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Introduction 

Governments worldwide have set the goal of achieving gender 

equality (GE) by the year 2030 (Goal #5 of the 2030 Agenda for 

Sustainable Development, UN, 2015) through implementing a gender 

mainstreaming (GM) strategy in all policies and actions of private and 

public daily life. As a result, higher education institutions are increasingly 

recognizing the need for mainstreaming gender in education as a way to 

developing gender competence in university students and through their 

future practice as professionals so they can contribute to create gender 

equitable societies. This principle appeals to the responsibility of the 

universities, who by law (Art. 25 of Organic Law 3/2007 and Art. 8 and 

9 of Law 9/2003 for the Equality of Women and Men of the Generalitat 

Valenciana) have the obligation to train future graduates for a professional 

practice that respects gender equality. This doctoral thesis examines GE 

training in higher education at a teacher education institution in Spain. 

Specifically, it explores student teachers’ and teacher educators’ 

perceptions on GE training and GM implementation in three 

undergraduate and graduate teacher education programs.  

The primary purpose was to gain knowledge and a better 

understanding on how GM is currently being implemented in teacher 

preparation programs at the participating institution and how it is 

perceived by student teachers and teacher educators. The main research 

questions guiding the project were examined through three underlying 

research studies (Study 1, Study 2 and Study 3) and five papers (Papers I, 
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II, III, IV, and V) where the focus was on designing and developing valid 

and reliable measurement instruments to assess GE training in teacher 

preparation (Papers I to III), and the extent to which student teachers 

acquire gender competence when they graduate (Paper IV). At the same 

time, the results from each of these studies informed the scope, aims, 

goals, and design of the next study (Study 3) on teacher educators’ views 

and experience on GM implementation (Paper V).  

Paper I answers the questions: What are the student teachers’ 

perceptions on GE training and how do they differ within and across 

undergraduate and graduate teacher education programs in terms of (a) 

institutional sensitivity to GE policies implementation, (b) inclusion of 

gender into curricula, and (c) gender awareness of inequalities? 

Paper II addresses the question: Is the SAGE (Sensitive Assessment 

of Gender Equality) index invariant across sex? Or in other words: Is 

there evidence suggesting that the SAGE index’s factor structure is 

equivalent in male and female student teachers? Do their perceptions on 

GE training differ?  

Paper III tries to respond to the question: Is the SAGE index 

invariant across degree? Or what is the same: Is there evidence suggesting 

that the SAGE index’s factor structure is equivalent in early childhood 

and elementary school student teachers? Do their perceptions on GE 

training differ? 

Paper IV explores the question: Is the TEGEP (Teacher Efficacy for 

Gender Equality Practice) scale a reliable, valid, and invariant (across 

degree and sex) measure to assess student teacher self-efficacy for GE 
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practice? What are undergraduate and graduate student teachers’ 

perceptions on self-efficacy for GE practice at the end of their 

preparation? Do these perceptions differ by degree and gender? 

And finally, Paper V tries to inform how teacher educators’ view 

and experience GM implementation in university teaching by asking 

about the impact of the GE policy on study plans and teaching 

assignments as well as about the factors affecting their involvement in 

GM.  

This doctoral thesis is presented by a compendium of publications 

and is organized into four parts. Part I is made up of three chapters that 

address the theoretical framework of the investigation, its background, 

the definition of the problem, its research questions (Chapter 1), the 

methodological approach including the research design, the methods for 

collecting data and data analysis (Chapter 2), and a summary and 

discussion of the results as a whole (Chapter 3). Part II contains the literal 

reproduction of published or accepted work and consists of three 

chapters, one for each published work (Papers I, II, and III). Part III 

includes unpublished work and consists of two chapters (Papers IV and 

V). Finally, in Part IV, a synopsis of the main conclusions of the 

investigation and possible avenues for future research are presented.  

The findings from this thesis may enable the participating 

institution to develop and improve GM best practice guidelines in teacher 

training, particularly in early childhood, elementary, and secondary 

school education programs. To facilitate teacher educators and the 

institution to introduce changes and curricular reform in order to 
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improve GM implementation in a more effective way, commitment and 

preparation must be strengthened by involving them in a process of 

transition and reform. The SAGE index and the TEGEP are suggested to 

be used as tools in transition planning. However, institutions need 

support for themselves in this long-term process. Therefore, the 

incorporation of guidance by gender specialists aimed at supporting both 

the participating institution and the teacher educators would be an option 

to meet the initial needs as identified through the three conducted studies 

and the five papers mentioned. 
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Introducción (castellano) 

Los gobiernos de alrededor del mundo se han propuesto como 

meta alcanzar la igualdad de género (IG) en el año 2030 (Objetivo #5 de 

la Agenda 2030 para el Desarrollo Sostenible, UN, 2015) mediante la 

implementación del gender mainstreaming (o perspectiva de género) en 

todas las políticas y acciones de la vida pública y privada. Como 

resultado, las universidades están reconociendo cada vez más la 

necesidad de incorporar esta estrategia en la docencia universitaria para 

desarrollar la competencia de género en los estudiantes, los cuales, a 

través de su práctica profesional futura, contribuirán a crear 

sociedades donde impere la igualdad entre mujeres y hombres. Este 

principio apela a la responsabilidad de las universidades, quienes por ley 

(Art. 25 de la Ley Orgánica 3/2007 y Art. 8 y 9 de la Ley 9/2003 

para la Igualdad de Mujeres y Hombres de la Generalitat Valenciana) 

tienen la obligación de formar a los futuros egresados para una práctica 

profesional respetuosa con la igualdad de género. Esta tesis doctoral 

examina la formación inicial de docentes en igualdad de género en 

una institución universitaria española. Específicamente, explora las 

percepciones de los estudiantes y del profesorado sobre la 

incorporación de la perspectiva de género en tres programas de 

formación de docentes de educación infantil, primaria y secundaria.  

El propósito del estudio fue adquirir un mayor conocimiento y una 

mejor comprensión de cómo se está llevando a la práctica este proceso en 

los programas de formación de docentes en la institución participante y 
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cómo es percibido por el alumnado y el profesorado. Las principales 

preguntas que guiaron el proyecto se desarrollan a través de tres 

estudios (Estudio 1, Estudio 2 y Estudio 3) y cinco trabajos publicables 

(Papers I, II, III, IV y V) enfocados al diseño y validación de 

instrumentos de medición fiables y válidos  para evaluar la 

formación en igualdad de género de docentes en formación (Papers I a 

III) y el nivel alcanzado por el alumnado en competencias de género 

cuando se gradúan (Paper IV). Al mismo tiempo, los resultados de cada 

uno de estos estudios informan del alcance, propósito, objetivos y 

diseño del tercer estudio (Estudio 3) sobre las percepciones y la 

experiencia del profesorado acerca de la integración de la perspectiva 

de género en la docencia universitaria (Paper V). 

El Paper I responde a las preguntas: ¿Es el índice SAGE/ESFIG 

(Evaluación Sensible a la Formación en Igualdad de Género) una medida 

fiable y válida para evaluar la formación en igualdad de género? Y, ¿cuáles 

son las percepciones de el alumnado sobre la preparación que reciben 

en términos de (a) sensibilidad institucional a la implementación de 

políticas de IG, (b) inclusión de género en los planes de estudio, y 

(c) conciencia sobre las desigualdades de género? 

El Paper II aborda la pregunta: ¿Es el índice ESFIG invariante entre 

sexos? O en otras palabras: ¿Existe evidencia que sugiera que la 

estructura factorial del índice ESFIG es equivalente entre hombres y 

mujeres? ¿Difieren sus percepciones sobre la formación en igualdad de 

género? 
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El Paper III intenta responder a la pregunta: ¿Es el índice ESFIG 

invariante en los grados de maestro/a? Es decir, ¿hay evidencia que 

sugiera que la estructura factorial del índice ESFIG es equivalente en los 

estudiantes de educación infantil y primaria? ¿Difieren sus percepciones 

sobre la formación en igualdad de género? 

El Paper IV explora la pregunta: ¿Es la escala TEGEP (Eficacia del 

Profesorado para la Práctica de la Igualdad de Género) una medida fiable, 

válida e invariante (según titulación y sexo) de la eficacia percibida de 

docentes en formación para la práctica de la igualdad de género? ¿Cuáles 

son las percepciones de los estudiantes de pregrado y posgrado para la 

práctica en igualdad de género al final de su preparación? ¿Difieren estas 

percepciones según el grado y el género? 

Finalmente, el Paper V trata de informar cómo perciben y 

experimentan los/as profesores la incorporación de la perspectiva de 

género en la enseñanza universitaria preguntando sobre el impacto de la 

política de igualdad de género en los planes de estudio y su encargo 

docente, así como sobre los factores que afectan a su participación y 

compromiso con la docencia con perspectiva de género.  

La tesis doctoral se presenta por compendio de publicaciones y se 

organiza en cuatro partes. La Parte I se compone de tres capítulos que 

abordan el marco teórico de la investigación, sus antecedentes, la 

definición del problema y las preguntas de investigación (Capítulo 1), el 

enfoque metodológico incluyendo el diseño de investigación, los métodos 

para la recogida y análisis de los datos (Capítulo 2) y un resumen y 

discusión de los resultados en su conjunto (Capítulo 3). La Parte II 
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contiene la reproducción literal de los trabajos publicados o aceptados y 

consta de tres capítulos, uno por cada trabajo publicado (Papers I, II y III). 

La Parte III incluye los trabajos bajo revisión o no publicados hasta el 

momento y consta de dos capítulos (Papers IV y V). Por último, en la 

Parte IV, se presenta una sinopsis de las conclusiones principales de la 

investigación y posibles vías para futuros desarrollos. 

Los hallazgos de esta tesis se ofrecen como orientación para el 

diseño y desarrollo de una guía de buenas prácticas para la incorporación 

de la perspectiva de género en la formación inicial docente de la 

institución participante, particularmente en los programas de educación 

infantil, primaria y secundaria. Al objeto de facilitar que el 

profesorado y la institución introduzcan cambios y reformas 

curriculares para desarrollar la implementación de la perspectiva de 

género de una manera más efectiva, se requiere fortalecer el 

compromiso y la preparación de ambas partes involucrándolas en un 

proceso de transición y reforma. Se sugiere que el índice ESFIG y la 

escala TEGEP se utilicen como herramientas en la planificación de 

dicha transición. Sin embargo, las instituciones generalmente 

necesitan apoyo en este largo proceso. Por lo tanto, la generación 

de recursos como es la incorporación de especialistas en género 

orientada a apoyar tanto a la facultad como a sus profesores sería una 

opción para atender las necesidades identificadas a través del 

desarrollo de los tres estudios y cinco trabajos mencionados. 
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PART I 

 

THEORETICAL FRAMEWORK 
_______________________________________________________ 

 

 





	

 

 

Chapter 1 

Background 

_____________________________________________________ 
 

1. Conceptual framework  

Gender equality (GE) has long been a focus of attention in 

international and national regulations, but the need of its development 

turned a worldwide mission just in recent decades. In the 1990s it was 

envisioned as a fundamental goal, in the 2000s as a central component of 

the Millennium Development Goals (UN, 2000), and recently as a 

thematic priority in the Sustainable Development Goals (UN, 2015). In 

all of those moments, education has been considered a prerequisite to 

achieve GE and in combating and preventing gender-based violence and 

discrimination. Gender equality applies to all levels of public and private 

life. It involves taking into consideration the differences between men 

and women when analyzing, planning, designing and implementing 

policies, taking into account the way in which different measures, 

situations and needs affect both of them. 

1.1. Legal commitments to gender equality 

European and national policies as well as internacional experience 

in promoting GE in and through education can provide a framework to 

understand how GE has been formulated and how its requirements have 
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been adapted to particular communities and individual countries. In this 

context, international organizations like the United Nations (UN) have 

been key in fostering and promoting agreements to be followed for all 

State Members. Some of the most representative are mentioned below.  

1.1.1. International 

Governments in most parts of the world began to recognize 

equality between women and men at the beginning of the 20th century 

when they considered that women should have the same legal status as 

men and be able to participate in public daily life (popular elected 

positions, employment, health, economy and society). Between 1975-

2015 three of the most significant norms to enforce this recognition 

were: (1) The Convention on the Elimination of All Forms of Discrimination 

against Women (CEDAW) (UN, 1979), (2) the UN Fourth World Conference 

on Women where the Beijing Declaration and Platform for Action for 

Equality Development and Peace was adopted (UN, 1995), and (3) the 

UN 2030 Agenda for Sustainable Development.  

The CEDAW, considered an international bill of rights for women 

was key for advancing and securing equal opportunities for women. The 

Convention synthesizes the set of rights that must be guaranteed to 

women in civil, political, economic and social matters. It is a legal 

instrument that forced different governments to implement actions and 

policies to make equality rights a reality. By ratifying the CEDAW, 

national governments have committed to taking ‘all appropriate 

measures’ to ensure equal rights in education, including the provision of 
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equal conditions for school access and academic achievement, the 

elimination of any stereotyped curricula, the reduction of female student 

dropout rates, and the provision of equal opportunities for career 

guidance, continuing education, and other activities. 

Fifteen years after the CEDAW, in September 1995, the United 

Nations Fourth World Conference on Women: Action for Equality, Development 

and Peace took place in Beijing (China). At this conference, governments 

from around the world agreed on an  extensive plan of action to achieve 

global gender equality, known as the Beijing Platform for Action. 

Specifically, the Platform for Action identified twelve critical areas of 

concern where urgent action was needed to ensure gender equality and 

accessibility to the same opportunities for both women and men. It also 

provided practical ways for countries to bring about change by 

identifying strategic objectives and developing concrete actions to achieve 

them. At the Conference, training was highlighted as an essential tool for  

addressing each of the twelve critical areas of concern making the Beijing 

Platform for Action a comprehensive guide to understanding and 

combating the key barriers to gender equality. 

In 2000, the UN established the Millennium Development Goals 

(MDGs) which consisted of eight international goals, of which MDG#3 

was ‘to promote gender equality and empower women’ by 2015. To 

reinforce the MDGs, in 2015, the UN established the Sustainable 

Development Goals (SDGs), 17 global goals designed to be a guide for 

countries to build a better and more sustainable world for everyone (UN, 

2015). In the UN’s 2030 Agenda, SDG#5 refers to ‘gender equality’. 
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The goal is attaining gender equality through empowering all women and 

girls by 2030, which requires the elimination of all forms of 

discrimination against women/girls, and all forms of violence against 

them in the public and private spheres (Target 5.c).  

1.1.2. Europe 

European collaboration in promoting GE goes back to 1957 when 

the principle of equal pay for work of equal value became part of 

the Treaty of Rome (European Commission, 1957). The Treaty of 

Amsterdam (Art. 2 and 3), the Treaty of Lisbon (Art. 2 and 3), and the 

Charter of Fundamental Rights of 2010 (Art. 21 and 23) also contributed 

to reinforce the legal basis in favor of equality between women and men 

pointing out that it must be guaranteed in all spheres of public and 

private life (European Community, 2000). Because equality between 

women and men is one of the European Union’s founding values, 

supranational organizations such as the Council of Europe or the World 

Bank have been key to guiding and influencing GE developments in 

Europe. Since Beijing, the European Union has notably worked for (1) 

equal treatment legislation, (2) introducing gender mainstreaming into 

all policies, and (3) implementing specific measures for the advancement 

of women. In doing so, the Council of Europe established two GE 

strategies (Gender Equality Strategy 2014-2017 and Gender Equality 

Strategy 2018-2023 [Council of Europe, 2014, 2018]) that cover the 

European Commission’s work program for these two periods. The focus 

for both periods was on six strategic areas: (1) prevent and combat 
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gender stereotypes and sexism, (2) prevent and combat violence against 

women and domestic violence, (3) ensure the equal access of women to 

justice, (4) achieve a balanced participation of women and men in 

political and public decision-making, (5) protect the rights of migrant, 

refugee and asylum-seeking women and girls, and (6) achieve gender 

mainstreaming in all policies and measures. 

1.1.3. Spain 

Gender equality policies in Spain have shown a path of positive 

development from the 1980s with the institutionalization of GE policy 

agencies at central and regional levels, and the adoption of equity 

principles established in laws and strategic plans. Spain ratified the 

CEDAW in 1983 (BOE, 03/21/1984) subscribing to the international 

commitment to combat existing inequalities between women and men. 

The Spanish Government also adopted a supplemental treaty on the 

elimination of all forms of discrimination against women proposed by the 

United Nations General Assembly in October 1999, the Optional 

Protocol. The integration of Spain into the European Union in 1986 was 

a driving force for the legitimization of equality policies and the 

institutionalization of equality bodies in the country (Lombardo & León, 

2014). The most visible result of all the efforts to enforce the principles 

and rights contemplated in the CEDAW and in European regulations was 

the publication by the Spanish Government (2004, 2007) of two organic 

laws: Organic Law 1/2004 on Medidas de Protección Integral contra la 

Violencia de Género [Comprehensive Measures against Gender Violence] 
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(BOE, 12/29/2004) and Organic Law 3/2007 for Igualdad Efectiva de 

Mujeres y Hombres [Effective Equality between Women and Men] (BOE, 

23/03/2007). Years later, on February 26, 2019, the Government of 

Spain established a Sustainable Development Council to support SDGs 

implementation, which is in the process of elaborating a national strategy 

for the implementation of the 2030 Agenda. 

Gender equality became a priority on the governmental agenda in 

the years preceding the economic crisis from 2004 to 2010. This can be 

seen reflected in the adoption of the laws previously mentioned 

regulating gender-based violence, equality in employment, political and 

economic decision-making, care of dependent people, same-sex 

marriage, and sexual and reproductive rights. Compared to other 

democracies, progress in GE policies in Spain has been relatively fast 

considering that in about three decades, the country moved from a 

dictatorship (until 1975) to a democracy becoming one of the European 

pioneers in the promotion of gender equality (Bustelo, 2016). During 

this period (2004-2010), the Women's Institute was created and gender 

policy agencies in all Autonomous Communities proliferated resulting in 

the development of a variety of policy instruments such as GE policy 

plans and units (Bustelo, 2016). This institutional and organic framework 

was reinforced and consolidated with the creation of the Equality Policies 

General Secretariat in 2004 and the Ministry of Equality in 2008. 

However, after 2010, some of these policies were progressively 

dismantled because of the austerity policies adopted in response to the 

2008 economic crisis. 
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Summarizing, Spain has seen relevant advancements in GE over the 

last 30 years. This has led to a broad legislative body in GE and gender 

mainstreaming with national and regional equality laws and equality plans 

as strategic design instruments. The first national action plan on GE was 

the National Equal Opportunities Strategic Plan 2014-2016, with one of 

its seven axes devoted to ‘tools to integrate the equality principle in all 

policies of government’ such as improvement of knowledge, statistics 

and research, training and awareness, evaluation of gendered impacts, 

and budgeting. This was followed by a draft plan, the Equal 

Opportunities Strategic Plan 2016-2020, which was not approved but 

instead replaced in 2018 by a draft of the newly created Equal 

Opportunities Strategic Plan 2018-2021.  

1.1.4. Valencian Community 

At regional level, the Generalitat Valenciana (2003) embodied the 

principles of the CEDAW in Law 9/2003 of April 2 on Equality for 

Women and Men (DOGV, 04/04/2003). Law 9/2003 marked the 

beginning of political actions on gender equality but it did not establish or 

provide the means to achieve the pursued goals. It proclaimed goodwill 

principles but there was a lot of criticism from various social and political 

sectors because it was not fully developed. Following national 

recommendations, two initiatives on equality were approved: the Plan of 

the Valencian Government to Combat Violence against Women (2010-2013) and 

the Plan for Equal Opportunities for Women and Men (2011-2014). In both 

plans, education plays a key role manifested with the approval in March 
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2018 of the Coeducation Plan based on six principles: gender 

mainstreaming, gender identity visibility, inclusion, intersectionality, 

equilibrium in parity, and democratic values; however, until now it has 

not been fully implemented.  

All the above strategies and rules contribute to achieving the goals 

set in relevant international regulations such as the CEDAW, the Beijing 

Platform for Action, and the UN 2030 Agenda for Sustainable 

Development guiding and influencing GE developments in Europe and, 

particularly, in Spain and the Valencian Community. 

1.2. Gender and education 

Education has been chosen as the main target to achieve gender 

equality. Due to its capacity for transformation, it is considered an 

essential element to promote equal opportunities and gender equity. 

Education and educational institutions are a reflection of the trends, 

values and attitudes that prevail in society, but at the same time are 

powerful tools for change and for the development of social values and 

attitudes of current and future generations. The social and economic 

benefits of education are well-known to both individuals and society 

since long ago (OECD, 2019) and, in the case of gender equality, it 

should focus not only on an access approach but also on a quality education 

(developmental approach). 

1.2.1. Defining gender and understanding gender equity 

In this doctoral dissertation, I have adopted the concept of gender 

as a social construction of socio-economic, cultural and political 
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expectations for men and women emerging from particular geographical 

and historical contexts. Sex is biological, while gender is psychological, 

social or cultural. The definition has important implications as it implies 

that men and women receive differential treatment based on social and 

cultural norms in society. For this reason, it is crucial to understand 

gender dynamics and how they might inhibit girls’ or boys’ educational 

performance and/or impact their life chances after leaving the school 

system (Magno et al., 2003). A responsible definition of gender should 

include, therefore, consideration of life chances for both women and men 

as a starting point of specific and contextual GE policies. 

In order to assess the effectiveness of current GE policies and 

design more effective approaches, it is important to have a better 

understanding of the difference between equality and equity. According 

to Magno et al. (2003, p. 11), “current educational policies focus simply 

on educational quality in terms of: (1) access (e.g. getting the same 

opportunity to participate in school or university), (2) attainment 

(getting the same numbers of years of education), and (3) achievement 

(demonstrated learning of the same quality and type of knowledge)”. But 

although those achievements are important, these gender-neutral policies 

do not necessarily ensure gender equality. A better understanding 

demands to distinguish between the concepts of equality and equity. 

In the field of education, the term ‘equality’ is used to refer to a 

situation in which students are equally treated by receiving the same 

quality of teaching and enjoying the same type of school facilities, 

textbooks, and teaching materials. In practical terms, this means that 
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classrooms operate on the assumption that all students should receive the 

same interventions at the same time and in the same way. Gender 

‘equity’, in constrast, is based on the principle of social justice and refers 

to the guarantee of fair educational outcomes regardless of sex 

differences. A gender-sensitive education, as proposed by Rands (2009), 

would take into consideration the specific and unique needs and talents of 

both girls and boys through the design and development of a pedagogy 

that is responsive to gendered disadvantages.  

1.2.2. Education as a powerful tool for transformation 

 Education is a powerful tool for transformation. Both the formal 

and informal curriculum play vital roles in how students learn about 

gender relations and develop a sense of self. While schools have been 

found to consistently reproduce gender inequity in society, they have also 

been found to promote change. This can occur at least through two main 

mechanisms, as Magno et al. (2003) stated. First, creating more 

analytical and critical minds among students, who will later be able to 

recognize and challenge gender inequities in society. And second, 

offering opportunities for contestation through innovative teaching 

practices and learning processes. In this sense, teachers can create school 

environments that ensure the best possible expectations, experiences, 

and outcomes for all students.  

Achieving gender equity requires a context specific evaluation that 

takes into account both girls’ and boys’ experiences in education as well 

as women’s and men’s roles in society. Most importantly, it requires that 
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educators have the necessary gender awareness to be open to girls’ and 

boys’ choices in learning and development, help children explore who 

they are, and make connections to people around them (Chi, 2018; 

Lahelma, 2011). The policy and practice of incorporating a gender 

perspective in teacher training programs has overlooked these essential 

elements without which real equality will be difficult or impossible to 

achieve (Chi, 2018). 

1.2.3. Gender sensitive strategies 

 Over the past 25 years, there has been much debate about what 

constitutes the most effective strategies and approaches for supporting 

gender equality. Since the Fourth World Conference on Women in Beijing 

(UN, 1995) the focus has been on three approaches: women’s 

empowerment, gender mainstreaming, and institutions’s capacity 

building. 

The women’s empowerment approach emphasizes the importance 

of addressing years of discrimination against women on gender inequality 

by designing and implementing programs and strategies that increase 

women’s skills, capacities, rights, and opportunities. This approach 

addresses ways in which education initiatives help create the conditions 

through which women can become the agents of their development and 

empowerment by developing their own self-esteem and strengths. It 

relies on the ability of women to exercise power in the social institutions 

that govern their daily lives (UNIFEM, 2000). Women’s advocates have 

highlighted that empowerment is something that women need to do for 
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themselves, therefore, it would be misleading to assume that 

governments or other agents can empower women (International 

Helsinki Federation for Human Rights, 2000). Such agents can create the 

institutional mechanisms through which empowerment can grow but 

they are not the architects of the expected change. The Beijing Platform 

for Action (UN, 1995) recognized ‘women in power and decision-

making’ as a critical area of concern in which power is defined less in 

terms of domination over others, but more in terms of the capacity of 

women to increase their own self-esteem and strength. Considering 

empowerment as both a goal and a process, women’s empowerment is 

fundamentally connected to democratization, human rights, and the self-

determination of both women and men, according to UNIFEM (2000).   

