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EXECUTIVE SUMMARY

The education system in Chile has expanded considerably in recent years. Enrolment in pre-primary
education has increased considerably and universal access has been virtually reached in lower secondary
education. There has also been good progress in retaining students within the school system. However, in
upper secondary education, improvements in completion and retention rates have not been sustained in
the recent past and about 20% of a cohort does not reach the final year of upper secondary education. In
addition, student achievement in international assessments, while at the top within Latin America,
remains below the OECD average. However, trend analyses of PISA results have shown some statistical
significant improvement in reading literacy while performance in mathematics and science has remained
fairly stable. A major concern is the significant proportion of students underperforming in secondary
education.
The increasing recognition of equity challenges in education has led Chile to introduce a range of
initiatives to channel extra resources to schools serving vulnerable groups. However, there remain
marked educational inequities based on students’ socio-economic status. Chile had the fifth strongest
association between socio-economic status and student performance among all PISA (OECD Programme
for International Student Assessment) 2015 participating countries. There are large differences in
students’ achievement, depending on school type, school location and school resources. These inequities
are reflected in students’ educational attainment. For example, the average number of years in education
differs considerably according to the individual’s socio-economic background and area of residence.
The following policy priorities were identified to improve the effectiveness of resource use in the
Chilean school system.
Consolidate the financing of school education and secure resources for reform implementation
Chile is a country highly committed to education. Both government and families demonstrate that
commitment by investing significant resources in education. The new tax reform approved in 2014 will
allow further growth in public spending for education. However, there are some fiscal challenges the
school system will be facing in the future. The high level of ambition and complexity of the ongoing
education reforms raises concerns about its long-term fiscal sustainability. Also, the 2015 Inclusion Law
brings important improvements to the regulation of the public funding of private providers to ensure the
exercise of free school choice is more effective. Additionally, Chile’s system of formula-driven school
grants provides a transparent and predictable basis for public and private school providers. It facilitated
the growth of a diverse network of service providers and enabled a high degree of choice among
households. Moreover, the introduction of the Preferential School Subsidy (Subvención Escolar
Preferencial, SEP) has resulted in much better endowed schools, particularly those serving vulnerable
children. Nevertheless, the school grants system experiences a number of challenges that affect the
capacity of schools and their providers to make an effective use of resources. Besides, there are areas in
which inefficiencies in the use of resources are visible. There is excess employment in the education
sector in many municipalities. In addition, the monitoring and planning of the school network is limited
in Chile, leading to an overextended school network. There are quite a number of very small schools with
small classes which do not offer a rich learning experience to students.
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In this context, it is imperative that Chile elaborates a multi-year financing plan for the
implementation of the entire package of education reforms that transparently determines the speed at
which different components will be introduced. The plan ought to be consistent with overall fiscal
projections and be communicated in a clear and transparent way to ensure that all stakeholders in the
education system are fully aware of the implications of those decisions. Chile should also seek to
maintain the principle of capitation grants both for public and private-subsidised schools, but with some
adjustments such as eliminating the earmarking of funds for specific purposes, mandating providers to
allocate funding across their schools according to the funding formula, and simplifying the overall grants
system. Moreover, excess employment (of teachers and other personnel) at the municipal level needs to
be tackled before Local Education Services start operating while the transfer of pension rights of those
transferring from municipalities to the new services will require addressing related municipal debts.
Finally, a strategic vision is required at the national level on how best to deliver education in rural and
remote areas. It is important to make progress in setting a more propitious framework to advance with the
required consolidation of school networks.
Advance equity objectives through improved targeting of resources for vulnerable student groups
There is a clear effort to target resources to vulnerable students - e.g. socio-economically
disadvantaged, Indigenous students, students in rural and remote areas, students with special needs - in
order to facilitate school attendance and improve teaching and learning for these students. The Chilean
government set as an explicit aim to have an “equality of opportunity floor” so that all students have
access to quality schools. This is clearly seen in practice both through direct grants, in-kind subsidies and
services to vulnerable student groups, as well as programmes such as the SEP, the School Integration
Programme (Programa de Integración Escolar, PIE), rural micro-centres and the Bilingual Intercultural
Education Programme (Programa de Educación Intercultural Bilingüe, PEIB). However, there are a
number of challenges regarding the use and monitoring of resources targeted at vulnerable student
groups. There is limited guidance on effective ways to use the extra resources. There is also no system in
place for monitoring the learning outcomes and achievement of vulnerable student groups. Moreover,
addressing the learning needs of Indigenous students and reflecting Indigenous cultures remain a
challenge. Chile also does not have a comprehensive approach to education in rural and remote areas.
Additionally, educational provision for children with permanent disabilities seems to be in short supply
and, if available, schools for children with special needs have a low level of integration. Also, the
diagnosis of special needs requires improvements.
It would be of great value to establish a systematic approach to monitor the educational progress of
vulnerable student groups against educational standards that are common to all students. This would shift
attention from the average learning outcomes at the school level to the average learning outcomes of
those most in need. The approach to Indigenous education can be strengthened in a number of ways.
First, Chile should strengthen the pedagogical training of traditional teachers. Second, if the intercultural
component of the PEIB is to be implemented successfully, all teachers need further tools and
competencies to develop the intercultural competencies of their students. Third, Chile should consider
giving Indigenous communities more autonomy to develop and implement their own pedagogical
projects. There is also a clear need to undertake a strategic reflection on education in rural areas. This
includes providing high-quality professional development to teachers in rural areas, embracing
multigrade methodologies in the curriculum of initial teacher education, supporting rural micro-centres
so they focus on pedagogical practice, and ensuring rural schools have the materials they need. Finally,
there is a need to develop a more structured and integrated approach to the diagnosis of special needs;
and incentives need to be established for mainstream schools to serve children with permanent
disabilities.
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Sustain efforts to strengthen school leadership and ensure school evaluation focuses on school
improvement
Chile has implemented various measures for strengthening the school leadership profession
throughout the last decade. Past initiatives have sought to improve school leadership through the
promotion of a common vision of leadership, through changes to recruitment, training and development,
and through greater autonomy and accountability of school leaders. Policy has also emphasised the
pedagogical leadership role of school principals in all schools. However, there are persistent concerns
about the attractiveness of the profession and challenges to fill all vacant school leadership positions.
Also, school principals still have limited autonomy in managing their human resources, particularly in
public schools. Moreover, the Agency for Quality Education is emphasising school development as a
function of its external school evaluation model. As currently conceived, school evaluations should bring
a qualitative dimension to the assessment of schools and the education system, which used to be
exclusively based on performance in standardised assessments. However, there is some tension with
accountability demands as school evaluations pay significant attention to results and school
classifications. There are also open questions about the ways in which the new school evaluations are
aligned with other processes, such as public and private pedagogical-technical support (Asesores
Técnico-Pedagógicos, ATP and Asesorías Técnicas Educativas, ATE).
It is essential to continue building a strong school leadership profession. This can be achieved
through the establishment of a distinct career structure that is separate from teaching (including system
leadership roles), improvements to the preparation of school leaders, greater capacity of school providers
to support school leaders, and greater autonomy for schools to manage their human resources. It is also
important to ensure school evaluations contribute to school improvement. The Agency should continue
to focus on the formative dimension of school evaluations that leads to lasting changes to practice and
raise the profile of school self-evaluation. Finally, the Ministry of Education should reflect further on
how the different elements of the National Quality Assurance System in Education work together to
provide coherent feedback to schools on how they can improve, and to avoid an overload of external
interventions which require time and effort of school staff. There should also be strong links with ATPs
and the ATEs.
Secure the reform of teacher policy is closely linked to the improvement of teaching practice
The ongoing reform of teacher policy, with the implementation of the System for Teacher
Professional Development (Sistema de Desarrollo Profesional Docente), is bringing a number of
improvements to the teaching profession in Chile. A multistage career structure based on the acquisition
of competencies is being introduced, a positive move to get away from the previous single stage career
structure with no promotion opportunities within teaching. The proportion of non-teaching hours within
the regulated working hours is being increased, which should foster teacher engagement at the school and
improve collaboration among teachers. Also, a range of measures such as mandatory accreditation
processes, new requirements to enter programmes and external student assessment, are likely to improve
the quality of graduates from initial teacher education. This is in addition to the experience accumulated
with teacher evaluation. However, the identification of underperformance, particularly in the early stages
of the career, remains limited. Also, initial teacher education is not attracting the best candidates from
school education. Finally, the formative function of teacher evaluation remains limited; and there is
overlap between teacher evaluation for certification (associated with the new career structure) and the
teacher performance evaluation system.
