes fines s. XIX [2 exam certificates from the 19th Century]. Private family
archive.

PERIOD 2: 192040
Individual documents:

Alessandri, A. and Durén, D. (193Bgecreto 545. Modifica articulo reglamto calificacions y
SEt YSySaQ omdii€sNsB &rticlp af phe grading and examination regulation]. In:
Donoso, R. (comp(1937). Recopilacion de leyes, reglamengadecretos relativos al servicio
de la ensefianza public&antiago de Chile: Direccién de Prisiones.

Alessandri A. and Durdz 5 ®  dectpio 2@ Fij@ derechos de examemesa la
9y asS3lyil |l [P&@ezg6RAFNGs lefamination rights (paym for Secondary
Education]. In: Donoso, R., op. cit.

Alessandri, A. and Duran, D. (193®ecreto 5243. ¥ f ARl SE} YSy S&De®e2 OdzSt | a
5243.Validates Military School exams]. In: Donoso, R., op. cit.

Alessandri, A. and Duran, 2933).\Pecreto 1679. Aprueba plan de organizacion de la Escuela
b2N)2&ESGWO St | lRczee b6 SproteQthe plan for the the organisation of
940dzSt I b2NXIFf aw2aS ! 0SSt NR2 bg3ST1é£é6d LYY 52V

Alessandri, A. and Duran, D. (193#®ecrdi 2 MT oy ® t NB NNIDEdee 1738p L2 NJ ™
Extends 545 for 1934]. In: Donoso, R., op. cit.

N>

Alessandri, A. and Garcés Gana, F. (198&creto 292® a2 RAFAOI SEl YSySa R
[Decree 2923Modifies maturity exams]in: Donoso, Rap. cit.
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Alessandri, A. and Garcés Gana, F. (19B&creto 1460. Prorroga 1303 por 193Bedee
1460.Extends 1303 for 1936]. In: Donoso, R., op. cit.

Alessandri, A. and Vial, O. (1934ecreto 1303. Prorroga por 1935 N° %4Becreel1303.
Extends for 1935 N°545]. In: Donoso, R., op. cit.

Alessandri, A. and Vial, O. (193#ecreto 7018. Modifica reglamemtde calificaciones y
SEt Y S Pé&sr@e7018Modifies the grading and examinations regulation]. In: Donoso, R.,
op. cit.

Altamirang L. apd Bernales J. (1925).\Pecreto 97. Aprueba reglamento Exénes para
9y asS3lyil |l [pP&@asrRiprbhks efams regulation for Secondary Education]. In:
Donoso, R., op. cit.

Bello, E.; Ward, C.A.; Dartnell, P.P.; Mdzg;1925)Pecreto 387. Establece un Derecho de

Matricula y Exdmenes en By a S3F y 1 I { dzLJS NDe2rdd 387 EstalliéhdsyaR | NR& | Q
matriculation and examination right (payment) for Higher and Secondary Education].

Donoso, R., op. cit.

Blancle, B.and Cruz Ocampd..D. (1932)'‘Pecreto 3830. Modifica gdamento de licencia
& S O dzy RDedide | 3880.Modifies the Secondary Education certificate regulation]. In:
Donoso, R., op. cit.

Conservative Party. (194X onvencién General del Add ConservaddiNational Convention
of the Conservative Party]. Valparaiso. Available at:
http://www.memoriachilena.cl/602/w3article-10039.html

Contreras, J. (1935). ¢Comunismo o gguea? [Communism or bitterness?]Revista de
Educacion63, 69.

Council for Primary Instruction (1922). Actas de Consejo de Instruccion Primaria [Minutes from
the Council for Primary Instruction]ournal of Primary InstructiopfNovDec, 497504.

Daudet H. (1927)Bosquejo dealgunos valores educacionales [Outlime some educational
value§. Nuevos Rumbog, 125127.

Davila, C. and Soto, C. (1932pecreto 2777. Aprueba Reformas el Reglamento de
Calificaciones y Exameri@Becree 2777Approves refoms to the Regulation for Grading and
Exams]. In: Donoso, R., op. cit.