Another important strategy to support GE is mainstreaming gender 

in both policy and practice. The strategy focuses on making gender 

equality concerns central to policy formulation, legislation, resource 

allocations, planning and monitoring programs. As stated in the report 

on the Fourth World Conference on Women (UN, 1995), gender 

mainstreaming (GM) is the strategy globally adopted to address unequal 

access to and inadequate education opportunities for women. The UN 

Economic and Social Council (1997, p. 2) defines it as: 

Mainstreaming a gender perspective is the process of assessing the 
implications for women and men of any planned action, including legislation, 
policies or programs, in all areas and at all levels. It is a strategy for making 
women’s as well as men’s concerns and experiences an integral dimension of 
the design, implementation, monitoring and evaluation of policies and 
programs in all political, economic and societal spheres so that women and 
men benefit equally and inequality is not perpetuated.  
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Lastly, to increase women’s empowerment and gender 

mainstreaming it is also crucial to build institutional capacity. Capacity-

building is defined as the “process of developing and strengthening the 

skills, abilities, processes and resources that organizations and 

communities need to survive, adapt, and thrive in a fast-changing world” 

(Langaas et al., 2007, p. 2). An essential ingredient in capacity-building is 

transformation, which depends on the ability of institutions to go beyond 

basic equality measures or policies declaring equality. It does not consist 

in just achieving parity in numbers but in encompassing a wider range of 

initiatives involving analysis of GE in school contexts and gender equity 

in the larger society as well as enhancing opportunities for women to play 

key roles in educational decision-making.  

All this suggests that to support GE, education systems must be 

attentive to both overt (policies and practices) and covert (culture and 

human relations) processes occurring in a country or educational system. 

In other words, educational systems have to pay attention not only to 

tangible factors (e.g. technical elements), but also to intangibles 

(relational processes).  

2. Gender equality training in higher education 

Universities and teacher training institutions can play an important 

role in formulating and implementing GE policies in higher education. 

First, gender studies programs at these institutions can make significant 

contributions to identifying gender inequities through research, 

conducting gender analysis of curricula, and developing gender-sensitive 
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approaches. Second, preservice teacher education institutions are 

instrumental in equipping future teachers with the necessary methods, 

skills, and attitudes to create equitable classroom practices and ensure 

equitable education outcomes for all students. Although universities 

present an ideal place for such a process, in practice there is a great deal 

of resistance to include gender into university teaching (Lombardo & 

Mergaert, 2013; Verge et al., 2018). 

Gender equality policies have entrusted the universities with the task 

of training future professionals for gender competence. However, 25 

years after Beijing, continue to be gender-neutral places where gender 

has practically no place in training spaces. In the following section, I 

examine whether and to what extent gender mainstreaming is being 

implemented in university teaching. In particular, I will try to identify 

the achievements, existing problems, and implications for practice. 

2.1. Mainstreaming gender into university teaching: What 

does it mean? 

Mainstreaming gender into teaching is one of the central features of 

the gender equality policies at the university level. It is regulated by law 

and directly affects the quality of teaching and research. Applied to higher 

education, GM refers to the process of including a gender perspective 

both in teaching and in the organizational structures (faculties and 

departments) using gender equality plans as instruments for its 

implementation. 

 In practical terms, mainstreaming gender into university teaching is 
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synonymous of teaching with a gender perspective, not synonymous with 

teaching about women. It is a teaching that considers sex and gender as 

key analytical and explanatory variables. This implies paying attention to 

the similarities and differences in the experiences, interests, 

expectations, attitudes and behavior of women and men, as well as the 

causes and consequences of gender inequality in order to face them.  

Mainstreaming gender into teaching improves the quality of 

instruction and the social relevance of the resulting knowledge by 

facilitating an in-depth understanding of the needs, behavior and attitudes 

of the whole population and avoiding partial interpretations based on 

men as universal subject. It also helps to avoid gender blindness, which is 

the failure to recognize that the roles and responsibilities of women/girls 

and men/boys are ascribed to, or imposed upon them in specific social, 

cultural, economic and political contexts. Gender blindness has many 

consequences in education that education itself can reverse: (a) women 

invisibility in curriculum and administration; (b) false representation of 

the behavior, attitudes and needs of women considered as a deviation 

from the ideal male model; (c) blurring of differences between men and 

women, as if they were homogeneous groups; and (d) explanations of the 

differences based on gender stereotypes (Lovenduski, 1998; Minnarch, 

2010).  

Teaching with a gender perspective helps detect potential gender 

imbalances and helps determine the extent to which the learning 

environment, teaching practices and assessment methods are inclusive 

and take into account the diversity of students. It also encourages 
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reflection on the professional ethos and organizational culture of the 

discipline itself.  

Mainstreaming a gender perspective affects the degrees of 

university curriculum. Mainstreaming gender can be done in several 

ways: (1) through specialized courses or elective gender subjects; (2) 

infusing gender issues in basic degrees’ subjects; (3) mainstreaming 

gender as a transversal competence in all degrees’ disciplines; or even in 

a more general manner by identifying the courses where gender and 

gender inequities are relevant (Alonso & Lombardo, 2016). My view is 

that all courses can include a gender perspective, although its depth may 

vary from one area of knowledge to another and also between programs 

depending on its emphasis on gender. Depending on the relevance of 

gender in the discipline, gender content may also vary. The Catalan 

University Quality Assurance Agency (AQU Catalunya, 2019) proposes 

introducing the GP in education as following (p. 16): 

¥ Encouraging critical, constructive and responsible thinking to 

identify gender stereotypes, inequality and discrimination 

against women and girls throughout history, and the factors that 

sustain and perpetuate them. 

¥ Presenting examples and practices that promote equality 

between men and women in all spheres. 

¥ Learning to recognize sexism, whether explicit or implicit, in 

the discourse and practices of schools and the university;. 

¥ Using active and participatory methodologies for identifying the 
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day-to-day events that contribute to gender-based violence. 

¥ Describing the contributions of women to education, explaining 

their absence from textbooks, research and decision-making 

processes. 

¥ Designing measures to eliminate all forms of direct or indirect 

discrimination against women. 

  These contents are congruent with the model proposed by Rands 

(2009) in her gender-complex approach and at the same time with the 

three elements of awareness (cognitive), attitudes (socio-emotional), and 

actions (behavioral) recommended by the OECD (2017) and the 

UNESCO (2017) in its set of learning objectives for education for a 

sustainable gender equality.  

2.2. Involvement of universities in gender mainstreaming in 

teaching 

Universities have a major role to play in training and ensuring that 

all new graduates are prepared for a gender sensitive professional 

practice; however, this is still a pending task on the majority of higher 

education systems. The reality is that despite legislative requirements that 

oblige universities to introduce gender-related content to equal 

opportunities and non-discrimination in university education, graduates 

complete their studies without a minimum preparation on gender issues.  

In Spain, Law 3/2007 of March 22 on the Effective Equality of 

Women and Men establishes in Art. 25 that in higher education support 

should be given to teaching and research regarding the meaning and 
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scope of equality between women and men by (1) ensuring that study 

programs include teaching about equality between women and men; and 

(2) creating postgraduate courses dealing with gender equality. In the 

Valencian Community, Art. 8 and Art. 9 of Law 9/2003 of April 2 on 

Equality for Women and Men clearly point out the need for training in 

gender equality and the resulting responsibility of higher education 

institutions to fulfill this task by fostering and promoting a gender 

perspective in university teaching. To this end, these two articles 

stipulate: 

The autonomous administration competent in educational matters shall 
establish and promote training, control and monitoring mechanisms, adapted 
to the different levels (early childhood, primary, secondary and university) of 
education to implement and guarantee equality of sexes in the Valencian 
educational system by approving and monitoring the implementation of annual 
coeducation plans at each educational level (Art. 8). 

To this end, the Valencian Government will finance, in collaboration with the 
Valencian universities, annual activities for the promotion of teaching subjects 
and projects with a gender perspective. Universities must promote the 
introduction of subjects and the realization of teaching projects that 
incorporate a gender perspective (Art. 9).  

In practice, however, despite legislative requirements, gender 

mainstreaming has not emerged as a priority in higher education, making 

the incorporation of gender into academia an elusive task (Anguita-

Martínez, 2011; Lahelma & Tainio, 2019; Zippel et al., 2016). Research 

studies conducted at various Spanish universities demonstrate this (e.g. 

Aguilar et al. [2010] at the University Jaume I of Castellón; Larrondo & 

Rivero [2019] at the University of the Basque Country; Valdivieso [2016] 
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at the University of Las Palmas; Verge et al. [2018] at the Pompeu Fabra 

University, among others).  

According to Lombardo and Mergaert (2013), this reluctance or 

institutional neutrality can be explained not only by the vagueness and 

weakness of gender policies to enforce legislation standards, but also by 

the deep-rooted institutional practices that still protect male dominance 

in power relations. To Lombardo and Mergaert (2013), resistance can 

take an institutional or individual form. It can be explicit or implicit, and 

adopt multiple forms such as denial of the need for change, refusal to 

take responsibility, or simply downplaying gender equality policies. The 

situation requires immediate action because without stakeholders being 

able to perceive the existing gender barriers or imbalances it is difficult, 

if not impossible, to introduce the necessary reform. 

2.3. Literature review on the inclusion of a gender perspective 

in university and teacher education curricula 

In this context, it is not surprising that gender be a topic almost 

completely underrepresented in all fields and disciplines of university 

teaching. Studies by Larrondo and Rivero (2019) or Serra et al. (2018) in 

Spain reflect this phenomenon well. Larrondo and Rivero (2019) 

analyzed the curricular integration of gender in journalism majors at 

Spanish public and private universities. The results indicated that only a 

quarter of these institutions offer a subject with a gender focus in study 

plans, being this subject generally optional. Similarly, the research 

conducted by Serra et al. (2018), carried out in the area of sports and 
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physical education, confirms the exclusion of gender from training plans 

and concludes that such exclusion is institutionalized in the Spanish 

university. The casuistic seems to be common to all branches of 

knowledge and disciplines (Atchison, 2013; Larrondo & Rivero, 2019; 

Guarinos et al., 2018; Serra et al., 2018; Valdivieso, 2016; Verdonk et 

al., 2009) as well as in our neighboring European countries (GENTE, 

2018; Gudbjornsdottir et al., 2017; Weiner, 2000; Zippel et al., 2016). 

Likewise, in the specific field of initial teacher training, the 

discourse of equality and the incorporation of gender into university 

teaching is practically absent both in the degrees of early childhood and 

primary education and in the master’s degrees of secondary education 

(Gónzález-Pérez, 2017; Ortega-Sánchez & Pagès-Blanch (2018; 

Valdivieso, 2016; Weiner, 2000). Sofía Valdivieso and a team of 

collaborators reviewed in our country the presence of subjects with 

gender content in the curricula of early childhood and primary education 

teacher degrees of 44 Spanish universities. They found that only 11 

universities included gender equality courses in their study plans and that 

these were generally electives. In another five universities, they identified 

subjects that, although they did not include the word gender in the title, 

the gender approach had a place on the syllabus. Ortega-Sánchez and 

Pagès-Blanch (2018) also studied the inclusion of a gender perspective in 

the curricula of elementary teacher education analyzing specifically the 

teaching guides of the subjects of the area of Didactics of Social Sciences 

in higher education institutions of the Autonomous Community of 

Castilla and León. The authors reported the maintenance of an asymmetric 
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curriculum, not committed to education for gender equality, and aimed 

at strengthening gender-power relations of androcentric dominance. 

Other studies such as the one conducted by Vizcarra et al. (2015) across 

universities in the Basque Country reach similar conclusions by 

supporting the invisibility of gender in initial teacher education programs 

contributing to reaffirm that a gender perspective is practically 

nonexistent in initial teacher preparation. The findings are in line with 

those found by Romero and Abril (2008) who found that gender had no 

place in instruction in education departments or faculties in education 

and that when it was contemplated, it was by individual initiative rather 

than by the guidelines outlined in institutional plans. Given this situation, 

it should not be surprising that teachers perceive the inclusion of gender 

in their subject as unnecessary or irrelevant (Anguita-Martínez, 2011; 

González-Pérez, 2017) and that knowledge about gender constitutes a 

secondary or peripheral theme diluted in a more generic consideration of 

equality. 

3. Research problem, aims and research questions 

Education systems shape and are shaped by the societies they serve. 

The gender imbalances identified in society are, therefore, likely to be 

replicated in education systems. Equity in education, including, gender 

equality is a mainstream goal in modern education systems. If educational 

systems have reasonable levels of equity, the results should be women 

enjoying job and social leadership opportunities on a more equal 

conditions with men. Therefore, given the legacies of the 20th century 
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and the new socio-economic and educational risks in Spain and around 

the world there is an urgent need to take advantage of the potential of 

education to promote equity to achieve gender equality. The saddest 

thing, however, is that generally the university curriculum is failing to 

teach future professionals the knowledge, attitudes, and skills for a 

gender equality practice.  

As mentioned earlier, promoting gender equity to achieve gender 

equality should be executed by mainstreaming a gender perspective into 

all institutional bodies of power and decision-making as well as in 

university teaching, which involves the incorporation of gender issues in 

all educational processes. The endeavor implies a process of reflection 

about the design of study programs, course content, and the use of a 

pedagogy of gender to help university students develop gender awareness 

and sensitivity for future practice. 

Despite de contribution of the studies described above, much is 

still unknown about how the developmental aspects of GM and GE 

training in teacher education are enacted and implemented. The present 

study advances the work done so far in two ways. First, most studies 

have relied almost exclusively on document analysis of policies, degrees 

and study plans darkening, therefore, our understanding of the 

developmental aspects of gender mainstreaming implementation. In this 

study I add to those strategies syllabi examination in order to descend to 

the classroom level. Second, most of the studies mentioned above have 

focused mainly on policy reform of programs and on the role of 

institutions in promoting GM implementation. While this focus is 
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necessary, very little is known about how stakeholders (student teachers 

and teacher educators) understand this policy reform; in other words, 

how they perceive training for GE and the developmental aspects of GM 

implementation. With this vision in mind, I use in this dissertation frame 

analysis to describe and explain the status of GM implementation at one 

public higher education institution at the Valencian Community, the 

University of Alicante (UA).  

Frame analysis has recently been used to explain how people 

understand and interpret policy messages and then shape these messages 

(Coburn, 2006; Woulfin et al., 2016), that is, how messages are 

‘framed’ as they are communicated across and within institutions. 

According to Lane (2020, p. 11), “… framing is an extension of 

individual sensemaking and helps explain how people can make collective 

sense of incoming messages as they seek to gain control of problematic 

situations through diagnosing problems (diagnostic frames), influencing 

the course of collective action (prognostic frames), setting expectations 

for interactions (normative frames), or detailing how behavior will be 

monitored (regulatory frames)”. Therefore, frames are ways of seeing 

patterns in a social setting that allow people to pull meaning from 

contexts.  

Given that the integration of a gender perspective in university 

teaching has not been widely materialized in practice and that a successful 

incorporation cannot come to fruition without the necessary knowledge, 

tools and awareness, this research study aimed to carry out a diagnosis of 

the situation of GM implementation in three teacher education programs 
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using individual frames. The purpose was to explore how student 

teachers and teacher educators perceived the incorporation of GE 

training in the institution’s policy, study plans, and courses. The UA is a 

higher education institution placed in a neutral position with an average 

of 51.9 out of 100 in the World University Ranking on Gender Equality 

(World University Rankings, 2020). Thus, there is a need to learn what 

does it mean to be in this position when applied to GE training. Of 

particular interest were the groups of student teachers for both graduate 

and undergraduate degrees in education considering that their 

preparation is crucial to become gender-sensitive teachers committed to 

a gender equitable education.  

The study, therefore, is guided by the following research questions 

that stem from the review of the literature on gender mainstreaming and 

the theoretical framework. 

Developing a perspective from student teachers: 

1. What are the student teachers’ perceptions of GE training and how 

do they differ within and across the three teacher education 

programs (early childhood, elementary and secondary education) 

in terms of …? 

a) Institutional sensitivity to GE policies implementation of a 

gender perspective in teaching.  

b) Inclusion of gender into curricula, and  

c) Awareness of gender inequalities in classroom environments.  
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1.1. It could be said that the SAGE index is not only a valid and 

reliable measure to assess GE training in undergraduate teacher 

education programs but invariant across sex? 

1.2. Is the SAGE index invariant across degree? Or what it is the 

same is it a valid measute to compare undergraduate (early 

childhood and elementary) student teachers’ perceptions of GE 

training in teacher preparation programs? 

Understanding the consequences:  

2. What level of perceived self-efficacy for GE practice do student 

teachers have when they graduate? Does this level of self-efficacy 

differ depending on degree (undergraduate and graduate degrees) 

and sex? 

Proyecting into situations (teacher educators’ perspective of GM and its impact on 

their teaching assignments): 

3. What are the teacher educators’ perceptions of GM 

implementation in university teaching and what factors affect their 

involvement in using a gender perspective in their teaching 

assignments? 

It was expected that the results of this doctoral thesis would 

provide information of interest to guide and orient future actions aimed 

to improve institutional and educactors’ gender sensitiveness as well as 

undergraduates’ gender knowledge, competencies, and attitudes to teach 

in a gender-sensitive way. 
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Chapter 2 

Methodology 

_____________________________________________________ 

 
1. Research design  
 

Chapter 2 discusses the methodology used in the overall 

investigation, which includes three research studies and five papers: 

Study 1 (Papers I, II and III), Study 2 (Paper IV), and Study 3 (Paper V). 

This section contains a brief introduction of the main research approach 

and the methodology used in the three studies including their respective 

research designs and methods for data collection and data analysis. An 

overview of the studies, papers, aims, participants and methods is 

provided in Table 1. 

The overall research methodology and design for the thesis draws 

on approaches and strategies from design-based research (DBRC, 2003) 

where both quantitative and qualitative methods are used for collecting 

data in order to understand the investigated phenomena in breadth and 

depth. Design-based research (DBR) can be defined as a “systematic but 

flexible methodology aimed to improve educational practices 

through iterative analysis, design, development, and implementation, 

based on collaboration among researchers and practitioners in real-world 

settings …” (Wang & Hannafin, 2005, p. 6-7). 
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Table 1. Summary of studies, aims, data collection, and analysis 

Study Paper Aims Participants Data 
Sources 

Measured 
Variables Analyses 

 1 I - Design/develop a 
measure to assess 
GE training in TE. 
- Provide evidence 
of the SAGE index’s 
psychometric 
properties. 
- Describe/compare 
SAGE mean scores. 

N = 601 
student 
teachers (n = 
196 early 
childhood, n 
= 202 
elementary, n 
= 203 
secondary) 

SAGE 
index 

Demographics. 
Reliability and 
construct validity. 
GE training: 
- GM into 
curricula. 
- Institutional 
sensitivity. 
- Awareness of  
inequalities. 

- Descriptives. 
- EFA and 
CFA. 
- Cronbach’s 
alpha. 
- Two-way 
ANOVAs. 

1 II -Explore/provide 
evidence of the 
SAGE index 
measurement 
invariance across 
sex. 
- Compare female 
and male student 
teachers' perceptions 
of GE training. 

N = 398 
student 
teachers (n = 
196 early 
childhood, n 
= 202 
elementary) 

SAGE 
index 

Demographics. 
Factor equivalence 
across sex: Model 
fit & incremential 
indices. 
SAGE mean scores 
by sex. 

- Descriptives. 
- EFA and 
multigroup 
CFA. 
- Cronbach’s 
alpha. 
- t-test for 
independent 
samples. 

1 III -Explore/provide 
evidence of the 
SAGE index 
measurement 
invariance across 
degrees. 
- Compare early 
child and elementary 
student teachers’ 
perceptions of GE 
training. 

N = 398 
student 
teachers (n = 
196 early 
childhood, n 
= 202 
elementary) 

SAGE 
index 

Demographics. 
Factor equivalence 
across degree: 
Model fit & 
incremental índices. 
SAGE mean scores 
by degree. 

- Normality 
check and 
descriptives. 
- Multigroup 
CFA. 
- Cronbach’s 
alpha. 
- t-test for 
independent 
samples. 

2 IV - Design/develop a 
valid and reliable 
measure to assess 
teacher self-efficacy 
for GE practice. 
- Explore 
measurement 
invariance across 
degree and gender.  
-Describe/compare 
TEGEP mean 
scores. 

N = 601 
student 
teachers (n = 
196 early 
childhood, n 
= 202 
elementary, n 
= 203 
secondary) 

TEGEP 
scale 

Demographics. 
Teacher self-
efficacy for GE 
practice in: 
- Gender 
knowledge and 
awareness. 
- Implementing a 
gender-sensitive 
pedagogy. 
- Developing 
gender attitudes. 

- Descriptives 
- EFA. 
- Single and 
multigroup 
CFA. 
- Cronbach’s 
alpha. 

- One-way 
and two-way 

ANOVAs. 

3 V Gain understanding 
of how teacher 
educators’ view and 
experience GM 
implementation. 

N = 12 
teacher 
educators 

Interview 
guide. 
Syllabi. 
Questionn. 

- Impact of GM in 
study plans. 
- Factors affecting 
involvement. 
- Self-identified 
challenges/needs.  
- Commitment.  

- Content 
validity. 
- Thematic 
and constant 
comparative 
method. 
- Descriptives. 
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Design-based research is a lens or set of analytical techniques that 

balance the positivist and interpretivist paradigms and attempts to bridge 

theory and practice in education. It is a methodology for understanding 

how, when, and why educational innovations work in practice. 

Technically, DBR is introduced to fulfill the need for approaches to the 

study of learning phenomena in real world situations. 

In addition, the main research method of this doctoral dissertation 

can also be classified as mixed methods research since both quantitative 

and qualitative data are collected and used in different stages in the 

investigation (Creswell, 2013). Mixed methods research can be defined 

as: 

The type of research in which a researcher or team of researchers combines 
elements of qualitative and quantitative research approaches (e.g. use of 
qualitative and quantitative viewpoints, data collection, analysis, inference 
techniques) for the purposes of breadth and depth of understanding and 
corroboration (Johnson et al., 2007, p. 123).  

Although the investigation follows mixed methods research, it does 

not give ‘equal status’ to both methods. The main emphasis is on 

quantitative methods, therefore, the research could be labeled as 

“quantitative dominant mixed methods research” (Johnson et al., 2007, 

p. 124). Figure 1 shows a qualitative-quantitative continuum and 

attempts to illustrate the different and overlapping types of mixed 

methods research. The combination of both a design-based research 

approach and mixed methods research enabled the exploration of the 

main research questions of this dissertation both on a broad scale and in-

depth through the use of different perspectives, strategies, and 
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techniques.  

 
Figure 1. Graphic of the three major research paradigms of mixed methods research. 
Source: Johnson et al., 2007, p. 124 

 

According to Kelly (2013, p. 138), DBR is indicated when one or 

more of the following conditions are present:  

¥ When the content knowledge to be learned is new or [is] being 

discovered even by the experts.  

¥ When how to teach the content is unclear: pedagogical content 

knowledge is poor.  

¥ When the instructional materials are poor or not available.  

¥ When the teachers’ knowledge and skills are unsatisfactory.  

¥ When the educational researchers’ knowledge of the content 

and instructional strategies or instructional materials are poor.  

¥ When complex societal, policy or political factors may 

negatively affect progress.  
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DBR considers not just design efficacy but also the conditions that 

impact the effectiveness of implementation in practice; in this particular 

case, gender mainstreaming implementation in teacher education.  

Although the emphasis in this doctoral thesis is mainly on 

quantitative methods for collecting and analyzing data, the thesis also uses 

both ‘variance theory’ and ‘process theory’ as approaches to exploring 

and explaining the research questions (Maxwell, 2013). Variance theory 

is connected to quantitative research and a positivistic research paradigm 

which explains phenomena in terms of demonstrating statistical 

relationships. Process theory, on the other hand, is related to qualitative 

research and constructivism where people, situations, events, and 

processes relating to these influence each other (Maxwell, 2013).  

This doctoral thesis combines variance theory and process theory in 

designing a case-study research that aimed to explore how GM is being 

currently implemented in teacher education at a public higher education 

institution both from the student teachers’ and teacher educators’ 

perspective, and to ascertain to what extent students feel prepared at the 

end of their studies for practicing a GE pedagogy. With regard to the five 

empirical papers that make up this doctoral thesis, two different 

methodological approaches were used: (1) quantitative: descriptive, 

correlational, and causal-comparative non-experimental research (Papers 

I, II, III, and IV), and (2) qualitative: case study design-based research 

(Paper V).  