The System for Teacher Professional Development holds great promise, so priority should go to its
effective implementation. However, some adjustments might prove useful. To overcome its limited focus
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on formative teacher evaluation, it is proposed that a component predominantly dedicated to
developmental evaluation, fully internal to the school, be created. This developmental teacher evaluation
would have as its main purpose the preparation of individual professional development plans. Also, in
order to reduce duplication in the teacher evaluation framework, the teacher performance evaluation
system could become the certification process for career progression with some adjustment to its
instruments. Finally, both a probationary period and periodic re-certification should be introduced.
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Education system context
There has been significant quantitative growth but challenges with educational attainment remain
The education system in Chile has expanded considerably in recent years. Enrolment in
pre-primary education has increased considerably. In 2014, the enrolment rates were 54%, 84% and
94% at ages 3, 4 and 5 against OECD averages of 71%, 86% and 95% respectively. There has also
been good progress in retaining students within the school system but a good share of students still
leave the education system too early with low skills. Universal access has been virtually reached in
lower secondary education. The proportion of adults who have attained at least upper secondary
education grew from 41% for the generation aged 55-64 in 2015 to 80% for the generation aged 25-34
in the same year. However, in upper secondary education, improvements in completion and retention
rates have not been sustained in the recent past and about 20% of a cohort does not reach the final year
of upper secondary education. Rates of completion within the nominal time (4 years) only reached
59% in 2014. Chile also has high repetition rates in international comparison even if they have
decreased in recent years. In addition, student achievement in international assessments, while at the
top within Latin America, remains below the OECD average. However, trend analyses of PISA results
have shown some statistical significant improvement in reading literacy while performance in
mathematics and science has remained fairly stable. A major concern is the significant proportion of
students underperforming in secondary education. In PISA 2015, 34.5% of students demonstrated low
levels of science proficiency compared to 21.2% on average in the OECD.
Equity concerns remain prominent in the education system
The increasing recognition of equity challenges in education has led Chile to introduce the
Preferential School Subsidy (SEP), a programme channelling extra resources to schools serving
vulnerable students, to review regulations to the public funding of private providers and to develop
programmes targeted at specific student groups. However, there remain marked educational inequities
based on students’ socio-economic status. Chile had the fifth strongest association between socioeconomic status and student performance among all PISA 2015 participating countries. There are large
differences in students’ achievement, depending on school type, school location and school resources.
These inequities are reflected in students’ educational attainment. For example, the average number of
years in education differs considerably according to the individual’s socio-economic background and
area of residence. In 2013, in urban areas, for people aged 15 or more, the average number of years in
education was 9.2, 10.0, 10.6, 11.5 and 14.2 from the lowest income quintile to the highest income
quintile. The equivalent figures for people living in rural areas across income quintiles were 7.3, 8.1,
8.4, 9.4 and 11.6.
This report analyses the use of resources in the Chilean school system, with a particular focus on
the funding of school education, resourcing policies targeted at specific groups of students in view of
improving equity, school organisation and operation, and the teaching workforce. It identifies policy
areas with potential efficiency gains or requiring further public investment. The following policy
priorities were identified to improve the effectiveness of resource use in the Chilean school system.
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Strengths and challenges
There is a strong commitment to invest in education but the school system might face fiscal
challenges
Chile is a country highly committed to education. Both government and families demonstrate that
commitment by investing significant resources in education. The share of the national budget allocated
to education almost doubled between 1994 and 2013. Chilean families allocate the equivalent of 3% of
the gross domestic product (GDP) to financing investments in education, a higher share than any other
country in Latin America. But the level of expenditure on education remains relatively low as
indicated by the amount spent per student as a percentage of GDP per capita, which remains
considerable below the OECD average for primary and secondary education. The new tax reform
approved in 2014 will allow further growth in public spending for education. However, in spite of the
strong political commitment to financing education, there are some fiscal challenges the school system
will be facing in the future. The high level of ambition and complexity of the ongoing education
reforms raises concerns about its long-term fiscal sustainability. The new Inclusion Law, the System
for Teacher Professional Development, the new System of Public Education, the expansion of
pre-primary education, and the plans to make higher education gradually free of charge require very
significant public investments. The Government of Chile is conscious of the difficulty of financing all
these changes at once, and is thus wisely pursuing a principle of gradualism in implementation that
will spread costs out over a multi-year period. Nonetheless, the absence of multi-annual budgets does
not facilitate the integrated financial planning of the implementation of the reform.
The financing of schools is based on a transparent grants system but faces some challenges
Chile’s system of formula-driven school grants provides a transparent and predictable basis for
school providers. School financing is based on objective criteria (number of students being the most
important one, but with adjustments for other factors which affect schools’ per-student costs) and not
the result of negotiations between the government and school providers. Moreover, the existence of a
clearly defined and objectively measured formula as the basis for allocating resources imposes a hard
budget constraint to providers and creates the conditions for basic spending discipline. Also, by using
the same formula-driven grants to finance public and private schools, the system facilitated the growth
of a diverse network of service providers and enabled a high degree of choice among households. The
grants system also benefits from solid information systems, including the Student General Information
System. Finally, the introduction of the Preferential School Subsidy (SEP) has resulted in much better
endowed schools, particularly those serving poor children contributing to a reduction in inequality in
the availability of education resources at the school level.
However, Chile’s system of school grants experiences a number of challenges that affect the
capacity of schools and their providers to make an effective use of resources for educational purposes.
First, the use of daily student attendance as the basis for the grant penalises school providers,
especially those serving vulnerable populations. Second, over time, the system has become complex
with many components. There are more than ten different grants or financial incentives exclusively
destined to personnel, in addition to other grants only assigned for specific populations, and all of
them have specific regulations attached. Third, school providers have great autonomy to allocate
school basic grants across their schools. As a result, the funding of individual schools might not be
formula driven. This creates the opportunity for sharp differences in per-student spending within
municipalities, as well as a lack of transparency that may benefit schools with well-connected
principals. Fourth, a significant share of the grants is earmarked for specific uses, which might limit
the ability of schools to target its specific needs. Fifth, the per-student grant allocation mechanism
does not fully acknowledge the existence of some costs that are not proportional to the number of
OECD REVIEWS OF SCHOOL RESOURCES: CHILE - SUMMARY © OECD 2017
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students, including administration costs (e.g. salaries for staff in municipalities’ education
administration departments).
Budgetary procedures are credible and the monitoring of resource use is increasingly linked to the
quality of education
School financing operates within an environment of strong and credible budgetary institutions.
Chile is well known for the quality of its budgeting processes and public financial management
systems. Budget planning seems to be well organised and reasonably well linked to policy priorities.
Budgetary resources have tracked policy decisions to, for instance, increase teachers’ salaries; create
full-day schools and expand the supply of pre-primary education. However, the integration of annual
budgeting with strategic planning at the local and school levels remains weak. Indeed both school
improvement plans and annual development plans of municipal education have little association with
the use of available resources. Financial audits by the Education Superintendence (Superintendencia
de Educación) are comprehensive, benefit from considerable resources and adequately compel school
providers to maintain an adequate use of public resources for schooling. The Education
Superintendence is also integrated within the National System for Quality Assurance (Sistema
Nacional de Aseguramiento de la Calidad, SAC), which provides the potential to link the monitoring
of resource use to the quality of education. The SAC provides a very useful institutional framework to
promote a more effective use of resources. It is a relatively new system that complements other
mechanisms for institutional accountability Chile has developed over time, including a system of
teacher evaluation, evaluations by the Ministry of Finance (Dirección de Presupuestos, DIPRES),
detailed data and information distributed to the public, among others. As it grows and develops more
fully over time, the SAC’s effects will be more fully felt. This is particularly true in the case of the
Agency for Quality Education, which is building up an assessment and feedback mechanism on school
effectiveness that should allow schools to make a more effective use of resources.
