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Abstract

The first years in the teaching profession are challenging, unforgettable, and shape the
professional development of novice teachers. This study aimed at exploring the participation
experiences of novice teachers in English teaching communities of practice and examining if this
participation influenced their reported approaches to teaching English. Wenger, McDermott and
Snyder’s theory of communities of practice was used and data was collected from online close
and open-ended surveys, interviews, and staff meeting observations. The findings show that,
independently of the social background of students and the financial resources of different school
contexts, community support has a direct impact on the quality of the practices of novice
teachers in CoPs, their participation and integration in the communities, and their reported
approaches to teaching English. Moreover, in supportive contexts, NTEs’ approach to teaching
was communicative-focused because their communities allowed them to experiment with
language and try new ideas. This study extends the work of Wenger, McDermott and Snyder on
organisational and managerial communities by providing insights into the field of second
language education. Furthermore, it extends the work of scholars with novice teachers in English
language teaching by addressing the socioeconomic aspect of their experiences and by
connecting community support directly to the approaches to teaching of novice teachers. This
research offers insights to novice teachers on the practices carried out in English teaching
communities in the Chilean context and offers experienced teachers the opportunity to reflect on

how they treat and work with novice teachers.
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CHAPTER 1
INTRODUCTION

The first years in the teaching profession for novices have been described as “reality
shocks” or “sink or swim processes” (Varah, Theune & Parker, 1986; Veenman, 1984). Reality
shocks and sink or swim processes are terms that have been coined to describe the initial survival
mentality adopted by novice teachers when transitioning from teacher education training to the
challenging reality of the classroom (Varah, Theune & Parker, 1986; Veenman, 1984). In this
study, | examined the experiences of novice teachers of English in Chile from the point of view
of their participation in what Wenger calls communities of practice. The reality shocks of second
language educators at the beginning of their careers are related to the influence of teacher
education training programs and the school context (Baecher, 2012; Faez & Valeo, 2012;
Urmston & Pennington, 2008). In regards to these contexts, during their socialization into the
profession novice teachers of English tend to change their identities, beliefs about teaching, and
adjust the way they teach by abandoning the student-centred practices commonly learnt during
their teacher education training (Pennington & Richards, 1997). Novice teachers also tend to
teach English in the mother tongue of the learners in an effort to fit in the teaching community
(Shin, 2012). They often experience isolation (Farrell, 2012, 2006) and have difficulty dealing
with mixed ability classes, planning lessons and dealing with student misbehaviour (Farrell,
2008).

This introduction begins with a few personal remarks so that my reader can understand
my motivation in conducting this study about novice teachers of English in Chile. I then provide
some background about the situation of novice teachers in the Chilean education system, with
special emphasis on how the reforms conducted during the Pinochet dictatorship exacerbated the
socioeconomic gaps between students from upper and lower income brackets. | discuss the three-
tier system of public, semi-private and private schools in this country and then how English
language training is conducted in these three systems. | also approach the current status of
English language teaching in Chile and the concern about teacher education programs expressed
by the Chilean Ministry of Education. My introduction’s next section briefly describes how I

framed the study through the use of Wenger, McDermott and Snyder’s (2002) theory of



Communities of Practice (CoP); | state my research questions and then provide the reader with
definitions of the frameworks and terms | used to inform it. Of course, these are examined in far
greater depth in my subsequent literature review, theoretical framework, and methodology
chapters. | end this introduction with an outline of how the remainder of this thesis is organized.

Situating myself

My teaching career started with my practicum training and my subsequent experience as
a novice teacher of English in a private school in Santiago, Chile. As strange as it may sound, the
memories of these years are as clear and vivid for me as the memories | have of getting married
or when my children were born. Farrell (2012) states that what novice teachers live through in
the first years in the profession are unforgettable and determine whether or not they stay in the
profession. Many years have now passed and what stands out are the bitter and sweet moments
caused by isolation and mistreatment but also the joy of belonging to a community of students

and teachers of English who supported me during the first years.

