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Abstract
This article is about the development of assessment tools concerning to the
identification of gender biases in teachers of a Vocational Education institution in
Chile. Particularly, in the fields of engineering and technology, usually characterized
by having male majority presence. Our aim is to identify, based on a mix method
perspective, the limits and the potentials of current evaluation systems in its goal of
promoting a friendly culture about gender issues and inclusive education beyond
policies of performance accountability. Based on international experiences review, we
present a heading model in order to identify, within the classroom, practices that
reproduce gender bias and stereotypes in a context strongly permeated by a masculine
culture. From a performative approach, we empathize in the responsibility of teachers
and policy makers in the development of inclusive educative contexts beyond formal
curricula, assuming the relevance of institutions self-regulation. Nonetheless, we
argue that evaluation systems should be thought as a meaningful formative process
that has to give account of the local context and particularities of their members rather
than high-stake accountability usually mediated by sanction, classification and erasure
of singularity.
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Introduction
In the last years Higher Professional Vocational Education (Educación Superior
Técnico Profesional in Spanish) has been gaining more and more relevance due to its
key role in the productive and economic systems. The latter has also bring the
necessity of designing curricula in accordance to the labor field and with the
development of skills for enabling student’s adaptation to a dynamic world. Although,
these reasons have not been the only ones that have brought Higher Professional
Vocational Education to the spotlight. Precisely because HPVE is the heir of the old
Schools of Arts and Crafts, institutions designed for training masculine workforce, the
HPVE filed has been characterized by having a low female participation. Before a
little more than a century, female participation has increased, however, we still face
strong gender segregation within careers (Sepúlveda, 2017; Sevilla, Sepúlveda,
Valdebenito, 2019).
Duoc UC (Department for workers and peasants development of the Pontifical
Catholic University of Chile) is one of the most important Vocational Education
institutions in Chile, concentrating two in ten students at the HPVE1 level. In terms of
Duoc UC annual enrolment, 40% is represented by women, but, if we concentrate our
attention in the STEM field, feminine presence is only 14%, numbers that extend to
all over the Vocational Education field.
The presence of women in the industrial areas of the Secondary Technical Education
(Educación Media Técnico profesional in Spanish) is nearly 19%, while it increase to
an 80% in the fields of Health, Education and Social Work (Mineduc, 2019). In
Higher Education, considering graduate and undergraduate students, women only
represent the 20% of enrolment in Science, Engineering, Construction, and
Technology 2 (SIES, 2019). Only considering female enrolment in universities we
have a more positive number, 28%, but, it decreases to an 11% in HPVE.
Gender gaps in the STEM filed have been recognized worldwide (UNESCO, 2017;
CONICYT: 2017; 2019; and Comunidad Mujer, 2016). Women, usually have lower
rates in math and science test, results that tend to progressively consolidate while they
advance in educative stages (CONICYT, 2017), having as a result the minimal
participation of women in these areas. In fact, women participation in the STEM filed
has been conceptualized by the metaphor of the “leaking pipeline”, in order to
emphasize how women presence in these fields tend to decrease while they advance
in educative stages and hierarchies.
In this context, the Ministry of Education with the support of the Ministry of Women
and Gender Equality have created the 2018-2022 agenda “quality without biases”, in
order to promote more participation of women in HPVE and, particularly, in
historically masculinized educative areas understood in the STEM field. Likewise, in
2019 Ministry of Education provided to the Institutions of Higher Education the
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commitment to promote gender equality in management positions, being the first step
to foster a more inclusive culture in educational communities that also go along with
the commitment for developing more research in gender issues. Duoc UC ascribed to
this commitment in 2019 and stablished a formal space for developing initiatives that
promote equality and discussion within the institution.
Having this commitment in mind, Duoc UC has created a Gender Equality agenda
composed by different initiatives, among them, a series of diagnostic research on this
issue. These studies have proved that there is not only a problem of gender
participation and segregation in careers, there is also sexism within the educational
process and the interactions in the classroom. Focus groups with female students have
revealed that some professors expressed their open rejection to female presence in
historically masculine careers, expressions that, as a result, have driven some female
students to quit their studies. In fact, and although in general women usually have
better grades and lower drop-out rates, in Duoc UC STEM careers female students
have lower grades and higher drop-out rates than their peers in other fields3, while
male students do not show different trends by subject-field area.
Debates concerning sexism in education are not new, as a matter of fact, 2018 and
2019 national protests for a non-sexist education concentrated public opinion,
especially thanks to systematic denunciation at the Higher Education level. Thus,
emerges the necessity of knowing what is going on inside the classroom and in the
teaching-learning dynamics as well, because what happens there can have an effect in
the reproduction on sexist patterns affecting personal and professional trajectories of
female students but also of those who do not fit in traditional gender roles. With this
purpose, we have designed, in a participatory way, a model for teacher evaluation
based on a rubric adjusted for HPVE in order to identify sexist practices and dynamics
in the teaching-learning process. This formative model aims to promote gender
equality practices and also favor continuous improvement and feedback in the
educational community of Duoc UC.
The article is structured as it follows: (1) main findings concerning sexism in the
classroom interactions and in masculinized contexts; (2) a critic to accountability
systems and new proposals for formative models; (3) methodological considerations;
(4) conceptual discussion; (5) findings and the design of an evaluation model for
gender biases; (6) recommendations for the Higher Education Institutions and (7)
final considerations.
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Figure 1: evaluation system of gender interactions and dynamics in TVET