The 2015 Inclusion Law improves the regulation of the public funding of private providers
The new Inclusion Law, adopted in 2015, addresses three eligibility requirements to access public
funding - selective admission, for-profit ownership and co-payments - with the aim to facilitate the
exercise of free school choice. It forbids private-subsidised schools to select their students on the basis
of economic, social and academic criteria. This is likely to put an end to a longstanding practice which
has been considered one of the reasons for the high level of socio-economic segregation in the Chilean
school system. The new Inclusion Law also mandates private-subsidised schools to be operated by
non-profit organisations. This seeks to respond to the strong public belief that education should be a
non-commercial part of the public realm as well as the concern that for-profit providers might cut
costs at the expense of educational quality. The impact of the new regulation, however, depends on the
way different types of commercial providers will respond to and adapt their services under the new
regulations, which remains uncertain. Finally, the elimination of co-payments in publicly-subsidised
schools reduces financial barriers for low-income families to benefit from the voucher system.
The funding of infrastructure requires rethinking
The funding of infrastructure is difficult to handle in the existing system. The grants include an
allocation for maintenance support but, while those funds can cover the costs of minor repairs, they are
not sufficient (nor meant to) for larger investments that involve construction. Moreover, SEP explicitly
forbids the use of resources for infrastructure investments. The Ministry is pursuing a new approach
whereby needs are identified at the regional level and public funds are allocated on a project basis.
While it is too early to evaluate the effects of this new approach, there are concerns on whether it may
end up discriminating against low capacity municipalities that cannot compete as easily for those
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funds. The approach certainly discriminates against private-subsidised schools that do not qualify.
This factor may become a serious issue in the future, as those schools will not be able to resort to copayments or to profits to recover the costs of such investments. The Inclusion Law contemplates the
possibility of funding existing debts but only during a transitional period.
Sources of inefficiency in the use of school resources are visible
There are a number of areas in which inefficiencies in the use of resources are visible. First, there
is excess employment in the education sector in many municipalities. Even though there is no official
estimate of the magnitude of the problem, there is consensus among officials and experts that in many
municipalities there is excess employment in the education sector among teachers, teaching assistants
and administrators. There are also some signs of over-employment in the administration functions at
the municipal level. One important factor that has contributed to this trend is the migration of students
to private-subsidised schools, which is leaving too many extremely small public schools with high
per-student costs. The other contributing factor is a demographic trend of falling school-age
population that creates further pressures. Second, the monitoring and planning of the school network is
limited in Chile, leading to an overextended school network. There are quite a number of very small
schools with small classes which do not offer a rich learning experience to students. There has not
been a review of the school network to assess the need for some reorganisation of local educational
supply and no major school transportation strategies have been developed. School consolidation has
been politically difficult for local governments that often prefer to muddle through rather than adopt
politically costly decisions. Third, the management of educational programmes has shortcomings. The
presence of a large number of programmes and activities and budgetary lines makes difficult the
regular review of priorities and allocations. There is a strong sense among budget officials both in the
Ministry of Education and in the Ministry of Finance (DIPRES) that there exist instances of multiple
programmes serving similar goals and that efficiencies could be gained by either consolidating them or
through better co-ordination. Fourth, regional and provincial services of the Ministry (Education
Regional Secretariats, Secretarías Regionales Ministeriales, SEREMI; Education Provincial
Departments, Departamentos Provinciales de Educación, DEPROV) appear to be large and more
focused on ensuring compliance with the instructions and priorities of the Ministry than in helping
schools and school providers in managing their schools.
Targeted resources attend socio-economic disadvantage but challenges remain on their use
There is a clear effort to target resources to socio-economically disadvantaged students in order to
facilitate school attendance and improve teaching and learning for these students. The Chilean
government set as an explicit aim to have an “equality of opportunity floor” so that all students have
access to quality schools. This is clearly seen in practice both through direct grants and services to
socio-economically disadvantaged children and youth, as well as the introduction of the preferential
school funding scheme (SEP). The government makes special efforts to incentivise school attendance
of vulnerable students through the conditional cash transfer component of the Ethical Family Income
and scholarships such as the Scholarship of the President of the Republic. These students also receive
a series of in-kind subsidies aimed at increasing enrolment and attendance such as school meals,
school transportation, school supplies, basic health services and textbooks (which are universal). The
system also provides specific programmes aimed at preventing drop-out through the development of
socio-emotional skills (Programme to Support School Retention and the Skills for Life Programme).
This is particularly important as previous evidence shows that programmes that develop life skills are
effective at preventing school drop-out, especially among vulnerable children and youth. There is
evidence showing that the provision of significant resources to vulnerable populations has been highly
beneficial.
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However, there are a number of challenges regarding the use and monitoring of resources
targeted at socio-economically disadvantaged students. First, guidance on effective ways to use
additional resources for meeting the needs of disadvantaged students is limited. For example, while
SEP has served as a mechanism to provide disadvantaged students with additional school resources
and services, there is heterogeneity in the quality of these services. There is no clear policy to guide
schools and school providers on effective ways to improve learning of the most vulnerable students or
to meet the needs that are most prevalent among this population. And, in fact, schools receiving the
SEP are not required to necessarily invest the extra funds in programmes or initiatives that target
directly the learning needs of vulnerable children. Second, there is no system in place for monitoring
the learning outcomes and achievement of socio-economically disadvantaged students. As a result,
there is no clear diagnosis or knowledge at the national, regional, provincial or local level of the most
pressing needs of schools that serve students from vulnerable communities. Third, there might be
instances where the targeting of resources to those most in need could be improved. For instance, cash
transfers provided directly to families are not necessarily targeted to the most vulnerable families.
60.6% of the families that receive the Ethical Family Income belong to the poorest 30%, but only
8.8% of the families in the poorest decile benefit from this cash transfer.
While progress is visible, addressing the needs of Indigenous students and reflecting Indigenous
cultures remains a challenge
Indigenous communities are increasingly benefitting from dedicated initiatives in the Chilean
education system. While there remain challenges in providing equitable learning outcomes for children
and young people from Indigenous communities and improving attainment at higher levels of the
education system, Chile has achieved equity in access to basic education. Furthermore, there are no
significant differences in primary completion between Indigenous and non-Indigenous children.
Targeted initiatives such as a specific scholarship (Beca Indígena Básica and Beca Indígena Media)
have had a significant impact on increasing attendance and reducing drop-out among beneficiaries. In
addition, the recognition and promotion of Indigenous languages and cultures in the education system
benefits from the implementation of the Bilingual Intercultural Education Programme (PEIB) targeted
at schools that serve Indigenous students. In particular, the component of Indigenous language
education (Subsector de Lengua Indígena, SLI) in schools has been gradually incorporated in schools
offering basic education. This is an important first step into recuperating and promoting Indigenous
languages and cultures in the education system, particularly in areas with a significant proportion of
Indigenous population. The pedagogical team teaching scheme designed for the SLI delivery has a
great potential as teaching methodology for both Indigenous and non-Indigenous students. Traditional
teachers bring the cultural values and vision of their Indigenous community to the classroom, and
mentor teachers support traditional teachers in course planning and development of pedagogical
strategies. This combination represents an opportunity for both Indigenous and non-Indigenous
students to become familiar with Indigenous traditions and at the same time encourages a mutual
learning process among teachers. Although incipient, there is also an effort to increase the level of
awareness about interculturalism among the general population. While the PEIB programme exists
since 1996, it was not until 2009 that the Chilean government explicitly established the principle of
interculturalism and protection of Indigenous language and culture through the General Education
Law, and incorporated Indigenous language into the curriculum.
However, addressing the learning needs of Indigenous students and reflecting Indigenous cultures
in the Chilean education system remain a challenge. First, the PEIB constitutes an important first step,
but it does not sufficiently address the special needs or traditions of Indigenous communities. For
example, pedagogical methodologies do not adequately reflect Indigenous cultures or traditions.
Moreover, pedagogical tools such as teacher guides and textbooks are designed for the general
population and do not necessarily take into account the context or learning needs of Indigenous
OECD REVIEWS OF SCHOOL RESOURCES: CHILE - SUMMARY © OECD 2017
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students. Drawing even further on Indigenous traditions and ways of learning than is currently the case
through the PEIB presents an opportunity to enable Indigenous students to learn better. There are
channels of communication between Indigenous communities and the national government, but there
is a large room for improving this dialogue. Some communities claim the need for developing their
own pedagogical techniques and teaching their knowledge (saberes). As they perceive it, this has not
been taken sufficiently into account in the design of programmes at the national level. Second,
Indigenous language education has room for improvement both in coverage and in quality.