De VéasquezA. (1935. Niflos problemas [Problematic childrefevista de Educacip63, 19
25.

Ferriere A. (1927)La imprenta en la escuela primaridte printer in Primary 8ool]. Nuevos
Rumbos1, 68.

Ferrierg A.(1932).La Educacion Nueva en Chile (32280)[The New Education in Chile
(19281930). Madrid. Available at:
http://www.memoriachilena.cl/®2/w3-article-9363.html
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FigueroaE andHuidobrg A. (1926)%¥5 SONB (i 2 ddc a2 0 NB y&xBnkeyeQA sy LI 3
[Decree 996 on exemption of matriculation and examination ides Donoso, R., op. cit.

Fuentes Vega$S. (1927).Nuestras Escuat Normales Qur Escuelas NormalgsNuevos
Rumbos6, 108109.

General Teachers Association (1927). Editorial of Nuevos Rulibbesos Rumbog, 123.

Hernandez, J. and Marshal, L. (193Becreto 435. Se aprueba el reglamentos y plan de
estudios dellnstituto Peadgdgicd2 Dedree 435.The regulation and study plan for the
Pedagogical Institute is approvett: Donoso, R., op. cit.

Ibafiez del CampcC.and. | NNXA 2 &3 9 © 7&li1 Peimodifiban Y5 StOWNGS P
del reglamento de exameS Derreer7811Articles 20 and 21 of the examination regulation
are modified]. In: Donoso, R., op. cit.

Ibafiez del CampcC.and. | NNJA 2 & I De@rdto 72@ndbH a 8 RA WA OF NB It | YSy 2
[Decree 7201Modifies the exams regulation]. In: Baso, R., op. cit.

Ibafez del CampoC.and. | NN 2 a ¥ Décrdto 4086chBuprésion dél Bachalker en
CAf2a2FNI &Detrez¥09¢nbditlorRod Bhilbsophy and Humanities Bachillerato].
In: Donoso, R., op. cit.

Ibafez del CampdC and. | NNA 2 a Z De®rebo 949 remoaios coldlicional diimnos
j dzS F NI O & S y[De&ee 94%¥ZondHibnil ir@motion of students who fail one
course]. In: Donoso, R., op. cit.

Ibafiez del CampoC.and . | NNA 2 a = Deécteto a6a3fReglaménto Wemal de la
Educacién SecundariBgcree 2693General regulation for Secondary Education]. In: Donoso,
R., op. cit.

Ibafiez del CampcaC. andBlanche B. (1930)Pecreto 4669. Organiza Sevicio dspieccion de
9 RdzOI OA 5 y [DédikeAb6RMArgatises the Inspection Service for Primary Education].
In: Donoso, R., op. cit.

Ibafiez del CampoC.; Lira, G.; Jaramillo, R. (19385 C[ HyH &d20NB RSNBOK2a
[Decree (with Force of Law) 282 on matriculation rights]Donos, R., op. cit.

Ibafiez del CampcC.and Navarretez  a ®  dectpto §b43PReamento de calificaciones y
eEt YSySa RS 9 RdzO |[D2drer y2549. Bxdbrdzyaidl gdddihgQregulation for
Secondary Education]. In: Donoso, R., op. cit.

Ibafiezdel CampoC.and NavarreteM. (1929).Pecreto 280 ® wS It | YSy (G2 DSy SNI f
[Decree 2865General Regulation for Public Secondary Schools (Liceos)]. In: Donoso, R., op. cit.

Ibafiez del CampdC.and Navarret2 a ® dwscdeto G4ABEL Esdles Primarias Anexas a
LiiS2a LI} aly | RS I|IR¢dR SA8BARMSEX Ptinhary Sdh&ls OF Liceos become
dependant on the DGES (General Directorate for Secondary Educdtiobgnoso, R., op. cit.

Ibafez del CampdC.and Navarrete M. (192h uL@y 5291 de Instruccion Primaria ObligatQ@ria
[Law 5291 for Compulsory Primary Instructidn: Donoso, R., op. cit.
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Ibafiez del CampoC.and Navarrete M. (1929).Decreto 3060.\Reglamento genal de las
S&40dzSt I & Dednek 30B0S&@nkrareyulation for primary schools]. In: Donoso, R., op.
cit.