Classroom management is described in the literature as one of the main shocks at the
beginning of the teaching profession (Veenman, 1984). However, this was not a serious issue for
me during my six month practicum at a well-known Liceo located in downtown Santiago. This
high school was founded in 1894 and it is one the most important and sought public liceos in
Chile. Approximately 3000 girls from working and middle class backgrounds study at this
institution. Even though | had between 48 and 50 students in each of the three classes | was
assigned, the girls seemed happy to have a young teacher. We respected each other and had fun
learning English. The fondest memories | have of that time come from the warm reception of my

students. However, | do not have fond memories of the teachers | worked with.

The English teaching department comprised of six ladies who had been working in the
high school for decades. I cannot recall any of them giving me any advice or sharing their
experiences. One of them was my supervisor. She was polite but bossy. Her supervision mainly
consisted of reading, writing some notes, and signing my lesson plans. At that time | felt lost in
that huge and traditional school. I felt very isolated. The teachers never allowed me into the staff
room or invited me to a meeting. | was asked to wait for my supervisor outside in the cold

winter. The one time she invited me into the staff room was to talk about marking tests at the



“English table”. After 5 minutes, one of the teachers came and said to me, “this is my chair and
my space. Leave!” I held my tears, grabbed my things and left. I cried and felt completely
miserable. Those words stayed with me, even if the students at this school were a joy to teach.

Right after graduation, | got my first job in an upper class private school. In the private
sector in Chile, parents are asked by the schools to buy shares or pay a substantial amount of
money per child to secure a place in the institution. In many ways, parents own the schools and
children are aware of this. Therefore, my reality shock as a novice teacher in this school was
quite different. Managing students and classroom discipline were arduous quests. Students felt
free to misbehave because they were aware of the fact that the school would never take any
measures to control their behaviour and rudeness. In the first year, | remember | cried a lot on the
bus on the way back home and seriously thought of leaving the profession. Unlike my practicum,
the best memories that | have of that school are linked to the teachers in the English department.
We all had similar social and life backgrounds. No one was perfect, we all had good and bad
days, we all needed help, and we all had fun inside and outside of the school. These factors made
a tremendous difference. Instead of leaving the profession after that stressful and sad first year, |
stayed for 10 more. Now, when | reflect on those years, | can see that three experiences played
significant roles. First, | learnt to know, understand, and like my students. Second, | became
aware of the importance of the school context. Third, | learnt how to value the affective,

professional, and social support of my colleagues.

In later years, | became a teacher trainer at the university level. During my almost 20
years working with teacher candidates and novice teachers, the same stories were repeated over
and over again. This has led me to the belief that my story as a novice teacher of English is not
very different from the stories of many other novice teachers. | have wondered all this time how
we trainers, tutors, and in-service teachers can support, deal and interact with novice teachers in
their adaptations to different teaching communities, and by extension help them to remain in the

education profession.

In the next section, | introduce two issues that contextualise the work of novice teachers
in this study: the Chilean educational system and English language teaching in the Chilean

context.



Novice teachers in the Chilean education system

In this section, | present the situation of novice teachers in the Chilean education system
and in relation to ELT. As research regarding novice teachers is scarce, | refer to studies done in
general education and ELT in order to provide the context of this study.

In terms of the Chilean context, novice teachers are immersed in a system that is
currently marked by contentious socioeconomic issues that have historical roots. As | outline
below, the significant achievement gap in education between socio-economically rich and poor
students is the result of educational reforms imposed by the military government in 1980. Prior
to these reforms, two types of schools existed in the country: public schools managed by the
Ministry of Education and unsubsidized private schools ran mainly by Catholic religious
congregations (Elacqua, Contreras, Salazar & Santos, 2011a; McEwan, Urquiola & Vegas,
2008).

The set of reforms that Pinochet introduced was focused on the decentralisation of the
administration of schools. The Ministry of Education empowered municipalities to run public
schools and provided subsidies based on the number of children attending local schools. A
system of semi-private schools was also created in which the same per-student subsidies were
provided. The third system of private schools continued to function without direct governmental

funding.

