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“There is something that can’t be measured with anything and that is vocation”

                                                                       (Chemistry teacher).

Abstract

This paper provides a qualitative evaluation of the impact that educational policies of new 

managerial nature have had on Chilean secondary-school teachers’ profession. The study adopts a 

teacher-centred perspective, arguing for the importance of considering this professional angle in 

the study of educational policy impact given the teachers’ role in the policy process. Teaching 

professionals’ perceptions and ideas are collected with semi structured interviews, for the 

exploration of patterns and clusters of ideas, opinions and perspectives on how they consider 

having been affected by New Public Management (NPM) policies. The study was carried out in 

the capital of Chile, as a Minor Field Study funded by SIDA, and reveals that this professional 

group has been affected by NPM in what regards their working conditions, but that the principles 

behind these policies have not been accepted by the group, revealing resistance to adopting new 

managerial ideas.

Introduction

The main topic of this essay is the impact of a particular type of public policies, New 

Public Management (NPM), on the sector of education in Chile, with particular focus on the 

micro level of the teacher. The essay takes into account the perspective of the teacher, 

recognizing the teacher’s professional expertise and role in the policy cycle. I argue that when 

assessing policy impact in education, or studying to what extent an implemented educational 

reform has affected the possibilities of achieving policy goals, the particular perspective of the 

teacher is necessary. This normative position is inspired by social science studies related to the 

area of professionalism and public policy of new managerial character, and constitutes the 

grounds on which I call for the inclusion of the teacher’s knowledge and experience in studies 

focusing on policy processes that target education (Exworthy and Halford, 1999, Avalos, 2006, 

Stenlås, 2009, Stenlås, 2011, Ahlbäck & Bringselius, 2014, Falabella, 2014).

The teacher-centred perspective is important for us interested in public policies and 

education for several reasons: first, because of the teachers’ expertise within the area of 

education. Teachers’ requirements in terms of resources, their opinion as to what measures are 

relevant, and the needs they see in education, ought to be considered valid referents in the 
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construction of policies targeting education. Following this conviction, this paper lifts the 

teachers’ ideas and opinions concerning the changes brought by NPM.  This ideational 

perspective on policy impact in general, and NPM in particular, follows a strain of academic 

research that centres on the relationship between ideas and discourses - policy paradigms-, and 

policy effects (Hogan & Howlett, 2015, Nohrstedt, 2015). 

In this paper, the professionals’ perspectives on education and policy measures are 

central, as they will allow us to examine how external NPM-criteria used in educational policies 

have affected their possibilities to provide satisfactory education. In other words; the teachers’

ideas and opinions will help us assess what the implications of a long-term implementation of 

new managerial policies are for teaching. 

  The teacher-centred angle of this study is also grounded in the traditional policy cycle 

approach, and appeals to the teacher’s experience in the implementation phase of educational

policies. This group of professionals share knowledge concerning implementation in two senses;

putting policy into practice, and being submitted to policy implementation The teachers’ 

testimony of systematically implementing policy measures through their work, simultaneously 

having to comply with policy measures targeting their work and behaviour, should not be 

dismissed. It is reasonable that this experience could be useful in the study of factors related to 

the implementation of educational policies, not only of NPM-character, and perhaps shed light on 

how these factors may affect the achievement of quality in education. (Knill & Tosun, 2012: 9-

10, 29). 

The information concerning NPM that a Chilean secondary-school teacher, in particular, 

can provide is worth scholarly attention, as Chile is an extreme case of radical introduction of 

NPM in a highly authoritarian and repressive social context. These professionals have been 

operating under NPM criteria for a long-term period of systematic changes that started in the 

decade of the 80’s, and should, if any, have experienced the effects of these changes on their 

profession.

The inception of NPM in the Chilean public education was facilitated and legitimated 

during the military regime by dictator Augusto Pinochet and his advisors, the “Chicago boys”, in 

order to put forward a broader neoliberal project of economic remodelling. The perpetuation of 

the neoliberal model and the logic of NPM introduced during the civic-military regime in Chile, 

stretches far into the democratic period that followed the dictatorship. Today, the country stands 

out internationally for having a highly privatized and segregated educational system due to the 

family of market-oriented policies that have been in use in the country for a long period (Bellei,

2015:13-16).
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The ongoing application and further development of educational policies that follow the 

NPM paradigm in Chile point to a second wave of NPM. The extension and greater complexity 

of the model is striking; the insatiable need for standardizing and regulating diverse aspects 

related to education in order to improve its results and elevate the level of quality makes the case 

for a country where the experimentation with NPM reforms in education has transcended a

regime-shift from dictatorship to democracy. The quest for quality education since the beginning

of NPM in Chile comprises a far reaching process that has affected and still affects the teacher 

profession’s role in the Chilean society. Perhaps also the country’s chances of actually attaining 

quality education. 

Aim

The aim of the study is to analyse Chilean secondary school teacher’s professional 

perspectives on NPM related-factors, in order to better understand the long-term impact that 

NPM-criteria has had on the teaching profession and its possibilities to provide education. The 

analysis is intended to contribute to the study of how teachers respond to NPM criteria used to 

measure, regulate and conduct their work, and whether the goals of these political measures have 

been attained in education. As such, this paper rests on the assumption that NPM has had an 

impact.

The ambition is to assess the impact of NPM reforms on the teaching profession, by 

taking into account the teacher’s testimony as professional, and as key actor in the policy cycle. 

The teacher’s oral descriptions and accounts of how they consider that they have been affected by 

NPM constitute the main data of this study. The analysis focuses on detecting thematic ideas and 

opinions that speak about the professional view of the impact of NPM on the teaching profession. 

This is, how the teachers themselves see that new managerial policies have affected their working 

conditions, and what this has meant for the fulfilment of the pre-established goals of those 

policies. 

In order to carry out this impact-assessment, I intend to explore and analyse the 

judgements and evaluations that teachers make of aspects related to NPM, like auditing modes 

and performance measurements. These opinions and ideas are crucial, as they contribute to the 

social construction of education. The ideas that policy-makers and professionals have in relation 

to the effects or results of a policy reveal underlying assumptions about what aspirations or goals 

education should pursue. Quality-oriented policy measures and assessment systems of new 

managerial character, for example, respond to greater need for service quality and efficiency due 
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to competition, this way establishing the criteria for what a teacher, in this case, is expected to 

deliver (Newman, 2011:350). 

By giving teachers a platform to describe, evaluate, and discuss changes to their 

profession and working conditions that they attribute to external NPM criteria, I pretend to 

analyse clusters of ideas that these professionals share and, hopefully, find a professional 

diagnosis of the effects of the NPM paradigm.

The answer that I will try to answer is the following:

How do Chilean secondary-school teachers consider that their work has been affected by

policy measures of NPM-nature?

Disposition

The paper is structured in four sections. The first includes what has been exposed above; 

introduction, aim and question. A second section covers theoretical aspects related to NPM, 

public policy, education, professionalism, and the teacher profession. Here, I will also provide

some empirical evidence from earlier research. Section four presents the analytical tool and 

methodology used during the process of data collection and analysis, as well as background 

information and data. Finally, a brief and summarizing analysis will give way to concluding 

comments. 