The general design includes several steps. As a preliminary step, a 

literature review was conducted to identify the current status of GE 
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policy implementation in teacher education at global, national, and 

regional level. The next steps were as follows. First, a survey study 

informed by the literature review was designed to investigate the level of 

GM implementation in teacher education programs at the participant 

institution. The study included the design, piloting, and validation of the 

SAGE (Sensitive Assessment of Gender Equality) index (Miralles-

Cardona, 2019; Miralles-Cardona et al., 2020) and a descriptive and 

causal-comparative analysis by degree and gender (Papers I, II, and III). 

Second, another survey study also informed by a literature review was 

designed to investigate student teachers’ perceptions of self-efficacy for 

gender equality practice at the end of their training period using the 

TEGEP (Teacher Efficacy for Gender Equality Practice) scale (Miralles-

Cardona et al., 2018; Miralles-Cardona et al., submitted). The study also 

aimed to explore measurement invariance across degree and sex as well 

as describe and compare the TEGEP’s mean scores (Paper IV). Third, a 

sequential multi-case-study based on the previous two studies was 

designed to gain understanding on how teacher educators’ view and 

experience GM implementation. This phase aimed to investigate 

instructors’ perceptions of GM through the analysis of the impact of the 

GE policies into university teaching and the factors affecting their 

decision to incorporate a gender perspective into their teaching 

assignments alongside with other contextual factors (e.g. self-identified 

challenges and needs to effectively mainstream gender into teaching) 

(Paper V).  

Therefore, the research design in this thesis followed a carefully 
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planned-out sequence where the different stages built on and informed 

each other. This helped narrow the scope of the investigation from 

exploring the main research questions to move into the more specific 

ones.  

2. Participants and context 

The investigation took place in the context of three different 

teacher education programs at one public higher education located in the 

Valencian Community, Spain. The study was designed within the 

framework of a research project Teacher Training4Diversity, Gender 

Equality, and Inclusion led by a researcher of the same institution in the 

context of the Research Networks in University Teaching program, 

supported by the UA Vice-Chancellor’s Office for Educational Quality 

and Innovation, Institute of Education Sciences (Ref. 4218 and 4413), 

from the academic year 2017-2018 to 2019-2020. 

The participants were student teachers enrolled in teacher 

education programs at the Faculty of Education of this institution and 

teacher educators of these programs. This institution offers accredited 

teacher preparation programs for teacher candidates in early childhood, 

elementary, and secondary school settings. In the academic year 2017-

2018, the Faculty had a total student enrollment of 3426 undergraduates 

(27% males and 73% females) and 549 postgraduates, 98% Spaniards 

majoring in Early Childhood, Elementary and Secondary Education (UA, 

2018). 
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Students entering one of these programs at this institution are not 

required to enroll in any compulsory course that focuses on gender issues 

or gender equality; however, the mission of the programs shows the 

intention to train future teachers for equal opportunities and respect 

between men and women, as stated in the Verified Memories of the 

current degrees. A content analysis of the degrees’ study programs 

(www.ua.es), allowed us to verify that the institution offers only one 

optional subject ‘Education for Gender Equality’ which, since it is a 

choice, it does not guarantee that future teachers will leave the system 

with a minimum level of gender competence. 

2.1. Student teachers 

Convenience sampling procedures were used in Study 1 and Study 

2. The population of student teachers was identified using the data 

available from the UA Office of Statistics (UA, 2018). The process of 

sample selection included a two-stage sampling design: (1) identification 

of the number of student teachers potential participants by degree (early 

childhood, elementary, and secondary education); and (2) selection of 

participants from each degree. Based on an analysis of the university 

catalogs and program plans, I looked for the course/s in which I could 

survey the entire cohort in their last year of studies of these three 

degrees. In doing so, the research team contacted the department heads 

who help in identifying the course/s and instructors’ contact details. All 

last-year student teachers in the mentioned degrees of the 2017-2018 

academic year were selected and invited for participation in the study. 

64



		

Potential participants included 800 student teachers (UA, 2018) 

representing 63% of the early childhood cohort, 66% of the elementary 

cohort, and 54% of the secondary student teachers’ cohort. Of the 800 

participants, 610 responded to the survey, approximately a 76% return 

rate. A total of 601 usable surveys were entered for analysis. 

Table 2 summarises the demographic characteristics of participant 

student teachers. Sample 1 consisted of 196 early childhood 

undergraduate students (95% female, 5% male) with a mean age of 

23.01 years (SD = 4.63); sample 2 of 202 elementary undergraduate 

students (67% female, 33% male) average age of 22.49 (SD = 5.13); and 

sample 3 of 203 secondary postgraduate student teachers (55% female, 

45% male) aged 27.40 (SD = 5.82). They were predominantly Spaniards 

(96.8%) and full time students (84.2%). 

2.2. Teacher educators 

While the sample in the first and second research studies consisted 

of three cohorts of early childhood, elementary and secondary school 

student teachers in the last year of their studies, 12 teacher educators (N 

= 12) representing the three degrees were purposefully sampled for 

follow-up syllabus examination and individual interviews (Study 3). 

According to Maxwell (2013), “purposeful sampling or selection is a 

strategy in which particular settings, persons, or activities are selected 

deliberately in order to provide information that can’t be gotten as well 

from other choices” (Maxwell, 2013, p. 97). Patton (2015) further 

argued that:  
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[the] power of purposeful sampling lies in selecting information-rich cases for 
in depth study. Information-rich cases are those from which one can learn a 
great deal about issues of central importance to the purpose of the inquiry 
(p. 264). 

Table 2. Student teachers’ demographic data by subsample 

 Whole sample 
N = 601 

Early Chi 
n = 196 

Elementary 
n = 202 

Secondary 
n = 203 

M SD f % f % F % f % 
Age (Whole sample) 24.31 5.66         
   Early Childhood 23.01 4.63         
   Elementary 22.49 5.13         
   Secondary 27.40 5.82         
Gender           
   Female   433 72.0 186 94.9 135 66.8 112 55.2 
   Male   168 28.0 10 5.1 67 33.2 91 44.8 
Ethnicity           
   Spaniard   582 96.8 190 96.9 194 96.0 198 97.5 
   Other   19 3.2 6 3.1 8 4.0 5 2.5 
Dedication           
   Full time   504 83.9 174 88.8 184 91.1 146 71.9 
   Part time   97 16.1 22 11.2 18 8.9 57 28.1 
Previous gender knowl.           
   Yes   232 38.9 88 44.9 61 30.2 83 40.9 
   No   369 61.1 108 55.1 141 69.8 120 59.1 
Importance gender trai 9.14 1.54         
   Early Childhood 9.56 1.02         
   Elementary 9.13 1.37         
   Secondary 8.75 1.98         

 
The selection criteria were to achieve balance in (1) teacher 

education programs’ representation, (2) teacher educators’ academic 

status, (3) gender identity, and (4) diversity of teaching 

assignments/subjects. Demographic characteristics of the selected 

teacher educators are displayed in Table 3.  

3. Data collection and procedure 

Three methods for collecting data were used in this thesis: surveys, 

semi-structured interviews, and document analysis. All the instruments 
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used for data collection in Studies 1 to 3 were written in Spanish and then 

translated into English for publication purposes. All were designed ad hoc 

through a literature review and expert input because after a 

comprehensive search, no reliable and validated measures were able to be 

identified and used for this investigation. The process of preparation, 

piloting and validation is described in more detail in the original 

publications (Miralles-Cardona et al., 2018; Miralles-Cardona, 2019; 

Miralles-Cardona et al., 2020; Miralles-Cardona et al., submitted) and in 

the Compendium Chapter of this dissertation.  

Table 3. Information about purposefully sampled teacher educators 

Participants Age Gender Degree Subject Position Prior GM 
experience 

1 67 F S RM PR No 
2 51 M E ET AP Yes 
3 48 F EC ET LE Yes 
4 42 M E DI LE No 
5 36 M S DI AP No 
6 57 M EC DI AP No 
7 42 F S RM LE No 
8 61 F S RM AP No 
9 34 F S DI LE Yes 

Note. EC = Early Childhood, E = Elementary, S = Secondary; RM = Research Methods; ET = 
Education Theory; DI = Didactics; PR = Professor, AP = Associate Professor, LE = Lecturer 

 

Participants were informed about the voluntary nature to 

participate or discontinue participation at any time in the research. 

Participants were guaranteed confidentiality meaning that no names (only 

codes) would be shown in the completed questionnaires, files, or in the 

transcribed interviews so no connection to any individual could be made. 

Ethical approval and permission to undertake the investigation was 
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solicitated to the Ethical Board of the institution.  

3.1. Surveys 

In order to get a broad overview of the student teachers’ 

perceptions on GM implementation in their teacher education programs, 

two quantitative self-reporting surveys were used: the SAGE index 

(Miralles-Cardona et al., 2020) in Study 1 (see Appendix A), and the 

TEGEP scale (Miralles-Cardona et al., 2018; Miralles-Cardona et al., 

submitted) in Study 2 (see Appendix B). Surveys were used for this task 

because they allow for simple distribution to larger populations, are 

anonymous, and can provide concrete data and a wide overview of a field 

of study (Johnson & Onwuegbuzie, 2004). Before administration, both 

the SAGE index and the TEGEP scale were piloted and validated using a 

sample of school student teachers different from the investigation 

(Miralles-Cardona, 2019; Miralles-Cardona et al., 2018). 

The first survey (the SAGE index) and the second survey (the 

TEGEP scale), together in the same booklet, were distributed during the 

Spring semester in April 2018 to all last year student teachers of the three 

university degrees (early childhood, elementary, and secondary school 

education programs). The survey was conducted ‘live’ (Krumsvik & 

Ludvigsen, 2013) on paper in the classroom by one of the researchers and 

with the presence of the teacher educator at the beginning of one of their 

lectures of course assignments. The survey took to complete 20 minutes 

from start to finish.  

Since participation was voluntary, those who did not want to 
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participate were free to leave the classroom. A total of 601 student 

teachers (N = 601) out of 620 (N = 620) present in class representing on 

average 61% of the three cohorts decided to participate (n = 196 [33%] 

early childhood, n = 202 [33%] elementary, and n = 203 [34%] 

secondary). Incomplete questionnaires were eliminated from the 

samples. 

3.1.1. The SAGE index 

In Study 1 (Papers I, II, and III), the main measurement instrument 

was a quantitative scale: the SAGE (Sensitive Assessment of Gender 

Equality) index (Miralles-Cardona et al., 2020). The SAGE is a self-

report questionnaire based on the theory of Doing Gender (West & 

Zimmerman, 1987) that measures student teachers’ perceptions about 

the implementation of gender policies in teacher education (Appendix 

A). It consists of 16 questions asking participants for their degree of 

agreement on the issue of teacher training for gender equality based upon 

a six-point Likert-type scale ranging from 1 = Strongly Disagree to 6 = 

Strongly Agree. It is composed of three subscales: Gender Mainstreaming 

into Curricula with seven items, Institutional Sensitivity to Gender 

Equality Policies Implementation with five items, and Awareness of 

Gender Inequalities with four items. The SAGE shows evidence that it is 

psychometrically sound in terms of item characteristics, scale reliability, 

and construct validity being invariant across sex (Paper II) and across 

degree (Paper III). 
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3.1.2. The TEGEP scale 

 In Study 2, the Teachers’ Self-Efficacy for Gender Equality Practice 

(TEGEP) (Miralles-Cardona et al., submitted) was used to measure in a 

self-report format student teachers’ perceptions of competency to 

implement and sustain GE practices. Based on a theory-driven 

framework (Rands’s [2009] conceptual framework for the design of a 

gender-sensitive committed curriculum, the UNESCO’s [2017] learning 

objectives for SDG #5, and Bandura’s [1997] concept of self-efficacy), 

the TEGEP scale evaluates three essential domains (cognitive, behavioral 

and affective) of self-perceived competence for gender equality practice. 

It is composed of 22 items grouped in three factors: Efficacy in Gender 

Knowledge and Awareness (nine items), Efficacy in Implementing a 

Gender Pedagogy (nine items), and Efficacy in Developing Gender 

Attitudes (four items). The TEGEP shows good construct validity and 

reliability and is invariant across degree and gender (Paper IV).  

3.2. Interviews 

The qualitative research interview is an approach used for 

understanding from the point of view of the research participants the 

knowledge that is produced in the interaction between the interviewer 

and the interviewee (Kvale & Brinkmann, 2009). Although the use of 

interviews as a method for collecting data has been criticized for a 

number of reasons, such as being non-scientific and biased (Kvale, 1994), 

the literature surrounding the method has grown extensively, which 

suggests that the method has gained legitimacy in the research 
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community (Alvesson, 2011; Gubrium et al., 2012; Kvale & Brinkmann, 

2009; Rubin & Rubin, 2012).  

The individual interviews used in Study 3 were semi-structured. 

The researcher acted as the interviewer, and followed a list of themes or 

issues to be explored through an interview guide while asking questions 

that were open-ended, flexible, and open to follow-up questions (Kvale 

& Brinkmann, 2009). Interviews were conducted with a total of nine 

purposefully sampled teacher educators (N = 9). Demographic 

information regarding the sampled teacher educators can be found in 

Table 3. 

The purpose of using individual interviews in this study was to get 

a deeper understanding of how teacher educators view and experience 

GM implementation at the Faculty of Education, and specifically describe 

(1) the impact of GE policies into university teaching, (2) the factors 

affecting  their involvement in gender maisntreaming, and (3) self-

identified challenges and needs to effectively mainstream gender into 

teaching. Interviewing teacher educators, therefore, helped shed light on 

how gender equality policy was applied to university teaching at the 

participant institution from the teacher educators’ point of view.  

Before its use, the interview guide (Appendix C) was pilot-tested 

with two teacher educators from the Faculty of Education belonging to 

the IUIEG (University Institute for Gender Studies Research) to revise 

and improve the design of the interview questions as recommended by 

Maxwell (2013). The interview guide was divided into three main 

themes related to teacher educators’s reflections of the GM 
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implementation at: (1) institutional level, (2) curricular level, and (3) 

personal/professional level (see Appendix C).  

Due to the restrictions imposed by the COVID-19 confinement, 

only three individual interviews were held face to face. The remaining six 

were conducted on the day and time agreed with the interviewees 

through videoconference (0), phone (2), or email (4) (Google form) in 

order to reach out to those who preferred this form of communication 

(Questback, n.d.). All interviews were conducted during the second 

semester of the academic year 2019-2020. During the interviews, the 

researcher asked open-ended questions and followed up with probing 

questions when and where it was appropriate. All of the interviews were 

conducted in Spanish. Each interview ranged from 30 to 45 minutes, and 

was recorded, transcribed, and analyzed guided by the research questions 

of Study 3.  

3.3. Document analysis 

Merriam (2009) used ‘documents’ as an umbrella term when 

referring to various sources of data such as “written, visual, digital, and 

physical material” (Merriam, 2009, p. 139) that can be potentially 

relevant for a study. Although it only makes up a small part of this 

doctoral thesis, a wide range of documents were explored to inform the 

design of and complement this dissertation. The documents used can be 

classified into two types, the first being policy documents and research 

reports, and the second being analysis of study plans and syllabi. 

Examples of the first type include international policy documents such as 
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the Convention on the Elimination of All Forms of Discrimination against 

Women (CEDAW, UN, 1979), the Beijing Platform for Action (UN, 

1995), Goald#5 of the 2030 Agenda (UN, 2015), European Union 

regulations for GE (e.g. European Pact for Gender Equality [Council of 

Europe, 2011-2020]), Spain’s national policies (Organic Laws 1/2004 

and 3/2007), or regional GE policies (Law 9/2003 of April 2 on Equality 

for Women and Men); frameworks for gender competence development 

(e.g. The ABC of Gender Equality in Education: Aptitude, Behaviour, 

Confidence [OECD, 2015], A Guide for Gender Equality in Teacher 

Education: Policy and Practices [UNESCO, 2015] or Education for 

Sustainable Development Goals: Learning Objectives [UNESCO, 2017]; 

digital learning resources, online journals, and websites. Examples of the 

second type include researcher-generated documents: summaries of TE 

study plans, content analysis of syllabus, and teaching guides. While some 

of the documents were located through systematic searches in databases, 

search engines, or in bibliographical reference lists, others emerged from 

the participant institution’s website.  

4. Data analysis 

The overall approach to data analysis was in line with Hatch 

(2002), who perceives the process of data analysis as a “systematic search 

for meaning” (Hatch, 2002, p. 148). This involved, according to Merrian 

(2009), an iterative process of moving back and forth between 

consolidating, reducing, interpreting, and abstracting what had been said 

and done by the research participants with the intention of answering the 
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research questions. Although a summary of the QUANT-qual techniques 

for data analyses used in this thesis is displayed in Table 3, more detailed 

descriptions can be found in the next sections.  

4.1. Quantitative data analysis 

The quantitative data from the surveys in Study 1 and Study 2 was 

analyzed for descriptive, reliability, data reduction (EFA and CFA), and  

for comparison of means through inferential statistics. The descriptive 

statistical analyses included calculating frequencies, means, and standard 

deviations as well as normality checks (skewness and kurtosis). The 

purpose of these analyses was to describe and compare the student 

teachers’ perceptions of GM implementation in their study programs and 

their perceived self-efficacy for gender equality practice at the end of 

their studies. 

Exploratory factor analysis (EFA) and confirmatory factor analysis 

(CFA) were conducted to explore and check the construct validity of the 

SAGE index and the TEGEP scale. Also, measurement invariance was 

examined in both instruments across degree and sex using single and 

multi-group confirmatory factor analysis (Papers II, III, and IV). The 

Principal Component method with Varimax rotation was used to 

determine the a priori factor structure of the SAGE index and the TEGEP 

scale through EFA. In order to retain significant factors three criteria 

were applied: (a) self-values greater than one, (b) selection of items with 

factor weights above .45, and (c) selection of factors with at least three 

elements (Costello & Osborne, 2005). 
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For single CFA, the Maximum Likelihood procedure was used as 

an estimation method in all CFA. To assess model fit the following 

indices were computed: (a) Chi-square (χ2), and the mean-square error 

of approximation (RMSEA) as absolute measures of fit; (b) the Tucker-

Lewis index (TLI) and the comparative goodness index (CFI) as measures 

of incremental fit; and (c) the ratio (χ2/df) as an indicator of parsimony 

fit. In order to check the adequacy of the hypothesized model the 

following cutoff criteria were used. For the χ2/df ratio, a value of ≤ 2 

indicates a good fit and of ≤ 3 an acceptable fit. For RMSEA values of less 

than 0.05 reflect a close fit and above 0.08 a reasonable mean square 

error of approximation (Browne & Cudeck, 1993). CFI and TLI are 

deemed adequate with values ≥ than 0.90, but Hu and Bentler (1999) 

propose more rigorous cutoff criteria of fit indices such as 0.95 for CFI 

and TLI, and 0.06 for RMSEA. To test the invariance hypothesis, the 

changes in CFI and RMSEA values were considered. When ΔCFI and 

ΔRMSEA values are ≤ .01 between two nested models, it is assumed that 

the specified equal constraints are tenable (Cheung & Rensvold, 2002). 

Papers II, III, and IV included, in addition to single-group CFA, a multi-

group CFA for measurement invariance in order to assess the construct 

equivalence across groups.  

Other statistical techniques in this dissertation included one-way 

and two-way analysis of variance (ANOVA), and t-tests for independent 

samples. Specifically, ANOVA was used in two papers: in Paper I to 

compare student teachers’ perceptions of GM implementation by degree 
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and sex, and in Paper IV to contrast how student teachers’ self-efficacy 

for gender equality practice could be affected by degree and sex. On the 

other hand, a series of t-tests were run to crosscheck male and female’s 

(Paper II) and early childhood and elementary school student teachers’ 

perceptions of GM implementation (Paper III).  

Reliability of measures as internal consistency was also explored by 

calculating the Cronbach’s alpha coefficients (Papers I to IV) and content 

validity (Paper V) using the Lawshe’s (1975) formula of item-relevance.  

All the quantitative analyses were conducted using SPSS software, 

version 26 and/or AMOS (Arbuckle, 2014) version 23.  

4.2. Qualitative data analysis 

The qualitative data analysis process in Study 3 (teacher educators’ 

interviews) followed approaches from thematic analysis (Braun & Clarke, 

2006) and from the constant comparison method (Charmaz, 2014; 

Corbin & Strauss, 2008). Codes, categories, themes, and passages were 

continuously compared with each other and carefully examined through 

data immersion and scrutiny to find consistencies or inconsistencies, 

patterns, and connections. Through an abductive approach (Reichertz, 

2007), this process was repeated until data saturation was achieved and 

no new categories were constructed. The transcribed interviews were 

analyzed following the steps recommended by Corbin and Strauss 

(2008):  

1) All transcribed interviews were read independently several times 

to obtain a sense of the whole. 
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2) Meaning units were identified in the texts and then discussed until 

agreement was reached.  

3) Meaning units were condensed to assure the underlying meaning. 

4) Meaning units were labelled with etiquettes that explained the 

main meaning.  

5) All etiquettes were abstracted into sub-themes and themes and 

interpreted.  

  I repeated the process of coding, categorization, abstraction, and 

interpretation research question by research question.  

5. Validity, credibility, and generalizability  

Internal and external validity and credibility on the entire study 

was ensured by using data triangulation and multiple methods and 

sources for collecting data (Denzin & Lincoln, 2013; Maxwell, 2013; 

Merriam, 2009). While internal validity can be understood as “the truth 

value, applicability, consistency, neutrality, and/or credibility of 

interpretations and conclusions within the underlying setting or group” 

external validity is defined as “the degree to which the findings of a study 

can be generalized across different populations of people, settings, 

contexts, and times” (Onwuegbuzie & Leech, 2007, p. 234-235). The 

study employed methodological triangulation through the use of both 

quantitative and qualitative methods to address the same research 

question (Paper I and Paper IV), but from a different perspective 

(student teachers and teacher educators). Also, this type of 

methodological triangulation can be classified as sequential triangulation 
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where, according to Morse (1991), “the results of one method are 

essential for planning the next method” (p. 120). In this study, the results 

of Study 1 were essential for informing, designing, and conducting the 

qualitative teacher educators semi-structured individual interviews. In 

addition, the use of multiple sources of data in the investigation such as 

surveys with different measurement instruments and semi-structured 

interviews ensured data triangulation (Denzin & Lincoln, 2013). 

Moreover, these aspects were ensured through methodological 

transparency in the thesis and in the empirical studies where the 

researcher was explicit about what methods and analytical tools were 

used to analyze the collected data (Lincoln & Guba, 1985; Merriam, 

2009).  

Regarding generalizability, although the findings are difficult to 

generalize to the overall student teacher and teacher educators’ 

populations because data was only collected from one institution, the 

findings can be applied to other contexts through what Saldaña called 

‘inferring transfer’ where key assertions are drawn from the ‘particular 

to the general’ (Saldaña, 2013). Furthermore, the findings of this 

doctoral thesis can potentially be of use by being taken as a reference for 

other colleges of education, educational administrative teams, and 

teacher educators of similar institutions within and outside different 

communities in Spain.  
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Chapter 3 

Results: Summary and Discussion 

_____________________________________________________ 

 

1. Summary of results 

This chapter provides a summary and discussion of the empirical 

studies (Study 1, Study 2, and Study 3). The summary includes a 

presentation of research questions, aims, methods, and findings. Next, 

the main contributions of the findings are discussed as having practical 

and methodological implications. Finally, the chapter ends with some 

concluding remarks on limitations and reflections about further research. 

An overview of the studies, papers, aims, participants, methods and 

findings is presented in Table 4.  

The purpose of this doctoral thesis was to investigate GE training in 

order to gain a better understanding about how GM is currently being 

implemented in teacher preparation programs in the context of a public 

higher education institution of the Valencian Community in Spain, and 

how it is perceived by student teachers and teacher educators. The main 

research questions guiding the project were examined through three 

underlying research studies and five papers (Papers I, II, III, IV, and V) 

where the focus was on designing and developing valid and reliable 

measurement instruments to assess GE training in the context of GE 
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policies implementation (Papers I to III), and the extent to what student 

teachers acquire gender competence at the end of their preparation 

(Paper IV). Paper V aimed to explore teacher educators’ perceptions of 

the impact of GM on teacher education and the factors affecting their 

involvement in teaching with a gender perspective. 

Paper I answers the questions: Is the SAGE index a reliable and 

valid measure to assess gender equality training? And, what are the 

student teachers’ perceptions of GE preparation in terms of (a) gender 

inclusion in curricula, (b) institutional sensitivity to GE policies 

implementation, and (c) gender awareness of inequities? 

Paper II addresses the question: Is the SAGE index invariant across 

sex? Or in other words: Is there evidence suggesting that the SAGE 

index’s factor structure is equivalent in male and female student teachers? 

Do their perceptions on GE training differ? 