However, a school selection system was implemented for the entire nation in which
parents were given the option to choose a particular school to send their children. This voucher
system offset much of the tuition that parents had to pay for the enrolment of their children in
semi-private and private schools (Elacqua et al., 2011a; McEwan, Urquiola & Vegas, 2008). At
the same time, much of the education system was privatized through the creation of franchise
schools, described by Elacqua, Contreras, Salazar and Santos (2011b) as “schools that belong to
a network of schools that are operated by the same legal private voucher school “owner”
(sostenedor)” (p. 4-5). The selection system and vouchers allowed parents from upper income
brackets to send their children to semi-private and private schools. Parents in lower socio-
economic brackets rarely had the means to make use of these vouchers to the same degree. As a

result, school stratification and the socioeconomic gap in education between wealthy and poor



students significantly increased in Chile (McEwan, Urquiola & Vegas, 2008; OECD, 2013). This
gap was exacerbated by the ability of upper income municipalities to provide their schools with

better infrastructure, more highly trained teachers, and more extensive extra-curricular activities.

As a result of these measures, public schools’ enrolment declined, leading to the closure
of many public schools in Chile. Fuelling much of this trend has been the increased imposition of
standardised tests in math, language, science, and the English language. The schools in which
students achieve high test scores have been publically lauded and financially rewarded,
motivating parents to move children to these schools (Elacqua et al., 2011a; McEwan, Urquiola
& Vegas, 2008). Due to the current socioeconomic and social divisions in the Chilean school
system, high income students generally attend private schools. Middle or middle-low social class
children generally attend semi-private schools. Low income students generally attend public
schools (Avalos & De los Rios, 2016; Avalos & Aylwin, 2007).

The economic disparity between the various levels of Chilean education system also
extends to teacher salaries. The average salary of a public or semi-private primary school teacher
is between approximately US$843 and US$890 a month (Avalos & Aylwin, 2007; Colegio de
Profesores, 2014). Teachers working in private schools are paid approximately 40% more than
teachers in the public and semi-private sectors for the same type of contract. In addition, private
schools frequently pay their teachers preparation hours (Avalos & Aylwin, 2007), which is a rare
provision in public or semi-private systems. Naturally, the competition for employment in
private schools is fierce. Private schools tend to hire those considered to be the best qualified
teachers and use more rigorous hiring procedures (Avalos & Aylwin, 2007; Colegio de
Profesores, 2014; Mizala & Torche, 2012; Valencia & Tant, 2011).

Working conditions in Chilean schools vary depending on the type of institution. As
Cornejo (2009) points out, even though democratic governments have been concerned about
quality in education, the conditions public and semi-private school teachers work under are
precarious. Cornejo showcases that teachers in these two sectors tend to burn out, have low
salaries, and often suffer from a lack of social and professional recognition. These teachers also
have to commonly deal with inappropriate and poor teaching materials, infrastructure and

facilities. They have little time for collaborative planning and often have very little job security



and no paid preparation time. Furthermore, the socioeconomic contexts of the institutions where
these teachers work affect their teaching performance. For example, in Chilean public and semi-
private schools, 80% to a 100% of a teacher’s contract is calculated on contact teaching hours,
leaving them with little or no paid time to plan lessons or meet other teachers (Laborde, 2014). In
addition, teachers experience low social support from the school community and parents
(Cornejo, 2009; Educacion2020, 2012; Gonzalez Navarro, 2011). The working conditions in the
private sector are usually better. In most private schools, teachers are paid for all the hours they
work (i.e., additional pay for preparation, lesson planning, meetings and assessment) and receive
more professional support from principals and peers. However, due to the high fees that parents
pay, teachers in this sector often feel students see themselves as privileged clients (Laborde,
2014).

In May 2016, the Chilean Congress passed a bill entitled the Ley de Desmunicipalizacion.
This bill restricted the economic and pedagogical power of municipalities to run public schools
after 2017, which, as | described above, has had major negative effects. Over the next six years,
the federal Ministry of Education (MINEDUC) will be restored as the principal decision-making
body for education in the country, as it was before the Pinochet dictatorship (Educacion2020,
2016). This will allow MINEDUC to increase the importance of public education and improve
the financial and pedagogical management of schools. However, the conditions | described

above will undoubtedly affect education in Chile for years to come.

According to Avalos and Valenzuela (2016), poor working conditions have generated a
lack of interest in pursuing a career in pedagogy and have decreased the retention of new
teachers in Chilean schools. These researchers examined novice teacher (NT) attrition and the
trajectories of NTs for nine years. The researchers found that NTs working in semi-private
schools tend to change jobs more frequently than NTs working in public schools because semi-

private institutions hire and fire teachers more frequently.