Theory

New Public Management - a paradigm

In a very simple and broad manner, one could define NPM as a “global wave of 

administrative reforms” with emphasis on efficiency-improvement and managerial 

accountability, which has affected the public sector of many countries since the early 1980’s 

(Christensen & Laegreid, 2011:1). Although this definition may seem broad it pinpoints an 

important assumption concerning NPM: the public sector and its administration has been 

targeted, and affected by the implementation of this widespread reform phenomena. 

Another approach sees NPM as a concept which comprises a variety of renovations in the 

public sector, an umbrella-term covering  different efficiency-seeking thoughts and accountability 

modes applied in the public sector (Hertting & Vedung, 2009:22, 31), and yet another definition 

views NPM in terms of shift or modification; as a spectrum of “managerial and organizational 
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mechanisms” which have entrenched the public sector with the purpose of achieving greater 

efficiency, thus modifying the systems of efficiency achievement (Beck & Bogh, 2011:335). 

As these definitions or approaches show, there are some core aspects related to NPM: 

First, that NPM entails the modification of the public sector and its administration in structural 

manners. Second, that these renovations are motivated by a set of efficiency seeking doctrines, 

which entails a third aspect; the development of a wide array of audit modes or techniques that 

allow the measurement and accountability of the changes accomplished. 

Theoretically, there is one important paradox in what concerns NPM; although the 

promotion and implementation of  technocratic reforms known as NPM have been studied, 

defined and characterized by many scholars, there appears to be no central theory that allows its 

definition. Instead, one can approach NPM from the doctrines and argumentative sources that 

have inspired those who designed and assisted the implementation of public policies of new 

managerial character during its boom: the 1980’s and 1990’s (Boston, 2011:17). 

The advance of this reform wave, then, is grounded on a compilation of doctrines and 

assumptions, or “ideational construct that provides some continuity to policy content and 

discourse over time”. As such, it is valid to state that NPM policies entail a policy paradigm. 

Depending on the acceptance of a policy paradigm, such as NPM, within a given “policy 

community”, the problem-solving process of public policy will become easier to carry out, which 

is why the paradigmatic approach to NPM is useful for understanding the dynamics of a given 

policy change. A valid approach to NPM policy impact, then, is by studying sets of coherent and 

shared ideas within a particular group of individuals embedded in the public policy, in this case 

teachers (Hogan & Howlett, 2015:5).

The central thesis behind NPM states that intensified market orientation and focus on 

administration leads to greater efficiency without affecting other goals negatively (Christensen & 

Laegreid, 2011:10). This central idea, it is believed, is applicable to different activities or sectors, 

including education and those providing it; the teachers. 

Boston identifies five sources of theoretical inspiration that support this, and other basic 

NPM assumptions, and points out that these are neither the only intellectual sources of NPM 

policies, nor have they all had the same importance, or been applied homogeneously. 

Nevertheless, there is one fundamental string of inspiration; the managerialist tradition of 

administrative theory (Boston, 2011:17, 30).

This tradition, related to what is known as Taylorism - or scientific management-, 

assumes that “management” is a generic activity guided by a determined set of principles that are 

applicable to different types of public, private, commercial and non-commercial organizations 
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without distinction. This implies that different types of organizations, such as schools, are seen as 

homogeneous rather than diverse. 

Great importance is given to hierarchical control, managerial authority and decision-

making power within the context of clearly specified and monitored goals. Applied to the area of 

education, the teacher becomes subordinate to those in the managerial staff, and the decision-

making power of both managers and professionals becomes conditioned by the specific goals and 

tasks that they are expected to achieve.

Another assumption in this tradition is that the performance of human and organizational 

behaviour can improve if subjected to incentives, which is why performance measurement 

becomes a crucial element of management. In order to enhance cost-effectiveness and efficiency 

then, performance is defined and measured, and the value of these performances become tied to 

pre-established criteria, like the achievement of specific tasks, fulfilment of expected outputs and 

outcomes, adjustment to process and procedure regulations, and attainment to plans and 

programs. (Boston 2011:22). 

This explains the development and implementation in education of, for example, national 

standardized tests applied to assess and compare school results, specific criteria meant to evaluate 

and classify students, teachers and schools according to distinct performance-categories, and 

economic incentives to schools and teachers that perform as required.

We should keep in mind that these changes, brought about by NPM in the school systems 

of many countries, can be traced to particular sets of ideas, or policy paradigm which operates on 

an intersubjective level within a collective or group. This ideational aspect of public policy is 

relevant, because the “framework of ideas and standards” entailed in NPM determine how a 

problem should be addressed, and by which means (Daigneault 2015:44-45).

Added to these underlying traditions there is also an ideological influence that has 

motivated promoters of NPM reforms worldwide; neoliberalism. This term refers to a neo-

conservative form of economics stemmed from the idea of unregulated markets, which was one 

of the most influential political doctrines during the decades of the 1980-1990’s. Many OECD 

countries of the time strived for greater efficiency and cost-cutting in the public sector, regardless 

of political orientation. This market-oriented ideology, then, motivated changes within the 

educational sphere in many countries, including Chile (Christensen & Laegreid, 2011:18-19, 

Avalos, 2006)

Some of the recurrent measures, applied in different countries, that characterise this 

neoliberal reform movement, or set of structural changes known as NPM, are; privatization of 

state enterprises, exposure of public agencies to competitive pressures and orientation towards 
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greater customer-preference, reduction of the amount and range of the state’s regulatory and 

developmental activities, liberalization and deregulation of different markets, development of 

administrative leadership in the public sector, and specification of expected goals and results 

(Hertting & Vedung, 2009:31, Christensen & Laegreid 2011:1,10). 

In the early 1980’s, Chile became one of the first countries where neoliberal politics, and 

the NPM ideas sustained by neoliberalism, were violently put into practice and experimented 

with. Under these circumstances, the NPM paradigm was introduced without further scrutiny or 

opposition. From the very beginning the state’s role was radically redefined in what respects 

education and the teaching profession. The educational market that developed out of this model, 

where the state’s responsibility in the provision of education heavily diminished, made schools 

compete with each other for the attraction of students and families – now clients. The model 

turned education into a service provided by teachers and schools, at the request of the state. 

Caught between the demands of the clients and the requirements of the state, the position of the 

teacher as professional weakened. The main motives behind these type of changes, then, were a 

set of ideas – a policy paradigm-, promoting a more efficient public sector, reduced public 

expenditure, increased accountability and a more efficient educational system (Christensen & 

Laegreid, 2011:18-19, Avalos, 2006). 

The ideational aspect of policy, the fact that ideas are considered relevant in the context of 

public policy, is widely recognized, and this is also true of NPM. As such, the ideas behind NPM 

are constitutive of NPM policies. The new managerial ideas both determine that lack of 

efficiency and effectivity is a problem, and promote particular solutions to, and ways to address 

lack of efficiency and effectivity (Hogan & Howlett, 2015:9-11).

As the introduction of NPM reforms has been driven by action rather than theory it must 

not be a surprise that there is a broad spectrum of NPM reform-variants depending on each 

political, administrative and economic context, even though they all stand behind similar 

principles (Christensen & Laegreid, 2011:1-17).

Considering all of the hitherto exposed facets, it is not fruitful to attempt general analyses 

of NPM and its possible impacts. To avoid this, I will make an effort to delimitate the aspects 

related to the public policy process in which the teacher, in particular, is embedded.