Ibafiez del CampcC.and Navarrete a @ decthw 764 W2 RAFA Ol NB It | YSyY i
[Decree 3764Modifies the scholarships regulation]. In: Donoso, R., op. cit.

Ibafiez del Capo, C. and Navarrete, M. (193@ecreto 1474. Establece la ficha de aptitudes
para los alumnos qua Y ANBASy | | D&@eIdvREstablishBéRhe Bphithde Q  ®
record for students that enter primary school]n: Donoso, R., op. cit.

Ibafiez dé Campo C. andRamireZ t & ©Oacmpta tob PuerdaedLey 7500Reforma

9RdzOF OA2Yy It Q W5SONBS 06A0GK C2NOS 2F [60 Tpnnod
National Congress Online Library:
http://www.leychile.cl/Navegar?idNorma=5652&buscar=decreto+7500+educaci%C3%B3n

Ibafiez del CampoC. andRamireZ t ® d@ecte 5898 Aprikeba reglamento de
SEt Y S Pebrae®39@Approves the examinationggulation]. In: Donoso, R., op. cit.

Ibélﬁez del Campo, C. and Ramirez, P. (19R8kcreto 5352. Apruea disposiciones sobre
SEt Y S Pebrat@5352Approves dispositions on exams]. In: Donoso, R., op. cit.

Ibafiez del Campo, C. and RamjrP. (1928)WPecree 5736. Modifica el reglamento de
examenes en lo que se refiere a los alumnos de | [Begrée 5736Modifies the regulation
for exams in relation to Year 12 students].

Ibafiez del CampdC. andRamireZ t & Demrdiei5A9I8.dyldthento @ra obtener Licencia
{ S Odzy Peckek 5498BReaqulation for the obtainment of Secondary School Certificate]. In:
Donoso, R., op. cit.

Ibafez del CampcC. andRamireZ t ® Deardiei 3626 dTérkHino de las labores daoes
enlad 9 & OdzSf | BecreeNsB2BENANIK Schibdwodk in Primary Schools]. In: Donoso, R.,
op. cit.

Ibafiez del CampoC. andRamireZ t ® DOeacrdia 220 @rientcion y finalidades de la
Segunda ¥ & S 3 | Detrde @Q20centation and aims of Sendary Education]. In: Donoso, R.,
op. cit.

Ibafiez del CampdC. andRamireZ t ® Deardiei 2p.0PtAn d€ estudios del primer ciclo de

la Ensefianza SecunddRidDecree 23.Plan of studies for the first cycle of Secondary

Education]ln: DonosoR., op. cit.

Ibafiez del CampcC. andRamireZ t & Deardioi 260 Peredhade matricula y exadmenes

0 LJI I@are@ 260Matriculation and examination rights (payment)]. In: Donoso, R., op. cit.

Ibafiez del CampdC. andRamirezP. (1929pDelteto 656. Modifica Decreto 2Decree 656.
Modifies Decree 22]. In: Donoso, R., op. cit.

338


http://www.leychile.cl/Navegar?idNorma=5652&buscar=decreto+7500+educaci%C3%B3n

University of Oxford
Department of Education
D. Phil Progname

Ibafiez del CampdC.and Santos Salas. (1927)Pecreto 6087. Reglamento de exéanes de
Ly & G NHzOOA 5 PecrpeSs08iBKdRrs ddulatidn fos Sexdary Instruction]. In: Donoso,
R., op. cit.

J.M.M.H. [sic in document] (1922). Crénica: en exdmenes [A chronicle on edanorsfl of
Primary InstructionNovDec, 485487.

alk Nt §S3dAI WO/ @ OmMbpH PO @ W[ | [Thaldvisishotithe Rdbicafioh NI ¥ 2 NJ
reform in Chile]. In: Mariategui, J.C. (1981§mas de educacidhima: Amauta.

Montero, J.Eand Bravg A.G. (1932)Pecreto 1338. Autoriza funcionamiento de un curso d
Ay@Saidaalr OA 2y Betree LIS3R Autheridd é fuztioning of a pedagogical
research course]. In: Donoso, R., op. cit.