Specifically, according to Valenzuela and Sevilla (2015), 20% of novice teachers leave
the profession after the first year; 43% leave after the fourth year, and 56% quit after the ninth
year. As these researchers argued with reference to earlier studies (CIAE, 2014), there are two

main reasons behind this high attrition rate: precarious working conditions (i.e., unpleasant work



atmosphere, teacher attitude, poor school discipline, lack of time to meet other teachers and
prepare lessons, and the inability to meet the needs of students with special needs) and weak
school leadership (i.e., poor leadership and management from school principals influence the
school culture, the NTs’ autonomy to teach, the support the community receives to do their
teaching job, and the development of cooperation strategies). This study points to the root causes
of the current teacher shortage in Chile. The eAtlas of Teachers published by the United Nations
Educational, Scientific and Cultural Organization (UNESCO, 2016) shows that Chile will be
short of 60,000 teachers in primary schools by the year 2030.

In 2007, Avalos and Aylwin carried out a qualitative research of 15 NTs from two
regions in Chile. Their experiences were studied through “questionnaires, interviews,
observation, and focus groups, all of which served to examine their teaching contexts and
working conditions, how they recalled beginning to teach and its problems, their views about
their profession and their work” (Avalos & Aylwin, 2007, p. 515). The researchers found that
novice teachers in public schools reported that they assumed full responsibilities like any
experienced teacher from day one and that they had to begin their work with very little
assistance. In some private schools NTs indicated they were first observed and accompanied
during the first months but expressed the opinion that they had less freedom than their colleagues
working in public schools because private schools had tighter schedules and exert more control

over course content.

Furthermore, after reviewing the literature on NTs in the world and in Chile, Avalos
(2009) concluded that the experience of novice teachers when entering the workforce looked like
a triangle. One of its vertices represents NTs” own vision of learning and personal teaching
goals. Another vertice represents how NTs understand the messages coming from the school
context. The third vertex represents the social and political demands coming from society. All
these elements and social demands (e.g., from the students, parents, colleagues, friends, etc.)

reshape NTs’ professional identities.
English language teaching in Chile

In regards to English language teaching, the worldwide spread of English has pressured

developing countries such as Chile to incorporate English language teaching in their national



curriculums to the point that English is the only second language taught in various foreign
educational contexts (Block, 2003; Crystal, 2010; Kenning, 2009; Kubota, 2002). In Chile,
English is studied as a foreign language (EFL) mainly because the geographical location of the
country is far away from English speaking communities and the context in which the teaching
and learning of the language often takes place. For the Chilean Ministry of Education
(MINEDUC), English has the status of a foreign language since it is not a common means of
communication among Chileans and students rarely have immediate access to the language
outside classroom walls (Matear, 2008; McKay, 2003; MINEDUC, 2012). In the last twenty
years, English has gained considerable importance in the Chilean national curriculum as a result
of Chile’s economic growth in the 1990s and the competitive global market pressures (Barahona,
2016; Glas, 2008). Official documents from MINEDUC state that English is viewed as a
necessary tool for accessing knowledge, global communication, and technology. Foreign
language training encourages Chilean students to become aware and comprehend other people’s
realities apart from understanding and valuing their own language and culture (Barahona, 2016;
MINEDUC, 2012).

The status of English varies according to the type of educational institution. Private
schools dispense more hours of English instruction per week (8 to 10 hours in schools with
English intensive programs and English immersion in bilingual schools), better teaching
resources, use imported textbooks, hire better qualified local teachers (Meckes & Boscope, 2012)
or native English speaking teachers, students certify their English level with international
examinations, and some schools offer their students exchange programs in English speaking
countries (Matear, 2008). Whereas in the public and semi-private sectors English is given less
emphasis, teachers and students use the books provided by the Ministry of Education, and
learners have 4 hours of English language instruction per week (Paez, 2012).