The teacher’s place in the policy process

According to Knill & Tosun, a public policy comprises “the output of a political system 

as it is realized in practice”, with the purpose of achieving pre-established goals and providing 
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solutions to social concerns. There is of course a huge range of possible actions that are at a 

government’s disposal in order to put forward a political decision in the public, and there are also 

different aspects of a particular policy that can be analysed (2012:11, 15). 

In order to narrow down the scope of these political actions to those relevant for this 

exploration, the traditional policy cycle- approach is adopted. Here, focus is on the stages of 

implementation and evaluation. It must be noted that it is not rare for these phases to overlap, and 

that each of these stages can be studied according to distinct dimensions. Both implementation 

and evaluation are closely related to policy outcomes and policy impacts; two dimensions used 

for the study of policy-induced behavioural changes, and their implications for the achievement 

of policy goals. (Knill & Tosun, 2012:9, 28-29). In this study, the analysis takes into 

consideration both changes that have affected teachers, and what this means for the teachers’

possibilities of fulfilling expected goals in education.

Implementation has been referred to as “post-decisional politics”, as it involves linking 

the decisions behind a certain policy with the achievement of the results of those decisions. 

Implementing involves, thus, mediating between those who set up policy goals and those targeted 

by a certain policy by actually putting the policy into practice (Knill & Tosun, 2012, 148-149, 

159). 

In education, the teacher is one of the main actors in the implementation of public

policies targeting education, this is the policy community responsible of the provision of 

education, paradoxically without having an acknowledged role in the policy process targeting 

education. This view of the teacher as instrumental to a certain public policy corresponds to a 

top-down perspective that assumes that there is a separation between the policy formulation stage 

and the implementation stage (Knill & Tosun, 2012:152-152).  This perspective is present in this 

paper, acknowledging the fact that teachers and policy-makers in Chile occupy distinct places in 

a hierarchical structure, from where different perspectives on quality education might emerge. 

Evaluation, or the comparison of pre-established goals with their actual effects, involves 

the gathering of information that may be used for further political decision. For this, an adequate 

definition of performance indicators and result-evidence is necessary in order to make 

measurement and auditing possible. The kind of administrative evaluation carried out for 

assessing the delivery of governmental services in terms of efficiency does, therefore, also 

involve the inspection of individuals and their compliance with what is established in policy 

documents (Knill & Tosun, 2012:175-177).

The teaching professionals and their work are thus liable to external evaluation due to 

their involvement in implementation. This situation  opens up for  a potential conflict as policy-
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makers, auditors and managers make decisions based on NPM criteria, while professionals draw 

on their experience and commitment to the profession for decision making (Stenlås, 2011).

Because evaluation implies estimating and judging on the grounds of certain norms and 

stances, evaluation is not a neutral activity. The normative and value guidelines of a policy 

evaluation can, therefore, have political implications. As evaluation is both a means of assessing 

political steering and a means for political steering, it becomes a form of managing educational 

policies as well as a form of managing those providing education (Hertting & Vedung, 2009:14-

15, 59). 

Due to the normative character of evaluating a certain policy or policy measure, this is yet 

another instance where criteria coming from different policy communities meet and compete: the 

ones of the policy-makers and managers, and the ones of the teaching professionals.

In order to gather information concerning the possible impacts that NPM reforms may 

have had on the teaching profession in Chile, I will invite teachers to testify on how they believe 

their work has been affected by policy measures of new managerial character, and to evaluate 

those policies that they themselves implement in the quest for better education.

Professionalism and the teaching profession

Many professionals within the public sector of different countries have become affected 

by the introduction of the managerial model and the neoliberal principles mentioned earlier in the 

text, and given the teaching profession’s place in the public sector it should not surprise that it 

has been affected by NPM reforms to a great extent.

Professionalism, of which teachers are a classic example, is here understood as a 

compound of common professional norms and education, high internal quality requirements, 

specific working tasks based on objective standard criteria and widespread autonomy. This view 

of professionals sees that this group shares “strongly motivated professional norms where quality 

and efficiency in professional work is key” (Ahlbäck & Bringselius, 2014). Another important 

aspect of professionalism is that the work of professionals is to a great extent unaccountable or 

“inherently discretionary”, which poses difficulties when it comes to external supervision and 

audit, which is fundamental for the theoretical success of NPM (Ahlbäck & Bringselius, 2014). 

It is clear then, that the judgement of the professional is necessary for the process of 

providing a service, such as education, which is not fully measurable. Nevertheless, the NPM-

inspired model advocates the definition and measurement of the assignments that individuals and 
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organisations execute, and puts greater focus on results rather than process in order to achieve 

greater efficiency, accountability and diminish expenditure in different areas of the public sector, 

not the least education (Boston, 2011:20–23). 

According to Newman, “managerialism itself challenges professional power bases” due to 

its consumer oriented nature and emphasis on competitiveness, which is why quality measures 

emerge as a managerial tool. The professional knowledge base is considered insufficient to 

justify the mode of public service delivery, and becomes subordinate to performance and 

efficiency-oriented organisational norms (2011:349-350).

The possibility of making “abstract spaces” inside, for example schools, “‘calculable’ and 

therefore comparable” extends the control that managers have over professionals in the public 

sector. The retreat of the state’s responsibility over education and its marketization becomes 

possible by decentralizing power to managers and bureaucrats. This threatens professionals found 

below the managerial staff in the public institution hierarchy, and brings managers and 

professionals closer (Exworthy & Halford, 2009:3-11,). 

This powerbase-overlap between bureaucrats and professionals has been addressed by 

introducing “marketising pressures” on organisations in the public sector, motivated by the idea 

that public organisations are better conducted by the hand of managers than by professionals. 

Taken as a whole, these multiple factors have contributed to the weakening of the teacher's

position as professional, leading to a process of deprofessionalization (Ahlbäck & Bringselius, 

2014, Newman, 2011:350, Stenlås, 2011). 

According to what has been exposed, then,  it is not only the consequences of more 

general NPM reforms that indirectly affect teachers, such as privatisation and decentralisation, 

but the everyday practices of the teaching profession have been modified with the aid of different 

variants of goal-and-result steering, and performance measurement (Stenlås 2009). 

Earlier research: the Chilean case

In what concerns changes brought by NPM and the Chilean neoliberal project of market 

regulations in education in general, the Educational Reform (Reforma Educacional) launched in 

the early democratic period of the 1990’s, did, overall not accomplish neither more adequate nor 

more effective education. This reform, which was intended to enhance quality and equity in the 

public school system, did bring positive results though, such as greater access to education, 

higher levels of student retention and the guarantee of a minimum level of resources to schools

(Bellei, 2003). Nevertheless, teachers disapproved of the fact that “so little of the contexts in 
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which they worked had changed”. They experienced increased workload in a context of 

bureaucratic and authoritarian forms of school management, without being acknowledged for 

contributing to the reform (Avalos, 2006)

The NPM effects on today’s Chilean education is striking; it has developed a two-fold

system of segregation or socio-academic exclusion. The far-reaching deregulation of education 

and the competitive pressures put on schools opened up for different mechanisms of selection. On 

the one hand, families - clients - were given the possibility to choose schools by means of the 

voucher system, and at the same time, schools could to a greater extent select students either on 

academic grounds through admission requirements or by expelling students. Thus, the 

educational system developed both socioeconomic and academic segregation. This double 

selection filter, along with the public ranking of schools according to national standardized test 

results, favoured the development of a phenomenon known as spurious competition in education. 