Montero, J.E.and Labarca S. 6 m oo Dbeorabo 1%9. Crea cursos de recuperacion para
estudiantes secundariésDecdree 179 Creates reinforcement courses for Secondary School
students]. In: Donoso, R., op. cit.

Montero, J.Eand LabarcaS. (1932)Pecreto 554. Modifica articulo reglamento calificaciones
y examene® Dedree 554Modifies an article of the grading and examination regulation]. In:
Donoso, R., op. cit.

Mussa M. (1936).El Régimen Escolarlgs problemas de la Disciplin&dhool regime and
discipline problemf Revista de Educacipn7, 1434.

N/d (1922).A propésib de la reforma a la ensefianzar] the education reforf Journal of
Primary Instructio, NovDec, page number not registered.

Perrin, S. (1935). No divagemos [Let's not ramBelista de Educacip63, 2530.
RecabarrenL.E. (1910Ricosy pobres a través de un siglo de vida republicdriaH and poor

throughout a century of republigalife]. Rengo. Available at:
http://www.memoriachilena.cl/archivos2/pdfs/MC0003647.pdf

{FyFdsSyiSaz W[ d yR a2yididz [® omMmpHAnLOL P Y[ S& o«
3654 for Compulsory Primary Education]. Santiago. Available at:
http://www.memoriachilena.cl/602/w3article-8876.html

Santa Cruz, E. (193%l profesorado primario [Primary TeacHefRevista de Educacifi3,
31-33.

Truccg M. and GuzmanL. (1931)\Pecreto 4022. Autoriza a Rectores y Directores para recibir
Solicitudes de Bxy OAs5y RS 5 S NB JRetréde 4828 Authadridges\gdaibdzt ahdQ
headteachers to receive applicatiof exemption from matriculation fees]. In: Donoso, R.,
op. cit.

Trucco, M. and Guzman, L. (193Pecreto 4865. Declara¥éh R2 &4 SEt YSySa 94 0dzS¢
[Decree 4865Declares Military School exams valid]. In: Donoso, R., op. cit.

Velasque, C. (1927)Los tests psblogicos y la nueva educacidPsychéogical tests and new
education].Nuevos Rumbogl, 6971.
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Veldsquez C. (1927).Controversia entre aristocratay demdcratas de la inteligencia
[Controversybetweenaristocrats and democratof intelligencgé Nuevos Rumbo$, 9798.

Groups of documents:

19 actas de exdmenes de la Region de Antofagasta [19 exam minutes from the Region of
Antofagasta].Antofagasta, 1927. Inintendencia de Antofagasta: Communications received
from the Minstry of Public InstructiorAvailable at the National Archive.

3 listas de comisiones examinadoras Region de Antofagasta [3 examination committees lists of
the Region of Antofagasta]. Antofagasta, 1927. Imtendencia de Antofagasta:
Communications recatd from the Ministry of Public InstructioAvailable at the National
Archive.

Calendario de exdmenes, Antofagasta [Exams calendar, Region of Antofagalstagnttencia
de Antofagasta: Communications received from the Ministry of Public Instruétiaitable at
the National Archive.

Carta familias colegios privados reclamando por condiciones de examenes en la Region de
Antofagasta [Letter from families of private schools complaining for examination conditions at
the Region of Antofagasta]. Antofagast 1927. In: Intendencia de Antofagasta:
Communications received from the Ministry of Public Instructtorailable at the National
Archive.

Telegrama pago examenes en Liceo [Telegram on examination payment in a public secondary
school], Antofagasta, 192T: Intendencia de Antofagasta: Communications received from the
Ministry of Public Instructiorvailable at the National Archive.

2 telegramas de casos particulares de examedesalumnos.Comunica resultados [2
telegrams of particular cases of exanfssome students. Communicates results]. Antofagasta,
1927. In:Intendencia de Antofagasta: Communications received from the Ministry of Public
Instruction Available at the National Archive.