Evaluations of the implementation and perceptions of the PEIB show challenges in several areas:
teaching materials, human resources and programme coverage. Although traditional and mentor
teachers have a positive perception of the available teaching guides, they lament a lack of sufficient
teaching materials or online resources to teach Indigenous languages. There are also concerns about
the appropriateness of teaching guides in terms of their use of Indigenous languages. Traditional
teachers have low educational attainment and have no previous pedagogical training. Programme
coverage is also low. In 2015, only 61% of all eligible schools had implemented the SLI as part of
PEIB. Third, interculturalism is not included in the curriculum across the board. Fourth, the coverage
of Indigenous scholarship programmes is low.
Rural and remote schools benefit from dedicated resources but there is a need for a rural education
strategy
The school funding system includes various supplementary grants to address the needs of schools
in rural and remote areas, which has brought significant resources to these schools. Also, Chile
provides resources for the implementation of programmes that promote school enrolment and
attendance in rural and remote areas. In particular, scholarships (Becas de integración territorial) are
offered to students finishing their basic education so they can continue into upper secondary
education. Housing and transportation programmes are also in place so that rural students have access
to schooling despite living in remote areas. There is also a monetary incentive to attract teachers and
school leaders to remote areas. Furthermore, the creation and operation of rural micro-centres
represents an opportunity to share best practices and challenges rural teachers face. This is important
as close to half of rural schools have three teachers or less, meaning that there are few opportunities to
do collaborative work and engage in peer learning. These resources and initiatives are important steps
for providing the conditions for reducing educational inequality between rural and urban areas as they
encourage school enrolment and attendance, minimise the deterrent effect of distance as a barrier for
school attendance and attempt to improve learning conditions by compensating for the difficulty of
recruiting high-quality teachers and facilitating teacher learning and collaboration.
However, Chile does not have a comprehensive approach to education in rural and remote areas.
There is no national strategy or clear vision on rural education. Some initiatives at the national level
aimed at improving education quality in Chilean schools in general, such as the introduction of
performance standards for the evaluation of schools or the introduction of performance agreements for
school leaders do not sufficiently consider the needs and particular circumstances of multigrade
schools. Also, both initial teacher education and professional development do not adequately prepare
teachers for their work in rural areas. Although the majority of rural schools offer education in the
form of multigrade teaching, there is no specific teacher training on teaching multigrade classrooms.
There is, furthermore, scope for improving existing opportunities for teacher development in rural
areas.
Inclusive education for students with special needs is improving but further progress is needed
The Chilean government has invested significant resources in improving special needs education,
in particular through the School Integration Programme (PIE). The PIE has an explicit emphasis on the
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inclusion of students with special needs in mainstream schools and the instructional work needed to
guarantee an effective inclusion and learning progress of beneficiary students. A special feature of
PIE’s design is that schools that receive a PIE grant must have a rigorous investment plan and make
sure that funds are invested in resources that benefit directly students with special needs: teachers or
specialists, teacher training, teaching materials, diagnostics, co-ordination or collaborative work
between specialists and teachers. PIE has an “integration” focus. This is clearly reflected in a more
flexible curriculum for students with special needs and more intensive work of a special education
teacher inside the regular classroom instead of taking the student outside of the classroom. Moreover,
specialised professionals work directly with students and collaborate with classroom teachers so that
they acquire teaching skills that respond to students’ specific special needs. Altogether, these efforts
can better facilitate effective integration of students with special needs into mainstream schools. Also,
Chile has an initial teacher education programme for learning disabilities in place. This is a particular
strength as schools can have access to qualified teachers that respond to students’ needs.
However, educational provision for children with permanent disabilities seems to be in short
supply and, if available, schools for children with special needs have a low level of integration.
Qualitative evidence suggests that schools select the type of special educational need they respond to
depending on their resources for both diagnosing the educational needs of students and attending to
the students’ special needs. As a result, mainstream schools tend not to work with students with
permanent disabilities as these imply more specialised resources, greater teaching materials and
additional investments in infrastructure. Also, the diagnosis of special needs requires improvements. A
clear diagnosis is needed for socio-economically vulnerable students. Students from disadvantaged
backgrounds are significantly more likely to be diagnosed with a permanent special need than students
from advantaged backgrounds. The size of the difference suggests either a structural problem in poor
children’s development that needs urgent attention or a bias towards over-diagnosing disadvantaged
students with permanent special needs. In addition, there are indications that schools are not
systematically applying the required procedures for diagnosing special needs, creating a risk for the
misdiagnosis of certain special needs.
There is a longstanding commitment to school leadership but making the profession attractive
remains challenging
Chile has recognised the importance of school leadership for teaching and learning. The Ministry
of Education has established a dedicated unit to work on the development of the profession and Chile
has implemented various measures for strengthening the school leadership profession throughout the
last decade. Chile has promoted a common vision of school leadership that focuses on school leaders’
pedagogical leadership role through the development of professional standards. In addition, with the
implementation of the Quality and Equality of Education Law in 2009, Chile introduced a new
standardised recruitment process for school principals in the public sector which gives municipal
school providers mechanisms to match the recruitment to local needs and ensures some level of
objectivity through the involvement of the High Public Service. However, there are some concerns
such as the capacity of municipal school providers to define local competency profiles, discrepancies
in the quality of the external providers responsible for the pre-selection of qualified candidates, and a
lack of clarity in the final selection of school principals by the mayor. Moreover, school principal
positions were open for teachers with less experience and the levels of remuneration of school
principals were increased. Finally, the Ministry of Education has been investing in the development of
the profession throughout the last years. In 2011, it launched a professional development programme
for current and aspiring school leaders (Plan de Formación de Directores) – but there are some
concerns about the quality of the training on offer. It has also introduced an induction process for
school leaders recruited through the new standardised recruitment process for public schools. The
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creation of two national school leadership centres promises to support the development of the school
leadership profession further.
However, despite these changes, there are persistent concerns about the attractiveness of the
profession and challenges to fill all vacant school leadership positions. The lack of sufficient career
differentiation between teachers and school leaders may be one aspect contributing to the low status of
school leadership. School leaders in Chile are part of the teaching profession and do not benefit from a
separate career ladder and salary scale. This employment structure fails to communicate the important
role of school leaders and does not provide school leaders with opportunities for career progression.
Considering that the school leadership profession is ageing and the lack of a stable supply of
candidates for school leadership positions, the need to adopt new measures to raise the status of the
profession may become more pressing in the future. However, more information is needed to
understand the status of the profession and to evaluate the impact of recent measures on the perception
of school leadership.
School leaders have large scope for pedagogical leadership but have limited autonomy in managing
human resources
Policy emphasises the pedagogical leadership role of school principals in all public and privatesubsidised schools. As stipulated in the Teacher’s Statute, school principals’ main role is to oversee
and lead the schools’ educational project, which includes setting and monitoring school goals, study
programmes and implementation strategies; organising and guiding the technical-pedagogical work
and professional development of teachers; and ensuring adequate reporting to parents about their
children’s progress. The General Education Law emphasises school leaders’ responsibility for
promoting the quality of their institution and for promoting the professional development of their
teachers to achieve pedagogical goals. In addition, school providers typically hold responsibility for
many administrative and managerial processes, thus freeing school principals and other school leaders
for pedagogical leadership. Within schools the possibility to distribute tasks within a school leadership
team also creates favourable conditions for the development of pedagogical leadership practices.
Distributed school leadership is encouraged and valued. Also, the legal framework introduced with the
Quality and Equality of Education Law has given school principals some more autonomy for the
management of their staff. School principals recruited under the new recruitment process can appoint
and dismiss the members of their school leadership team and propose the dismissal of up to 5% of
teachers in their school who have been poorly evaluated in the national teacher evaluation system. At
the same time, this new framework has established a greater degree of accountability for school
principals. Under the new recruitment process, all school principals are appointed for a period of
five years only after which they need to reapply. This provides an opportunity to periodically reassess,
recognise and acknowledge well-performing principals, and to provide incentives for continuous
development and improvement. When taking on a new post under the new recruitment system, school
principals now also have to sign individual performance agreements with their municipal school
provider on the basis of which they are evaluated at the end of each year.