The competition is spurious or artificial as schools alter their results by selecting students that are 

academically more prominent, this way segregating students depending on their capacities or 

academic potential. The systematic rejection of non-prominent students leads to the leaking of 

bad results to socioeconomically better-off student populations (Matear, 2006, Bellei, 2015:143-

162, Falabella, 2014).

Matear (2007) explains that efforts made during the democratic period to support schools 

with socioeconomically weaker students have had a certain level of effectivity, as these schools 

are ‘achieving more with less’ in comparison to subsidised private schools that are not 

compensating, in terms of education, for the advantages these schools enjoy in two aspects; the 

home and family baggage of its students, and greater amounts of resources from parental 

contributions added to the voucher. This matches Chilean teachers’ beliefs about factors that 

explain the students learning results; they attribute a 66% to the students’ social and family 

context (Centro UC, Políticas públicas, 2015)

Focusing on the micro level of the teacher, the scholarly literature on NPM and teacher 

profession shows that there are clear and recurring effects of the managerial tendency to inspect, 

demand documentation, set specific and detailed goals and indicators for professional 

performance in general, and for teachers in particular. Symptoms such as deprofessionalization in 

the form of reduced status and external recognition of teachers, disruption of norms and identities 

shared by professionals, dysfunctional behaviour and negligence of duties triggered by the need 

to comply to auditing, and frustration due to the incapability of influencing external criteria, have 

been detected by different authors over time (Exworthy & Halford, 1999, Power, 2000, Stenlås, 

2011, Ahlbäck & Bringselius, 2014, Falabella & Opazo, 2015).
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Similar to empirical evidence from other countries, the Chilean case presents the 

weakening of professionals’ discretionary space as their knowledge base has been challenged. 

The government’s report on the results of the OECD project TALIS - Teaching and Learning 

International Survey- carried out in the year 2012 shows that  near 70% of Chilean teachers 

believe that external evaluation are only carried out as an administrative routine, and a 63% claim 

that these evaluations have no tight connection to their in-classroom performance. Nevertheless, 

this detached attitude to external evaluation has yet another facet; 59,6% of the teachers claim 

feeling threatened by these external audit mechanisms, as the results they obtain can affect their 

occupational stability (Centro de estudios MINEDUC, 2013).

This duality or conflict in Chilean teachers’ reception of NPM is further analysed by 

Falabella & Opazo (2014), who refer to this as “pedagogical tensions”. The authors find a set of 

tensions that arise from the result-oriented model in education, where the teacher must navigate 

between safe zones and risk zones. While focusing on content and abilities that are to be 

evaluated, for example, the teacher is in the safe zone, but if the professional dedicates time to the 

development of content and abilities that are not to be evaluated he or she comes into the risk 

zone. This discourages the development of critical analysis capacity, communication abilities or 

other physical or artistic skills.

Added to this, the OECD survey also reveals that teachers in Chile stand out from the 

international average for their greater proportion of in-classroom hours, a higher number of 

students per class, but also greater satisfaction with their profession (Centro de estudios 

MINEDUC, 2013).

Analytical tool

In order to see in what ways NPM policies applied in Chilean secondary education have 

had implications for teachers and their work, an analytical tool is needed. The tool developed for 

the purpose of this paper rests on five impact categories that assess NPM impacts on different 

areas or dimensions. 

The first category, Deprofessionalization; incidental factors, is meant to further explore 

the phenomenon of deprofessionalization. It has already been stated that teaching professionals in 

Chile have undergone a process of deprofessionalization, but the purpose of this category is to 

bring about more detailed information as to what factors might be causing this 

deprofessionalization, and whether some factor are more recurrent than others. 
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The second category; Effects of external, performance measuring and evaluation on 

education, is expected to provide new information about the effects of extensive and prolonged 

performance measurement on teachers and students. This category is relevant and necessary as 

the teachers are likely to have experiences and knowledge concerning NPM effects that can only 

be detected in the context of the classroom or in the practical work of teachers.

The third impact category, Satisfaction with current working circumstance explores the 

profession’s internal criteria. As the question is framed in terms of expectations, it appeals to 

normative ideas about education and working conditions that may be shared within the group of 

professionals.

The fourth category, Policy fulfilment, targets the professional group’s internal evaluation 

of NPM policies, addressing the issue with an ambiguous question. The policy effects are thus 

open to be evaluated or interpreted from different angles, depending on each respondent’s 

preconceptions of what the goals or aims of these policies were, at the time of their design.

The last category, Changes on the educational system considered necessary, appeals to 

the expertise of the teachers, and explores professional priorities for enhancing the quality of 

education provided by the Chilean educational system. The interview question is presented as a 

game, where the respondents are given total discretion to suggest and propose changes to the 

current system. As this category is also of normative nature, a teacher-centred, or professional 

paradigm of education may come forward.

Taken together, then, the information concentrated in these five categories will hopefully 

answer my question. Table 1 shows the analytical tool used for data analysis.

Method

As the purpose of this paper is to explore the effects of New Public Management

reforms on secondary-school teachers and their work, by analysing their understandings, opinions 

and ideas, a qualitative method is needed. The analysis is intended to arrive at a qualitative 

evaluation of these policies, from the perspective of the teacher (Esaiasson et al., 2007:283-289, 

Knill & Tosun, 2012:175-183)

Due to the explorative nature of this study, it is crucial to rely on a method that allows 

the collection of data that goes beyond the range of information requested by interview questions. 

This is possible with semi-structured interviews. By gathering data with semi structured 

interviews, new information can be accessed, making possible the detection of professional

perception-patterns or clusters of ideas. This type of interview is loosely structured around more 
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or less specific themes or notions that accept open ended answers, which allows for unexpected 

data to come forward. The flexibility required by this method implies that the main topics should 

be developed in conversation-like interviews without any strict attachment to a particular order or 

extension of the answers (Bryman, 2012:412-415, Teorell & Svensson, 2012:89). 

The data analysis is to be carried out on a manifest-level, interpreting what is explicit in 

the material. This means that information that is latent or indirectly implied in the material will 

not be taken into account. The data collected is to be summarized or concentrated to what is most 

essential, by using a concentration technique that cuts longer statements or descriptions into 

smaller, concentrated pieces of data (Esaiasson et al, 2007:303-311).

The data collected corresponds to 10 semi structured interviews in Spanish, carried out 

in Santiago, Chile. The corpus of respondents are 9 secondary-school teachers and 1 agent from 

the governmental institution Agency for Quality in Education, ACE (Agencia de Calidad de la 

Educación). The sample includes three Language teachers, two English teachers, one History 

teacher, one Music teacher, one Maths teacher, and one Chemistry teacher. The respondents’ ages 

range from 24 to 62 years. By the time of the interviews, the respondents that are teachers worked 

in five different schools in the Metropolitan Area, which is the region with the biggest amount of 

registered students in the country. All of the participants in this study, with the exception of the 

ACE agent, were arrived at in five different schools offering secondary education. All of the 

schools belong to different municipalities of Santiago, Chile. The complete process of locating, 

obtaining interview-permission, and interviewing all participants stretched from November, 2015 

to the beginning of January 2016.