3 listas o libretas de notas personales de establecimientwggbos [3 personal marking lists or
reports from private schools]. Santiago, 1934 and 1939. Private family archive.

4 testimonios de distincidon por conducta, establecimiento privado [4 distinction testimonies
for good behaviour from a private school]. 8ago, 1937. Private family archive.

Registro de notas de un liceo [Marks register from a public secondary school]. Santiago, 1936.
holGlrAYSR FNRY GKS a0K22ft Qa R20dzyYSyid NBLIZAAG2NE
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PERIOD 3: 196885

Albaric, R. (1966)Informe UNESCO: Examgnrevision de los programas de educacion
[UNESCO report: Analysis arglision of education programmesantiago. Available at:
http://unesdoc.unesco.org/images/0000/000079/0079988dH.

puji
w»

Allende, S. and Cruz, L. (197Gy N° 17398. Modifica la Cang (1 dzOA 5y t 2 fLAWI A O
N° 17398 Modifies the Political Constitution of the State]. Santiago. Available at:
http://www.leychile.cl/Navegar?idNorma=28981&buscar=Ley+17398

Allende, S. (1973)ast speech at the House of Governméidio file available at:
http://www.memoriachilena.cl/archivos2/audio/MC0043425.mp3

Christian Democratic Party (1967Un programa y un gobiernA programme and a
government]. Santiago. Available at:
http://www.memoriachilena.cl602/w3-article-9081.html

Cox, C. (1984)Ortodoxia y Heterodoxia en el campo educacional: los discursos de politica
sobre el sistema educacional a principios de los 70 [Orthodoxy and heterodoxy in the field of
education: discourses of politics aboutetreducation system at the beginning of the 70s].
Signos 1(4), 4644. Available at:

http://www.memoriachilena.cl/602/w3article-121782.html

FEUC (the Catholic University of Chiled8ii Federation).(1973). ENU: El control de las
conciencias (informe critico preparado por FEWEB)U: The control of consciences (critical
report prepared by FEUCHantiago. Available at:
http://www.memoriachilena.cl/602/w3article-81406.html

Frei Montalva E.and Gomez Millas W® Deorepc2f9s® W2 RAFAOIF {A&adSYl 9
[Decree 27952Modifies the Education System]. Santiago. Available at:
http://www.leychile.cl/Navegar?idNorma=19478&buscar=Decreto+27952

Frei Montalva E.and Gémez Millas W® loew &6626.0Sbprirdé el Bachillerato como

requisito de ingreso a las escuelas univarsts dependientes de la Universidad de Chile, de la
Universidad Técnica del Estado y de las uniRdrsRSa NB O2y 2 OA Rdwadles5282 NJ St S
Abolishes Bachillerato as a requirement for entrance to university schools that depend on the
University of Cite, the Technical State University and universities recognised by the State].

Santiago. Available at:

http://www.leychile.cl/Navegar?idNorma=28511&buscar=Ley+16526

Frei Montava, E.and Gémez Millas W® DBeprgha 7056 dFijaWormas para evaluacion y

promocién en octavo afio de Educacién Basica y para otorgamiento de laidicenc
correspondiente5 SONBS TnpcQ OCAESA y2NXY& F2NJ SOI f dzt (A 2
Edwation and for the grant of the corresponding certificate]. Santiago. Found in the
compilations of theOfficial Newspapecorresponding to that year at the National Congress

Library.
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Frei Montalva, E. and Pacheco, M. (19@Bgcreto 6859. Aprueba rignento de evaluacion y
LINEY2OAsYy RS f | Detrges8b3Approvds ther€gRldtibnor assessment and
promotion of Secondary Education]. Santia@dticial Newspaperl2 September 1968. Found
in the compilations of theOfficial Newspapercorregponding to that year at the National
Congress Library.

Frei Montalva, E. and Pacheco, M. (19%®gcreto 1288. Mol FA OF 5SONB G2 cypdpd 5
[Modifies Decree 6839 Santiago. Official Newspaper 11 August 1970. Found in the

compilations of theOfficial Newspapecorresponding to that year at the National Congress

Library.