However, school principals still have limited autonomy in managing their human resources,
particularly in public schools. In the public school sector, municipalities are responsible for the
operation of schools (including their financial management), administer their teaching workforce
(including the appointment, dismissal and professional development of teachers) and manage the
relations to the education community and the general public. This still rather limited involvement of
schools in human resource management reduces school leaders’ scope to select teachers to shape their
school’s profile, to encourage improvement and to respond to underperformance among their teachers.
Also, the quality of the management of school principals depends on the school provider. Within the
public sector, a substantial proportion of municipalities do not have the technical expertise and human
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resources to support schools and to manage school principals. The lack of capacity of school providers
is also of concern considering municipalities’ power over their school principals through individual
performance agreements.
School development planning is encouraged but there are some concerns about its effectiveness
Legislation requires all school providers and schools to develop their own school educational
project (Proyecto Educativo Institucional, PEI). In addition, Chile has encouraged schools to develop
school improvement planning and self-evaluation with a number of different initiatives, namely the
preferential school subsidy (SEP). School providers and schools receiving additional resources
through this subsidy are required to develop school improvement plans (PME). To support schools in
their school development and improvement planning, the Chilean education system provides schools
and school providers with external technical-pedagogical support. Schools and school providers can
call on public technical-pedagogical consultants (Asesores Técnico-Pedagógicos, ATP) or private
advisory services (Asesorías Técnicas Educativas, ATE) to receive advice on a range of issues, such
as improvement strategies and the implementation of their school improvement plan. With the
introduction of the National Quality Assurance System in Education, the Ministry of Education has
introduced a new school improvement support framework. This new support system for school
improvement seeks to build the capacity of schools and school providers for self-improvement and to
make better use of PEI and PME. To this end, it also seeks to establish PME as a tool that is more
independent of the SEP and related accountability requirements. Another positive development is that
thanks to targeted funding programmes in the form of the SEP and the programme of school
integration (PIE), schools have additional resources to hire learning support staff that support teachers
in their work and provide support for students within schools.
However, both the effectiveness of school improvement plans and the functioning of public and
private external technical-pedagogical support services for schools raise concerns. There is some
evidence that the use of school improvement plans could be further developed. School improvement
plans as part of Chile’s overall standards-based accountability framework do not always help schools
and school leaders to engage in professional reflection and to improve their practices. They
predominantly still function as an accountability tool to justify additional resources through the SEP
and are often strongly geared towards the achievement of targets in national standardised student
assessments. School improvement planning focused on accountability tends to turn into a bureaucratic
process that is based on gathering information and documenting processes and achievements to meet
external accountability demands rather than as a process that contributes to the improvement of
school-internal processes. External technical-pedagogical support services (ATP and ATE) may
reinforce the accountability function of school improvement planning, create additional pressures on
schools, and steer schools to focus on narrow areas of their operation, such as SIMCE (Sistema de
Medición de Calidad de la Educación - System to Measure the Quality of Education) results and
curriculum coverage, rather than lasting changes in school processes and the capacity of teachers and
school leaders. Also, it is not totally clear how these services fit within the broader National Quality
Assurance System in Education.
School evaluation is increasingly focused on development but implementation challenges remain
The new attention to the developmental function of school evaluation by the Agency for Quality
Education is promising. It benefits from the distribution of responsibilities between the Agency (which
evaluates pedagogical processes and the quality of education in schools) and the Education
Superintendence (which evaluates the compliance with legal requirements of schools and school
providers). As currently conceived, school evaluations should bring a qualitative dimension to the
assessment of schools and the education system, which used to be exclusively based on performance
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in standardised assessments. To support school improvement, the Agency has been developing a wide
range of tools, guidance materials and a variety of school visit types, such as school visits to
strengthen self-evaluation practices. Two promising elements should be highlighted. First, school
evaluations follow a proportional approach focussing on low-performing schools. Second, school
evaluations promise to create a greater understanding of school processes and contexts. School
evaluations should result in an evaluation report that takes into account the school educational project,
context, and results. And they should provide guidance for schools to develop voluntary school
improvement plans, possibly with the support of external technical-pedagogical support.
However, further improvements are needed. First, the creation of two different institutions (the
Agency and the Superintendence) and evaluation processes enables the Agency to focus on
pedagogical processes, but it also entails the risk of overloading schools with further external
processes, pressures and expectations in an already complex environment of multiple accountabilities.
Since the Education Superintendence evaluates the use of resources by schools and school providers, it
may also be difficult to connect resource use decisions with pedagogical considerations, even if there
are some links between the two processes. There are also open questions about the ways in which the
new school evaluations are aligned with other processes, such as public and private pedagogicaltechnical support (ATP and ATE) and the teacher performance evaluation system. Second, it will be
important to ensure that school evaluations contribute to real improvements in school processes. There
is some evidence that other elements of the quality assurance system, such as school improvement
plans and technical-pedagogical support services have failed to instil long-term changes to institutional
practices and processes. School evaluations are intended to focus on processes and to provide
formative feedback to schools, but there is some tension with accountability demands as evaluations
pay significant attention to results and school classifications. Third, the proportional approach to
school evaluation concentrates resources on low-performing schools, but it entails the risk that highperforming schools do not receive the support they need to improve even further.
The Good Teaching Framework provides a solid reference for teacher policy
The establishment of teaching standards (Good Teaching Framework, Marco para la Buena
Enseñanza, MBE) that provide a clear and concise profile of what teachers are expected to know and
be able to do is a major source of strength. Teaching standards are essential mechanisms for clarifying
expectations of what systems of teacher education and professional development should aim to
achieve, offering the credible reference for making judgements about teacher competence, guiding
teacher professional development, and providing the basis for career advancement. Clear,
well-structured and widely supported teaching standards are a powerful mechanism for aligning the
various elements involved in developing teachers’ knowledge and skills. A positive development is the
ongoing revision to the MBE. The revised MBE updates the criteria and performance levels to ensure
they reflect the most recent research regarding good teaching practice.
A new competency-based career structure is being introduced but underperformance is not
adequately addressed
A multistage career structure based on the acquisition of competencies is being introduced. This
is a positive move to get away from the previous single stage career structure with no promotion
opportunities within teaching. The new competency-based career structure presents a range of
advantages. First, it accomplishes the important function of recognising experience and advanced
teaching skills with a formal position and additional compensation. Second, the new career structure
provides greater potential to better match teachers’ skills to the roles and responsibilities needed in
schools. Third, progression in the career structure involves an evaluation of the teacher through a
certification process, the System for the Recognition of Teacher Professional Development. It is a
OECD REVIEWS OF SCHOOL RESOURCES: CHILE - SUMMARY © OECD 2017

ASSESSMENT AND RECOMMENDATIONS – 17

competency-based process, i.e. it directly assesses whether a teacher has acquired the competencies
needed to perform at the different stages of the career. It is less clear, however, why certifying a
teacher as fit to perform at a given career stage should be valid for the rest of the teacher’s career. As
currently planned, there is no need for re-certification to stay in a given career stage. Fourth, induction
into the profession becomes an integral part of teacher development. Fifth, the new career structure
simplifies teacher compensation.
However, the identification of teacher underperformance, particularly in the early stages of the
career, remains limited. The introduction of an induction process upon entry into teaching is a positive
development but it is not associated with a probationary period. This considerably reduces the scope
for beginning teachers and their employers to assess whether teaching is the right career for them. In
addition, once they have reached the Early or Advanced stages of the new career structure, teachers no
longer need to go through an evaluation to confirm their certification at these stages of the career.
While it is a strength of the system that processes exist to move ineffective teachers either out of the
school system or into non-teaching roles, there remain opportunities for underperforming teachers to
remain in the system for long periods of time.
Further recognition is given to activities other than teaching but teacher workloads remain heavy
In Chile, teacher employment is conceived on the basis of a workload system, whereby
compensation is associated with a teacher’s working load. Employment under a workload system
recognises that teachers need time for engaging in a range of activities other than teaching, in light of
school priorities, including through the requirement to stay at the school outside teaching hours (and
within working hours). This also fosters teacher engagement at the school and provides greater
opportunities for collaboration among teachers. This is particularly relevant in the context of Chile
which is characterised by high working loads and a considerable proportion of teaching hours. The
2016 Law that creates the System for Teacher Professional Development improves teachers’ working
conditions and gives further recognition to activities other than teaching. It increases the proportion of
non-teaching hours within the regulated working hours.