Paper III tries to respond to the question: Is the SAGE index 

invariant across degree? Or in other words, is there evidence suggesting 

that the SAGE index’s factor structure is equivalent in early childhood 

and elementary school student teachers? Do their perceptions on GE 

training  differ? 

Paper IV explores the question: Is the TEGEP scale a reliable, 

valid, and invariant (across degree and sex) measure to assess student 

teacher self-efficacy for GE practice? What are undergraduate and 

graduate student teachers’ perceptions of self-efficacy for GE practice at 

the end of their preparation? Do these perceptions differ by degree and 

gender? 
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Table 4. Summary of Studies 1 and 2, aims, participants, data collection, and findings 
Study/ 
Paper 

Aims Participants Data 
Sources/analysis 

Findings 

1 
Paper I 

- Design/develop a 
measure to assess GM 
implementation. 
- Provide evidence of 
the SAGE index 
psychometric 
properties. 
- Describe student 
teachers’ perceptions 
of GE training in 
teacher preparation. 

N = 601 student 
teachers (n = 
196 early 
childhood, n = 
202 elementary, 
n = 203 
secondary) 

SAGE index: 
- Descriptives. 
- EFA and single 
CFA: construct 
validity. 
- Cronbach’s alpha. 
- Two-way 
ANOVAs: SAGE 
mean scores’ 
comparions by degree 
and sex. 

- The SAGE is a reliable 
and valid measure to 
assess GE training in 
teacher TE. 
- It is composed of three 
independent but 
complementary factors. 
- Student teachers’ 
rankings revealed that GE 
training is practicaly 
absent of TE curricula.  

1  
Paper II 

- Explore/provide 
evidence of the SAGE 
index measurement 
invariance across sex. 
- Compare female  vs 
male student 
teachers’perceptions 
of GM 
implementation. 

N = 398 student 
teachers (n = 
196 early 
childhood, n = 
202 elementary) 

SAGE index: 
- Descriptives. 
- EFA and multigroup 
CFA: factor 
invariance across sex. 
- Cronbach’s alpha. 
- t-test: GC, IS, and 
GA’s mean 
comparions by sex. 

- The SAGE structure is 
equivalent in female and 
male student teachers.  
- Female student teachers 
are more critical to GE 
training than male but 
they do not differ in 
awareness of gender 
inequities. 

1 
Paper 
III 

- Explore/provide 
evidence of the SAGE 
index measurement 
invariance across 
degree. 
- Compare early 
childhood and 
elementary student 
teachers’ perceptions 
of GM. 

N = 398 student 
teachers (n = 
196 early 
childhood, n = 
202 elementary) 

SAGE index: 
- Normality check 
and descriptives. 
- Multigroup CFA: 
factor invariance 
across degree. 
- Cronbach’s alpha. 
- t-test: GC, IS, and 
GA’s mean 
comparions by degree 

- The SAGE structure is 
equivalent in early 
childhood and 
elementary school ST. 
- Early childhood ST 
rated gender inclusion 
better than elementary 
ST but they do not differ 
in percep. of institutional 
sensitiviy to GE. 

2 
Paper 
IV 

- Design & develop a 
valid and reliable 
measure to assess 
teacher self-efficacy 
for GE practice. 
- Explore factor 
invariance across 
degree and gender.  
- Describe/compare 
TEGEP mean scores. 

N = 601 student 
teachers (n = 
196 early 
childhood, n = 
202 elementary, 
n = 203 
secondary) 

TEGEP scale. 
- Descriptives. 
- EFA, single and 
multigroup CFA: 
factor invariance 
across degree & sex. 
- Cronbach’s alpha. 
- One-way and two-
way ANOVAs: 
TEGEP mean scores 
comparisons by 
degree and sex. 

- The TEGEP is a reliable 
and valid measure to 
assess teacher self-
efficacy for GE practice. 
- It is composed of three 
factors:EGK, EGP, EDA. 
- Self-efficacy for GE 
practice above the mid 
point of the scale. 
- Students were more 
confident in EGP and 
EDA than in EGK. 

3 
Paper V 

Gain understanding of 
how teacher 
educators’ view and 
experience GM 
implementation. 

N = 9 teacher 
educators 

Interview guide. 
Syllabi. 
Questionnaire. 
- Thematic and 
constant comparative 
method. 
- Descriptives. 
- Content validity. 

- Absence of gender in 
study plans and syllabi. 
- Lack of institutional 
commitment/leadership. 
- Lack of teacher 
educators’ preparation, 
sensitivity and gender 
awareness. 
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Paper V deepens into the knowledge and understanding of teacher 

educators’ perspective, vision and experience, regarding a GM 

implementation in teaching. Table 4 and the following section gives a 

brief summary of the four individual research papers in which the main 

findings are highlighted.  

1.1. Paper I 

Miralles-Cardona, C., Cardona-Moltó, M. C. y Chiner, E. (2020). La 

perspectiva de género en la formación inicial docente: estudio descriptivo 

de las percepciones del alumnado. Educación XX1, 23(2), 231-257. 

https://doi.org/10.5944/educXX1.23899. JCR (Q1). 

RQ 1: What perceptions do student teachers have of GE training in terms of (a) 

institutional sensitivity to GE policies implementation, (b) inclusion of gender into 

curriculum, and (c) awareness of gender inequities? Do these perceptions differ 

across undergraduate and graduate TE degrees and gender?  

The primary finding of this study showed that although GM is a 

strategy that has been proposed internationally to train university 

students for a GE practice, in reality after years of efforts and gender 

education recommendations (e.g. Law 1/2004 and Law 3/2007), 

significant changes in university teaching have not happened. Gender 

training has not emerged as a priority in university teaching making the 

incorporation of a gender perspective in teaching not an easy task in 

teacher education (Anguita-Martínez, 2011; Lahelma & Tainio, 2019; 

Zippel et al., 2016). In Spain, several research studies (e.g. Aguilar et al., 
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2010; Larrondo & Rivero, 2019; Valdivieso, 2016; Verge et al., 2018; 

among others), reflect reluctance to the inclusion of gender in the 

university curriculum. The casuistry seems to be common to all branches 

of knowledge and disciplines such as education sciences (González-Pérez, 

2017; Valdivieso, 2016; Vizcarra et al., 2015; Ortega-Sánchez & Pagès-

Blanch, 2018), communication (García-Ramos et al., 2020; Guarinos et 

al., 2018), journalism (Larrondo & Rivero, 2019), physical activity and 

sport sciences (Serra et al., 2018) or political science (Verge et al., 

2018), as well as around all higher education systems (Gudbjornsdottir et 

al., 2017; Lam, 2019; Verdonk et al., 2009; Weiner, 2000; Zippel et 

al., 2016). Due to the novelty and unavailability of valid a reliable 

measures to approach how GM is being implemented in teacher 

education, this study was designed with the aims of (1) developing a 

measure to assess GM training in teacher education (the SAGE index); 

(2) providing validity evidence (construct validity) and reliability of the 

developed instrument; and (3) describing and comparing student 

teachers’ perceptions of GE training. After surveying 601 undergraduate 

and graduate students to be teachers, findings showed that participants 

rated (a) institutional sensitivity to GE policies implementation 

moderately low (M = 3.79); (b) the inclusion of gender in the 

curriculum highly necessary for their preparation (M = 5.08); and (c) 

gender awareness of inequalities as low (M = 2.21). Comparison of 

SAGE means by degree revealed that early childhood student teachers 

perceived the inclusion of gender in their training as more necessary (M 

= 5.37) than the elementary and secondary school student teachers (M = 
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5.00 and 4.87, respectively) (p = .007). Data also revealed that 

awareness of gender inequalities was significantly lower in elementary (M 

= 2.15) and secondary (M = 2.08) school student teachers than those in 

early childhood (M = 2.41) (p = .002). On the other hand, comparisons 

by gender indicated that female students rated institutional commitment 

to the application of GE policy significantly lower than their male 

conterparts (M = 3.71 vs. 4.04, p = .006). Female students also rated the 

inclusion of gender in curriuclum as significantly more necessary than 

male students (p = .000). The effect of the interaction of degree x gender 

was statistically not significant indicating that the differences found in the 

three groups attributed to gender were independent of the degree they 

were pursuing. 

These findings were congruent with the conclusions reached on 

other studies (e.g. Valdivieso, 2016; Ortega-Sánchez & Pagès-Blanch, 

2018) and suggest that as level of studies increases (undergraduate to 

graduate), sensitivity to the need of teaching with a gender perspective 

decreases. These findings could be pointing at the fragility of gender 

policies and low institutional commitment as suggested by Salazar-

Benítez (2016). In fact, various authors have criticized the situation of 

neglect regarding training for GE in teacher education as well as in other 

fields (e.g. Atchison, 2013; Anguita-Martínez, 2011; Gudbjornsdottir et 

al., 2017; Verdonk et al., 2009). According to Lombardo and Mergaert 

(2013), the effort to maintain the status quo may have led institutions to 

ignore necessary reforms, which can be interpreted as indifference and 

neglet. All this leads us to think that the participant institution from 
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which the study sample was drawn may not have been doing its 

homework properly, and that although such interpretation is speculative, 

this study provides elements for reflection, debate, and discussion of 

these issues. The findings on this case study clearly revealed a gap 

between theory and practice in GE training at this institution. This gap 

helped us inform and narrow down the scope of the aims, design, and 

methods used in the next two articles (Paper II and Paper III). 

Furthermore, it helped inform the design of the second and third studies 

on student teachers perceived self-efficacy for GE practice (Paper IV) and 

on teacher educators’ views and experience on implementing a gender 

perspective in teaching (Paper V), respectively.  

1.2. Paper II 

Miralles-Cardona, C. (2020). Examining preservice teachers’ education 

for gender equality using a gender sensitive scale: A case from Spain. In 

Erik J. Byker and Akesha Horton (Eds.), Elementary education: Global 

perspective, challenges and issues of the 21st century (pp. 99-126). New York, 

NY: Nova Science Publishers. ISBN: 978-1-53616-741-2. SPI (Q3). 

RQ 1.1. It could be said that the SAGE index is not only a valid and reliable 

measure to assess GE training in undergraduate teacher education programs but 

invariant across sex?  

As it will be discussed in Paper III, research in the social sciences, 

particularly in psychology and education, often compares groups of 

individuals in different social, psychological and pedagogical variables. 

When these comparisons are made, it is assumed that the instrument 
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used measures the same construct/s in all groups. If this presumption 

were true, the resulting comparisons would be valid, but if it turns out 

not to be, these comparisons lose validity and the equivalence of the 

measure may be questioned (Milfont & Fischer, 2010). This statement 

constitutes the foundation or rationale for Paper II (summarized below) 

and Paper III (synthesized in the following section). Based on the 

assertion that testing for equivalence of measures has become an 

important issue in recent years (Cheung & Rensvold, 1999) because it 

enables to verify if individuals of different groups adscribe the same 

meaning to the measurements made, in this paper, a multi-confirmatory 

factor analysis (CFA) was used to check the measurement invariance of 

the SAGE index (Miralles-Cardona et al. 2020) across sex. The 

instrument was designed to assess student teachers’ perceptions of GE 

training in teacher preparation. The first version consisted of 18 items 

grouped into three subscales of five, seven, and six items, respectively, 

which measured, using a six-point Likert scale, the degree of agreement 

regarding: (a) institutional sensitivity to the application of GE policies in 

study plans, (b) the inclusion of gender issues in course teaching guides, 

and (c) awareness of gender inequalities associated to teaching and 

learning. The purpose was to check if the measurement invariance of the 

SAGE index was supported across female and male student teachers at 

the functional, configural, metric, and scalar levels. Moreover, 

supporting measurement invariance across sex would indicate that the 

same construct was being measured and that mean comparisons were 

comparable. Based on the findings of Paper II (N = 398 undergraduate 
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student teachers), the SAGE index showed evidence of discriminant 

validity confirming that the three-factor structure of the SAGE index is 

equivalent in male and female undergraduate student teachers. In other 

words, there was no distinction between the components of the SAGE 

index in females and males. In addition, mean comparison by sex 

revealed that female student teachers were more sensitive and critical to 

gender mainstreaming implementation than male student teachers, while 

no statistically differences were found in awareness of gender 

inequalities. Results are discussed in Paper II in terms of identifying 

needs for gender equality training in male and female student teachers as 

findings are a clear demand for change. 

1.3. Paper III 

Miralles-Cardona, C., Chiner, E., & Cardona-Moltó, M. C. (in press). 

Measurement invariance of the Sensitive Assessment for Gender Equality 

(SAGE) index across degree: Findings from two teacher education 

programs in Spain. NAER, Journal of New Approaches in Educational Research. 

Scopus (Q2). 

RQ 1.2. Is the SAGE index invariant across degree? Or what it is the same, is it a 

valid measute to compare undergraduate (early childhood and elementary) student 

teachers’ perceptions of GE training in teacher preparation programs?  

Several studies warn that instrument validation may need 

modifications when used in new contexts or with groups of different 

characteristics (e.g. Milfont & Fischer, 2010). In terms of the SAGE 
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index, due to its novelty, measurement invariance had not been tested 

until now with groups of student teachers from different teacher 

education programs. Paper III adds evidence to the discriminant validity 

of the SAGE, showing that the three-factor model of the SAGE is 

equivalent across two samples of early childhood and elementary school 

student teachers. First, a separate CFA of both early childhood and 

elementary student teachers’ samples showed that the SAGE three-factor 

solution (Institutional Sensitivity to GE Policies Implementation, Gender 

in Course Content, and Gender Awareness of Inequalities) fit the data in 

both samples, thus confirming that GE training is a multifaceted 

construct. And second, the subsequent multiple-group CFA analyses, 

showed evidence of metric invariance. This can be considered proof of 

the strong factorial invariance of the SAGE, meaning that early childhood 

student teachers conceptualize GE training in the same way as elementary 

student teachers, and consequently, comparison of means were 

appropriate and fair when necessary to calculate.   

Comparison of the SAGE mean scores revealed that statistically 

significant differences in ratings of GE training existed between the two 

samples of student teachers (p < .01), indicating that early childhood 

student teachers gave more importance to gender inclusion as part of 

their preparation than elementary school student teachers. Early 

childhood student teachers also valued GM as a teaching strategy to 

combat sexism more than elementary school student teachers, as well as 

thought of GM as mandatory, and reported that at least one compulsory 

course on gender issues should be taught in teacher preparation. On the 
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contrary, no statistically significant differences in ratings of institutional 

sensitivity on GM implementation were found between both samples (p 

>.05), being the level of institutional compromise rated as low (3.84 vs. 

3.83 out of 6). This has important implications for teacher education at 

this institution because, as data showed, participants believed that gender 

receives insufficient attention in course content (Item 3), that instructors 

are not sufficiently sensitive to gender issues (Item 14), and that study 

plans do not sufficiently include gender competence development (Item 

2). In addition, student teachers from both samples seemed to be 

unaware of gender inequalities associated with instructional processes, 

with ratings of 2.41 and 2.15 out of 6, being elementary school student 

teachers less aware of these potential inequalities.  

The findings are important because they clearly suggest that early 

childhood student teachers value and give more relevance to GE training 

than elementary student teachers who, in turn, are more unaware of 

gender inequalities. The study can provide useful guidance and 

information to the Faculty of Education and its teacher educators as well 

as to those researchers interested in specific tools for the assessment and 

planning of interventions designed to improve GE training and GM 

implementation in their respective fields based on specific needs by 

degree. 

1.4. Paper IV 

Miralles-Cardona, C., Chiner, E., & Cardona-Moltó, M. C. 

(Submitted). Teacher efficacy for sustainable gender equality practice: 
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Survey design and validation of the TEGEP. Manuscript submitted for 

publication in The Internatinal Journal of Sustainability in Higher Education. 

JCR (Q2). 

RQ 2: What level of self-efficacy for GE practice do student teachers have when 

they graduate? Does this level differ across undergraduate and graduate TE 

degrees and sex?  

Gender equality is a matter of great concern in today’s societies 

and will continue being so considering the increased pressure for a 

gender equitable education as proposed in Goal#5 of the 2030 Agenda 

(UN, 2015) and Spain’s national and regional legislation. However, the 

field of teacher education has adopted a position of neutrality and laisse 

fair by disconsidering or neglecting what gender competencies for future 

teachers are required to educate gender-sentitive future generations and 

how to infuse gender competence development into curricula. Teacher 

preparation programs play a major role in promoting education for a 

sustainable GE practice. Their role is crucial to build teacher candidates’ 

awareness and provide them with the necessary skills and knowledge for 

practicing a gender-sensitive education. Regrettably, teacher education 

programs are failing in this mission.  

This paper describes the development of a self-report survey to 

measure student teachers’ self-efficacy for GE practice. Based on the 

theoretical foundations of Rands (2009) on gender, Bandura’s concept of 

self-efficacy (1997), and the three elements of awareness proposed by the 

OECD (2017) and UNESCO (2017), the purpose of the study was to 
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design and validate the Teacher Efficacy for Gender Equality Practice 

(TEGEP) scale for its use in teacher education. A 22-item scale was 

developed and validated on a sample of 601 student teachers selected 

from three teacher preparation programs at the participating institution. 

Exploratory factor analysis (EFA) and single and multi-group 

confirmatory factor analyses (CFA) revealed three factors that explained 

57% of total variance: Efficacy in Gender Knowledge and Awarenesss 

(EGK), Efficacy in Using a Gender Pedagogy (EGP), and Efficacy in 

Developing Gender Attitudes (EGA). The TEGEP showed a high internal 

consistency (α = .92), and strong, positive, and statistically significant 

factor correlations ranging from r  = .78-.86 (p < .01). Descriptive 

analyses revealed that participants’ self-efficacy for GE practice was 

above the midpoint of the scale (M = 4.53), indicating that student 

teachers self-reported acceptable levels of self-efficacy in being able to 

teach in a sustainable gender-sensitive way. Interestingly, students were 

more confident in their ability to implement a gender pedagogy (M = 

4.55) and in developing gender attitudes (M = 5.07) than in their 

knowledge and awareness of gender (M = 4.26).  

The development of the TEGEP scale is an important contribution 

of this doctoral thesis because it provides a sound instrument to guide and 

facilitate the task of training future teachers for a sustainable GE practice. 

Teacher education programs could use this tool to help assess self-efficacy 

for GE practice before graduation, identify needs, and provide/promote 

gender competence develoment and didactic ways of integrating this 

competency into teaching. 
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1.5. Paper V 

Teacher educators’ perceptions of gender mainstreaming and factors 

contributing to their involvement in teaching with a gender perspective. 

Manuscript in preparation for publication. 

RQ 3: What are the teacher educators’ perceptions of GE policies implementation 

in teaching and what factors affect the educators’s actual implementation of a 

gender perspective in their course assignments? 

Institutions are increasingly recognizing the need for GM 

implementation in teacher degree programs as a way to develop gender 

competente in student teachers who through their future roles as 

professionals educators can contribute to create gender equitable 

societies. However, gender-sensitive practices are absent from university 

curricula (Bernárdez-Rodal, 2017). Although many institutions have 

intended to introduce initiatives to sensitize teacher educators as part of 

their GE policy, in reality, very few initiatives have been undertaken 

(Moreno-Vera & Díez-Ros, 2018; Prat-Grau & Flintoff, 2012). To 

ensure improvements, literature shows that it is necessary to obtain and 

maintain the commitment of the entire faculty and instructors (González 

& Padilla, 1999; Zemsky, 1997), and learn more about the 

developmental aspects of this process. 

This paper aimed to explore teacher educators’ perceptions on the 

impact of GM on teacher education and the factors that affect their use of 

a gender-sensitive pedagogy. The specific objectives were: (1) learn 

about the impact of the GM strategy on teacher education degrees, study 

92



	  

plans, and course contents; (2) learn about the factors affecting 

educators’ involvement in GM; and (3) inform self-identified challenges 

and needs to get effectively involved in GM implementation. 

The methodology in this study was predominantly of qualitative 

nature. A descriptive, multi-case study (Merrian, 1998) with nine (N = 

9) teacher educators was developed. The participants were purposefully 

selected to represent the three teaching degree programs from the 

participating institution in this project (Early Childhood, Elementary, 

and Secondary Education degree programs). The selection criteria was 

balance proportion by sex, degree taught, and tenure status. Their age 

ranged from 34 to 67 (M = 49.22, SD =11.09) and their teaching 

experience from 8 to 28 (M = 14.22, SD = 6.36). Participants were 50% 

associate professors, 35% lecturers, and 15% professors teaching diverse 

education subjects. Data collection included individual interviews with 

each participant, syllabi examination, and participants’ assessment of the 

current conditions of GM implementation (personal/institutional 

commitment on GM) via questionnaire. Participants were contacted by 

email and asked for their participation.  

Data analysis indicated that although teacher educators give great 

importance to gender-sensitive pedagogies for the training of student 

teachers, they actually do not apply it in their teaching practice. This 

statement was corroborated by looking at the presence of gender issues 

in study plans and syllabi where it was found that GM was not identified 

as a common practice. This finding was congruent with what participants 

reported in their interviews, leading to the conclusion that there was a 
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clear disconnection between GE policy regulations and planned work in 

study plans and courses. The three degrees analyzed make a weak 

reference to the development of gender competence and equal 

opportunities, but only one course (Cod. 11998) of those examined 

maintains the necessary coherence between the elements of the teaching 

guide.  

When participants were asked if they thought that the Faculty of 

Education was doing what was deemed necessary to make possible the 

implementation of GM in teacher education programs, there was 

unanimity that the institution was not doing things well. Analyzing the 

factors affecting teacher educators’s involvement in GM practically 

almost all the interviewees pointed to the lack of Faculty and 

departments’s commitment. At a institutional level, the interviewees 

highlighted the absence of leadership from the Faculty as well as a well-

organized plan with concrete and mandatory guidelines and action steps. 

Educators also identified that they felt their departments were less 

committed to GM than the Faculty of Education. At a professional level, 

they indicated that teacher educators are not sufficiently incentivized and 

that there is a lack of preparation, sensitivity and awareness. Therefore, 

the scarce sensitization to gender-sensitive teaching practices and the low 

level of preparation, incentives, and professional recognition were among 

the determining factors responsible for GM not being implemented in 

university education and teaching. Other factors identified by the 

interviewees, but of personal nature, were teacher educators’s lack of 

interest, motivation, gender knowledge and awareness, and preparation. 
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These perceptions were highly consistent with the educators’ personal 

and institutional ratings of commitment assessed through questionnaire. 

Teacher educators were also asked about challenges, problems, and 

needs to improve GM implementation. Their answers reflected the need 

for a structured plan that is agreed with the teaching staff and 

coordinated by a Faculty board with department representatives. They 

also metioned profesional development and attitudes as key determinants 

of their willlingness to be involved in GM. Finally, when asked about the 

strategies they used to implement GM in course content some 

incoherence arose. Interviewees showed reluctance. They could be 

willingly committed in some ways but also unmotivated and unengaged 

in other ways. In this sense, the analysis reveals variations in the teacher 

educators’ intentions to get involved in GM as long as current conditions 

do not change. 

2. Resumen de los resultados (castellano) 

Este capítulo proporciona un resumen y una descripción de los tres 

estudios empíricos (Estudio 1, Estudio 2 y Estudio 3). El resumen incluye 

una presentación con las preguntas de investigación, objetivos, métodos y 

hallazgos. Seguidamente, se analizan las principales contribuciones e 

implicaciones prácticas y metodológicas de los mismos. Finalmente, el 

capítulo termina con algunas observaciones finales sobre las limitaciones y 

reflexiones sobre futuros estudios e investigaciones. En la Tabla 4 se 

presenta una descripción general de los estudios, objetivos, participantes, 

métodos y hallazgos. 
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Tabla 4. Resumen de los Estudios 1 y 2, objetivos, participantes, fuentes de datos y hallazgos 
Estudio/ 
Paper 

Objetivos Participantes Fuente de 
datos/análisis 

Hallazgos 

1 
Paper I 

- Diseño/desarrollo de 
una medida para 
evaluar la imple- 
mentación de la PG. 
- Proporcionar 
evidencia de las 
propiedades 
psicométricas del 
índice SAGE. 
- Describir las 
percepciones de los 
estudiantes acerca de 
la formación en IG. 

N = 601 (n = 
196 infantil, n = 
202 primaria, n 
= 203 
secundaria) 

Índice ESFIG: 
- Descriptivos. 
- EFA y CFA 
simple: validez de 
constructo. 
- Alfa de 
Cronbach. 
- ANOVA de dos 
factores: 
comparación de 
medias por 
titulación y sexo. 
 

- El índice ESFIG es una 
medida fiable y válida 
para evaluar la formación 
docente en IG.   
- Está compuesto por tres 
factores independientes 
pero complementarios. 
- Las valoraciones de los 
estudiantes revelaron que 
la formación en IG 
prácticamente no figura 
en los planes de estudio 
de estudio. 