Language learners in public and semi-private schools cannot compete with students from
high socioeconomic backgrounds. Hence, their low achievement in English in the national
diagnostic tests conducted by MINEDUC in 2004, 2010, 2012, and 2014. These tests give a
snapshot of the language level of high school students in the country. Over the years, the test
results revealed that: (a) with time, cohorts gradually improved their English level. For example,
the percentages of students who passed the test were: 2004: 5%; 2010: 11%; 2012: 18%; 2014:



25%; (b) inequity in English language instruction is pronounced (e.g., in the 2014 test, 83% of
the students who obtained the highest scores come from high socioeconomic backgrounds and
only 2% of the students from low socioeconomic backgrounds passed the test) (Agencia de
Calidad de la Educacion, 2014; Educarchile, 2011).

Since 1990, education has been given predominant importance in the political democratic
agenda (Barahona, 2016). Efforts have been made to reform the systems Pinochet imposed by
promoting equality and social justice (Matear, 2006). The Ministry of Education today seeks to
promote the development of non-religious and democratic education; foster research and
inclusion; and guard the rights of students in all the sectors of the education system (MINEDUC,
2017).

MINEDUC also promotes initiatives that aim at improving teaching and learning. For
example, the social divide revealed between rich and poor students in the tests results in English
encouraged MINEDUC to create the English Opens Doors Program (EOPD). The EODP is a
support program for teachers and learners that aims at providing learning opportunities,
improving the teaching and learning of English as a foreign language; developing a new national
curriculum for second language education; creating and distributing teaching material; training
in-service and pre-service teachers in English language and English teaching methodology
(Matear, 2008). Its main focus is to improve the quality of public education, work with regional
communities (teachers, students, and parents), provide continuous professional development for

teachers, and increase Chilean students’ motivation and interest to learn English (PIAP, 2017).

Three aspects of the EODP program have been criticized: (a) the number of activities
organized for students are not sufficient, (b) the overemphasis on standardisation, and (c) the gap
between language policies and classroom implementation (Glas, 2013). However, the general
perception of teachers in public and semi-private sectors of EODP has been positive. They have
acknowledged the program’s impact on the national relevance given to the English subject and
teachers of English and the effectiveness of the language and methodology training courses
offered by EODP. From these training opportunities, teachers have improved their English
language and have gained methodological tools to implement the second language curriculum
(Glas, 2013).
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Since its creation in 2004, the EOPD has taken a series of follow-up measures (Barahona,
2016; Matear, 2008; MINEDUC, 2012; PIAP, 2017), such as:

e the decision that English should be the only second language taught in the Chilean school
system (in public and semi-private schools);

e an increase in the number of hours of English language instruction in primary and
secondary levels (from 2 hours a week to 4);

e an early start of English language instruction (starting in grade 1 instead of grade 5);

e the adoption of the Common European Framework of Reference for Languages (CEFRL)
as a well-validated international tool to make curricular adjustments in second language
education;

e a shift in language teaching methodologies instead of the receptive skills (reading and
listening) and the use of Spanish as a means to express language comprehension, a
communicative approach where all the language skills (reading, listening, speaking,
writing) are presented and developed in a balanced manner and where the role of the
mother tongue is merely a tool,

e the creation of new textbooks and teaching material based on a balanced approach to
language skills development;

e the creation of the National Volunteer Center (NVC). Aware of the lack of opportunities
of teachers and students to communicate in English and to interact with a native speaker
of English, the NVC brings English speaking volunteer teachers to work in urban and
rural public and semi-private schools to develop oral communication in English through
real life interaction;

e the creation of RDI (Redes de Ingles). The RDI program is present in every region in the
country and aims at providing pedagogic support, opportunities to work in collaborative
teacher networks, and develop regional professional development opportunities based on
local needs;

e the creation of Summer Town and Winter Retreat for language teachers. These are free of
charge professional development camps for teachers organized in every region in the
country. The expected number of in-service teachers in training in Summer 2017 is 1,000
(PIAP, 2017);
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e the creation of Summer Town and Winter Retreat for public school students. Teacher
candidates in their 4™ year are hired to work as facilitators to teach English in language
camps offered in the whole country to language learners in the public sector during their
summer and winter breaks;

e the organization of regional and national contests for public and semi-private school
students, such as spelling bee, public speaking, and debates;

e the provision of free of charge English online courses for teachers and students and
language proficiency tests for teachers