In spite of significant policy measures there are some challenges to the preparation of teachers
There is a clear awareness among stakeholders of the need to improve the quality of initial
teacher education. It is recognised that a key objective for teacher policy is attracting talent to initial
teacher education and offering student teachers a preparation of high quality so they fulfil their
potential as future teachers. In this context, it is commendable that the 2016 Law that creates the
System for Teacher Professional Development includes a range of initiatives to improve the quality of
initial teacher education graduates. First, it establishes new requirements to enter initial teacher
education programmes – only secondary graduates reaching a given threshold level in entrance tests
will be given access. Second, institutions of teacher education can no longer provide qualifications for
teaching if their teacher education programmes are not formally accredited. Third, the introduction of
the external assessment of student teachers before their graduation will provide useful information to
monitor the quality of initial teacher education programmes and devise improvement plans for the
delivery of the programmes. In addition, a number of initiatives such as the Teacher Vocation
Scholarship are likely to stimulate the decision to engage in initial teacher preparation. However,
initial teacher education raises some concerns. First, there is evidence indicating that initial teacher
education is not attracting the best candidates from school education. Second, there are indications that
teachers in mainstream schools are not adequately prepared to instruct students with special
educational needs. Also teachers seem to receive little preparation for multigrade teaching and
teaching in rural schools.
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Teacher evaluation is well-established but its formative function remains limited
In Chile, teacher evaluation is recognised as an important policy lever to improve student
learning and is central in the overall school policy framework. This is reflected in the substantial work
on teaching standards, the very comprehensive approach to teacher evaluation in municipal schools
and the multitude of reward programmes in the subsidised school sector. Over ten years of experience
with formal teacher evaluation have produced a conviction among most teachers about the need for
teachers to be evaluated, receive professional feedback, improve their practice and have their
achievements recognised. A significant experience has been accumulated in the use of a variety of
instruments and sources of information. However, two major concerns remain as both the new career
structure and the new System for the Recognition of Teacher Professional Development are being
introduced. First, the formative function of teacher evaluation remains limited. While the new 2016
Law that creates the System for Teacher Professional Development places considerable emphasis on
teacher professional development, including in terms of its links to teacher evaluation and the
importance of professional development plans for individual teachers, it does not propose a component
of teacher evaluation predominantly with formative purposes. It is not clear from the strategy it
proposes what teacher evaluation processes will inform the future professional development plans for
teachers. As a result, there are risks that teacher evaluation remains perceived as an instrument for
accountability and control leading to little professional dialogue. Second, there is considerable overlap
between teacher evaluation for certification (associated with the new career structure) and the teacher
performance evaluation system.
There are opportunities for professional development but also some concerns about its operation
There is a range of in-service professional development activities to which teachers have access.
Teachers also have facilitated access to information on professional development through the National
Public Training Registry, an Internet-based platform managed by the Ministry’s Centre for
Pedagogical Training, Experimentation and Research (Centro de Perfeccionamiento, Experimentación
e Investigaciones Pedagógicas, CPEIP). However, there are a number of concerns about the operation
of professional development. First, there is little tradition of professional development among Chilean
teachers as reflected in their relatively low participation rates. The low levels of engagement in
professional development have a variety of reasons. The heavy workload and lack of an entitlement
for free professional development in Chile do not facilitate the engagement in teacher professional
development. Also, free professional development is guaranteed mostly in the context of the
Professional Development Plans which are mandatory when the teacher’s performance is evaluated as
Basic or Unsatisfactory by the teacher performance evaluation system. In addition, there is no budget
for professional development at the school level. However, the 2016 Law that creates the System for
Teacher Professional Development is addressing these concerns. It intends to guarantee the availability
of free and pertinent professional development activities for teachers as identified by individual
teachers and their schools. Also, the increase of the proportion of non-teaching hours within the
regulated working hours will facilitate the participation of teachers in professional development
activities. Second, some important aspects to the organisation of professional development are
problematic: the use of results from school-based teacher evaluation to inform the teacher’s
professional development plan seems limited; and there might be no systematic alignment to school
development plans. However, the 2016 Law that creates the System for Teacher Professional
Development requires school principals: to define professional development plans for their teaching
bodies on the basis of information provided by school self-evaluation and teacher evaluation; and to
create teacher professional development plans in the context of school development plans.
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Policy recommendations
Maintain the school grants system with some adjustments
Chile should seek to maintain the principle of capitation grants both for public and privatesubsidised schools, but with some adjustments to address the existing challenges. First, the current
practice of linking monthly school grants to actual school attendance imposes an undue financial
burden on school providers. It would be important to replace this mechanism with one based on school
enrolment at the start of the year, with an adjustment (possibly mid-way through the year) to reflect
drop-outs and transfers between schools. Second, considering the complexity of the existing system of
school grants, there would be great value in efforts to simplify the grants system by either reducing the
number of grants or unifying them altogether into one grant that uses a single formula that adjusts the
per-student amount with a small number of indicators that reflect differences in costs depending on
level of schooling and school and student body characteristics. Third, Chile should consider replacing
the linear formula by one which tapers-off the per capita allocation more gradually rather than at a
fixed level of 45 students per classroom as is currently done. A non-linear formula could duly
recognise the existence of costs that are either fixed (e.g. the cost of a school director) or not
proportional to the number of students (e.g. the maintenance of the school library) and thus allow for a
better approximation to the actual costs of providing a quality education. More generally, the current
school grant formula would benefit from a careful review of unit costs. Fourth, in order to give school
providers more flexibility in the use of resources within schools, Chile could reduce or even eliminate
the earmarking of funds for specific purposes (as is the case with SEP and PIE) while making
allocation across schools mandatory. The latter would involve school providers allocating individual
schools the amount dictated by the formula, eliminating their discretion in the distribution to
individual schools, perhaps allowing a margin of flexibility, e.g. 5%-10%, to ensure horizontal equity.
In other words, school providers would have very limited flexibility to shift resources across schools
but great flexibility in deciding how to spend resources in each school, which could serve as the
platform for giving schools more autonomy.
Establish a transparent mechanism to finance large infrastructure projects
Financing of large infrastructure projects (i.e. those that require construction) has been identified
as a challenging area both for public- and private-subsidised schools. A transparent mechanism to
which all public schools in need of support have access is imperative. This would involve publicly
disclosing the criteria used to prioritise the requests for infrastructure interventions. More rapid
intervention mechanisms for emergency situations might also be needed. These would be made more
geographically-equitable if future Local Education Services could manage a budget for addressing
infrastructure emergencies in their territory and make the decisions on the needed interventions. Rapid
and well-informed interventions need more local co-ordination and better knowledge of needs, placing
Local Education Services in a good position to play a key role in the management of education
infrastructure. In the context of the new legal framework that does not allow private-subsidised
schools to charge co-payments or to obtain profits from the school operation, there is a need to provide
access to the financing mechanism suggested above in similar terms for both public and private
providers. Incorporating private schools in the infrastructure cadastre established by the Ministry of
Education appears to be a first logical step.
Adjust levels of employment at the municipal level and review the organisation of the school
network
Regarding the observed level of excess employment (of teachers and other personnel) at the
municipal level, it is critically important that an adjustment takes place before de-municipalisation in
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order to avoid transferring this lingering source of inefficiency to the new Local Education Services.
Addressing this will require affecting not only teachers with fixed-term contracts but also those with
open-ended employment contracts, including through the use of early retirement schemes, which are
already in place. Also, personnel transferred to the new Local Education Services should have their
pension and other contributions up-to-date. This will require a mechanism to eliminate related
municipal debts. Even though municipal governments originally contracted the debt, enabling a clean
process of de-municipalisation will likely require national resources. In addition, a strategic vision is
required at the national level on how best to deliver education in rural and remote areas. Smaller
schools often have higher operating costs, but also may serve more isolated or remote communities
and their existence and quality need to be seen in the context of wider regional development policies.