1  
Paper II 

Explorar/ 
proporcionar evidencia 
de la invarianza del 
índice ESFIG según 
sexo. 
- Comparar si varían 
entre hombres y 
mujeres las 
percepciones sobre la 
implementación de la 
PG. 

N = 398 
estudiantes 
maestros (n = 
196 infantil, n = 
202 primaria) 

Índice ESFIG: 
- Descriptivos. 
- AFE y AFC 
multigrupo: 
invarianza factorial 
a través género. 
- Alfa de 
Cronbach. 
- t-test: comparac. 
medias de GC, IS 
y GA por sexo. 

- La estructura del ESFIG 
es equivalente en 
estudiantes maestros y 
maestras.  
- Las estudiantes son más 
críticas sobre la 
formación en IG que los 
estudiantes, pero no 
difieren en la conciencia 
de desigualdades de 
género. 

1 
Paper III 

Explorar/ 
proporcionar evidencia 
de la invarianza del 
índice ESFIG en 
relación al grado 
infantil vs primaria. 
- Comparar las 
percepciones del 
alumnado de 
educación infantil y 
primaria. 

N = 398 
estudiantes 
maestros (n = 
196 infantil, n = 
202 primaria) 

Índice ESFIG: 
- Comprobación 
de normalidad. 
- AFC multigrupo: 
invariancia 
factorial a través 
de la titula. 
- Alfa de 
Cronbach. 
- t-test: 
comparaciones 
medias de GC, SI 
y CG por grado. 

- La estructura del índice 
ESFIG es equivalente en 
grupos de educación 
infantil y primaria. 
- El alumnado de 
educación infantil calificó 
la formación en género 
mejor que el de primaria, 
pero no difieren en la 
percepción de 
sensibilidad institucional 
a las políticas de IG. 

2 
Paper IV 

- Diseñar y desarrollar 
una medida válida y 
fiable para evaluar la 
eficacia percibida de 
docentes en formación 
para la práctica en IG. 
- Explorar la invarianza 
de los factores según 
titulación y sexo.  
- Describir/ comparar 
las puntuaciones 
medias del TEGEP. 

N = 601 
estudiantes (n = 
196 infantil, n = 
202 primaria, n 
= 203 
secundaria) 

Escala TEGEP. 
- Descriptivos. 
- AFE, AFC 
simple y multi-
grupo: invarianza 
factorial según 
titulación y sexo. 
- Alfa Cronbach. 
- ANOVA uni y 
bidireccionales: 
comp. medias en 
TEGEP por 
titulación y sexo. 

- La TEGEP es una 
medida fiable y válida 
para evaluar la eficacia 
percibida de docentes en 
formación para la práctica 
en IG. 
- Está compuesto por tres 
factores: ECG, EPG, 
EDA. 
- Autoeficacia por encima 
punto medio de la escala. 
- Más confianza en EPG y 
EDA que en ECG. 
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Estudio/ 
Paper 

Objetivos Participantes Fuente de 
datos/análisis 

Hallazgos 

3 
Paper V 

Profundizar en el 
concimiento y 
comprensión de las 
percepciones y 
experiencia del 
profesorado en 
relación a la 
implementación de la 
PG.  

N = 9 
profesores/as 

Guión entrevista. 
Guías didácticas. 
Cuestionario. 
- Método 
comparativo de 
temas constante. 
- Descriptivos. 
- Validez de 
contenido. 

- Ausencia del género en 
los planes de estudio y 
guías de las asignaturas. 
- Falta de compromiso 
institucional y liderazgo.  
- Escasa/nula formación 
del profesorado, 
adopción de la PG, 
sensibilidad y conciencia 
de género.  

 

El propósito de esta tesis doctoral fue investigar la formación en 

igualdad de género en los programas de formación docente para conocer 

y poder comprender mejor cómo se está implementando la perspectiva 

de género en la práctica y cómo perciben los estudiantes su 

implementación, todo ello en el contexto de una institución pública de 

educación superior en la Comunidad Valenciana, España. Las principales 

preguntas de investigación que guiaron el proyecto fueron examinadas a 

través de tres estudios de investigación, cuyos resultados se plasman en 

cinco trabajos (Papers I, II, III, IV y V) algunos enfocados a diseñar y 

desarrollar instrumentos de medición válidos y fiables para evaluar la 

formación en igualdad de género en el contexto de la implementación de 

políticas de igualdad (Papers I a III) y la medida en que los/as futuros 

maestros/as y profesores/as adquieren competencias de género al final 

de su formación docente (Paper IV). Por último, en el Paper V se 

exploraban las percepciones del profesorado sobre la perspectiva de 

género y los factores que podían estar influyendo en su decisión de 

involucrarse en su implementación.  
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El Paper I da respuesta a las preguntas: ¿Es el índice SAGE (en 

español ESFIG) un instrumento fiable y válido para evaluar la formación 

docente en igualdad de género? Y, ¿cuáles son las percepciones de los/as 

futuros/as docentes sobre la preparación en igualdad de género en 

términos de: (a) inclusión de género en los planes de estudio, (b) 

sensibilidad institucional a la implementación de políticas de igualdad de 

género y (c) conciencia sobre las desigualdades de género? 

El Paper II aborda la pregunta: ¿Es el índice ESFIG invariante en 

función del sexo? Es decir, ¿existe evidencia que sugiera que la estructura 

factorial del índice ESFIG es equivalente entre hombres y mujeres? 

¿Difieren sus percepciones acerca de la formación en igualdad de género? 

El Paper III intenta contestar a la pregunta: ¿Es el índice ESFIG 

invariante en los grados de magisterio? Es decir, ¿hay evidencia que 

sugiera que la estructura factorial del índice ESFIG es equivalente entre 

los estudiantes de educación infantil y primaria? ¿Difieren sus 

percepciones sobre la formación en igualdad de género? 

El Paper IV explora la pregunta: ¿Es la escala TEGEP un 

instrumento fiable, válido, e invariante (según titulación y sexo) apto 

para evaluar la eficacia percibida para  enseñar en igualdad de género? 

¿Cuáles son las percepciones de los estudiantes de grado y posgrado 

respecto a la práctica docente en igualdad de género al final de su 

formación? ¿Difieren estas percepciones según el grado y el género? 

El Paper V profundiza en el conocimiento y la comprensión de la 

visión y experiencia del profesorado en relación a la aplicación de la 

perspectiva de género en la docencia. La sección siguiente y la Tabla 4 
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ofrecen un breve resumen de los cinco trabajos en donde se destacan los 

principales hallazgos. 

2.1. Trabajo I 

Miralles-Cardona, C., Cardona-Moltó, M. C. y Chiner, E. (2020). La 

perspectiva de género en la formación inicial docente: estudio descriptivo 

de las percepciones del alumnado. Educación XX1, 23(2), 231-257. 

https://doi.org/10.5944/educXX1.23899. JCR (Q1). 

P 1: ¿Qué percepciones tiene el alumnado de educación sobre la formación en 

igualdad de género en términos de: (a) sensibilidad institucional a la 

implementación de políticas en igualdad de género, (b) inclusión del género en los 

planes de estudio y (c) conciencia sobre las desigualdades de género? ¿Difieren estas 

percepciones dependiendo de la titulación y el género? 

El hallazgo principal de este estudio mostró que, aunque el gender 

mainstreaming es una estrategia que se ha propuesto internacionalmente 

como un recurso para capacitar a estudiantes universitarios en la práctica 

profesional futura de igualdad de género, la realidad es que, después de 

años de esfuerzos y recomendaciones (e.g. Ley 1/2004 y Ley 3/2007), 

este mandado no se ha visto reflejado en la docencia universitaria. La 

formación en género no ha sobresalido como una prioridad en la 

educación universitaria haciendo que su incorporación a la docencia no 

sea una tarea fácil en la preparación del profesorado (Anguita-Martínez, 

2011; Lahelma y Tainio, 2019; Zippel et al., 2016). En España, varios 

estudios (e.g. Garrigues, 2010; Larrondo y Rivero, 2019; Valdivieso, 

2016; Verge et al., 2018; entre otros), reflejan la reticencia a la inclusión 
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del género en el currículo universitario. La casuística parece ser común a 

todas las ramas del conocimiento y disciplinas como las ciencias de la 

educación (González-Pérez, 2017; Valdivieso, 2016; Vizcarra et al., 

2015; Ortega-Sánchez y Pagès-Blanch, 2018), comunicación (García- 

Ramos et al., 2020; Guarinos et al., 2018), periodismo (Larrondo y 

Rivero, 2019), ciencias de la actividad física y el deporte (Serra et al., 

2018) o ciencias políticas (Verge et al., 2018), así como en todos los 

sistemas de educación superior (Gudbjornsdottir et al., 2017; Lam, 

2019; Verdonk et al., 2009; Weiner, 2000; Zippel et al., 2016). Debido 

a la novedad y la escasa disponibilidad de evaluaciones válidas y fiables 

para abordar cómo se está implementando la perspectiva de género en la 

formación docente, este estudio fue diseñado con los objetivos de: (1) 

desarrollar un instrumento para poder evaluar el nivel de incorporación 

de la PG en la formación inicial docente (el índice ESFIG); (2) 

proporcionar evidencia de validez (validez de constructo) y fiabilidad del 

instrumento; y (3) describir y comparar las percepciones de los/as 

futuros/as estudiantes acerca de la formación docente en igualdad de 

género. Después de encuestar a 601 estudiantes de educación de grado y 

posgrado, los resultados mostraron que los participantes calificaron (a) la 

sensibilidad institucional a la implementación de políticas de igualdad de 

género como moderadamente baja (M = 3.79); (b) la inclusión del 

género en el currículo como altamente necesaria para su formación (M = 

5.08); y (c) la conciencia sobre las desigualdades de género como muy 

muy baja (M = 2.21). La comparación de las medias por titulación, reveló 

que los estudiantes de educación infantil percibían como más necesaria la 
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inclusión del género en su formación (M = 5.37) que los estudiantes de 

educación primaria y secundaria (M = 5.00 y 4.87, respectivamente) (p 

= .007)). Los datos también revelaron que la concienciación sobre las 

desigualdades de género fue significativamente menor en los alumnos de 

educación primaria (M = 2.15) y secundaria (M = 2.08) que en los de 

educación infantil (M = 2.41) (p = .002). Por otro lado, las 

comparaciones por género indicaron que las estudiantes calificaron el 

compromiso institucional a la aplicación de la política de igualdad de 

género significativamente más bajo que los estudiantes (M = 3.71 vs 

4.04, p = .006). Las estudiantes también valoraron la inclusión del 

género en el currículum como significativamente más necesaria que los 

estudiantes (p = .000). El efecto de la interacción de grado x género no fue 

estadísticamente significativa, lo que indica que las diferencias 

encontradas en los tres grupos atribuidas al género eran independientes 

de la titulación que estaban cursando. 

Estos hallazgos son congruentes con las conclusiones alcanzadas en 

otros estudios (e.g. Valdivieso, 2016; Ortega-Sánchez y Pagès-Blanch, 

2018) y sugieren que a medida que aumenta el nivel de estudios (grado a 

posgrado), la sensibilidad a la necesidad de una docencia con perspectiva 

de género disminuye. Estos hallazgos podrían estar apuntando a la 

fragilidad de las políticas de género y al bajo compromiso institucional 

como sugiere Salazar-Benítez (2016). De hecho, varios autores han 

criticado la situación de descuido en la formación en igualdad de género 

tanto en la formación de docentes como en la formación universitaria en 

otros ámbitos disciplinares (e.g. Atchison, 2013; Anguita-Martínez, 
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2011; Gudbjornsdottir et al., 2017; Verdonk et al., 2009). Según 

Lombardo y Mergaert (2013), el esfuerzo por mantener el status quo 

puede haber llevado a las instituciones a ignorar las reformas necesarias 

pudiéndose interpretar este hecho como una negligencia institucional. 

Todo esto nos lleva a pensar que la institución participante de donde se 

extrajo la muestra para el estudio puede no haber estado haciendo bien 

sus deberes, y que, aunque dicha interpretación es especulativa, este 

estudio aporta elementos para la reflexión, el debate y la discusión de 

estos temas. Los hallazgos de este estudio revelaron claramente una 

brecha entre la teoría y la práctica en la formación para la igualdad de 

género en esta institución. Esta brecha nos ayudó a informar y reducir el 

alcance de los objetivos, el diseño y los métodos utilizados en los dos 

artículos siguientes (Paper II y Paper III). Además, ayudó a informar el 

diseño del segundo y tercer estudio sobre la eficacia percibida por los/as 

estudiantes para la práctica en igualdad de género (Paper IV) y sobre las 

opiniones y experiencias del profesorado respecto a la implementación de 

la perspectiva de género en la enseñanza (Paper V). 

2.2. Trabajo II 

Miralles-Cardona, C. (2020). Examining preservice teachers’ education 

for gender equality using a gender sensitive scale: A case from Spain. In 

Erik J. Byker and Akesha Horton (Eds.), Elementary education: Global 

perspective, challenges and issues of the 21st century (pp. 99-126). New York, 

NY: Nova Science Publishers. ISBN: 978-1-53616-741-2. SPI (Q3). 
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PI 1.1. ¿Se podría decir que el índice SAGE (en español ESFIG) es un 

instrumento válido y fiable para evaluar la formación en igualdad de género en los 

grados de maestro/a y que además es invariante en función del género?  

Tal y como se comenta en el trabajo que se resume en la sección 

siguiente (Paper III), la investigación en ciencias sociales, particularmente 

en las áreas de psicología y educación, a menudo compara grupos de 

individuos en diversas variables sociales, psicológicas y pedagógicas. 

Cuando se realizan estas comparaciones, se asume que el instrumento 

utilizado mide el mismo constructo/s en todos los grupos. Si esta 

presunción fuera cierta, las comparaciones resultantes serían válidas, pero 

si resulta que no lo son, estas comparaciones pierden validez y la 

equivalencia de la medida puede ser cuestionada (Milfont y Fischer, 

2010). Esta afirmación constituye la base o razón de ser del Paper II 

(resumido a continuación) y del Paper III (sintetizado en la siguiente 

sección). Partiendo de la afirmación de que la prueba de equivalencia de 

medidas se ha convertido en un tema importante en los últimos años 

(Cheung y Rensvold, 1999) pues permite verificar si individuos de 

diferentes grupos atribuyen el mismo significado a las mediciones 

realizadas. En este trabajo, se utilizó un análisis factorial confirmatorio 

(AFC) para comprobar la invarianza de medida del índice SAGE/ESFIG 

(Miralles-Cardona et al., 2020) según el género. El instrumento fue 

diseñado para evaluar las percepciones de los/as futuros/as docentes 

sobre la formación en igualdad de género recibida. La primera versión 

consta de 18 ítems agrupados en tres subescalas de cinco, siete y seis 

ítems, respectivamente, que miden, utilizando una escala Likert de seis 
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puntos, el grado de conformidad respecto a: (a) la sensibilidad 

institucional a la aplicación de políticas de igualdad de género en los 

planes de estudio, (b) la inclusión de la temática de género en las guías 

didácticas de los cursos, y (c) la conciencia de las desigualdades de género 

asociadas a los procesos de enseñanza y el aprendizaje. El propósito era 

comprobar si la invarianza de medición del índice ESFIG se mantenía 

satisfactoriamente de acuerdo al género a nivel funcional, de 

configuración, métrico y escalar. Además, respaldar la invarianza de 

medición entre sexos indicaría que se estaba midiendo el mismo 

constructo y que las medias podían ser comparadas sin asumir riesgo de 

sesgos. Trabajando con una muestra de estudiantes de grado de 

maestro/a (N = 398 estudiantes), el índice ESFIG mostró evidencia de 

validez discriminante confirmándose así que la estructura de tres factores 

es equivalente según el género. En otras palabras, no hubo distinción 

entre los componentes del índice ESFIG en mujeres y hombres. Además, 

la comparación de medias por género reveló que las estudiantes de 

magisterio eran más sensibles y críticas hacia la formación recibida en 

género que los estudiantes, mientras que no se encontraron diferencias 

estadísticas en la conciencia sobre las desigualdades de género. Los 

resultados se interpretan en el Paper II en términos de identificar las 

necesidades formativas en igualdad de género de estudiantes de los grados 

de educación, ya que los hallazgos apuntan a una clara necesidad de 

cambio. 
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2.3. Trabajo III 

Miralles-Cardona, C., Chiner, E., & Cardona-Moltó, M. C. (en prensa). 

Measurement invariance of the Sensitive Assessment for Gender Equality 

(SAGE) index across degree: Findings from two teacher education 

programs in Spain. [Invarianza de la medición del índice de Evaluación Sensible 

de la Formación para la Igualdad de Género (ESFIG): Hallazgos de dos programas 

de formación docente en España]. NAER, Journal of New Approaches in 

Educational Research. Scopus (Q2).  

PI 1.2. ¿Es el índice ESFIG invariante en los grados de maestro/a? O lo que es lo 

mismo, ¿es el ESFIG una medida válida para comparar las percepciones de los 

estudiantes de educación infantil y primaria acerca de la formación recibida en 

igualdad de género? 

Varios estudios advierten que la validación de instrumentos puede 

necesitar modificaciones cuando se utiliza en nuevos contextos o con 

grupos de diferentes características (e.g. Milfont y Fischer, 2010). En 

cuanto al índice ESFIG, debido a su novedad, la invarianza de la medición 

no había sido probada hasta ahora con grupos de estudiantes de 

magisterio de educación infantil y primaria. El Paper III aporta evidencia a 

la validez discriminante del ESFIG, mostrando que el modelo de tres 

factores es equivalente en dos muestras de estudiantes de educación 

infantil y primaria. Primero, un análisis factorial confirmatorio (AFC) 

separado de las muestras de estudiantes de educación infantil y primaria 

mostró que la solución de tres factores del ESFIG (Sensibilidad 

institucional a la implementación de políticas de igualdad de género, 
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Género en el contenido del currículum y Conciencia de género sobre las 

desigualdades) se ajusta a los datos de ambas muestras confirmando, por 

lo tanto, que la formación en igualdad de género es un constructo 

multifacético. Y, que en segundo lugar, los análisis factoriales 

confirmatorios multi-grupo posteriores mostraron evidencia de 

invariancia métrica. Esto demuestra la invarianza factorial del 

instrumento, lo que significa que los estudiantes de maestro/a de 

educación infantil conceptualizan la formación en igualdad de género de 

la misma manera que los estudiantes de maestro/a de educación primaria 

y, en consecuencia, la comparación de medias resulta apropiada y 

procedente cuando sea necesario realizar su cálculo.   

La comparación posterior de las puntuaciones medias del ESFIG 

reveló que existían diferencias estadísticamente significativas en las 

valoraciones sobre la formación en igualdad de género recibida entre las 

dos muestras de estudiantes (p <.01) indicando que los/as maestros/as 

en formación de educación infantil dieron más importancia a la inclusión 

de género en el currículum como parte de su preparación que los/as 

maestros/as en formación de educación primaria. Los estudiantes de 

educación infantil también valoraron más la incorporación de la PG como 

una estrategia de enseñanza para combatir el sexismo que las estudiantes 

de educación primaria. Asimismo, también estimaron que la PG debería 

ser obligatoria sugiriendo que al menos debería haber una asignatura 

obligatorio sobre cuestiones de género en la formación inicial docente. 

Por el contrario, no se encontraron diferencias estadísticamente 

significativas en las percepciones de sensibilidad institucional respecto a la 
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implementación de PG entre ambas muestras (p > .05), siendo valorado 

el nivel de compromiso institucional de mediocre (M = 3.84 vs. 3.83 de 

6). Esto tiene implicaciones importantes para a la formación docente en 

la institución participante, pues, como mostraron los datos, los 

participantes percibían que el género recibe una atención insuficiente en 

el contenido de las asignaturas (ítem 3), que el profesorado no es lo 

suficientemente sensible a las cuestiones de género (ítem 14) y que los 

planes de estudio no incluyen el desarrollo de competencias de género 

(ítem 2) en la medida que cabría esperar. Además, los/as estudiantes de 

ambas muestras (educación infantil y primaria) parecían desconocer las 

potenciales desigualdades de género asociadas con los procesos 

instructivos, con valoraciones medias de 2.41 y 2.15 sobre 6, siendo los 

estudiantes de educación primaria menos conscientes de estas posibles 

desigualdades que los de educación infantil. 

Los hallazgos son importantes porque sugieren claramente que los 

estudiantes de educación infantil valoran más y dan más relevancia a la 

formación en igualdad de género que los estudiantes de educación 

primaria que, a su vez, son menos receptivos a las desigualdades de 

género. El estudio puede proporcionar orientación e información útil 

para la Facultad de Educación y su personal docente, así como para 

aquellos investigadores interesados en herramientas específicas para la 

evaluación y planificación de intervenciones diseñadas para mejorar la 

formación en igualdad de género y la implementación de la PG en sus 

respectivos ámbitos disciplinares en función de las necesidades 

específicas. 
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2.4. Trabajo IV 

Miralles-Cardona, C., Chiner, E., y Cardona-Moltó, MC (bajo revisión). 

Teacher efficacy for sustainable gender equality practice: Survey design 

and validation of the TEGEP. [Eficacia docente para la práctica sostenible de 

la igualdad de género: Diseño de encuesta y validación de la TEGEP]. 

Manuscrito enviado para su publicación a The International Journal of 

Sustainability in Higher Education. JCR (Q2). 

PI 2: ¿Qué nivel de eficacia para la práctica docente en igualdad de género tienen 

los profesores en formación cuando se gradúan? ¿Varía este nivel dependiendo de la 

titulación de grado o postgrado y sexo? 

La igualdad de género es un tema de gran preocupación en las 

sociedades actuales y seguirá siéndolo teniendo en cuenta la creciente 

presión por una educación con equidad de género como se propone en el 

Objetivo # 5 de la Agenda 2030 (UN, 2015) y la legislación nacional y 

regional de España. Sin embargo, el ámbito de la formación el 

profesorado ha adoptado una posición de neutralidad y laisse fair al 

descuidar qué competencias de género hay que desarrollar en las futuras 

generaciones de profesores y cómo integrar su desarrollo en los planes de 

estudio. La formación docente inicial juega un papel importante en la 

promoción de una práctica sostenible en igualdad de género. Su papel es 

crucial para crear conciencia y proporcionar a los estudiantes las 

habilidades y los conocimientos necesarios para la práctica de una 

educación sensible al género. Lamentablemente, los programas de 

formación docente están fallando en esta misión. 

108



	  

Este trabajo describe el desarrollo de un instrumento (auto-

informe) para medir la eficacia percibida de docentes en formación para 

su práctica futura en igualdad de género. Con base en los fundamentos 

teóricos de Rands (2009) sobre género, el concepto de autoeficacia de 

Bandura (1977) y los tres elementos de conciencia de género propuestos 

por la OCDE (2017) y la UNESCO (2017), el propósito del estudio fue 

diseñar y validar la escala “Teacher Efficacy for Gender Equality Practice 

(TEGEP)” para su uso con docentes que consta de 22 ítems. La TEGEP se 

validó con una muestra de 601 estudiantes de educación seleccionados de 

tres programas de formación del profesorado. El análisis factorial 

exploratorio (AFE) y los análisis factoriales confirmatorios (AFC) 

individuales y en grupo revelaron que se compone de tres factores que 

explicaban el 57% de la varianza total: Eficacia en el Conocimiento y la 

Conciencia de Género (EGK), Eficacia en el Uso de una Pedagogía de 

Género (EGP) y Eficacia en el Desarrollo de Actitudes de Género (EGA). 

El TEGEP mostró una alta consistencia interna (α = .92) y correlaciones 

factoriales fuertes, positivas y estadísticamente significativas que van 

desde r = .78 - .86 (p <.01). Los análisis descriptivos preliminares 

revelaron que la eficacia percibida para una práctica en igualdad de 

género estaba por encima del punto medio de la escala (M = 4.53), lo 

que indica que los profesores en formación informaron de niveles 

aceptables de autoeficacia para poder enseñar de una manera sostenible y 

sensible al género. Curiosamente, los estudiantes tenían más confianza en 

su capacidad para implementar una pedagogía de género (M = 4.55) y en 
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desarrollar actitudes de género (M = 5.07) que en su conocimiento y 

conciencia de género (M = 4.26). 

El desarrollo de la escala TEGEP es una contribución importante 

de esta tesis doctoral porque proporciona un instrumento sólido para 

orientar y facilitar la tarea de formar a los futuros profesores para una 

práctica en igualdad de género sostenible. Los programas de formación 

docente podrían utilizar esta herramienta para ayudar a evaluar la eficacia 

percibida en género antes de graduarse, identificar necesidades y 

promover el desarrollo de competencias de género, y sugerir formas 

didácticas para integrar esta competencia en la enseñanza y evaluar su 

impacto. 

2.5. Trabajo V 

Percepciones del profesorado sobre la incorporación de la perspectiva de género en 

la formación y docencia universitaria en los estudios de educación. Manuscrito 

en preparación para publicación. 