All respondents received a copy of the certificate issued to me by SIDA, and a formal 

invitation with information concerning the aims of the interview in a letter of invitation/informed 

consent that all of them signed. Respondents were given the possibility to choose a location for 

the interview, and offered a refreshment during the interview. I considered that this was 

necessary in order to make the respondents feel motivated and important as to the information 

they would share with me. I also commented for all respondents that I had worked as secondary 

school teacher in the country for some years. This, in order to establish a relationship of 

confidence and complicity with the respondents, whom might be more prone to give detailed and 

reliable information (Teorell & Svensson, 2012:90)

For each interview, I registered the data in audio format, which was later transcribed, 

printed and processed. While recording, I also took notes in order to register those aspects of the 

interview that were of particular interest for the purpose of this study. As such, the interview-
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notes provide a written summary of the content of each interview, which was later useful in the 

data-processing phase.  

Sampling process 

The 9 secondary school teachers were arrived at through a two-step process. As a first 

step, schools from within the Metropolitan Region of Santiago, Chile, were selected using a 

framework of two criteria: 

Performance according to the  average SIMCE results for 2nd graders corresponding to 

the period 2010-2012, as reported in the Chilean ministry of education’s  online-database  

http://www.mime.mineduc.cl/mvc/mime/portada.  All 1052 schools within the Metropolitan 

region were listed according to their last three years’ average SIMCE scores, then reducing the 

list by selecting schools with high-, low-, and near-average results.  

The second criteria, socio-economic level of schools, was developed by cross-matching 

information regarding school-fee level given in the above mentioned database, with the socio 

economic level (GSE) of schools according to their individual records found at 

http://www.agenciaeducacion.cl/ . The idea was to include schools that represent a spectrum of 

contexts or environments in terms of SIMCE results and socioeconomic conditions. This, in order 

to obtain maximum variation in the data, and to lift the socio-academic segregation of the Chilean

case. The initial criteria were only used for the pre-selection of those schools that were to be 

contacted in order to invite teachers to participate. 

Table 2 presents the schools according to their SIMCE results and socioeconomic level. 

Each school is identified with name and RBD (identification number), and respondents from each 

school is identified with letters from A-C. The chart does also indicate the municipality to which 

each school belongs, as well as the date of each interview.

The agent from the ACE was included in order to compare the teachers’ answers with the 

ones of an external actor tied to education that represents the government’s perspective.

This respondent was arrived at with the help of my contact person in the country, who also works 

as agent for the Chilean government’s quality agency. I therefore relied on my contact person for 

the spreading of invitations among his colleagues within the governmental agency.

The interview-guide was structured in two parts; one dealing with topics that are inherent 

to professionalism, such as quality and autonomy in education, which aimed at getting the 

respondents to talk about their work experience in general. Here, information regarding the 

categories Satisfaction with professional expectations, and Deprofessionalization; incidental 
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factors was collected. In the second part of the interview, more policy-specific issues were 

covered. In this section, teachers developed ideas and perspectives on their priorities in the quest 

for quality education, as well as their evaluation of the public policy measures of NPM-nature 

operating in Chile. In this section, they provide information related to the categories Effects of 

external, performance measuring and evaluation on education, Necessary changes or 

modifications, and Policy fulfilment.

Critical aspects

In order to solve the ethical problem of exposing my respondents to eventual retaliation at 

their working places due to the information revealed in the interviews, I promised to keep them in 

anonymity. The identities of the respondents, as well as the transcriptions of the interviews have 

been handed over to my supervisor at the Department of Government of the University of 

Uppsala.

In what respects the practical execution of the investigation, the most critical aspect was 

the difficulties I encountered when contacting schools in order to reach the teachers. I was very 

often met with suspicion as to the goals and contents of my interviews, and denied access to the 

teachers on grounds that they were much occupied with administrative work and test correction. 

After insisting through various channels and presenting myself in person in various cases, I 

managed to get through to the teachers.

As to the distrust showed by the administrative personnel that I had contact with, I 

interpret these kind of reactions as related to the audit-culture that has developed in Chile. The 

data collection took place in the context of the process of implementing the expanded evaluation 

system carried out by the ACE, which may explain this hermetic and cautious attitude on behalf 

of the managerial staffs. In what respects the teachers being busy with administrative tasks and 

correcting tests, I advise those interested in collecting qualitative data from teachers in Chile to 

avoid those periods where the school-semester concludes, as this is when the workload of 

teachers is at its peak. 

Once in contact with teachers though, they seemed eager to give their testimony and very 

cooperative when it came to setting place and date for the interviews.

Case-background - NPM and educational policy in Chile
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In Chile, the introduction of New Public Management inspired reforms took place under the 

exceptional socio-political circumstances of the military regime (1973-1990). As one of the most 

radical experiments in school politics known in the world, the school system became reformed 

and market oriented at a national scale, leaving Chile as an outstanding example of broad and 

fast-growing privatisation of education within the international context. Today, the Chilean

educational system is heavily marked by segregation, both academic and socioeconomic.

Part of the general reorientation of the Chilean economy towards neoliberalism, these reforms 

included decentralization, the introduction of a voucher system to promote competition between 

schools, the deregulation of the teacher profession, and the organisation of schoolwork under 

vertical authoritarian structures with special units for planning, audit and evaluation, all of which 

affected teachers. The year 1988 saw the introduction of what has become an important reference 

for evaluating quality in the Chilean educational system: the standardized test SIMCE, or 

National System of Evaluation of Learning Results. This external evaluation mechanism was 

intended to contribute to the improvement of quality and equity in education and is still used as 

an important reference for the country’s school results (Avalos, 2006, Matear, 2007).

Bellei (2015:13-25) points out a paradigmatic effect of the market-orientation that regulated 

education at this point; the market also regulated what was believed to be a good education, as 

quality became established in accordance with the preferences of those consuming education. 

Quality in education was what families preferred on the educational market.

With the triumph of democracy in 1990 hope and expectations as well as uncertainty and 

tension marked the socio-political arena. The status quo in educational political matters can be 

explained by the priority to maintain political and economic stability and secure democratic 

transition. This is the context in which efforts to promote quality in a mixed system of public and 

private schools takes off, with the creation of a new regulation for teachers, Estatuto Docente, as 

the only structural change made during the first half of the 1990´s. The voucher system 

introduced during the military regime was preserved and a new system of shared financing was 

introduced in 1993, enforcing the linkages between the public and the private. Parents could now 

act as an extra source of economic investment in the quest for better quality education. A series 

of programmes (P-900 and MECE) were introduced, targeting rural and vulnerable schools as a 

first step, and later applied to a more universal coverage. Nevertheless, these programmes did not 

modify rules, norms or institutions, but attempted to adjust the everyday school experience of 

teachers and students. Overall, the impact of these programs was limited due to institutional 

contexts that, in some cases, operated against the required changes, as was the case of the 

teachers strained working conditions (Matear, 2007, Bellei, 2015:26-29).
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By the mid 1990´s education became a prioritized issue to the country’s government, and 

modernization was seen as a missing piece in the equation of successful education. In the year 

1996 the time had come to reform education, and the Educational Reform was launched. Its 

political agenda was oriented towards the establishment of an NPM paradigm that put emphasis 

on efficiency and results (Bellei, 2015:29-33, Morales Casetti, 2014).