e the institution grant Beca Semestre en el Extrajero. This is a scholarship for teacher
candidates in their 4th year to spend a term abroad studying English language and ELT
methodology in an English speaking university;

e the creation of Champion Teachers. This is the newest initiative created by EODP and
the British Council. Since 2013 English teachers receive training and mentorship to carry
out action research in their language classrooms in order to improve their teaching
practices and students’ learning from a bottom-up perspective. In order to showcase the
research done by teachers and as a way to motivate other teachers to embark on action
research, a book called Champion teachers: Stories of exploratory action research was
published. This book reports the origin of the program and compiles the experiences and
the action research done by the first cohorts (Rebolledo, Smith & Bullock, 2016).

The implementation of the above measures has been hampered by a shortage of EFL
teachers in the country. As a result, the number of traditional and private universities offering
initial teacher training (ITT) has increased sharply (Paez, 2012). Traditional universities are the
leading universities in Chile for research, teaching, and technological development and were
created long before 1980 by the state. Today, these semi-public institutions receive funding from
the state and from fees charged to students (Barahona, 2016; Brunner, 1997). As a result of free-
market policies implemented in 1980, unsubsidized for-profit private universities were founded
in order to satisfy market needs and increase access to higher education. The lack of regulation
from the state made it possible for these institutions to grow, outnumber traditional universities,

and become established as an alternative to students who could not enter traditional universities
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through the national test for university selection or the Prueba de Seleccion Universitaria (PSU)
(Barahona, 2016; Brunner, 1997; SIES, 2014).

The explosion of second language teacher education programs has raised concerns as to
the quality of the programs offered and the direct repercussions this has on student achievement
in English (Abrahams, 2015). At the moment, there are forty English teacher training programs
in the country and these are characterised as having lenient academic and language proficiency
entry requirements (Barahona, 2016, SIES, 2014). Entering an English teacher training program
is not difficult. Students are not required to have obtained high score in the PSU and no specific
English level is required (Barahona, 2016). Initially, programs trained teacher candidates to teach
English at secondary school level. However, as schools started to incorporate English language

in the primary levels, universities saw the need to train future teachers for those levels as well.

Teacher candidates take an average of four to five years to graduate. The second
language teacher training programs offered by traditional and private universities ‘“are
characterised by a plan that has special focus on language, language acquisition and linguistics
disciplines” (Barahona, 2016, p. 29). With a few exceptions, university programs have divided
English training into two parts. During years one and two, the emphasis is given to the learning
of linguistics, phonetics and grammar. In years three and four, teacher candidates take courses in
psychology, philosophy, evaluation, and English teaching methodology (Abrahams & Farias,
2009).

In view of the importance of providing concrete school pedagogical experiences when
learning to teach, most programs require candidates to take a 16-week teaching practicum term
before graduation. As Barahona (2016) describes it is “during that time, pre-service teachers
have to act as fully formed teachers, i.e. prepare lessons, materials and teach English to at least
one group of students” (p. 30). Teacher candidates are supervised by a university instructor and a
school teacher, who play the roles of mentors. In regards to supervision, Barahona (2016) points
out that school teachers and university supervisors do not have clear roles. She also asserts that
most teaching programs ‘“lack a mentoring and induction process; therefore, there is no
systematic procedure for creating partnerships with schools” (Barahona, 2016, p. 30). In 2010,
1,179 newly graduate EFL teachers entered the profession (Vivanco, 2012).
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In sum, in the Chilean context, many low quality educational institutions and poor
educational language training have been identified as the main cause of having poorly trained
teachers who know little of the English language and do not know how to teach it (Abrahams,
2015). Additionally, there is an unequal distribution of teachers in the educational system.
Private schools have the economic means to attract and contract the best newly graduated
teachers, leaving the public sector with those who are poorly qualified (Meckes & Boscope,
2012). All these factors have impacted the language classroom resulting in language students
with very low proficiency in English (Abrahams, 2015, Avalos, Tellez & Navarro, 2010).