PI 3: ¿Cuáles son las percepciones del profesorado sobre la implementación de 

políticas de igualdad de género en los estudios de educación y qué factores afectan 

su participación en el uso de una perspectiva de género en sus asignaturas? 

Las instituciones reconocen cada vez más la necesidad de 

implementar la transversalidad de género en la educación universitaria 

como una forma de desarrollar la competencia de género en los 

estudiantes universitarios; de modo que, a través de su práctica 

profesional futura como docentes, contribuyan a crear sociedades con 

equidad de género. Sin embargo, las prácticas sensibles al género siguen 

110



	  

estando ausentes de los planes de estudio universitarios (Bernárdez-

Rodal, 2017). Aunque muchas instituciones han introducido iniciativas de 

sensibilización como parte de sus políticas en igualdad de género, en 

realidad, son muy escasas las experiencias emprendidas (e.g. Moreno-

Vera y Díez-Ros, 2018; Prat-Grau y Flintoff, 2012, por citar algunas). 

Para asegurar mejoras, la literatura muestra que es necesario obtener y 

mantener el compromiso de toda la facultad y del profesorado (González 

y Padilla, 1999; Zemsky, 1997), así como conocer más sobre los aspectos 

de desarrollo de este proceso. 

Este trabajo se diseñó para explorar y profundizar en las 

percepciones de los formadores de docentes sobre el impacto de la PG en 

la formación y los factores que afectan a su decisión de incorporar la 

perspectiva de género en su encargo docente. Los objetivos específicos 

fueron: (1) conocer el impacto de la estrategia gender mainstreaming o 

transversalidad del género en los títulos de formación docente, planes de 

estudio y contenidos de los cursos; (2) conocer los factores que afectan a 

la participación del profesorado en las iniciativas de docencia con enfoque 

de género; y (3) informar sobre los desafíos y necesidades identificados 

para incrementar el interés y eficacia en la implementación de la PG. 

La metodología de este estudio fue predominantemente de 

naturaleza cualitativa. Se trata de un estudio de caso múltiple de carácter 

descriptivo y explicativo (Merrian, 1998) en el que participaron nueve 

docentes (N = 9) seleccionados a propósito de la institución participante 

y que representaban a los tres programas de formación de docente en 

educación infantil, primaria y secundaria. El criterio de selección fue la 

111



	  

búsqueda de equilibrio por sexo, titulación y estatus profesional. La edad 

de los participantes oscilaba entre 34 y 67 (M = 49. 22, SD = 11.09) y su 

experiencia docente de entre 8 a 28 años (M = 14. 22, SD = 6.36). Un 

cincuenta por ciento (50%) era profesorado asociado, 35% titulares de 

universidad o contratados/as doctores, y un 15% catedráticos/as de 

universidad. Las técnicas empleadas para la recopilación de datos fueron 

entrevistas individuales, análisis de documentos (titulaciones, planes de 

estudio, guías de asignaturas) y un cuestionario a través del que valoraron 

el compromiso personal e institucional con la docencia con PG. Los 

participantes fueron contactados por correo electrónico y/o teléfono y se 

les pidió el consentimiento informado para su participación. 

El análisis de los datos indicó que, aunque el profesorado daba gran 

importancia a la formación en igualdad de género, en la práctica, la 

mayoría de ellos no están involucrados. De los participantes, sólo un 

tercio se había iniciado en esta práctica. Esta información se corroboró al 

observar la ausencia de asignaturas con cuestiones de género en los planes 

y programas de estudio, lo cual fue congruente con lo que los 

participantes indicaron en sus entrevistas (la PG no era una práctica 

común). Como consecuencia, se identificó una clara desconexión entre 

las políticas en igualdad de género y el trabajo planificado en los planes de 

estudio y cursos. Las tres titulaciones analizadas hacen alguna referencia 

al desarrollo de la competencia de género y la igualdad de oportunidades, 

pero solo una asignatura (Cod. 11998) de las examinadas mantiene la 

necesaria coherencia entre los elementos de la guía didáctica. 
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Cuando se les preguntó a los participantes si pensaban que la 

Facultad de Educación estaba haciendo lo que se consideraba necesario 

para hacer posible la inclusión de la perspectiva de género en la docencia 

universitaria, hubo unanimidad en que la institución no estaba haciendo 

las cosas bien. Al analizar los factores que incidían en la implicación de los 

profesores en el GM, prácticamente todos los entrevistados apuntaban a 

la falta de compromiso. A nivel institucional, los entrevistados destacaron 

la ausencia de liderazgo de la Facultad y de un plan bien organizado con 

lineamientos y pasos de acción concretos y obligatorios. También 

informaron de que sus departamentos estaban incluso menos 

comprometidos que la Facultad de Educación. A nivel profesional, 

indicaron que no estaban lo suficientemente incentivados y que existía 

una falta de preparación, sensibilidad y conciencia, por lo que, en su 

opinión, la escasa sensibilización al tema y el bajo nivel de preparación, 

incentivos y reconocimiento profesional eran factores determinantes 

responsables de que la PG no estuviera teniendo la acogida necesaria en la 

docencia universitaria. Otros factores identificados por los entrevistados, 

pero de carácter personal, fueron la falta de interés, motivación, 

conocimiento y conciencia de género y preparación. Estas percepciones 

fueron muy consistentes con las valoraciones de compromiso personal e 

institucional evaluadas a través de un cuestionario. 

También se preguntó al profesorado sobre los desafíos, problemas 

y necesidades que identificaban para mejorar la implementación de la PG. 

Sus respuestas reflejaron de nuevo la necesidad de un plan estructurado 

consensuado con el profesorado y coordinado por un consejo de facultad 
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con representantes del departamento. También mencionaron la 

preparación y las actitudes como determinantes clave de su voluntad en 

involucrarse en la docencia con PG. Finalmente, cuando se les preguntó 

sobre las estrategias que utilizaban para introducir contenidos de género 

en sus cursos, surgieron algunas incoherencias. Los entrevistados 

mostraron cierto desdén. Por un lado, parecía atraerlos la idea a todos 

pero, por otro, se mostraban desmotivados y no comprometidos. En este 

sentido, el análisis revela variaciones en su intención y dudas a la hora de 

implicarse en la docencia con enfoque de género, mientras no cambiasen 

las condiciones actuales (compromiso decidido y adopción de una plan 

bien organizado por parte de la facultad y los departamentos).  

3. Discussion 

The overall focus of this dissertation was, first, lo learn how GM is 

currently being implemented in teacher education programs across Spain, 

and in specific, at one public institution of the Valencian Community. At 

the same time, I wanted to learn what perceptions student teachers and 

teacher educators had of GE training in terms of institutional sensitivity 

to GE policies’ implementation in study plans, inclusion of gender in 

course content, and gender awareness of inequities in learning and 

teaching environments. Second, I wanted to explore what level of gender 

competence (self-efficacy for GE practice) student teachers developed at 

the end of their teacher preparation program. The main argumentation 

was that teacher education plays an important role in preparing student 

teachers who will teach future generations to live in a gender equitable 
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society. For this to happen, teacher education programs must embed 

gender curriculum demands when teaching various subjects and 

disciplines. Ultimately, it is the responsibility of teacher education 

programs to develop future teachers’ professional gender competence by 

incorporating GE practices and implementing a gender perspective 

approach in teaching. Developing gender competence could better equip 

future teachers to face the increasingly complex demands for practicing a 

gendered pedagogy in contemporary schools. Not considering this, is 

refusing to recognize the contribution of teacher education programs to 

the creation and maintenance of the gap between the skills and 

knowledge student teachers are taught in their programs and the actual 

practical skills and knowledge they need in real school settings after 

graduating.  

The literature reviews conducted on GE training and GM 

implementation in teacher education (González-Pérez, 2017; Ortega-

Sánchez & Pagès-Blanch, 2018; Valdivieso, 2016; Vizcarra et al., 2015) 

included in the first research study in this thesis (Papers I, II, and III), 

identified resistance to gender inclusion in teacher education. Practically 

all the studies identified in the literature seem to paint a pessimistic 

picture of how student teachers are and can be prepared to be gendered-

competent in their future careers as professional teachers. Data in this 

thesis, particularly, the data analyzed in Papers I and V provide support 

to this picture showing that GE training is not a common practice at the 

institution were the reseach studies were conducted. Furthermore, 

gender is practically absent from curricula (study programs and course 
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content) and there are relatively few teacher educators who in their 

actual practice teach their subjects with a gender perspective. 

Data in Study 1 (Papers I to III), reflect that GE training is not 

prioritized in teacher education despite the fact that student teachers 

identify GE training as very important and necessary for their future 

practice. Participants’ ratings revealed that student teachers: (a) 

perceived institutional neutrality and indifference in the application of 

GM, (b) showed a strong agreement on the need to infuse gender 

compulsorily in study programs, and (c) were unaware of gender 

inequalities. The findings also revealed a greater receptivity towards GE 

training from undergraduate students in early childhood and elementary 

education programs compared to graduate students seeking a master’s 

degree in secondary education. Female student teachers also were more 

receptive to a gender-sensitive education than male student teachers. 

These results all together are consistent with the literature and support 

the conclusions of previous studies (e.g. González-Pérez, 2017; Ortega-

Sánchez & Pagès-Blanch, 2018; Valdivieso, 2016) suggesting that GM is a 

topic completely underrepresented in initial teacher education and that as 

degrees’ increase, sensitivity and commitment to teaching for gender 

equality decreases. This lack of gender training in teacher education 

raises the critical issue of whether a gap is really being created between 

gender training (what student teachers are taught in teacher education) 

and the political demands regarding GE policies. Other studies (e.g. 

Atchison, 2013; García-Ramos et al., 2020; Larrondo & Rivero, 2019; 

Serra et al., 2018; Verdonk et al., 2009) conducted in Spain and abroad 
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with undergraduate and graduate teacher populations, pointed out 

similar conclusions noting little or no connection between GE training 

and international, national, regional, and local GE policies regulations.  

Data in Study 2 (Paper IV) contributes to an advancement of 

knowledge by developing and validating an instrument to measure 

prospective teachers’ self-efficacy in the implementation and 

sustainability of GE practices. The TEGEP scale, resulting from this 

study, consists of 22 items grouped in three dimensions: (1) Self-Efficacy 

in Implementing a Gender Pedagogy, (2) Self-Efficacy in Gender 

Knowledge and Awareness, and (3) Self-Efficacy in Developing Gender 

Attitudes. The study also provided evidence that the TEGEP is invariant 

across degree and gender confirming that the three-factor structure is 

stable and equivalent in all groups (male and female as well as early 

childhood, elementary, and secondary school student teachers). This 

finding is remarkable because it will allow to measure student teacher 

self-efficacy for GE practice during and at the end of teacher preparation 

in order to gather information on the specific student needs for their 

gender competence development. In Study 2, student teachers’ self-

reported a moderate level of self-efficacy in knowledge and awareness of 

gender (M = 4.26) and in skills for implementing a sustainable gender 

pedagogy (M = 4.55), but a high self-efficacy in developing gender 

attitudes (M = 5.07), being the latter significantly higher among females 

than males. This finding is very surprising taking into account that 

participants did not receive GE training and that only a minority (1/3 

approximately) reported having some previous knowledge in gender. 
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Specifically, participants reported significantly higher levels of self-

efficacy in developing gender attitudes than in gender knowledge and 

skills for using a gender pedagogy, which suggests that the ability to 

handle gender concepts and practice a gender-pedagogy (both considered 

professional competencies), is harder to acquire than competence in 

developing gender attitudes (which is more a personal domain). This 

finding reinforces the idea that without learning opportunities, it is very 

unlikely that student teachers will enter the profession with realistic 

expectations of their competence in gender. In addition, these results 

reflect an unrealistic optimism of beginner teachers, confirming that the 

tendency to overestimate competencies also applies to the domain of 

education for GE (Klasen & Chiu, 2011; Weinstein, 1988). Overall, 

findings from Study 1 and Study 2 could be pointing at the fragility of 

gender policies and the low commitment of the participating institution 

an teacher educators in promoting gender awareness and implementing a 

gender-sensitive education.  

The following sections describe and discuss the practical and 

methodological implications of these studies. 

3.1. Practical implications 

The main practical contribution of this thesis is the knowledge 

acquired on: (1) how GE training is provided to student teachers who are 

qualifying to teach early childhood, elementary, and secondary/high 

school settings, and (2) the level of self-efficacy for GE practice that 

student teachers perceive they have acquired during their studies. 
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Following a predominantly quantitative dominant mixed methods 

research design (Johnson et al., 2007), the thesis showcases that GE 

training is practically absent in teacher education at the participating 

institution. The thesis provides two valid and reliable instruments (the 

SAGE index and the TEGEP scale) to assess these aspects, given the 

absence of measurement instruments in the current literature research. 

Taken together, the findings from Papers I to IV inform how the 

developmental aspects of GM and GE training are currently implemented 

at the participanting institution and underline aspects to improve GE 

practice in university teaching at institutional and teacher educators level, 

aspects which will be discussed further in this section.  

First and foremost, across all of the studies in this thesis (Studies 1 

to 3), one of the most noticeable empirical findings in the data is that GE 

training is not considered an essential aspect of university education and 

that neutrality characterizes the institutional behavior regarding GM 

implementation. This is unacceptable, particularly if the institution 

claims to have as its mission the development of competencies for equal 

opportunities of women and men as it is the case. In order to fulfill this 

claimed mission, teacher education curricula requires a systematic change 

in the way the institution designs and delivers study programs. The SAGE 

dimensions represent practical aspects for training in gender equality and 

guiding the institution in this matter. First of all, implicit barriers that 

prevent identifying and acknowledging the problem should be addressed. 

This would involve the sensitization and awareness of teacher educators 

and the management team. The objective of this intervention would be 
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to: (1) make the problem visible instead of denying it, (2) disassociating 

gender from feminism due to the negative connotations it has had 

throughout history, and (3) exploring and redirecting power relations, of 

those that represent a threat to equitable gender power relations. Then, 

at a practical level, enforcing the philosophy of GE be reflected in a real 

way in the study plans and course-contents of the teaching guides that 

make up the various plans. In other words, the strategy to be adopted 

should be debated at the school level (whether to mainstream gender in 

all subjects, include gender in only basic subjects, or whether to include a 

training module/group of specific subjects on gender and equality). Last 

but not least, teacher educators should be trained and sensitized, which is 

also a priority. Increasing faculty commitment is key to changing the 

situation of the invisibility of gender in curricula and for which teacher 

educators should receive support such as professional development. 

Teacher educators’ training would contribute to increasing their 

knowledge and awarenes on GE, skills, and attitudes to reverse the 

current situation.   

A second empirical contribution of this thesis relates to the field of 

didactics. Identification of self-efficacy for GE practice in student 

teachers will help not only know self-perceived gender competence to 

teach their future students but identify the domains and subdomains of 

teacher self-efficacy (gender knowledge and awareness, elements of a 

gender pedagogy, and different gender attitudes), which will in turn help 

teacher educators to target efforts in teaching with a gender perspective. 

High sense of gender competency can reduce resistance to GE practice. 
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In this endeavour, the TEGEP scale could be a guide for teaching gender 

knowledge and awareness, using a gender pedadogy and developing 

gender attitudes. Student teachers should be provided with opportunities 

to be involved in such a kind of gender competence development. 

Moreover, to prevent inflated self-efficacy beliefs for GE practice, 

teacher educators should provide adequate information and real 

experiences for a realistic picture of the demands of teaching in a gender-

sensitive way. One way to accomplish this is to explore and implement 

innovative ways and strategies to incorporate gender issues into courses, 

looking at opportunities offered to students to experiment and develop 

educational practices for sustainable GE practices. According to Bandura 

(1997), the experience of success is the most powerful source of self-

efficacy, which can be developed by modeling challenging situations and 

allowing students to work in teams and share experiences from tasks that 

require putting gender-sensitive knowledge, attitudes and skills into 

practice. There is evidence that active learning and reflective practice-

based TE pedagogies can improve students’ gender competency 

(Donoso-Vázquez & Velasco-Martínez, 2013; García-Pérez et al., 2014) 

and it shoud be explored more in depth in gender education. 

Additionally, faculties of education should consider assessing gender 

competencies as a habitual practice to measure students’ growth and 

development of self-efficacy for GE. Carrying out evaluations at the 

beginning, during, and at the end of study programs could be useful to 

obtain data to monitor growth. These data, together with the 

triangulation of data obtained from other measures, would allow a more 
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critical and reflective examination of the status of education for GE in 

initial TE programs. Faculties and teacher educators should remain 

vigilant of these issues and use the TEGEP subscales to report on the 

level of gender competency that students acquire at the end of their 

preparation and, based on this, make decisions to enrich study plans and 

courses with a gender vision.  

Until now, no prior empirical study in the field of GE training has 

investigated these developmental aspects of GM in teacher education. 

Thus, this thesis can be considered an original empirical contribution.  

3.2. Methodological implications 

The transparency of methods used in this thesis can also be 

considered to be a methodological contribution. Throughout the research 

process, the underlying intention has been to promote transparency 

encouraging other researchers in the field of teacher education research 

to attempt to replicate or utilize the research design as a tool in similar 

contexts. In addition, transparency can encourage other teacher 

educators to reflect and learn about problems, challenges, and difficulties 

associated with the implementation of a gender perspective in teacher 

education. Methodological transparency was achieved in the following 

ways. First, throughout the synopsis of the three research studies, the 

research design, methods for data collection, and the process of data 

analysis that were thoroughly described and scrutinized along with 

potential reliability and validity threats. For instance, inclusion or 

exclusion criteria of samples were well-documented and explained and 
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methods were described in every step of the reseach process. Moreover, 

Paper V, which represents the qualitative component of the thesis has 

been described in detail including all the process of recruiting teacher 

educators, individual interviews, and syllabi analysis.  

Second, another methodological implication regards to the design, 

development and validation of two new measures for collecting data (the 

SAGE index and the TEGEP scale). This thesis is the first to collect data 

on GE training, GM implementation, and student teachers’ self-efficacy 

for GE practice in teacher education programs using these measures that 

have demonstrated to be reliable, valid and invariant instruments, 

allowing to make equitable comparisons between groups. However, as 

they are new instruments, and data collection with these instruments is 

the first time in Spain, caution should be taken regarding the reliability, 

construct validity, and the invariance of such measures. According to 

Nunnally and Bernstein (1994) reliability coefficients of the SAGE (alpha 

> .70) and the TEGEP (alpha = .92) “can be considered more than 

adequate reliability for a relatively short instrument and a newly 

developed instrument that is used for group-level research” (p. 265). In 

addition, CFA was used to test the structural validity of the SAGE and 

the TEGEP. In CFA, the commonly used fit indices (χ2/df ratio, CFI, 

TLI, RMSEA) indicated acceptable model fit. But the chi-square test is 

known for its sensitivity to sample size (Fan, Thompson, & Wang, 1999). 

Therefore, considering that in this research the sample size is large (more 

than about 500 cases), as Munro (2005) suggests, the chi-square test will 

very often indicate a poor fit to the empirical data even if the other fit 
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indices point in the other direction (Munro, 2005). Another 

consideration to have in mind is the six-point response anchors of the 

Likert scale utilized to measure degree of agreement. In practice, it 

worked more like a four-point scale since the respondents seldom used 

the lowest two points. Bandura (2006) recommended using a 10-point or 

even 100-point scale, and increasing the number of points in the scale to 

10 would probably enable an increase in the variation of responses.  

Finally, the combined use of design-based research (DBRC, 2003) 

with mixed methods research (Johnson et al., 2007) in this thesis can be 

also considered a methodological contribution to the research field. The 

thesis was inspired by design-based research in the sense of studying an 

unexplored problem that needs some kind of solution and drew on the 

possibility to employ this type of research design for investigating 

educational aspects of GM implementation in the field of teacher 

education. Following the use of research phases suggested in the 

literature on both design-based and mixed methods research, helped 

inform and design the three studies in the thesis. Although the emphasis 

was on quantitative methods for data collection, both the quantitative and 

the qualitative dimensions of the overall research project have added 

richness and complemented the data. This richness of data was important 

for highlighting what goes on in regarding GE training in teacher 

education at the participating institution from the student teachers’ 

perspective and teacher educators’ points of views. In this context, the 

various sources of data have attempted to draw a picture of not only what 

goes on in terms of GE training and GM implementation, but also of how 
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the processes are perceived by the student teachers and their teacher 

educators.  

4. Limitations and further directions 

Research projects often raise more new questions than give 

answers. This is the case also with the current dissertation. Below I will 

discuss some of the questions that would need clarification in future 

studies related to GE training and GM implementation in teacher 

education.  

In Papers I to IV, all the variables are self-reported, so it is not 

possible to know the extent to which social desirability could influence 

participants’ responses. In addition, the fact that the samples (Papers I to 

IV) included only last-year student teachers from three different 

education programs of a single institution does not guarantee that the 

results can be generalized to other programs and institutions. Therefore, 

other Spanish teacher education programs could have been investigated 

to get a comparative perspective with broader and more diverse group of 

students from different institutions, degrees, regions and countries. 

Moreover, this dissertation relied only on cross-sectional data, and 

therefore it was not possible to analyze institutional changes (e.g. 

commitment to gender, study plans and syllabi) and in students’ and 

teacher educators’ perceptions. In future studies, it would be interesting 

to gather longitudinal data, for example from a cohort of student teachers 

during their teacher education and at the end of the program after 

curricular changes have been made. Through this type of research design, 
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we would learn about the effectiveness of interventions in GE training 

and in developing the students’ and teacher educators’ sense of 

professional gender competence. It would also teach us more about what 

happens to the student teachers’ self-efficacy when they have to manage 

independently classrooms and teach with a gender equitable perspective.  

One of the biggest challenges in this dissertation was to find how to 

measure teacher educators’ behavior regarding GM implementation in 

their course assignments (Paper V). I was not able to find any existing 

scale that would be suitable for measuring teacher educators’ aims, 

views, and experiences related to implementing a gender perspective. 

Nevertheless, as part of this thesis I developed specific instrumentation 

(interview guide, syllabi analysis worksheet, and an ad hoc questionnaire) 

for this purpose. Moreover, I analyzed each participant as independent 

individual that are affected by their personal background factors. In 

reality, however, teacher educators are nested in different institutions, 

and it may be that educators who work in the same institution are more 

similar to each other. In prospective studies, a multilevel approach would 

enable the researcher to analyze more carefully variations in teacher 

educators’ views and experience regarding GM implementation taking 

into account that different institutions may have different emphasis on 

GE policies.  

Finally, it is important to note that the investigation only provides 

information about the participants’ perceptions of GE training and self-

efficacy for GE practice in general terms; that is, without taking into 

account modulating variables such as personal views, prior training in 
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gender, motivation, or commitment to sustainable gender issues. Future 

studies should investigate how these variables can influence student 

teachers’ and teacher educators’ perceptions of efficacy for a sustainable 

GE practice and empirically document the findings.  
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RESUMEN

Introducción: A pesar de los compromisos gubernamentales para 
promocionar la igualdad, la incorporación de la perspectiva de género 
(PG) a la formación inicial docente sigue estando ausente de los planes 
de estudio e ideario de las facultades de educación. Esta escasa atención 
al principio de igualdad representa una auténtica barrera para el logro de 
los Objetivos de Desarrollo Sostenible (Naciones Unidas, 2015) y para el 
desarrollo y promoción de una educación sensible al género. El propósito 
de este estudio fue explorar el grado de implementación del enfoque 
de género en la formación inicial de docentes desde la perspectiva del 
alumnado. Método: Se diseñó y validó la escala de Evaluación Sensible a la 
Formación en Igualdad de Género (ESFIG) y se administró a 601 docentes 
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en formación de grado y máster (72% mujeres y 28% varones), edad media 
24.31 años, de una universidad pública española. Resultados: Los datos 
revelaron que (1) la ESFIG es un instrumento válido y adecuado para 
medir el estado de incorporación de la PG a la formación inicial docente y  
(2) que los participantes perciben neutralidad e indiferencia institucional a 
la hora de integrar el enfoque de género en la docencia; sin embargo, aunque 
estiman la preparación en género muy importante y necesaria para su 
formación, muestran una percepción baja y poco realista de la conciencia de 
desigualdades asociadas al género en los procesos de enseñanza-aprendizaje. 
Se hallaron diferencias estadísticamente significativas en las respuestas 
de los participantes en función de la titulación y el género. Discusión: Los 
resultados sustentan la utilidad de la ESFIG para su uso como un indicador 
del estado de integración de la PG en la docencia universitaria, así como un 
instrumento apto para identificar áreas de necesidad y evaluar el impacto 
de futuras acciones e intervenciones.

PALABRAS CLAVE

Género; igualdad de género; perspectiva de género; formación inicial 
del profesorado; educación superior; validación de instrumentos.