Rubric
•An evaluation system that
takes responsability for
education with gender
equity.
•It is not based on
classfication, control or
sancation, rather in a
formative process

•Identifies gender
interactions and dynamics
in STEM classes.
•It gives teachers feedback
en channel an
improvement process.

•It gives orientarions and
inputs to the teachers in
order to improve the
teaching practice
•The institution can design
policies that enable a
more equal learning
process.

Scope

Evaluation focused
on information

Source: prepared by the authors

Literature review
Sexism in masculinized contexts
A series of research done at the national level about the inclusion of women to
masculinized fields, in education but also in the job market, have argued that,
although the supposedly openness to women reception and an explicit inclusive
discourse, women continue living segregation and exclusion (Angelcos and Isola,
2017; Sevilla, Sepúlveda, Valdebenito, 2019). The study carried out by Sevilla,
Sepúlveda and Valdebenito (2019) in public schools that offer Secondary Technical
Education, specifically, with students of industrial careers, has shown that although
faculty members do not consider necessary to adopt specific measures for women due
to their fast adaptation and efficiency in achieving learning goals, both peers and
teachers think that women have a hard time learning specialized contents. By the
same token, women foresee that, in order to achieve their professional goals, they
have to double their efforts in comparison with their male peers. Also, female students
think that they will end doing less valued tasks and the female presence is not
welcomed in this particular labor market.
According to the latter, teacher’s associate qualities such as kindness and sensibility
to women, while men are related to leadership and strength. Likewise, the sexist
naturalization that links strength with men and fine motor skills with women is highly
extended among public schools that offers this education, thus contributing to the
sexual division of labor within industrial disciplines (Sevilla, Sepúlveda and
Valdebenito, 2019). Another interesting point is that while women do not perceive
treatment differences, teachers and male peers recognize that they treat women
differently just for being women, promoting what literature has called “benevolent
sexism” (Glick and Fiske in Sevilla, Sepúlveda and Valdebenito, 2019).
Theses gender biases inside the classroom have been already studied in primary
schools, where research has shown that education plays a key role in the reproduction
of gender stereotypes and expectations of behavior, thus the school have been