It is important to keep in mind that the organisation of the school network must be about ensuring
quality education for all children. Students’ access to high-quality education should not be affected
adversely by their place of residence. In some cases, closing the school may not be the best solution –
the distance to travel may simply not be practicable. However, in others consolidating educational
provision on fewer sites will present wider opportunities for both students and teachers (e.g. closing
small schools, sharing of resources between nearby schools, clustering of schools under the same
school leadership). It is important to make progress in setting a more propitious framework to advance
with the required consolidation of school networks. Considering how politically difficult it is for
individual school providers to undertake school closings and/or consolidations, it would be useful to
establish legal parameters that trigger mandatory actions that providers need to abide with. The
creation of new Local Education Services under the proposed de-municipalisation reforms may
present a unique opportunity to carry out these consolidation efforts. Finally, the Ministry should also
advance with its ongoing review of national education programmes with a view to possible
consolidation or better co-ordination in the context of the 2018 budget. This is an important initiative
to ensure that national resources are allocated to the most effective uses and that duplications are
avoided.
Develop a multi-year financing plan for reform implementation and build on previous established
capacity
Considering the level of ambition and complexity of the ongoing education reforms, it is
imperative that Chile elaborates a multi-year financing plan for the implementation of the entire
package of education reforms that transparently determines the speed at which different components
will be introduced. The plan ought to be consistent with overall fiscal projections and be
communicated in a clear and transparent way to ensure that all stakeholders in the education system
are fully aware of the implications of those decisions. In the transition towards full implementation, it
is imperative that the plan prioritises the allocation of funds to those aspects that benefit the most
disadvantaged students and delays those that would benefit less vulnerable ones. Also, it is imperative
that the implementation of the System of Public Education makes good use of the capacity built over
time at the municipal level on the administration of education services. One option, already part of the
plans to implement the reform, is to give preference to staff of municipal education administration
departments or corporations when recruiting the personnel for Local Education Services. Another
option, possibly as a transition arrangement, would be to allow some municipalities, especially those
with greater capacity and educational performance, to remain as school providers. In any event, it is
very important that the establishment of the new Local Education Services does not involve an
unnecessary growth in employment. For that, duplications should be avoided at all costs. In that sense,
as the new bodies are established it makes sense, as currently planned, to absorb some of the services
currently provided by the SEREMIs and DEPROVs, namely the provision of technical-pedagogical
support to public schools as Local Education Services will take responsibility for school improvement
within the public school sector. Moreover, acknowledging the critical functions that the new Local
Education Services would play, a funding mechanism should be established to allow them to exercise
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their administrative and support functions in an effective way. For that purpose, a block grant would
be more appropriate than a per-student one.
Further develop the monitoring of educational outcomes for specific student groups
Chile is investing a significant amount of resources to improve access and quality for vulnerable
students. At the same time, the government has a sophisticated evaluation system that measures
educational outcomes regularly. However, most of these measures are implemented at the school or
regional level which makes it impossible to follow progress of specific groups of students over time. It
would be of great value to establish a systematic approach to monitor the educational progress of
specific groups of students against educational standards that are common to all students. This would
shift attention from the average learning outcomes at the school level to the average learning outcomes
of those most in need (e.g. socio-economically disadvantaged, Indigenous students, students in rural
and remote areas, students with special needs). Information for specific groups of students would
facilitate the analysis of the particular learning needs of these groups and the pedagogical needs of the
schools serving these students.
Strengthen the approach to Indigenous education
The approach to Indigenous education can be strengthened in a number of ways. First, Chile
should strengthen the pedagogical training of traditional teachers. Most traditional teachers do not
have access to formal training since they do not fulfil the relevant prerequisites and hold the necessary
qualifications. Traditional teachers, therefore, require a tailor-made training programme that addresses
their pedagogical needs. Also, it would be important to adequately prepare regular teachers to work
with traditional teachers in a team. Second, if the intercultural component of the Bilingual Intercultural
Education Programme (PEIB) is to be implemented successfully, all teachers need further tools and
competencies to develop the intercultural competencies of their students. It would be important to
develop a larger strategy and to incorporate and strengthen the intercultural component in both initial
teacher education and professional development for in-service teachers. Third, Chile should consider
giving Indigenous communities more autonomy to develop and implement their own pedagogical
projects. Many Indigenous communities lament the fact that the education system does not adequately
reflect their ways of thinking, learning and teaching, both in the form of learning goals and in the
pedagogical methods used to achieve them. Fourth, implementing steps to increase the participation of
Indigenous communities in local school governance should be another important element of a strategy
to better meet the needs of Indigenous communities.
Design a national education strategy for rural areas
There is a clear need to undertake a strategic reflection on education in rural areas. This includes
providing high-quality professional development to teachers in rural areas. The online training
programme designed by the CPEIP is a good opportunity to make this happen. The programme
diagnoses teachers’ pedagogical needs and, based on this information, provides a portfolio of online
courses. In addition, if multigrade schools continue as a strategy in rural areas, it would be beneficial
to include multigrade methodologies in the curriculum of both initial teacher education and teacher
professional development. Rural micro-centres should be monitored more closely and supported to
make sure that they focus sufficiently on pedagogical innovation and less on administrative issues.
There is also a need to guarantee that teachers and students have the materials they need in rural
schools. In addition, there are strong arguments for reorganising small schools so they better serve
their students. This reorganisation, however, needs to be implemented so it does not put at risk
students’ continuation in the education system. The government may consider expanding or revising
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remedial programmes that are in place for students who are in the transition to upper secondary
education and make sure that students coming from rural areas receive special attention.
Improve the diagnosis and provision of special needs education
The School Integration Programme (PIE) has been successful at serving a significant number of
students with special needs. However, it is not clear if all students with special educational needs are
benefitting from the programme and there are some special needs that might be over-diagnosed.
Failure in the diagnosis of children with special needs has high costs, both for individual students and
for the education system as a whole. Resources may not be used for those in need. And students may
be wrongly labelled and not receive the motivation and challenge they need, if misdiagnosed. Chile
should, therefore, develop a more structured and integrated approach to the diagnosis of special needs.
This will entail the more systematic implementation of the law stipulating procedures to undertake the
diagnostic and the development of more detailed standardised protocols for diagnosis and treatment. In
addition, to boost the provision of services for children with permanent disabilities and to improve the
quality of education for these students, authorities should make sure that mainstream schools have the
resources as well as incentives in place to serve these students. Chile could consider introducing
monetary incentives to those mainstream schools that enrol and retain students with permanent
disabilities and make sure they are not penalised in the accountability system. Adjusting funding
through the PIE to the severity or type of disability would be another option. A more refined funding
approach (with funding associated with type of disability) could recognise financially the additional
investments that are needed to provide a quality service to students with permanent disabilities in
terms of infrastructure, educational materials and human resources. Furthermore, special schools could
take on a support function to aid regular schools in the integration of students with permanent
disabilities while remaining in place for students with severe disabilities.
Sustain efforts to strengthen school leadership and consider extending school autonomy
It is essential to continue building a strong school leadership profession, which is a highly costeffective measure for improving education considering the potential impact of a relatively small, but
central, group of actors in the education system. A number of key policy areas should receive priority.
First, it is important to attract high-quality candidates to the profession and to ensure that the best
school leaders work in the most disadvantaged schools. Chile needs to improve the profile of school
leadership. One step that could help increase the status of the profession is the development of a
distinct career structure that is separate from teaching. A distinct career structure with its own salary
scale could ensure adequate levels of remuneration that are significantly above those of teachers and
similar to other professionals in the public sector with similar levels of responsibility. The introduction
of a school leadership career structure would also provide an opportunity for introducing more system
leadership roles that allow school leaders to contribute to the improvement of the wider education
system. There is also scope for creating further teacher leadership roles in addition to the already
existing roles of heads of technical-pedagogical units and general inspectors. The further distribution
of school leadership would strengthen the school leadership capacity overall and also help build a
sustainable supply of candidates for principal positions. Second, school leadership development
requires improvements. Chile should ensure that recent changes to the professional development
programme for school leaders and the creation of an induction process meet the needs of school
leaders with different levels of experience and working in different contexts. Also, to improve the
quality of training on offer, education authorities should ensure that providers and courses meet
high-quality standards. School leadership training should also pay adequate attention to human
resource management, school self-evaluation and improvement planning. Third, school providers
should take more responsibility and acquire more capacity for the ongoing management of school
principals, from recruitment to performance appraisal and professional support and development.