ABSTRACT 

Introduction: Despite government commitments to promote equality, 
gender mainstreaming (GM) in initial teacher preparation is still absent from 
curricula and thinking of the faculties of education. This little attention to 
the principle of equality represents a real barrier to achieve the Sustainable 
Development Goals (United Nations, 2015) and to develop and promote a 
gender-sensitive education. The purpose of this study was to explore the 
degree of implementation of the gender approach in initial teacher training 
from the student teacher’s perspective. Method: The Sensitive Assessment 
of Gender Equality Training (SAGE) scale was designed and validated, 
and then administered to 601 undergraduate and graduate student teachers 
(72% women and 28% male), mean age 24.31 years, from a Spanish public 
university. Results: Data revealed that (1) the SAGE is a valid and adequate 
instrument to measure the implementation status of gender mainstreaming 
in initial teacher education, and (2) that participants perceive neutrality 
and institutional indifference when implementing the gender approach in 
teaching; however, although they consider gender preparation necessary 
and very important for their education, they show a low and unrealistic 
perception of awareness of gender inequalities associated to the process 
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ABSTRACT 
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gender mainstreaming (GM) in initial teacher preparation is still absent from 
curricula and thinking of the faculties of education. This little attention to 
the principle of equality represents a real barrier to achieve the Sustainable 
Development Goals (United Nations, 2015) and to develop and promote a 
gender-sensitive education. The purpose of this study was to explore the 
degree of implementation of the gender approach in initial teacher training 
from the student teacher’s perspective. Method: The Sensitive Assessment 
of Gender Equality Training (SAGE) scale was designed and validated, 
and then administered to 601 undergraduate and graduate student teachers 
(72% women and 28% male), mean age 24.31 years, from a Spanish public 
university. Results: Data revealed that (1) the SAGE is a valid and adequate 
instrument to measure the implementation status of gender mainstreaming 
in initial teacher education, and (2) that participants perceive neutrality 
and institutional indifference when implementing the gender approach in 
teaching; however, although they consider gender preparation necessary 
and very important for their education, they show a low and unrealistic 
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of teaching and learning. Statistically significant differences were found 
in participant responses depending on degree and gender. Discussion: The 
results support the utility of the SAGE for its use as an indicator of gender 
mainstreaming in university teaching as well as a suitable instrument 
to identify areas of need and assess the impact of future actions and 
interventions.

KEY WORDS

Gender; gender equality; gender mainstreaming; preservice teacher 
training; higher education; instrument validation.

INTRODUCCIÓN

Las políticas para promover la igualdad de género han recibido 
considerable atención en las últimas décadas. Desde los setenta, la igualdad 
ha sido un objetivo prioritario de la política internacional reconocido a partir 
de una serie de iniciativas lideradas por Naciones Unidas e impulsadas por 
los movimientos feministas que ayudaron a establecer un nuevo orden de 
género a nivel mundial, nacional y regional. El punto de partida fue el acuerdo 
mundial adoptado en 1979, en Nueva York, por la Asamblea General de las 
Naciones Unidas (Convención sobre la Eliminación de todas las Formas de 
Discriminación contra la Mujer, CEDAW, Naciones Unidas, 1979), nacido 
con el propósito de eliminar cualquier tipo de manifestación sexista contra 
las mujeres. Las estrategias adoptadas para el desarrollo de dichas políticas 
han ido cambiando con el paso del tiempo, de modo que el énfasis inicial 
en la discriminación por sexo evolucionó al de las desigualdades de género 
y el gender mainstreaming o perspectiva de género (PG) emergió como una 
nueva estrategia para combatir dichas desigualdades y avanzar hacia la 
igualdad. Desde Pekín 1995 (Cuarta Conferencia Mundial de las Naciones 
Unidas), la PG ha liderado el comienzo de un renovado esfuerzo por la lucha 
contra la desigualdad de los géneros, proceso en el que la Unión Europea ha 
sido pionera. Más recientemente, los marcos revisados   de la Educación para 
Todos y la Agenda 2030 para el Desarrollo Sostenible (UNESCO, 2015a), 
continuación de la de los Objetivos de Desarrollo del Milenio, siguen dando 
una posición central a la igualdad de género (Objetivo 5) al reconocerla 
como un componente esencial de la formación de los futuros docentes.

El ideario de la igualdad de género llegó a España en la década de los 
ochenta. El Estado español ratificó la CEDAW en 1983 (BOE, 21/03/1984), 
suscribiendo el compromiso mundial para combatir las desigualdades 
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y adoptando el Protocolo Facultativo de la Convención propuesto por la 
Asamblea General de las Naciones Unidas en octubre de 1999. La integración 
de España en la Unión Europea en 1986 supuso un gran empuje para la 
legitimización de las políticas igualitarias y la institucionalización de los 
organismos de igualdad, de modo que los esfuerzos por hacer cumplir los 
principios y derechos contemplados en la CEDAW y en la normativa europea 
culminaron con la publicación por el Estado español de dos leyes orgánicas: 
la Ley 1/2004 de Medidas de Protección Integral contra la Violencia de 
Género (BOE, 29/12/2004) y la Ley 3/2007, de 22 de marzo, para la Igualdad 
Efectiva de Mujeres y Hombres (BOE, 23/03/2007). La Ley 1/2004, en su 
art. 4, Principios y valores del sistema educativo, Punto 7, encomienda a 
las universidades la tarea de formar en igualdad e insta a que en todos los 
materiales educativos se eliminen los estereotipos sexistas y discriminatorios 
(art. 6) y a que en los planes de formación inicial y permanente del profesorado 
se incluya formación específica en igualdad de género (art. 7). El paso 
decisivo, sin embargo, se dio con la publicación de la Ley Orgánica 3/2007, de 
Igualdad Efectiva de Hombres y Mujeres que introdujo métodos y estrategias 
para la incorporación efectiva del enfoque de género en las instituciones: 
adopción de la perspectiva de género (PG), creación de planes de igualdad, 
presupuesto para asuntos de género y evaluación de su impacto. Aplicada a 
la formación universitaria, la PG se refiere a la necesidad de incluir la visión 
de género tanto en la docencia como en las líneas de actuación de los órganos 
de gobierno de facultades y departamentos, siendo los planes de igualdad de 
género los instrumentos comúnmente utilizados para implementarla. 

Para comprender mejor este momento histórico Zippel, et al. 
(2016) distinguen tres períodos en el discurso político de la igualdad. El 
primero (1980-1995) caracterizado por la identificación de desigualdades y la 
propuesta de acciones para eliminarlas; el segundo (1996-2005), 
definido por la adopción de la perspectiva de género (alentada por la 
celebración de la Cuarta Conferencia Mundial de las Naciones Unidas de 
1995 sobre las Mujeres en Pekín) y su concreción y materialización a 
través de la implementación de planes de igualdad de género; y el tercero 
(2005 en adelante), marcado por la introducción del concepto de 
excelencia inclusiva, término que enfatiza la PG no tanto como 
herramienta política, sino la dimensión práctica y pedagógica de su 
incorporación a las acciones igualitarias y/o formativas. 

El énfasis en la evaluación de impacto de esas políticas llevó a Bustelo 
(2003) a hablar de tres generaciones de estudios. Uno de los trabajos más 
completos y significativos de la primera generación fue el llevado a cabo 
por el Instituto de la Mujer y el grupo de expertos Red2Red Consultores 
(2004), diseñado con el propósito de proponer un sistema de 
indicadores válido para medir el sexismo en las escuelas de educación 
primaria y secundaria y ofrecer una visión conjunta del estado de la 
situación de la educación 
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para la igualdad en el país. El proyecto permitió detectar la problemática 
existente en los centros educativos no universitarios e identificar métodos y 
herramientas para hacer frente al comportamiento sexista, lo que propició 
que se desarrollaran experiencias piloto y proyectos de coeducación en 
diversas comunidades autónomas. La segunda generación de estudios 
viene definida por la evaluación de los planes de igualdad. Se trataba de 
comprobar si las acciones contempladas en dichos planes se cumplían. 
Dentro de esta segunda generación, cabe mencionar el estudio de meta-
evaluación llevado a cabo por Bustelo (2003) que sometió a escrutinio 
el plan nacional y 10 planes regionales de igualdad o el más reciente de 
Pastor-Gosálbez, et al. (2020) que analiza la efectividad de los planes de 
igualdad en la universidad española 10 años después de la publicación de 
la Ley 3/2007, concluyendo que aunque las universidades han impulsado 
acciones para fomentar la igualdad, los avances se están viendo limitados 
por la rigidez y resistencia de las estructuras universitarias. Por último, la 
tercera generación de estudios aspira a valorar, no solo el cumplimiento de 
las acciones e iniciativas, sino también sus resultados. En esta generación 
se incluyen los estudios realizados en la última década en el ámbito de la 
formación universitaria. Se trata de un conjunto de estudios dispersos que 
hasta ahora se han orientado a describir las dificultades asociadas a la 
incorporación de la PG a la docencia universitaria y que ponen de relieve 
que, aunque la visión de género está cobrando interés, la exploración de su 
impacto en la educación superior está infra-representada (Lam et al., 2019). 

El género como herramienta pedagógica en la educación superior

Con estas políticas e iniciativas de fondo, los estudios de género han 
cobrado auge y aparentemente se han convertido en centro de interés de 
muchas universidades e institutos de investigación. Constituyen un medio 
para integrar la PG en la docencia universitaria, a la vez que una herramienta 
para cuestionar y reconstruir significados, a menudo, ocultos o dados por 
superados en relación al género. El enfoque de género aporta una nueva 
mirada a la comprensión de la desigualdad al poner de manifiesto que las 
condiciones desiguales entre hombres y mujeres responden a un sistema 
de relaciones de poder arraigado en los significados que el orden cultural 
atribuye a la feminidad y a la masculinidad. La PG ofrece una nueva mirada 
que enriquece los procesos epistemológicos de creación del conocimiento 
y otorga nuevas herramientas para el análisis crítico y la comprensión de 
los problemas originados en la desigualdad. Según Buquet (2011), otorgar 
al alumnado en formación estas herramientas conceptuales contribuye a 
mejorar la calidad de su preparación y su competencia para educar con 
visión de género a las generaciones futuras. 
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A pesar del interés pedagógico y social de la integración de la PG en 
la formación universitaria, en la práctica, el género no ha emergido como 
una prioridad en los planes de actuación de las universidades, por lo que 
su incorporación a la academia no ha resultado una tarea fácil (Anguita-
Martínez, 2011; Lahelma y Tainio, 2019; Zippel, et al., 2016). El proceso 
de convergencia con el Espacio Europeo de Educación Superior tampoco 
resultó ser un móvil suficiente para incorporar la PG en los estudios 
universitarios, desperdiciándose así la oportunidad que ofrecía el diseño 
de los nuevos títulos. Investigaciones como la de Garrigues (2010) en la 
Universidad Jaume I de Castellón, Larrondo y Rivero (2019) en la Universidad 
del País Vasco, Valdivieso (2016) en la Universidad de Las Palmas, o Verge, 
et al. (2018) en la Universidad Pompeu Fabra, entre otras, reflejan bien la 
resistencia a la inclusión del género en el currículum universitario. 

La resistencia a la incorporación del enfoque de género en la actividad 
académica de las universidades puede ser explicada, no solo por la vaguedad 
y debilidad de las políticas de género para hacer cumplir las normas 
establecidas en la legislación, sino también por las prácticas arraigadas 
en las instituciones que todavía protegen el dominio masculino sobre el 
femenino en las relaciones de poder. Según Lombardo y Mergaert (2013), 
la resistencia puede tomar forma institucional o individual, explícita o 
implícita, y adoptar múltiples formas como negación de la necesidad de 
cambio, rechazo a tomar responsabilidad o simplemente restar importancia 
a las políticas de igualdad. A nivel individual cabe destacar como principal 
obstáculo la falta o escasa conciencia de género y de las desigualdades 
vinculadas al mismo (Silva, et al., 2017), bastante común, tanto en el 
alumnado como en el profesorado, y que requiere de acciones inmediatas, 
pues sin percibir los desajustes y desequilibrios de género existentes, es 
difícil, por no decir imposible, cambiar las ideas sesgadas y estereotipadas 
que dificultan la visibilidad, empoderamiento y participación en igualdad 
de las mujeres en la vida universitaria.

Impacto de la perspectiva de género en la docencia universitaria

En este contexto, resulta fácil comprender la escasa atención y acogida 
que ha tenido la incorporación de la PG en los estudios universitarios, y la 
evaluación de su impacto, aunque la producción científica de la investigación 
en género vaya en aumento (Lam, et al., 2019). En España, los estudios 
de Larrondo y Rivero (2019) o de Serra, et al. (2018) reflejan bien cuanto 
decimos. Larrondo y Rivero (2019) analizaron la integración curricular 
del género en los estudios de periodismo de las universidades públicas y 
privadas españolas. Los resultados indicaron que solo una cuarta parte de 
ellas ofrecen en sus planes de estudio una asignatura con enfoque de género 
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y que esta generalmente es optativa. De manera similar, la investigación 
de Serra, et al. (2018), llevada a cabo en el área de la actividad física y el 
deporte, confirma la exclusión del género de los planes formativos y concluye 
que dicha exclusión está institucionalizada en la universidad española.  
La casuística parece ser común a todas las ramas de conocimiento y 
disciplinas (Atchison, 2013; González-Pérez, 2017; Larrondo y Rivero, 2019; 
Serra, et al., 2018; Verdonk, et al., 2009) y países de nuestro entorno (Ballarín-
Domingo, 2017; Valdivieso, 2016; Weiner, 2000; Zippel, et al., 2016).

Igualmente, en el campo específico de la formación inicial del 
profesorado, el discurso de la igualdad y la incorporación del género a 
la docencia universitaria está prácticamente ausente tanto en los grados 
de educación infantil y primaria como en los másteres de formación 
del profesorado de educación secundaria (Gónzález-Pérez, 2017; 
Gudbjornsdottir, et al., 2017; Kreitz-Sandberg, 2013; Lahelma y Tainio, 
2019; Valdivieso, 2016; Weiner, 2000). Sofía Valdivieso y un equipo de 
colaboradores revisaron en nuestro país la presencia de asignaturas con 
contenido de género en los planes de estudio de los grados de maestro/a 
en educación infantil y primaria de 44 universidades españolas. Hallaron 
que solamente 11 universidades incluían en sus planes asignaturas sobre 
género/igualdad de género y que, por lo general, eran asignaturas optativas. 
En otras cinco universidades identificaron asignaturas que, aunque no 
recogían la palabra género en el título, el enfoque de género tenía cabida 
en el temario. Otras investigaciones (e.g. Vizcarra, et al., 2015) llegan a 
conclusiones similares, contribuyendo a reafirmar que el enfoque de género 
está prácticamente ausente en la formación inicial del profesorado. Los 
hallazgos van en la línea de los encontrados por Romero y Abril (2008) 
con anterioridad, quienes constataron que en las facultades de educación el 
género no tenía cabida en la docencia y que cuando se contemplaba era por 
iniciativa individual más que por las directrices trazadas en los planes de 
centro. Dada esta situación, no debe sorprender que el profesorado perciba 
la inclusión del género en su asignatura como innecesaria o irrelevante 
(Anguita-Martínez, 2011; González-Pérez, 2017) y que el conocimiento 
sobre género constituya un tema secundario o periférico diluido en una 
consideración más genérica de la igualdad.

El presente estudio

La existencia de múltiples formas de resistencia a la incorporación de 
la PG a la educación universitaria y, sobre todo, el desconocimiento de en 
qué medida esta se implementa en la docencia deja claramente en entredicho 
la capacidad del sistema universitario para formar a docentes capaces de 
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educar en igualdad a las generaciones futuras. El presente estudio surgió 
con el propósito de explorar mediante encuesta el grado de implementación 
del enfoque de género en el ámbito de la formación del profesorado. Dada 
la ausencia de instrumentos aptos para la medición del constructo, se optó 
por diseñar uno ad hoc. Los objetivos que nos planteamos fueron: 

1. Elaborar un instrumento válido y fiable para medir el estado de in-
corporación de la PG en los estudios de formación del profesorado.

2. Analizar y comparar, por titulación y género, las percepciones de
las/los estudiantes de grado y máster a través de los siguientes in-
dicadores: (a) sensibilidad institucional a la aplicación de la PG
en la docencia, (b) inclusión del género en el plan de estudios, y
(c) conciencia de desigualdades de género asociadas a los procesos
de enseñanza-aprendizaje.

MÉTODO

Contexto y participantes

El estudio se llevó a cabo en la facultad de educación de una 
universidad pública española en el marco del programa de investigación en 
docencia universitaria. En dicha facultad, se forma al futuro profesorado 
que ejercerá la profesión en las etapas de educación infantil, primaria y 
secundaria. El número de egresados/as por curso de estas titulaciones 
docentes asciende anualmente a un millar de los cuales el 30% corresponde 
a graduados en educación infantil, 30% en educación primaria y 40% 
en educación secundaria. Las Memorias de los títulos verificadas por la 
ANECA (Agencia Nacional de Evaluación de la Calidad y Acreditación) 
contemplan en sus objetivos la formación en igualdad, pero en la práctica, 
el currículum no incorpora el género en sus contenidos formativos, a pesar 
de ser considerada una competencia transversal relevante para la formación 
universitaria. El centro oferta una asignatura optativa “Educar en Igualdad 
de Género” que, por su naturaleza, constituye una elección y no garantiza 
que todo el alumnado la curse. Aunque la institución cuenta con un Plan de 
Igualdad, la Facultad de Educación no dispone de plan de género. 

Participaron en el estudio un total de 601 estudiantes de los grados de 
Maestro/a en Educación Infantil (n = 196), Maestro/a en Educación Primaria 
(n = 202) y máster en Formación del Profesorado de Educación Secundaria 
(n = 203) del último año de carrera que representaban el 61% de las tres 
cohortes. Su edad oscilaba entre 20 y 54 años (M = 24.31, DT = 5.66), edad 
media por sub-muestras de 23.01, 22.49 y 27.40 años (infantil, primaria y 
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secundaria, respectivamente). Un 72% (n = 433) eran mujeres y un 28%  
(n = 168) varones, de nacionalidad española (96.80%) y dedicación completa 
a los estudios (84%). Todas las menciones elegidas por los participantes 
(grado y máster) estaban representadas en la muestra. Como grupo, 
otorgaban mucha importancia a la formación en género (9.14 sobre 10), pero 
solo una minoría compuesta principalmente por alumnado de educación 
infantil (un tercio aproximadamente) dijo haber cursado la asignatura 
optativa “Educar en Igualdad de Género” o poseer nociones previas sobre 
igualdad de género.

Instrumento   

El instrumento utilizado en este estudio fue la escala de Evaluación 
Sensible a la Formación en Igualdad del Género (ESFIG) diseñada ad hoc. 
Para su elaboración se adoptó el enfoque de evaluación sensible al género 
(Martínez y Díaz, 2017) de reciente incorporación a la evaluación de políticas 
y servicios en el campo de la salud pública. El instrumento fue diseñado 
para medir percepciones acerca de la implementación de la perspectiva 
de género en la formación docente. La escala, en su versión final (véase 
Apéndice 1), consta de 16 ítems agrupados en tres subescalas de cinco, siete 
y cuatro ítems, respectivamente que miden grado de acuerdo acerca de  
(a) la sensibilidad institucional a la aplicación de la política de igualdad de
género en los centros, (b) la incorporación de la PG en los planes de estudio
y (c) la conciencia de desigualdades vinculadas al género en los procesos
instructivos.

Desarrollo de la escala. La ESFIG fue diseñada como una medida 
unidimensional del grado en que los centros de formación del profesorado 
integran la PG en sus planes formativos. Fue desarrollada siguiendo una 
secuencia graduada de pasos: (1) revisión de literatura, (2) valoración de 
expertos y (3) pilotaje. La revisión de la literatura incluyó la identificación 
de documentos relativos no solo al procedimiento de desarrollo de escalas, 
sino también a su contenido. Al no identificar en la literatura instrumentos 
que sirvieran a nuestros propósitos, se decidió elaborar uno nuevo partiendo 
del sustento de la teoría del Doing Gender (West y Zimmerman, 1987) y de 
las recomendaciones contenidas en la Guía para la Igualdad de Género en la 
Formación del Profesorado (UNESCO, 2015b) y en el documento Training for 
Gender Equality de Naciones Unidas (UN Women Training Center, 2015). Los 
fundamentos de la teoría del Doing Gender aconsejan analizar el género no 
solo como un rasgo de la identidad personal, sino también como un sistema 
social que funciona a tres niveles: socio-cultural (políticas y leyes), relacional 
(enseñanzas) e individual (conciencia de género), por lo que se decidió que 
el instrumento debía contener elementos relativos a la política institucional 
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sobre género, a la formación con PG, y a la percepción de desigualdades 
de género en los procesos instructivos. Inicialmente, se redactó un banco 
de 38 ítems escritos de forma positiva, independiente y unívoca. Para la 
medición de los indicadores, se decidió utilizar una escala Likert de seis 
anclas a través de las cuales los respondientes debían indicar el grado de 
acuerdo/desacuerdo (1 = Muy en desacuerdo a 6 = Muy de acuerdo) con cada 
afirmación contenida en el instrumento. 

Evaluación de expertos. Para la valoración del banco inicial de ítems, 
se constituyó un grupo de discusión formado por seis expertos/as en género 
(dos por grado y dos del máster de secundaria) vinculados al Instituto 
Universitario de Investigación de Estudios de Género de la institución. 
Los expertos valoraron cualitativa y cuantitativamente el borrador inicial 
de 38 ítems. El análisis cualitativo consistió en someter a valoración la 
pertinencia, claridad y comprensión de cada uno de los ítems, así como las 
orientaciones incluidas en el cuestionario. Sus observaciones y/o comentarios 
contribuyeron a mejorar la redacción de algunos ítems confusos y, con 
ello, a incrementar la validez aparente de la primera versión de la ESFIG. 
Seguidamente, los evaluadores valoraron cuantitativamente su relevancia  
(0 = Nada relevante, 1 = Algo relevante, 2 = Relevante y 3 = Muy relevante). Tras 
esta valoración, fueron eliminados 10 ítems (aquellos cuya puntuación en 
la escala de relevancia fue inferior a dos). Aplicando la fórmula de Lawshe 
(1975) a los 28 ítems restantes se obtuvo un índice de validez de contenido 
del conjunto de la escala de .98. La versión preliminar de la ESFIG quedó 
comprendida por 28 ítems que, a su vez, fue revisada por dos expertas de la 
Unidad de Igualdad de la institución. 

Pilotaje. La versión revisada de 28 ítems fue administrada en el curso 
2016-2017 a un grupo de 175 estudiantes de los grados de educación 
infantil y primaria de los cursos 1º a 4º. Tras los análisis de fiabilidad y 
validez efectuados, fueron eliminados seis ítems, aquellos que mostraban 
correlaciones con el constructo inferiores a .40. Por lo tanto, la versión 
inicial de la ESFIG que se utilizó en este estudio contenía 22 ítems. 

Procedimiento

Administración. Tras haber obtenido el permiso de la institución y del 
profesorado, el cuestionario que contenía la ESFIG fue administrado en papel 
(segundo semestre del curso 2017-2018) a todos los grupos que componían 
las tres cohortes. Obtenido el consentimiento informado del alumnado de 
los respectivos grupos, se procedió a la administración de la escala durante 
la primera quincena del mes de abril. Las/os estudiantes cumplimentaron el 
cuestionario en tiempo de clase en presencia de una de las investigadoras. 
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La participación fue voluntaria, anónima y confidencial y representaba al 
63% del alumnado de grado matriculado en educación infantil, el 66% del 
de educación primaria y el 54% del máster en formación del profesorado 
de educación secundaria. Fueron entregados y cumplimentados un total de  
610 cuestionarios, de los que nueve fueron eliminados por estar incompletos. 

Análisis estadísticos. Los datos recogidos se analizaron en dos fases. 
En la primera, se examinó la validez de constructo de la escala a través 
de un análisis factorial exploratorio (AFE) seguido de un análisis factorial 
confirmatorio (AFC). Para determinar a priori sus dimensiones, se llevó a 
cabo el AFE utilizando el método de componentes principales con rotación 
varimax. Al objeto de retener factores significativos, se aplicaron tres 
criterios: (a) auto-valores mayores que uno, (b) selección de ítems con 
pesos factoriales por encima de .45, y (c) selección de factores con una carga 
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RESULTADOS

Validación

Estructura factorial y fiabilidad. Como paso previo al AFE, se verificaron 
los supuestos de normalidad, simetría y curtosis para cada variable y se 
inspeccionó la matriz de correlaciones de los 22 ítems de la versión inicial 
de la ESFIG al objeto de eliminar aquellos de más baja asociación con 
el constructo. Como resultado del análisis, se eliminaron los ítems 1, 18, 
21 y 22 (r < .45). Tras comprobar la compatibilidad de los datos (pruebas 
de KMO y esfericidad de Bartlett), se realizó el AFE con los 18 ítems 
restantes utilizando el método de componentes principales. El gráfico de 
sedimentación mostró una solución de tres componentes que explicaba el 
54.92% de la varianza (53.66% muestra infantil, 56.85% primaria y 55.43% 
secundaria). No aparecieron ítems con pesos factoriales cruzados. Los 
ítems del Componente 1 se relacionaban con la sensibilidad institucional a 
la implementación de la política de igualdad de género; los del Componente 
2, con la inclusión del género en el currículum; y los del Componente 3, 
con la conciencia de desigualdades asociadas al proceso de enseñanza-
aprendizaje. Los índices de fiabilidad (alpha de Cronbach) obtenidos por 
subescala fueron .89, .76 y .76, respectivamente, índices que al ser mayores 
de .70 pueden considerarse satisfactorios (Nunnally y Bernstein 1994). La 
Tabla 1 contiene la solución factorial y descriptivos por titulación.