conceptualized as an institution that systematically produce and reproduce inequalities
between men and women (Azúa, 2016, Azúa, Saavedra y Lillo, 2019; Araya, 2004;
Colás y Jimenez, 2006; Mizala, Ramírez, Ramírez, 2015; Martínez and Ramírez,
2017; Martínez, 2016; Guerrero, Provoste and Valdés, 2006). Particularly, has been
argued that “teachers replicate in the classroom practices that has been historically
and culturally accepted, maintaining gender stereotypes in the interactions and
discourses” (SERNAM, 2009: 70).
Thus, teachers could affect student’s own perceptions about their cognitive potential,
also the attitudes and interests towards different knowledge fields as well (Guderson
et al, 2010, 2012). Some of this actions are related to masculinized language4, paying
more attention to male than female students, doing cognitive complex questions and
giving more feedback to men than to women, especially in “masculine” related
subjects: math and science (Guerrero, Provoste y Valdés, 2006; Gray and Leith, 2004;
Espinoza and Taut, 2016; Mizala, Ramírez y Ramírez, 2015).
Angelcos and Isola (2017) in their study about the inclusion of women to the great
copper mining in Chile argue that although strategies and open discourses about
women integration to this historically masculine field, discrimination still last in
everyday practices. Particularly, they have shown how women presence, itself,
becomes a transgression that exceeds hegemonic norms and cultural values where,
paradoxically, traditional gender division of labor has become an anachronism. In this
context of social change, these supposedly universal gender norms try to persist
through a violent imposition, that is rather ethical than physical. This ethical violence
that Angelcos e Isola argue about, is exercised over bodily gender expressions, where
female mining workers exaggerate their “female” values and attributes (being tidy,
responsible, clean, etc.) as a tactic in order to resist in this field. Thus, although their
acceptance to mining is tacit, women are not accepted in their difference.
From accountability to accompaniment
Accountability has traveled from the detailed exam of finances to almost every aspect
of professional life (Stobart, 2010). In this way, evaluations are becoming more
common in our daily practice, being deployed in multiple spaces and aspects.
Accountability policies in the educational field rely on the responsibility of
educational establishments to ensure the quality of the services offered, thus the fact
of how someone can be hold accountable, responsibilities and roles, are assign
depending on the educational model (Falabella y de la Vega, 2016). Currently, there
are at least three models of accountability: state accountability, performance
accountability and professional accountability. Nonetheless, performance
accountability has been one of the most extended approaches.
Performance accountability system considers that evaluations are a powerful tool for
educational reform and, when evaluation is associated with high stake consequences,
it motivates improvement incentives (Stobart, 2010). Following this logic, when
4

In Spanish, unlike English, there are so many words that are not gender neutral. For example, “todos
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educational quality is agreed and standardized, goals can be measured, compared and
hierarchized; accountability process are public and linked to incentives and sanctions
(Falabella y de la Vega, 2016; Flórez, 2019).
However, different studies have shown that this logic of control, examination and
classification has negative consequences, having results that can contradict the
expected results even. In fact, although performance accountability systems are
encouraged by the ideals of equality and justice, it has been argued that they reinforce
social and educational segregation, because individuals stand points, cultural and
economic contexts, and its own particularities are not considered (Ball, 2013;
Sánchez-Amaya, 2013; Flórez, 2019; Stobart 2010; Fallabella y de la Vega, 2013;
Comisión SIMCE 2014; 2015).
Authors like Sánchez-Amaya (2013) has argued that evaluations deploy distinction
mechanisms such as: normal and abnormal, accepted and rejected, good and bad,
among other hierarchical dichotomies. Thus, examination practices produce
knowledge feed power relations. The application of these systems condition
individual’s possibilities, in other words, individuals are produce and administered
through this very evaluation mechanism. Consequently, performance accountability
system could have a performative effect by producing docile individuals without
subjectivity (Ball, 2015; Sánchez-Amaya, 2013).
It has been argued that performance accountability systems have generated and
impoverishment of pedagogical practice, this came be seen in the curricula reduction,
training focus on standardized tests, behavior is adjusted in order to achieve
evaluation indicators, de-professionalization of teachers by becoming standards
implementers rather than conscious of their own pedagogical practices, affecting their
reflection and innovation process, their self-stem and motivation with their job
(Falabella y de la Vega, 2016; Stobart, 2010; Flórez, 2019; Comisión SIMCE 2014;
2015).
If we are in the presence of a system that controls and sanctions not achieving
standards and that also generates the lack of mechanisms and formal strategies for
supporting evaluated individuals and guiding them to an improvement process
(Stobart, 2016; Comisión SIMCE 2014, 2015), why do we continue using it?
In the last years have appear interesting models that have tried to promote an
accountability system beyond the logic of control and sanction, following a path
oriented towards improvement and the formative process (Hevia and Vergara-Lope,
2016; Flórez, 2019; Falabella y de la Vega, 2016; Preal, 2009; Holz, 2019).
These approaches left behind the fantasy of absolute control in order to promote selfgovernment and self-determination to the very individuals involved in these
accountability practices (Stobart, 2019). They support the participation of individuals
in the creation, design of instruments and evaluation criteria, enabling the emergence
of an internal culture of improvement where individuals are more conscious of these
process, stablishing their own goals and expected values.
These models are not based in sanction, rather in recording experiences in order to
give feedback to pedagogical practice, designing strategies and improvement plans