Concerned about the flaws in second language teacher education and teacher
performance upon graduation, a team of experts from the Ministry of Education, a private
university, and other consultants in the ELT field in Chile published the Estandares
Orientadores para Carreras de Pedagogia en Inglés (EOCPI) in 2014. This publication
established standards for English language teaching for institutions offering English teaching
training and teacher candidates. The document does not prescribe any curricular outcomes. In
fact, it respects the autonomy of the different programs offered by Chilean universities and
serves as a tool that provides orientation about the pedagogic skills and disciplinary knowledge
that future teachers should attain before graduation in order to be able to teach in primary and
secondary schools (MINEDUC, 2014). In addition, the document provides guidelines on the
“moral commitment” (MINEDUC, 2014, p. 8) teachers should develop during their professional
lives. Teacher candidates benefit from this document because it clearly identifies the essential

pedagogic and disciplinary knowledge and skills they need to develop as future EFL teachers.

EOCPI is divided into two main strands: standards for English teaching and standards
for pedagogy. In terms of English teaching, the document clarifies the Ministry’s current stance
to English teaching. Future teachers should provide learners with the necessary skills to use the
language as a tool to help them gain access to technology, take part in interactive (oral and
written) exchanges, and develop cognitive skills that would allow them to value diverse ways of
thinking, life styles and traditions. English should help students grow personally, academically,
and professionally in order to participate in the 21% century. English teaching in Chile is guided

primarily by the Communicative Language Teaching (CLT). The primary goal is to foster
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communication in the four language skills (MINEDUC, 2014). More specifically, newly

graduate teachers should:

understand the linguistic structure of English, the different components of the English
language and how to use these in the production of language;

implement teaching processes related to the comprehension or written and oral texts;
communicate in oral and written form;

value the integration of the four language skills; design and apply diverse assessment
instruments to obtain information about the learning development of the students;
graduate with a C1 level of English (see Appendix U for description);

understand language learning theories in their mother tongue and the second language
and apply appropriate teaching and learning approaches and strategies;

design, select and adapt materials and virtual resources;

value their own culture and the Anglo-Saxon culture;

value the importance of professional development and learning communities as sources
of learning, reflection, and update (MINEDUC, 2014, p. 22)

The standards for pedagogy section of the document indicates that teacher candidates should:

understand how students learn;

promote the personal and social development of students;

understand and use the English curriculum for primary and secondary education to
analyse and formulate pedagogic proposals;

design and implement teaching strategies in line with the curriculum;

manage a class and create an appropriate learning environment for the students;
understand and apply diverse assessment and evaluation methods in order to observe the
learners’ progress and make informed teaching decisions;

understand the role and impact of school culture on school performance and student
behaviour;

understand diversity and promote integration in the classroom;

read and understand academic and non-academic texts, develop a critical perspective, and

communicate effectively in oral and written form;
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e reflect and analyse critically their teaching practices and their inclusion in the school
system (MINEDUC, 2014, p. 37-71).

The political, social, and educational issues that | outlined above have sparked the
interest of MINEDUC to improve the quality of education and piqued the interest of researchers
to study initial teacher training (Avalos, 2014, 2005; Barahona, 2016; Fleming & Linero, 2003)
and the effectiveness of teacher education programs (Abrahams, 2015; Abrahams & Farias,
2009; Avalos, Tellez & Navarro, 2010; Barahona, 2016; Paez, 2012; Vivanco, 2012). However,
studies are still limited and few focus on novice teachers in Chilean school contexts (Avalos &
Valenzuela, 2016; Avalos 2009; Avalos & Aylwin, 2007). To Avalos (Avalos as cited in Siebert,
2015), the working conditions of teachers are even more important than initial teacher training in
job retention. Avalos and Valenzuela (2016) state that if these conditions do not improve,
whatever is done at the educational training level will not suffice to offset the high rates of
novice teacher attrition. Based on my personal experience, | believe that these points are critical
and deserve attention. The studies of Avalos and Valenzuela (2016) and Avalos and Aylwin
(2007) on the lived experience of novice teachers in Chilean schools have helped me

contextualise and design my study.
Framing this study

As | explain in more detail below, my concrete experiences as a teacher trainer, English
teacher, and novice teacher motivated me to do this study. Moreover, the complexity of the
Chilean education context led me to select a sociocultural approach in examining the experiences
of novice teachers of English (NTEs). To study these experiences, | used Wenger, McDermott
and Snyder’s (2002) framework (Domain, Community, Practice) to explore their participation in
English teaching communities and its connection to their reported approaches to teaching
English. Communities of practice are formed by “groups of people who share a concern or a
passion for something they do and learn how to do it better as they interact regularly” (Wenger &
Wenger-Trayner, 2015, p. 1). In CoPs, newcomers enter, interact, learn, develop, and contribute
in an established community where goals and practices are shared. This framework was chosen

as the most appropriate for this study.