The reform rested on four pillars: one consisted of the prolongation and strengthening of 

previous improvement programs, a second one included curricular changes for both primary and 

secondary education, and a third pillar consisted of a considerable extension of the school-day as 

a whole, as well as the amount of time dedicated to teaching. The last pillar included a set of 

measures intended to support the teacher profession, such as; the assignment of resources to 

universities preparing teachers, courses related to the reform itself, internship programmes 

abroad, and economic incentives distributed according to external evaluation and criteria. This 

economic incentive was distributed according to SIMCE results, rewarding those teachers 

working in schools that accomplished better results in comparison to other schools with students 

of similar socioeconomic background. In order to make this comparison possible a national 

system of accomplishment evaluation was created, the SNED (Sistema Nacional de Evaluación 

de Desempeño). The publication of SIMCE results in the press from the middle of the 1990’s 

onward placed further competitive pressures on schools.

Such an ambitious program that covered so many different areas of education was not 

implemented without difficulties, and as a whole it both augmented the state’s role in educational 

policy-making and sharpened the market-logic operating in education (Bellei, 2015:29-33, 

MINEDUC). 

At the threshold to the twentieth first century, the results of the Educational Reform turned 

out to be less impressive than expected and an impact crisis revealed; the results of the SIMCE 

and other standardized tests showed that students did not perform better than before the reform. 

Despite academic explanations that pointed to the complexity of the policies implemented, the 

damage was already done. The confidence in educational policies and the educational system as a 

whole had already been affected negatively. The reform became a target of public debate and the 

general perception was that the educational system was in worse conditions than before the 

reform (Bellei, 2015:34-37) 

The government that assumed in 2000 expressed frustration and impotence as to the lack of 

means to demand quality from teachers and schools, and opened up to the possibility of 

modifying some aspects of the Reforma Educacional. Even greater emphasis was given to 

external evaluation and the creation of new learning standards, focus was put on curricular 
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implementation in the classroom, and external actors, such as private consultant companies and 

universities, were included in the educational apparatus (Avalos, 2014, Bellei, 2015:34-37)

Crucial for teachers was the launching, in 2005, of a national and compulsory system of 

evaluation of their performance. Depending on the results attained, teachers’ promotion, working 

stability, and salary could be affected. Here, the NPM idea that incentives and penalization

regulates performance is pretty straightforward. This modification of the initial reform impulsed 

by the mid-nineties drove it into the classroom, but not always as had been expected, and 

education ceased to be an issue of national consensus. Education became a field of political 

dispute which lead to the, almost, complete omission of the issue of education during the 

presidential campaigns of 2005 (Bellei, 2015:34-37).

The theme of education became revived and reclaimed by the student movement of 2006; the 

Chilean students, supported by a majority of the civil society, would no longer accept mere 

access to education but now demanded the right to equity and quality in education. The petitions 

in terms of concrete measures included the strengthening of public education, free access, end to 

public funding of profit-oriented schools and student discrimination, as well as derogation of the 

dictatorship’s key legislation in education; LOCE (Ley Orgánica Constitucional de Enseñanza). 

The demands pointed towards structural and process related aspects of the educational system as 

a whole (Bellei, 2015:34-37).

Paradoxically, though policy-makers of different political sectors recognized the need for 

changes, arriving at an Agreement on Quality Education (Acuerdo por la Calidad de la 

Educación), and a new General Act of Education (Ley General de Educación, LGE) that led to 

the development of a System of Quality Assurance (Sistema de Aseguramiento de la Calidad), 

this policy process reaffirmed previous NPM tendencies. 

  The creation of a new institution fully devoted to quality in education, Agency for Quality in 

Education (Agencia de Calidad de la Educación, ACE) exemplify the new managerial character 

of the outcomes of the agreement; a second wave of NPM. All in all, the new political agenda put 

greater emphasis on pressing schools, and creating new incentive mechanisms and accountability 

devices, instead of  developing teachers’ and administrators’ capacities to respond to the new 

demands, or introducing supportive actions that would enable the educational system to self-

manage competently (Bellei, 2015:37-44, Falabella, 2014).
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Data 

The evidence will be presented in five blocks, each block covering the evidence found for 

each impact category of the analytical tool. 

In general, the information provided by the respondents exhibits similar attitudes, 

opinions and experiences in what concerns their work. As a group, their answers show patterns 

and consistencies that reveal the existence of a professional paradigm, or cluster of common ideas 

regarding their work. The teacher-paradigm, or ideational construct detected in the data shows 

that the policy group is exposed to external factors in their working places that are out of the 

range of their control, and that this affects both their working conditions and personal life.

In what respects Deprofessionalization; incidental factors, the main actors identified as 

responsible of the level of autonomy that a teacher enjoys is the managerial staff, administration 

or school board. This exposes an antagonistic relationship between these two work groups which 

is typical of deprofessionlization. The way in which professionals choose to make an evaluation 

instrument, the access to material such as photocopies, printers, internet and textbooks, the format 

of class-planning, and the practical disposition of classes are some of the factors that these non-

professionals regulate thus restraining the professional autonomy of teachers. The evidence 

confirms previous research concerning professionals and administrators, the latter embodying

bureaucracy; “...it is precisely bureaucracy that is one of the enemies of autonomy” (Fransisco 

Encina, teacher A).   

The data show that teachers feel questioned by managers, parents, students and society as 

a whole, but that they relate autonomy to the context of the classroom above all. In this sense, 

their autonomy seems to be directly and negatively affected by the common practice of technical-

pedagogical and managerial staffs to interrupt classes in order to arbitrarily inspect and evaluate 

what the teacher is doing in the classroom; “there are places where they (managers or 

technocrats) get into the classroom to evaluate the teacher’s work with parameters that have not 

been previously discussed...there are many places where this occurs” (Liceo Polivalente 

Talagante, teacher B). What seems to cause rejection on behalf of teachers is not being evaluated, 

several of them claim being open to external audit, but the fact that this is done by a staff that 

teachers consider unfit for this and that the nature of these evaluations are punitive rather than 

constructive. Again, here is a pattern that indicates strong internal criteria that does not comply 

with the NPM-paradigm. Other examples given of how personnel from the administrative or 

managerial staff trespass professional’s discretionary space is by establishing what is allowed or 
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not in terms of where a class can be held, how students are to be distributed in the classroom, 

what activities are accepted as part of a lesson. 

Nevertheless, the testimony of the ACE agent reveals another perspective on this 

situation. In public schools, the respondent considers that, sometimes, the managerial staff is too 

lax; “because the heads of the technical-pedagogical unit acknowledge sort of their limitations 

and that discourse about appreciating the professional they have in front of them allows them also 

to draw away from their obligation to audit the teacher’s work” (ACE agent). This perspective 

reveals a somewhat suspicious attitude towards teachers as a group, even though he himself has 

been a teacher before arriving at the ACE.