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Fourth, Chile should assess the need to provide public schools with greater autonomy, in particular for
the management human resources. This could provide better conditions to align resource management
decisions with the pedagogical needs of schools. Schools could, for instance, be more systematically
involved in the selection of their staff and in planning the professional development of their staff.
Strengthen school development planning
External support for school development should pay greater attention to building teacher
professionalism and schools’ capacity for reflection and self-improvement. This could, for example,
involve supporting schools to establish roles among teachers within schools with responsibilities for
self-evaluation and assessment, providing support for these professionals, and establishing
professional learning communities in schools that discuss complex challenges that are hard to solve
individually, share and critique practice and foster a sense of common direction. In addition, following
the introduction of formative school evaluations through the Agency for Quality Education as well as
the current reform plans for reforming the local governance of public schools, Chile should rethink its
current approach to providing public pedagogical-technical support for schools. External support
should have strong links to the Agency’s work and the different methodologies and tools that are used
should work together to support internal school improvement.
Ensure school evaluations contribute to school improvement
The school evaluation activities of the Agency for Quality Education have considerable potential
to support schools to improve their teaching and learning and should be reinforced. A number of areas
for potential improvement exist. First, the Ministry of Education should reflect further on how the
different elements of the National Quality Assurance System in Education and other school
accountability and improvement initiatives work together to improve teaching and learning processes
and outcomes in schools, to provide coherent feedback to schools on how they can improve, and to
avoid an overload of external interventions which require time and effort of school staff. Splitting
responsibilities between the Agency for Quality Education and the Education Superintendence enables
the Agency to focus on pedagogical aspects, but it also means that these may not be looked at together
with resource management issues which are the focus of the Superintendence. There should also be
strong links with the public technical-pedagogical support services (ATP) and their new school
improvement framework as well as private technical-pedagogical consultancies (ATE). Second,
concerning the school evaluation process itself, the Agency should continue to focus on the formative
dimension of school evaluations that leads to lasting changes to practice. School evaluation that is
meaningful should involve: an accurate assessment of the effectiveness of schools; an assessment of
strengths and areas for development, followed by feedback, coaching, support and opportunities for
development; an opportunity to celebrate, recognise and reward the work of schools and to identify
best practice; and an opportunity to identify underperforming schools. Third, school self-evaluation
should be central in any national approach to school improvement and as school systems mature
schools should take on a greater role for driving their own improvement. The Agency’s formative
approach to school evaluation has made it an explicit goal to foster school’s capacity for selfevaluation and the Agency should further pursue this direction.
Ensure the successful implementation of the System for Teacher Professional Development
The implementation of the System for Teacher Professional Development holds great promise.
To begin with, it is an opportunity to raise quality expectations in initial teacher education.
Accreditation processes will need to send clear signals about the quality standards initial teacher
education programmes need to reach. This will require a rigorous application of the accreditation
standards to be achieved in terms of academic staff, quality of teacher education programmes, links to
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school practice, research orientation of programmes and mechanisms for the continuous improvement
of programmes. In practice, this should lead accreditation processes to remove the range of low quality
initial teacher education programmes that are deemed to be currently offered. It would also be
beneficial to align the accreditation of initial teacher education programmes to Graduating Teacher
Standards. In addition, initial teacher education providers should be required to establish internal
quality assurance processes to ensure their programmes are continuously improving in light of
evaluation exercises and new research relevant for teacher education.
Also, the effective establishment of the new career structure requires the further definition and
implementation of a number of elements. First, the operational features of the National Induction
System need to be further defined as it is systematically applied across the system. Second, the
certification process to determine progression in the career structure, needs to be fully designed and
established. As the new career structure is implemented, it will be crucial for the established
certification process to send clear signals of rigour in identifying both good performance at the
different stages of the career and underperformance as a teacher. An important issue will be to resolve
the current duplication between the certification process associated with the career structure and the
teacher performance evaluation system. Given the similar functions both processes seek to achieve, a
possibility would be for the teacher performance evaluation system to become the certification process
for career progression with some adjustment to its instruments. To take advantage of the continuous
character of the teacher performance evaluation system and to address the need for teachers to
continuously show they are fit for the profession at the different levels of the career structure, it could
be considered introducing the requirement for re-certification at a given career stage. Third, there is a
need to reflect on the linkages between the different career stages of the new career structure and the
teaching standards.
Achieve the improvement function of teacher evaluation predominantly through school-based
teacher evaluation
The new System for Teacher Professional Development is limited in its emphasis on formative
teacher evaluation. At the same time, it reinforces the high stakes of teacher evaluation as it becomes
associated with the progression in the teaching career. In Chile, there are clear risks that the
developmental function of teacher evaluation is hampered by high-stakes teacher evaluation. Since the
System for Teacher Professional Development indeed seeks to develop a professional learning culture
among teachers, it is all the more important to give a prominent role to formative teacher evaluation.
Hence, it is proposed that a component predominantly dedicated to developmental evaluation, fully
internal to the school, be created. This developmental teacher evaluation would have as its main
purpose the continuous improvement of teaching practices in the school. It would be an internal
process carried out by line managers, senior peers, and the school leadership. The reference standards
would be the Good Teaching Framework but with evaluation rubrics developed at the school level to
better account for the school objectives and context. The main outcome would be feedback on
teaching performance and the whole contribution of the teacher to school development which would
lead to a plan for professional development. In order to guarantee the systematic and coherent
application of developmental evaluation across Chilean schools, it would be important to undertake
the external validation of the respective school processes for developmental teacher evaluation. An
option is that the Agency for Quality Education, in its monitoring of the quality of teaching and
learning in individual schools, includes the audit of the processes in place to organise developmental
teacher evaluation, holding the school director accountable as necessary.
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Consider the introduction of a probationary period
A formal probationary process for new teachers should be introduced as part of the new career
structure. There is considerable evidence that some beginning teachers, no matter how well prepared
and supported, struggle to perform well on the job or find that it does not meet their expectations. A
formal probationary process can provide an opportunity for both new teachers and their employers to
assess whether teaching is the right career for them. The satisfactory completion of a probationary
period of one to two years teaching should be mandatory before moving into the Initial stage of the
new career structure. At the same time, beginning teachers should be given every opportunity to work
in a stable and well-supported school environment, and the probation decision should be taken by a
panel which is well trained and resourced for assessing new teachers.
Improve the provision of initial teacher education
The provision of initial teacher education can be improved in a number of ways. First, initial
teacher education can be made more selective as no teacher shortage exists. If salaries are increased, as
currently planned, and better candidates are attracted to initial teacher education, it is clear that entry
into preparation programmes can be much more selective. Potentially useful initiatives include:
providing more information and counselling to prospective student teachers so that better informed
enrolment decisions are made; procedures that try to assess whether the individuals wanting to become
teachers have the necessary motivation, skills, knowledge and personal qualities; incentive schemes to
recruit candidates with high-level competencies; and flexible programme structures that provide
students with school experience early in the course, and opportunities to move into other courses if
their motivation towards teaching changes. This should go alongside continuous efforts to improve the
quality of initial teacher education programmes, as monitored by accreditation processes. Second,
there is a clear need to strengthen the preparation of teachers to instruct students with special
educational needs. Third, initial teacher education programmes should include in their curriculum
specific aspects targeted at teaching in remote and rural schools such as strategies for teaching in
multigrade classes, forming high expectations of student performance in rural contexts, and effective
approaches to interact with the school community.
Strengthen the framework for professional development provision
A range of initiatives can improve the provision of professional development. First, there is a
clear need for professional development to become a more regular practice among teachers in Chile,
with an adequate time entitlement, greater diversity of activities, led by school development plans,
informed by teacher evaluation and with a supply which reflects teachers’ developmental needs. There
must be an explicitly stated expectation that every teacher engages in a career-long quest of improved
practice through professional development activities. Professional development should be understood
by teachers as the main instrument to acquire the new competencies necessary for professional growth
and career advancement as part of the new career structure. This approach requires providing teachers
with more dedicated release time and financial support for professional development than is currently
the case. Also, the focus for teacher professional development should not be those teachers identified
as underperforming – it should benefit all teachers. Second, teacher professional development needs to
be associated with school development if the improvement of teaching practices is to meet the
school’s needs. Third, there is a need to improve linkages between teacher evaluation and professional
development. Fourth, there is a need to improve the relevance of professional development
programmes. Suppliers of professional development programmes need to better connect to the
professional development of teachers.
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