Gauthier L. (1985)%a mizy A OA LI £ AT I OA sT¥ie niuBiciphsation®Redz@dtiddA 5 Yy Q @
Signos2(7), 30-39. Available at:
http://www.memoriachilena.cl/602/w3article-121784.html

Grassay E. Wnélisis estadistcdRS € | & LINHzS 6 | & StdiSical mha@sisAof £ S NI i 2 ¢
bachilleratotests. Anales de la Universidad de Chll62(4), 7793. Availablet:
http://www.anales.uchile.cl/index.php/ANUC/article/viewFile/27313/28926

Herrera Ruiz, R. (198(valuacion de los Aprendizajgsssessment of Learning]. Santiag
CPEIP.

Ibaceta,R. andSolang S. (1971)Texto guia Prueba Nacional Matemétigauiding textbook
National Test Mathemati¢sSantiago

Institute for Statistical Researclf1971). Facsimil PAA 197PAA Facsimile 1971]. Santiago:
University of Chile

Institute for Statistical Research. (197&acsimil PAA 197MPAA Facsimile 1974]. Santiago:
University of Chile.

Jadresic, A. (2002Re-edition of a text from 1973]La reforma de 1968 en la Universidad de
Chile[The 1968 reform in the Univergibf Chile]. Santiago: Editorial Universitaria.

Madariaga, M. (1983)®ecreto 62 exento. Fija texto actualizado y refundido de diversos
reglamentos sobre evaluacién y promocién escolar y sobre otras disposiciones relativas a esta
materiaQ Exempt decree62. Fixes updated and revised texts of diverse assessment and
promotion regulations and other dispositions related to this matter]. Santiago. Available at:
http:// www.leychile.cl/Navegar?idNorma=8483&buscar=Decreto+62+evaluaci%C3%B3n

Neves, M.E.; Higginhs Withers, C.; Ledén, B. (1988xto guia Prueba Nacional
Matematica/Verbal 8° afio[Guiding textbook National Test Mathemativ®rbal Year 8].
Santiago.

Pérez,F.; Guardiola, F.; Ponce, S.; Cepeda, A. (1%&Lsimil PERPER (Programme for
Assessment of Educational Performance) facsin8kejtiago Editorial Universitaria.

Pinochet A. (1979)Directiva presidencial sobre la educacién nacigRa¢sidentialdirective
on national education]. Santiago: Government publication.


http://www.memoriachilena.cl/602/w3-article-121784.html
http://www.anales.uchile.cl/index.php/ANUC/article/viewFile/27313/28926
http://www.leychile.cl/Navegar?idNorma=8483&buscar=Decreto+62+evaluaci%C3%B3n

University of Oxford
Department of Education
D. Phil Progname

Pinochet A. (1973)¥I Gobierno de las Fuerzas Armadas y de Orglandu orientacion ante

St LI NAQ we¢KS D2@SNYyYSyid 2F I N¥SR C2NXSa F2NJ h
11 October 1973.nt Libro de Gobierno. Afio de la Reconstruccion Nac{@8&¥). Santiago:
EditoraNacional Gabriela Mistral
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APPENDIX 1:
LIST OF SELECTED DOCUMENTS AND THEIR CLASSIFICATION IN THE CADRFERTESFOENCTINTION

1860-1900
Name of Translation into Social sphere  Time/place Type of discourse  Type of Author Role of Institutional Political Audience Context Source
document English document participants affiliation affiliation (when

relevant)

Las escuelas de The schools of Academy Santiago, Informative/ Report Valentin An 'expert' Academy Radical Education The authoris  Memoriachilena
Berlin: informe  Berlin: Report to 1885 Argumentative Letelier reporting to local authorities also a Radical

elevado al the Supreme authorities about politician.

Supremo Government from a foreign

Gobierno por the legation of education system.

la Legacion de  Chile in Germany.

Chile en

Alemania.

Resefiade las  Account on the XVI Politics Santiago, Argumentative Minutes The Members of a The Conservative  Other Memoriachilena
XV Conventions of the 1878 Conservative political party Conservative members of

Convenciones  Conservative Party Party reinforcing their Party the party.

del Partido (18781947). principles.

Conservador

(18781947).
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