(Preal, 2009; Hevia y Vergara-Lope, 2016). Likewise, they apply a multidimensional
model where evaluated dimensions are not translated into a unique and decisive
result, instead, each dimension gives information that can be understood as
independent evidence that, as a whole, enable decision making (Holz, 2019).
Additionally, these systems consider diverse factors that influence in the expected
results: students and teachers social and economic reality, the environment in which
the learning process is developed: infrastructure, resources, pedagogical practices,
didactical materials, among others. Thus, it is emphasized that the expected results
depend on interrelations that include the environment, the educational community,
directors and families as well.
Methodological considerations
This study is framed within the gender and education studies. On the one hand,
research in education has been considered as the study of methods, proceedings and
techniques that gives us access to knowledge, comprehension and explanation of
educative phenomena, an also contributes to face social problems (Hernández, 1995).
On the other, gender perspective research in education has been a significant
contribution to the education field by identification of structures and social practices
that reproduce gender inequalities.
Thus, gender studies related to education have contributed to unveil the mechanisms
through which educational institutions have part in discriminating women and nonhegemonic subjects, and also how the educational system, in its different levels,
reproduce prejudices and gender stereotypes. In this way, our evaluation model for a
non-sexist education is attuned to this discussion.
Following Gabriela Delgado Ballestero (2010), we agree with the idea that research is
done from an epistemic position, where knowledge emerges from a localized position
and from the particularity of the subjective knower. From this standing point,
knowledges is always partial, it comes from a particular subject and body, that,
depending of the historical process, cultural and semiotic, and the ways gender, class
and ethnicity are contingently mixed, enable the configuration of a subject that sees,
think and act in a particular way. This is why for us it is important to design an
evaluation model sensible to the particularities and situational experiences of the
actors that form the educational community.
As Blázquez has argued (2010), due to gender research in education seeks to unveil
the experience of the oppressed and the excluded, it is necessary to always adopt an
multi-methodical perspective, where the incorporation and confluence of different
techniques and methods enable a better approach to the observed and offers a broader,
but also, rich and complex view of the studied phenomena.
For the design of the rubric we followed the use of multiple technics: (1) we
conducted four focus groups to Douc UC students (see appendix 1), (2) ten classroom
observations and (3) 6 in-depth interviews to chiefs of the Technical Pedagogical Unit
(see appendix 2).

Figure 2: design and validation of the classroom observation rubric

Source: prepared by the authors

Discussion
In the last years, gender indicators have been incorporated to the national educational
evaluation systems thanks to the State commitment on this issue (MINEDUC, 2016;
CONICYT, 2019), however, these changes have been done following the
accountability approach. In this way, when gender issues acquire relevance in
evaluative practices they do it in the lens of high stake accountability systems, taking
the risk that this challenge for a more equitable culture becomes and indicator devoid
of discussions and reflections as Falabella and de la Vega (2013) have shown.
In the Chilean higher education system teachers evaluations are not applied at the
central-level, thus, due to external evaluations does not exist, it is left to every
institution criteria to have or nor an evaluation system. In the case of Duoc UC, this
institution has applied an accompaniment program for teachers in order to support
their pedagogical needs, in that way, standardizing and formalizing these measures in
the Teachers Accompaniment Program. This program, which is part of a greater
model for generating indicators called TDI (teachers development index), follows,
however, the high stake logic.
At the time gender equality has become and institutional goal, it has been noted a gap
between everyday practices and institutional strategies (Angelcos and Isola, 2017;
Sevilla, Sepúlveda y Valdebenito, 2019), where open discourses for inclusion are
translated to the logic of individual responsibility masking the very obstacles that
should be attended. In doing so, it is not recognized that gender equality is the result
of an institutional effort for creating a culture and strategies on this issue. According
to the latter, we consider that evaluative practices should contribute to gender equality
from a formative point of view. Understanding that this paradigm favors reaching
minimal agreements that enable a constructive management (Stobart, 2019), it is
worth noting that this is key for an issue in which inequalities and discriminations has
been invisibilized. For this, instruments and criteria have to be agreed, promoting and
recognizing the educational community commitment. Although, Pedagogical
Technical Unit offers a key institutional infrastructure for implementing evaluation