Time and number of students in the classroom are, by far, the most recurrent factors that 

respondents say affect their autonomy and possibility to provide quality education. Starting from 

the premise that quality in education involves communicating with students, familiarizing with 

their particular cases and establishing some sort of bond, providing satisfactory education 

becomes very hard when there is not enough time for motivating and attending each of the 

students, or not enough time to plan and prepare material that is adequate for each course and 

class; 

“The time provided to you to for planning is not enough therefore I have to do that 

on another time and you end up working until one in the morning  and even then 

you need more time and you see yourself all the time under pressure, to do a good 

class because you have to prepare material, you have to rethink the class, consider 

the students, what will work for me, I have this sort of students with this kind of 

disposition, I have these materials at hand to work with them, otherwise I have to 

invent or create them and for that I need time so if I don’t have it available I 

become limited, it limits me to do things” (Manantiales, teacher A).

The data collected for assessing the effects of deprofessionalization on teachers’ 

possibilities of conveying a good education indicates, then, that teachers perceive that they 

operate in a hierarchy in which they are situated under the managerial staff, which many times 

restrict or censor initiatives that do not align with the criteria that these staffs may have.

As to the Effects of external, performance measuring and evaluation on education, all of

the repondents see that standardized instruments have not had a desirable impact on their

students, on their working conditions, or on education in general, although there are some shades 

to this also. 
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The data as a whole, points to an overall tendency in education to centre around good 

results on standardized tests, with high achieving excellence schools profiling and marketing 

themselves on the grounds of these results in order to attract families. This way, the standardized 

tests are lifted to the category of goal, which “ends up being the opposite of education” (San 

Joaquin, teacher A). Respondents from high achieving schools see that good results work as a 

cushion to the possible side effects that negative standard test results can bring on them and their 

employment stability, while teachers of subjects not evaluated by these external criteria consider 

that their autonomy is favoured as they are left aside. The paradox here, though, is that this 

greater freedom is gained due to the lack of attention that these teachers get as their subject does 

not provide results that may benefit the school; “on a second plane, it harms me in the sense that I 

don’t get the spaces or time to carry out better classes...it is not a priority” (Lorenzo Sazié, 

teacher A).

In order to obtain these desired results then, important things are left aside, and here the 

evidence is quite straightforward, efforts or strategies that aim at developing integral individuals 

with critical thinking and communicative skills are neglected, and students are denied classes 

with content and activity approaches that do not pursue these expected results. It is not rare that 

teachers have to give up their classes for simulacrums of SIMCE or other standardized test, for 

example. In schools that centre on these kind of tests or performance measuring, teachers are 

under great pressure as the results determine the quality of the teacher, which also affects them on 

a personal level. A freshman teacher declares being “afraid of the results because it will fall back 

on me” (San Joaquin, teacher B).

The material shows that competition among high performing schools and their students, 

but also among teachers as a group has become symptomatic due to the fact that measuring and 

evaluation is often used to compare, rank and provide economic incentives. This undermines 

peer-solidarity and collaboration as teachers become unwilling to share their strategies for 

achieving good results; “because then (my colleague) will take my place or I won’t obtain the 

performance bonus...Finally, it does not allow for education to advance” (Manantiales, teacher 

A).

The data provided by the ACE agent does also reveal a critical attitude in what respects 

standardized performance tests, but the criticism is rather directed at how the results obtained are 

used than at the instrumental utility that the tests may have; 

“As a matter of fact those schools that think that the SIMCE is THE 

SIMCE, are the ones that take hours from English, take hours from 
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technology, from music, in order to press in more language- or math 

workshops. It is a perverse use of this instrument but these are clearly 

decisions made by management” (ACE agent).

Again, the material reveals that managerial staffs and administrators are seen as part of 

the negative effects of the NPM-paradigm in education, even by a person tied to the evaluation 

apparatus of the state.

In accordance with the results of the TALIS survey, teachers express satisfaction with 

their profession, but here they provide nuances to this observation by referring to their 

satisfaction with current working circumstance. By satisfaction with their profession, some refer 

to the social function of being a teacher; making a contribution to society as an agent of shift that 

operates at “one of the most sensitive domains of society” (Fransisco Encina, teacher A). Another 

point of view regarding professional satisfaction focuses on the working environment, for 

example; working on a school with a diverse student population, enjoying autonomy, or having 

affective attachments to the student community. 

Nevertheless, the satisfaction that respondents have of their expectations as teachers is, 

overall low. Among the participants of this study, taking work home is systematic, and it is seen 

as an obstacle for fulfilling professional expectations. Due to lack of time, test correction, 

preparation of materials and planning are done on private time, which evidences work overload. 

The term recurrently used for this is “agobio” - burden. Another factor that prevents teachers 

from fulfilling their expectations is the unpredictable nature of working with groups of complex 

individuals, or having to cope with the effects of absent families and socioeconomic 

shortcomings of students. There is also a sense of insufficiency in what respects the provision of 

education to students; “always, always, as a teacher, you end up with the sensation that I did not 

make it this year” (Liceo Polivalente Talagante, teacher A). Yet, one teacher expresses 

satisfaction with his achievements, attributing this to the fact that the school where he works 

selects students; “it is very easy to work with children that are selected...I insist that selection 

helps a great deal” (Fransisco Encina, teacher A).

When asked about Policy fulfilment, and whether they believe that the policymakers 

responsible of these policies are satisfied with the results, the responses vary, but in general they 

are very sceptical concerning the intentions of these policymakers. Even though the question used 

for this category was formulated in an ambiguous manner, there is evidence of shared perceptions 

that are critical and condemnatory of both the intentions and effects of the NPM-paradigm. The 

extension of school-day introduced during the 1990’s is considered a failure with 
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counterproductive effects, mainly on the students: “the reform was a very big fallacy when 

stating that afternoons in school would be for workshops and then the resources needed to do so 

were not generated” (San Joaquin, teacher A).

The group as a whole considers that they have been negatively affected, in particular, but 

that the implications of these policies are far more complicated. There are consistencies in their 

opinions in what respects the social effects of the changes brought about in education by NPM 

policies. The teachers testify of segregation due to academic and economic selection, with a class 

perspective on the educational market by referring to power groups, profit maximizing, and the 

upholding of a social structure by means of education: “yes, they did it marvellously in terms of 

…creating and education that possesses the basic elements needed to make this system work and 

they have it. Private education shapes future managers, the subsidized the middle managers and 

the public the people who work…for a low salary without much knowledge" (Liceo Polivalente 

Talagante, teacher B).

Another type of criticism is grounded on policy-makers lack of knowledge as to the 

reality of the country when implementing policies of foreign origin, or policy-makers lack of 

experience of the dynamics and conflicts that occur inside the classroom. 

The final category, Changes on the educational system considered necessary, addresses 

the question of what changes they consider fundamental in order to reverse this situation. On a 

concrete and practical level, the call is clearly for a regulation of the number of students allowed 

per class. The numbers vary from teacher to teacher, but all in all the appropriate number 

according to the respondents is somewhere between 20 and 30. Following this material aspect of 

educational needs, teachers also demand adequate classrooms and elementary implements, and 

here it is really elementary things they are asking for: curtains, a black- or whiteboard in good 

conditions, classrooms that are adaptable, a projector, and internet. Overall, the main objective is 

to make the place of study a pleasant one for the students.

The time destined to in-class teaching versus preparation of planning and materials is 

considered disproportionate, and therefore a common proposal is what they refer to as 50-50, 

which means 50% of paid hours in front of a class and 50% of this time for complementary work. 

There is great consensus concerning this aspect.