16

Purpose and research questions

This study explores how novice teachers of English experience communities of practice
from their own points of view. In particular, this research aims at investigating their experiences
while participating in the practices of the communities to which they belong and examines the
influence of these communities on how they report approaching the teaching of English. The

research questions that served as the basis of this study were:

e How do novice teachers of English in Chile experience their participation in the practices
of communities of practice?
e How does their participation in different forms of communities of practice influence how

they report their approach to teaching English?

In order to address these research questions, the data collection process was carried out in
Chile. I collected data in three ways: an online closed and open-ended survey, semi-structured
interviews, and observations of staff meetings the NTEs attended. The participants in this study
were Chilean novice teachers of English who worked in private, semi-private, and public schools
and who had up to five years of teaching experience. The data was transcribed and analysed
using NVivo 11 and thematic analysis.

Definition of terms

| briefly define below the key terms that | have used throughout this thesis. In depth
definitions of these terms are provided in this thesis’ Literature Review and the Theoretical

Framework chapters.

Novice teacher (NT): Accounts in the literature define the NT as someone who has
started his/her teaching career, experiences more intensively the challenges of developing
professionally, and whose expectations about teaching do not fit the school and classroom
realities. Concerning the years of teaching experience, there is little agreement in the literature.

As | note below, various theorists define this as ranging from one to five years.

Novice teacher of English (NTE): A novice teacher of English is someone who has

graduated from a language teaching training program, and has usually done a practicum working
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as a teacher of English. Regarding the years of teaching experience, most researchers suggest

less than three years.

Experienced teacher (ET): Even though this study is not focused on experienced
teachers it is important to define who they are and what they do in order to understand the
participation of NTEs in their school contexts. An experienced teacher is someone who has
developed pedagogical tools to motivate students, hold their attention in class, implement
classroom management skills (Gallup & McKay, 2010), and use past experience to make
judgements in education (Richards & Farrell, 2005). Concerning the number of years of teaching

experience, most research suggests a range of three up to ten years or more.

English teaching community: In the context of this study, the English teaching
community is formed by the groups of teachers of English who work in school contexts (private,
semi-private or public). This community is comprised by experienced and novice teachers,

teacher candidates, and heads of the English teaching departments.

Approaches to teaching English: English language teaching can be approached from
varied perspectives through the use of diverse methods, teaching approaches or teaching
principles (Larsen-Freeman & Anderson, 2011; Richards & Rodgers, 2014) depending on the
reality of each teacher and the educational context where they work (Larsen-Freeman &
Anderson, 2011). Details about the way teachers approach English language teaching are

provided in the Literature Review chapter.

Participation: Is an active, personal, and social process that involves “the social
experience of living in the world in terms of membership in social communities and active
involvement in social enterprises” (Wenger, 1998, p. 55). Participation is further discussed in the

Theoretical Framework chapter.

Support: According to Wenger (1998), members in a community help each other
through interaction, participation, and doing things together. Support in education is illustrated
by the appraisal, feedback, and professional development opportunities provided to NTs in the

school context (Jensen, Sandoval-Hernandez, Knoll & Gonzalez, 2012). The support
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phenomenon and process are discussed in the Literature Review and the Theoretical Framework

chapters.
Outline of the dissertation

The remainder of this thesis is divided into seven chapters. In Chapter 2 (Literature
Review), | situate the novice teacher as an individual and as part of the social world. First, |
provide a definition for novice and experienced teachers. Then, throughout this chapter, | address
the varied shocks experienced by novice teachers at the beginning of their career. For example, |
discuss the experiences in the literature of novice teachers in general education and second
language education by examining issues, such as the challenges they experience at the beginning
of their profession, attrition, the influence of teacher education programs, socialization and 