models for a more equal education in gender terms, it has to abandon the individual
accountability logic.
Due to the sexism and androcentrism in Chilean educational system (Azúa, 2016;
Sevilla, Sepúlveda y Valdebenito, 2019), we have to pay especial attention to
discourses and practices, because even in the most progressive approaches, gender
equality tend to be exemplified and legitimized by the exaltation of “female”
attributes such as tidiness and planning, values that may enable women to perform as
equal as men or even better. Thus, it is observed that the conflict over the attributes
associated to each sex, through which gender is socially constructed, is part of a
complex and sometimes contradictory gear, hidden under more or less conventional
attributes that reinforce discourses that create new forms of gender biases.
Findings
Designing the rubric
A series of interviews, focus groups and studies on gender and education has shown
us the challenges and difficulties for designing a rubric through which observe not
only teacher’s actions and discourses but classroom interactions. Although diagnosis
and feedback will be oriented to teachers, observations will give account of actions
and interactions between them and the students.
Based on what has been argued about the binary and exclusionary structure of gender
biases and stereotypes, we designed a rubric with a scale that could enable us to
distinguish between those actions and discourses that promote the naturalization of
gender binary categories from those who recognize diversity. In the “positive” side,
there are attitudes associated with the promotion equal participation among gender,
while in the “negative” are those that superimpose one gender (usually male) over the
others. Likewise, teachers could have an active role developing attitudes that either
promote or difficult gender equality in the classroom (this is what we call “active
behavior), or s/he could be a witness allowing conducts to happen without getting
involved (this is what we call “passive behavior”).
Figure 3: Rubric structure of classroom observation

Source: prepared by the authors

Sexist practices and discourses inside the classroom
The qualitative data gathered helped us to identify practices and discourses that
contribute to perpetuate sexist practices in the VE field, identifying two dimensions:
(1) strategies and dynamics about gender inclusion and (2) expressions and
preconceptions on gender in classroom interactions.

Figure 4: rubric’s dimensions for classroom observations

Inclusive
gender
practices

Gender
expressions
in
interactions

What do we observe in the
classroom?
Source: prepared by the authors

First Dimension: gender inclusion practices inside the classroom
Unequal participation in class is one the themes that emerge from the interviews and
focus groups with female students. The latter is clearer in the careers where male
students outnumbers females, generating, in women, shyness and reducing their
interest of participating in class. However, in careers where female students are
majority, men do not feel these pressure at all.
Among the behaviors associated with to a low class participation we identified those
developed by students and teachers. Low class participation by gender can be
explained either by personal interests or teacher’s willingness to foster one group over
the other. However, Pedagogical Technical Unit chiefs recognize that the type and
number of questions or the promotion of participation in activities play a key role,
these are resources that teachers can use precisely to promote a more inclusive
environment for equal participation.
A second level of analysis in this dimension is related with the identification of
practices of gender inclusion and the definition of attitudes and behaviors from a
passive/active scheme. We presented to the interviewees situations based on gender
biases literature, which some of these were corroborated by them and also providing
new examples. Thus, we can appreciate the existence of four practices that occur in
the classroom that can positively or negatively affect inclusion and integration of
students. These are:

Figure 5: strategies and dynamics for gender inclusion

Source: prepared by the authors

We have defined this four dimensions as:
• Promotion of analytic and reflexive questions: this practice is about the
generation of complex questions that foster analytical reflection without producing
differences on gender identities and sexual orientations.
• Feedback and reinforcement: this practice is associated with promotion of ideas,
giving support and favoring student’s participation. It is observed teacher’s
disposition to recognize student’s goals and giving positive feedback with clear
recommendations to advance and resolve problems. Is it worth noting that these
didactic strategies do not generate differences among gender identities and sexual
orientation.
• Stimulation of participation: this practice is directly involved with the promotion
to participate in class activities, to share opinions and being part of conversations. For
this, it is important that participation stimulation is done without denying or
invisibilizing students for their gender identity or sexual orientations.
• Ways of naming students: this practice refers to the equitable use of language. It
is preferred to use neutral words for referring gender and individual persons, it is
promoted to use names without highlighting gender differences under a binary
paradigm, for example: ladies and gentlemen or the use of diminutives and kind
expressions such as: dear, love, etc.
Expressions in interactions
The biological and binary matrix that support prejudices about each gender seems to
be the cornerstone for practices that reproduce gender biases. In what follows, we will
explain the dimensions that, inside the classroom, will help us to grasp this prejudices
through expressions and interactions.

Figure 6: Dimensión expresiones y precon

cepciones en las interacciones de género
Source: prepared by the authors

This four dimensions have defined as:
•
Expressions about gender roles: how expressions promote individual’s
potentials to perform a variety of roles without being restricted by its gender or sexual
orientation.
•
Expressions about psychological and physical features of gender: expressions
that give account of physical and psychological diversity regardless of gender
identities or sexual orientations, avoiding making associations based on traditional
gender attributes.
•
Comments about corporal expression, sexual orientation and gender diversity:
examples and comments are used to promote corporal expressions, are respectful of
sexual orientations and gender diversity, highlighting the existence of
emotional/sexual relations.
•
Access to key tools and equipment for the learning process: tools and
equipment are distributed without doing differences based on student’s gender, sexual
orientation and identity.
Recommendations
The design of a rubric for the identification of gender biases adjusted to the HPVE
speaks of the necessity for developing a culture committed to gender inclusive and
equitable education, one that promotes the involvement of the all the educational
community, favoring the common will to improve and advance towards a more just
society that guarantees equal opportunities for everyone.
That said, the implementation of Duoc UC “gender equality agenda” is an opportunity
for creating initiatives that foster advancing in terms of parity, thus it is recommended
that educational institutions lead this kind of efforts. Likewise, it is also important that
institutions should find the way to implement evaluation models in formal instances,
like, in our case, Teachers Accompaniment Program for example.
Apart from that, it is necessary to collect preliminary data that could be used as a
diagnosis of institutional situation about the reproduction of gender biases in
classrooms. The latter is also key for designing plans for working this biases in a
constructive way, focusing the efforts in the capabilities that are expected to install

rather than individual accountability. For our case, we have considered the following
steps in order to implement this model:
Figure 7: Steps for formalizing the preliminary evaluation process

Source: prepared by the authors

Conclusion
Throughout this study, we have noted the interest of different actors in participating in
initiatives that promote more gender equality. We have shown that the necessity of
improving classroom dynamics require a less conservative institutional agenda in
order to design strategies to face this problem. The latter has to be done from both, a
curricular but also an extracurricular perspective, incorporating a gender perspective
that breaks from heteronormativity and androcentrism in different subjects. It is
highlighted the necessity of actualizing pedagogical materials, figures and task
resolving activities, in order to include gender diversity and experience. Furthermore,
understanding that the toughest barriers for gender diversity appear after student’s
graduation, it is important that institutions develop strategies with the labor market to
guarantee an adequate insertion.
We highlight the analytical exercise that emerged from the data gathering in the
design of a contextualized rubric, because it helped Pedagogical support unite to
identify gender inequalities in the learning process and reflect upon their own
practices, considering the role they have in the transformation of educative spaces and
developing more inclusive tactics.
Finally, it is important to include all educational community in the development of a
strong outreach, along with a permanent accompaniment process that gives teachers
the tools they need. Another key aspect to have in mind is that observations and
evaluations do not have to be associated with a sort of teacher’s performance index,
rather it has to be a feedback process from a formative standpoint.
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