Another requested change that emerges from the data is re-dignifying the teacher. This 

may sound very abstract, but the group has several strategies for this. One has to do with 

elevating the requirements of the higher education that teachers go through, both in terms of 

stricter regulation of the universities or institutes that offer pedagogy, and by elevating the 

standards for admission and curriculum. 



26

Another pillar of this strategy is changes in policies that regulate teachers’ salaries. A 

higher salary is seen as the remedy to many things, but mainly it is perceived as a way of  

attracting and motivating skilled people that; “many times feel terrified of entering the 

programme because of the salaries” (Fransisco Encina, teacher B). 

The possibility of constant individual improvement and development as professional is 

another request where the state is expected to assume an active role supporting the teaching 

professionals, guaranteeing that teachers can attend courses and seminars that they consider 

pertinent. Other modifications considered necessary are reducing the amount of contents included 

in each subject curriculum and the contextualization of these contents to the reality of the Chilean

youth of the twentieth first century, this aspects is today considered overloaded and 

counterproductive.

On a more social level, the data shows great apprehension as to the complete absence of 

the family, or the lack of tools that families have to support their children; 

“these are parents that are present, that are always there and need to help 

their children, but the situation is that the subjects are not the same as time 

ago so they need support...because if I have an engaged family the kid will 

feel motivated” (Liceo Polivalente Talagante, teacher C). 

Here, the ACE agent agrees, adding that parents need to actively adopt a critical attitude 

towards schools, putting forward suggestions that may contribute to the school’s development.

In a similar nature professionals consider that it is fundamental to regain the trust that 

parents had for teachers, this way re-establishing a relationship that is considered lost; 

“it has to go back, back to that relationship in which the parent trusts us, 

what we say is not questioned, functioning aligned understanding that we 

care about their child and not this confrontational relationship that many 

parents demand” (San Joaquin, teacher A)

Here, the teachers’ perceptions tell us that there has been an impact on the way in which teachers 

and parents relate, which is not positive.

Other changes considered necessary are greater interdisciplinary collaboration among 

teachers, possibilities of working outside the context of the classroom, adopting a more holistic 



27

perspective of education as a process where the student is the protagonist and where all subjects 

are considered equally important for the development of different skills and abilities on students. 

From the outsider perspective of the ACE agent, teachers need to meet and have a 

dialogue centred on their shared work experiences. The teachers’ councils, for example, should

not be informative but reflexive, they should be an instance where teachers themselves figure out 

how to approach difficulties; “they (teachers’ councils) have drifted far away from what they 

were intended for” (ACE agent).

Summarizing analysis

As the material evidences, the teachers do consider that their profession has been affected 

by educational policies that follow the NPM-paradigm in different ways. They see that their

profession has lost trustworthiness, not only in the environment of their work place, the school, 

but also in society as a whole. Given this situation, a crucial change would be reconstructing a 

relationship based on trust with the families of the students they teach. Nevertheless, this idea 

would imply modifying the service supplier-service consumer relationship that teachers and 

students’ families have today in the Chilean educational system.

Time and number of students per class seems to be, according to the evidence manifested 

in the data, two of the most limiting factors when it comes to providing good education. 

According to the teacher-paradigm, quality education implies having the possibility to attend and 

motivate each and one of the students, taking into account the diversity of abilities that coexist in 

the classroom. This holistic view of the students as complex individuals stands in contrast with 

NPM assumptions about organizational homogeneity.

In what concerns external performance measuring, there is no contradiction in being 

professional and submitted to evaluation. The conflict lies in that the internal criteria of the 

teachers do not approve of evaluations that lack constructive feedback, and that are carried out by 

individuals that are seen as incompetent for the task, such as administrative personnel and 

managers.

The high standards that teachers demand of those that are to evaluate them or observe 

their classes, seem to apply to themselves also, and this is manifested in the low fulfilment of 

their own expectations. According to the opinions found in the data, teachers feel committed with 

the future of their students, but there is also frustration due to the many restricting factors that are 

out of their control. 
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In what respects the fulfilment of the expected NPM effects, the respondents are not very 

positive, sharing a rather outspoken resistance to the principles and ideas contained in the NPM-

paradigm. As they experience it, the combination of a deregulated educational market with public 

ranking of school-results has led to a system that rejects students on economic and academic 

grounds, as well as teachers according to the results they manage to deliver.

In a context of homogenization and standardization in order to create measurable spaces, 

the teaching professionals plead for greater attention to non-measurable aspects in education in 

order make possible an approach to the students that is less parcelled and more integral, once 

again a contrast of criteria. 

Conclusions   

The question of how secondary-school teachers consider that their work has been affected 

by NPM policies has been approached and explored in this paper. To some extent, the evidence 

found confirms earlier research, especially in what regards deprofessionalization and segregation 

in market regulated education. The work of teachers has been affected by the policy impact of 

NPM in Chile, but what is not clear is whether it has affected the ideals and norms that teachers 

share. This being an extreme case, it would not have been a surprise to find perspectives, 

opinions and ideas that align with those comprised in the NPM-paradigm. But this has not been 

the case. It is possible to conclude, then, that NPM policies have affected the practice of teaching, 

but not the internal norms and ideas of the profession.
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Tables

Table 1. Analytical tool

Impact categories Operationalization Interview questions

Deprofessionalization 

incidental factors

References to factors or 

elements that affect their 

autonomy or discretion to 

make decisions

What is it that most affects your 

autonomy? In positive or negative 

ways.  

Effects of external, 

performance measuring 

and evaluation on 

education

Descriptions and references 

to changes or modifications 

attributed to external policy-

criteria.

How do you think external criteria 

used to assess and evaluate you and 

your students affect the quality of 

education?

Satisfaction with 

current working 

circumstance

Opinions, evaluations and 

judgements of current 

working situation.

Do you believe that your 

expectations as teacher are 

fulfilled?

Policy fulfilment Opinions, evaluations, 

judgements or reflexions 

concerning the effects of the 

NPM paradigm.

Do you think that the expectations 

of the politicians that designed the 

public policies that measure, 

evaluate and audit teachers are 

fulfilled?

Changes on the 

educational system 

considered necessary

Changes, modifications, or 

adaptations of the current

educational system expected 

to improve quality in 

education

Your are in charge of designing the 

next education reform that will 

elevate the level of quality of the 

Chilean education; which are your 

priorities?
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Table 2. Sampling distribution: schools and respondent information

Socioeconomic level of schools / SIMCE scores

1 agent from the Agency for Quality in Education (Agencia de Calidad de la Educación, ACE), 
interviewed 8/1/16

High (< 300 pts ) Medium (250-280 pts)    Low (> 240 pts)

High Colegio Fransisco Encina
(12133) Ñuñoa

Teacher A
Interviewed 18/12/15

Teacher B
Interviewed 21/12/15

Colegio Manantiales
(8876) Providencia

Teacher A
Interviewed: 5/1/16

Medium Colegio Lorenzo 
Sazié

(8649) 
Santiago

Teacher A
Interviewed 7/1/16

Medium-Low Colegio San Joaquín 
(24498) Renca

Teacher A
Interviewed: 23/12/15

Teacher B
Interviewed : 23/12/15

Low Liceo Polivalente Talagante
(10696) Talagante

Teacher A
Interviewed: 28/12/15

Teacher B
Interviewed: 4/1/16

Teacher C
Interviewed: 6/1/16