Análisis factorial confirmatorio. Basándonos en (a) la teoría del 
Doing Gender de West y Zimmerman (1987) y en los resultados del AFE, 
se especificó un modelo de tres factores y 18 ítems. Según recomiendan 
Marsh, et al. (2009), para confirmar las dimensiones, se realizó, primero, 
un AFC de primer orden (los 18 ítems cargados en un único factor, M1), 
y seguidamente, un segundo AFC utilizando la estructura de tres factores 
(M2). 

Tabla 1
Matriz de componentes rotados del análisis de componentes principales y descriptivos por titulación 

Factores Total
(N=601)

Infantil 
(n=196)

Primaria 
(n=202)

ESO 
(n=203)

I II III M/DT M/DT M/DT M/DT

Género en el 
Currículum 

5.08/0.88 5.37/0.72 5.00/0.89 4.87/0.94

7. Género integrado
en la docencia con
carácter obligatorio.

.818 5.21/1.09 5.51/0.85 5.10/1.14 5.02/1.18
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Factores Total
(N=601)

Infantil 
(n=196)

Primaria 
(n=202)

ESO 
(n=203)

I II III M/DT M/DT M/DT M/DT

13. Al menos una
asignatura sobre
igualdad en el plan.

.794 5.03/1.33 5.52/0.97 5.00/1.13 4.58/1.48

11. Mayor atención
a la diversidad de
identidades sexuales.

.788 4.84/1.16 5.13/0.97 4.74/1.17 4.65/1.27

12. Todas las
asignaturas impartidas
con PG.

.774 4.67/1.35 5.11/1.13 4.58/1.35 4.33/1.45

19. Perspectiva de
género esencial para
combatir el sexismo.

.759 5.21/1.00 5.41/0.85 5.04/1.01 5.18/1.10

20. Género igual de
importante que otras
diferencias.

.755 5.31/0.92 5.47/0.81 5.28/0.88 5.18/1.03

17. Formación
condición necesaria
para educar en IG.

.725 5.27/1.03 5.42/0.93 5.26/1.04 5.14/1.11

Sensibilidad 
Institucional

3.79/0.94 3.84/0.88 3.83/0.93 3.71/0.99

15. La facultad ha
adoptado un enfoque
proactivo hacia la IG.

.771 3.81/1.24 3.95/1.15 3.89/1.13 3.61/1.40

3. El género recibe
atención suficiente en
las asignaturas.

.727 3.39/1.35 3.53/1.31 3.37/1.33 3.27/1.41

16. La facultad aplica
la normativa sobre
igualdad.

.690 4.17/1.22 4.25/1.09 4.16/1.18 4.10/1.36

2. El plan desarrolla
la competencia para
educar en IG.

.663 3.87/1.52 3.82/1.52 3.94/1.54 3.84/1.51

14. El profesorado
está suficientemente
sensibilizado.

.650 3.73/1.25 3.65/1.16 3.79/1.23 3.74/1.34

Conciencia 
Desigualdades de 
Género

2.21/0.96 2.41/0.94 2.15/0.93 2.08/0.99
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Factores Total
(N=601)

Infantil 
(n=196)

Primaria 
(n=202)

ESO 
(n=203)

I II III M/DT M/DT M/DT M/DT

5. Los logros de
las estudiantes se
minimizan.

.778 2.23/1.31 2.41/1.32 2.20/1.28 2.07/1.33

4. Los estudiantes
reciben más atención
que las estudiantes.

.723 1.81/1.16 2.03/1.32 1.71/1.04 1.68/1.09

10. Expectativas más
altas de los alumnos
que de las alumnas.

.719 2.03/1.10 2.17/1.12 1.93/1.04 2.00/1.14

6. Los logros de
las estudiantes se
atribuyen al esfuerzo.

.717 2.80/1.47 3.05/1.38 2.77/1.52 2.59/1.48

8. Mujeres docentes en
inferioridad respecto a
los docentes.

.514 2.81/1.45 2.92/1.36 2.69/1.52 2.82/1.47

9. Poder ostentando
por los profesores.

.475 2.89/1.47 2.82/1.41 2.61/1.36 3.23/1.57

KMO = .854
Bartlett: 
χ2(153)=3961.50, 
p<.000

% varianza: 54.92% 25.81 17.35 11.76

Rango punt.: 1-6 (1-2 = Desacuerdo, 3-4 = Indeciso/a, 5-6 = Acuerdo)

El AFC del modelo M1 (unifactorial) reveló índices de ajuste débil, 

según puede apreciarse en la Tabla 2: (χ2/152) = 962.50, χ2/gl = 6.33; RMSEA 

= 0.09, CFI = .85 y TLI = .81, por lo que explorando de nuevo los pesos 

factoriales de los elementos se decidió eliminar los ítems 8 y 9, dado que 

aparecían ligados a la conciencia de desigualdades de género en relación al 

profesorado, no al alumnado. Con los ítems 8 y 9 eliminados, se sometió a 

prueba el M2 (trifactorial) compuesto por los 16 ítems restantes que produjo 

índices de ajuste más satisfactorios: (χ2/117) = 341.64, χ2/gl = 2.92; RMSEA = 

0.07, CFI = .92 y TLI = .91. En base a estos resultados (Tabla 2), se concluyó 

que la estructura de tres factores correlacionados (r >.60) proporcionaba un 

mejor ajuste de los datos al modelo que la de un solo factor. 
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Tabla 2 

Estimaciones de bondad de ajuste del modelo

χ2 gl χ2/gl CFI TLI RMSEA

Nivel de ajuste recomendado < 3 > .90 > .90 < 0.08

   Modelo inicial (M1) 962.50 152 6.33 .85 .81 0.09

   Modelo revisado (M2) 341.64 117 2.92 .92 .91 0.07

Nota. χ2 = Chi-cuadrado; gl = grados de libertad; CFI = Índice de Ajuste Comparativo; TLI = 

Índice de Tucker-Lewis; RMSEA = Error Cuadrático Medio de Aproximación

Percepciones acerca de la implementación de la perspectiva de 
género

Los estadísticos descriptivos organizados por factores se presentan en 
la Tabla 1. Teniendo en cuenta que el punto medio de la escala de medición 
es de 3.50, los resultados (total muestra) indican que los participantes 
valoraron (1) la sensibilidad del centro a la implementación de la política 
de igualdad de género de neutral o indiferente (M = 3.79, DT = 0.94);  
(2) la inclusión del género en el plan de estudios altamente necesaria para su
formación docente (M = 5.08, DT = 0.88); y (3) la conciencia de desigualdades
de género baja (M = 2.21, DT = 0.96), lo que indicaba que no percibían trato
discriminatorio. El ítem de más alto acuerdo, como puede apreciarse en la
Tabla 1, fue el 17 (M = 5.27, formación en género, condición necesaria para
educar en igualdad) y el de más bajo consenso el 4 (M = 1.81, los estudiantes
reciben más atención del profesorado que las estudiantes).

La comparación de medias por titulación (Tabla 3) reveló que 
el alumnado de educación infantil percibía la inclusión del género en 
su formación más necesaria (M = 5.37) que el de primaria y secundaria  
(M = 5.00 y 4.87, respectivamente) (p = .007); específicamente otorgaba una 
mayor importancia al carácter obligatorio (p = .043) y transversal (p = .001) 
que debía tener la incorporación de la PG en el currículum que el alumnado 
de primaria y secundaria. Los datos también revelaron que la conciencia de 
desigualdades de género era significativamente más baja en el alumnado de 
primaria (M = 2.15) y secundaria (M = 2.08) que en el de infantil (M = 2.41) 
(p = .002).
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Tabla 3
Percepciones acerca de la aplicación de la perspectiva de género: comparación de medias según 
titulación y género (ANOVA 3 x 2)

Educación 
Infantil

Educación 
Primaria

Educación 
Secundaria

M/DT M/DT M/DT Efecto F p Eta

Sensibilidad 
institucional

3.84/0.88 3.83/0.93 3.71/0.94

T 2.51 .082 .008

    Mujer 3.82/0.88 3.68/1.03 3.62/1.03 G 7.56 .006* .013

    Varón 4.16/0.94 4.13/0.97 3.82/0.95 T x G 0.86 .426 .003

Inclusión 
género

5.37/0.72 5.00/0.89 4.87/0.94
T 4.96 .007* .016

    Mujer 5.37/0.68 5.18/0.76 5.11/0.77 G 14.99 .000* .025

    Varón 5.22/1.25 4.64/1.03 4.57/1.04 T x G 0.99 .371 .003

Conciencia 
desigualdades

2.41/0.94 2.15/0.93 2.08/0.99
T 6.08 .002* .020

    Mujer 2.38/0.94 2.19/0.87 2.05/0.92 G 2.11 .147 .004

    Varón 2.95/0.71 2.09/1.04 2.11/1.06 T x G 1.92 .148 .006

Rango punt.: 1-6 (1-2 = Desacuerdo, 3-4 = Indeciso/a, 5-6 = Acuerdo); T = Titulación, G = Género, 
T x G = Interacción titulación x género; *Significativa 1%

Las comparaciones por género (Tabla 3) indicaron que este influye 
en las percepciones de las/los estudiantes, de modo que el compromiso 
institucional con la aplicación de la política de igualdad de género fue 
peor valorado por las alumnas que por los alumnos (M = 3.71 vs. 4.04, 
p = .006). De hecho, aunque ambos consideraban que la PG no estaba 
recibiendo atención suficiente en las asignaturas (M = 3.23 vs. 3.73), dicha 
atención fue significativamente peor valorada por las estudiantes que 
por los estudiantes (p = .004), mientras que la actitud del centro hacia la 
igualdad fue considerada más proactiva por ellos que por ellas (M = 3.73 
vs. 4.11, p = .015). Las estudiantes fueron igualmente mucho más exigentes 
y críticas que sus compañeros a la hora de estimar la necesidad de incluir 
el enfoque de género en su formación (M = 5.22 vs. 4.81, p = .000), tamaño 
del efecto .025 bajo a moderado, pero significativo. Percibían en grado 
significativamente mayor que sus compañeros que la incorporación de la 
PG a la formación es esencial para combatir el sexismo (p = .021) y que 
esta debía ser obligatoria (p = .006) y transversal (p = .003). El efecto de la 
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interacción T x G resultó estadísticamente no significativo, indicando que 
las diferencias encontradas en los tres colectivos atribuidas al género eran 
independientes de la titulación.

DISCUSIÓN

La contemplación de la igualdad de género como un objetivo común 
en Europa y en el mundo entero, y de la perspectiva de género como 
una estrategia para alcanzarla, hace necesarios estudios que exploren 
la incorporación del enfoque de género en los procesos formativos. La 
ausencia de instrumentos para medir el grado de implementación de la 
política de igualdad de género en el ámbito de la formación universitaria 
nos llevó, primero, a elaborar y validar un índice que permitiera explorar el 
estado de incorporación de la PG en el ámbito específico de la formación 
del profesorado; y segundo, una vez validado el instrumento, a utilizarlo 
para analizar y comparar las percepciones de los estudiantes de grado y 
máster en torno a (1) la aplicación institucional de la política de igualdad 
de género, (2) la integración de la perspectiva de género en el currículum y 
(3) la conciencia de las desigualdades de género asociadas a los procesos de
enseñanza-aprendizaje.

Para el logro del primer objetivo, se diseñó la escala ESFIG, 
fundamentada en la teoría del Doing Gender (West y Zimmerman, 1987) y, 
tras obtener evidencia preliminar de sus propiedades (validez aceptable y 
buena fiabilidad), quedó compuesta en su versión final por 16 ítems y tres 
factores correlacionados distintos, pero complementarios. La confirmación 
de dichos factores hace posible el análisis de impacto de la política de igualdad 
de género a tres niveles (institucional, curricular e individual), por lo que el 
instrumento puede ser considerado útil para explorar el cumplimiento de la 
normativa de género en centros de formación del profesorado, identificar 
posibles carencias y necesidades, guiar intervenciones e investigar en 
docencia con PG en el ámbito de la formación inicial docente. 

Con respecto al segundo objetivo, los resultados obtenidos de las 
valoraciones de los participantes revelan (a) percepciones de neutralidad 
e indiferencia institucional a la aplicación de la PG, (b) alto grado de 
acuerdo acerca de la necesidad de incorporar la PG a la docencia de forma 
obligatoria y transversal, y (c) baja conciencia de desigualdades de género 
en relación a los procesos instructivos. Los hallazgos revelan, asimismo, 
una mayor receptividad hacia la formación con PG en el alumnado de los 
grados de educación infantil y primaria que en el alumnado del máster 
en profesorado de educación secundaria, como también una percepción 
mucho más favorable a la formación en género en las estudiantes que en los 
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estudiantes. Estos resultados son coherentes con la literatura y dan soporte a 
las conclusiones de otras investigaciones (e.g. Valdivieso, 2016) que sugieren 
que, a más alto nivel de etapa educativa, menor sensibilidad a la formación 
en género. Los hallazgos podrían estar apuntando a la fragilidad de las 
políticas de género y el escaso compromiso del centro y del profesorado 
como factores responsables; de hecho, autores diversos han denunciado la 
situación de dejadez en materia de formación para la igualdad de género 
en otras disciplinas distintas a la educación (e.g. Atchison, 2013; Larrondo 
y Rivero, 2019; Serra, et al., 2018; Verdonk, et al., 2009). Según Lombardo y 
Mergaert (2013), el esfuerzo por mantener el status quo puede haber llevado 
a las instituciones a hacer caso omiso de las reformas necesarias, cuyo 
resultado más visible es la indiferencia y/o resistencia a cualquier cambio 
curricular. Todo esto lleva a pensar que el centro de donde se extrajo la 
muestra del estudio ha podido no estar haciendo bien los deberes y, aunque 
semejante interpretación es especulativa, el estudio aporta elementos para la 
reflexión, el debate y la discusión de estas cuestiones en el seno del mismo. 

Weiner (2000), en su revisión crítica de la incorporación del género en 
la preparación docente, analiza las semejanzas y diferencias de la situación 
en Europa y resume las formas más habituales de percibir e interpretar 
el mandato de la incorporación del género en la formación universitaria:  
(1) negación del problema; (2) género vinculado al feminismo; (3) amenaza
a las relaciones de poder existentes, etc. A estas se añaden otras reacciones
tomadas de la literatura estadounidense: no hay espacio para el género en el
currículum; es un tema de baja prioridad; el género ya se enseña como parte
de otros cursos sobre diversidad y multiculturalidad; es un tópico tabú,
demasiado emocional y controvertido para ser tratado en el marco neutral y
objetivo del aula universitaria (Hollingsworth, 1995). Así las cosas, no es de
extrañar que reconociendo las dificultades que la implementación efectiva
de la PG está teniendo dentro y fuera del ámbito educativo, el Secretario
General de las Naciones Unidas, Ban Ki-moon, recomendara recientemente
pasar rápidamente de los acuerdos y compromisos a la acción.

Otro hallazgo de interés en este estudio es la evidencia de invisibilidad 
de desigualdades de género con relación a los procesos instructivos que 
aportan los datos. El hecho de que el alumnado participante muestre una 
escasa conciencia de ellas ofrece apoyo a la idea de una percepción poco 
realista de las desigualdades que se originan en los procesos de enseñanza-
aprendizaje y las relaciones de poder vinculadas al ámbito educativo.  
La división entre realidad e invisibilidad de desigualdades vinculadas al 
género ha sido puesta de relieve en estudios como el de Silva, et al. (2017) 
o Verge, et al. (2018). En el estudio de Verge, et al. (2018), por ejemplo, al
ser preguntados un grupo de estudiantes de ciencias políticas acerca de
sus perspectivas futuras una vez graduados, un alto porcentaje negaba la
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existencia de diferencias en oportunidad de acceso al trabajo, el éxito en la 
profesión o en la brecha salarial, datos que contribuyen a reafirmar que los/
las jóvenes no suelen ser conscientes de dichas desigualdades en la etapa 
formativa, a pesar de que ellas suelen ser más críticas que ellos. En educación, 
esa baja conciencia de desigualdades puede tener implicaciones serias para 
la práctica profesional futura, dado que sin la concienciación necesaria, las 
y los egresados difícilmente estarán en condiciones de pensar críticamente, 
identificar y/o reconocer acciones discriminatorias y desarrollar la 
competencia necesaria para educar en igualdad a las generaciones futuras. 
Por ello, se hace cada vez más necesaria una pedagogía sensible al género 
que ayude no solo a explorar e identificar desigualdades y desajustes, sino 
también a proporcionar apoyo continuado para desarrollar la competencia 
en género antes de abandonar la formación inicial universitaria.  

Como limitaciones y proyecciones del estudio cabe mencionar las 
siguientes: Primero, la muestra, aunque de tamaño suficiente, fue extraída 
de una única institución, lo que compromete la generalización de los 
resultados más allá de la misma. Trabajar con muestras representativas 
extraídas de más universidades, facultades y disciplinas sería muy 
conveniente tanto para aportar evidencias en apoyo o no de los hallazgos y/o 
de la composición de la ESFIG, como para explorar su invarianza factorial, 
máxime teniendo en cuenta que algunos valores F de la interacción T x G 
no superaron el valor de 1. Segundo, indagar en la relación de los factores 
de la ESFIG con variables institucionales (e.g. existencia de un ideario/
plan de género de centro), curriculares (e.g. presencia de asignaturas 
obligatorias de género en el programa de estudios) o del alumnado  
(e.g. haber cursado alguna asignatura sobre género) contribuiría a aportar 
evidencias de su validez convergente. Finalmente, aunque los resultados 
del estudio son teóricamente sólidos, convendría confrontar la visión del 
alumnado con la del profesorado y equipos directivos. Triangular las tres 
visiones combinando, además, técnicas cuantitativas y cualitativas, aportaría 
un conocimiento más comprensivo y profundo acerca de los motivos que 
pueden estar dificultando la incorporación de la PG en la formación inicial 
docente.

CONCLUSIÓN

La educación para la igualdad de género del alumnado de los grados 
y máster en formación del profesorado necesita ser atendida con urgencia, 
incorporando la visión de género a tres niveles (a) ideario y planes de centro, 
(b) currículo y programas de estudio, y (c) visión individual y conciencia
de género. Los datos indican que la institución de donde se extrajo la
muestra hasta ahora ha sido poco receptiva al cumplimiento de la política
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de igualdad de género, por lo que la PG como estrategia para formar a 
los/las futuros/as docentes en igualdad no está recibiendo la atención 
necesaria. Como consecuencia, las y los futuros docentes están perdiendo 
la oportunidad de adquirir competencias para forjarse una conciencia de 
género, de la desigualdad y de sus consecuencias, realista y no idealizada. La 
universidad no puede permanecer inamovible y distraída en otros asuntos 
por más tiempo. Su compromiso y esfuerzo continuado es vital y necesario 
para el bienestar, la convivencia y el desarrollo sostenible de la igualdad en 
las generaciones futuras.  

NOTAS

Este estudio fue financiado por el Vicerrectorado de Calidad e Innovación Educativa 
(Instituto de Ciencias de la Educación) de la Universidad de Alicante, en el marco del 
programa Redes I3CE de investigación en docencia universitaria (Ref. 2018-2019/4413) y 
por el Instituto Universitario de Investigación de Estudios de Género, programa de Ayudas 
para el Desarrollo de Actividades Conducentes a la Realización de Tesis Doctorales (BOUA, 
21/11/2019). 
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APÉNDICE 

Escala de Evaluación Sensible a la Formación en Igualdad de Género 
(ESFIG)

Parte I: Orientaciones

Esta encuesta tiene como propósito explorar las percepciones acerca de 
la implementación de la perspectiva de género en la formación inicial de 
las/os futuros/as docentes. Utilizando una escala de seis puntos en donde 
1 = Muy en desacuerdo y 6 = Muy de acuerdo, indica, rodeando con un 
círculo, el número que mejor representa tu opinión con respecto a cada 
una de las afirmaciones contenidas en el cuestionario. 

1 2 3 4 5 6

Muy en 
desacuerdo

Desacuerdo
Algo en 

desacuerdo
Algo de 
acuerdo

De 
acuerdo

Muy de 
acuerdo

MD D AD AA A MA

Tus respuestas contribuirán a conocer tu visión sobre el grado de 
receptividad de tu facultad y plan de estudios a la incorporación de 
la perspectiva de género a la formación de docentes. Si además de 
responder al cuestionario, estuvieras dispuesto/a a ser entrevistado/a, 
agradeceríamos nos lo comunicases a la siguiente dirección electrónica: 
cmc138@alu.ua.es

Cuestionario MD D AD AA A MA

La facultad de educación ha adoptado 
un enfoque proactivo hacia la 
igualdad de género.

1 2 3 4 5 6

La facultad aplica la normativa 
vigente en materia de igualdad.

1 2 3 4 5 6

La formación en género es una 
condición necesaria para aprender a 
educar en igualdad.  

1 2 3 4 5 6

Incluir la perspectiva de género en la 
formación docente es esencial para 
combatir el sexismo.

1 2 3 4 5 6
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Las cuestiones de género son igual de 
importantes para mi formación que 
las relativas a otras diferencias.

1 2 3 4 5 6

La diversidad de identidades sexuales 
debería recibir mayor atención en el 
plan de estudios.

1 2 3 4
5
5

6

Mi plan de estudios incluye el 
desarrollo de competencias para 
educar en igualdad de género.

1 2 3 4 5 6

La perspectiva de género recibe 
atención suficiente en las asignaturas.

1 2 3 4 5 6

El género debería estar integrado en la 
docencia con carácter obligatorio.

1 2 3 4 5 6

Todas las asignaturas del plan de 
estudios deberían ser impartidas con 
PG.

1 2 3 4 5 6

Debería haber al menos una 
asignatura obligatoria sobre igualdad 
de género en el plan de estudios.

1 2 3 4 5 6

El profesorado está suficientemente 
sensibilizado a las cuestiones de 
género.

1 2 3 4 5 6

El profesorado suele tener 
expectativas más elevadas y exigentes 
de los alumnos que de las alumnas.

1 2 3 4 5 6

Los estudiantes reciben más atención 
del profesorado que las estudiantes.

1 2 3 4 5 6

Los logros de las estudiantes se 
minimizan con frecuencia.

1 2 3 4 5 6

Los logros de las estudiantes se 
atribuyen más a su esfuerzo que a su 
capacidad.

1 2 3 4 5 6
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Parte II: Datos demográficos

1. Edad: _____ años
2. Género:      □ Mujer □ Varón    □ Otra identidad
3. Nacionalidad: _______________________
4. Estudios:
□ Grado de Maestro en Educación Infantil
□ Grado de Maestro en Educación Primaria
□ Máster en Formación Profesorado de Educación Secundaria

5. Curso: □ 1º □ 2º □ 3º □ 4º
6. Especialidad/mención elegida: ____________________________________________
7. Dedicación a los estudios: □ Total □ Parcial
8. Tu plan de estudios ¿requiere cursar de forma obligatoria alguna asignatura
relacionada con los estudios de género?:           □ Sí       □ No
9. ¿Existe en tu plan de estudios alguna asignatura optativa sobre género/
igualdad de género?:                                           □ Sí       □ No
10. ¿Has cursado alguna asignatura sobre género/igualdad de género durante tu
formación universitaria?    □ Sí      □ No
En caso afirmativo, ¿de cuántos créditos? ______________
11. Utilizando una escala de diez puntos siendo 1 (Mínima) y 10 (Máxima),
indica qué importancia otorgas a la formación para la igualdad de género: _____

¡Muchas gracias por tu colaboración!
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Chapter 5 

EXAMINING PRESERVICE TEACHERS’ 

EDUCATION FOR GENDER EQUALITY 

USING A GENDER SENSITIVE SCALE: 

A CASE FROM SPAIN

Cristina Miralles-Cardona*

University Institute for Research on Gender Studies (IUIEG), 
University of Alicante, Alicante, Spain 

ABSTRACT

The world is facing challenges related to the implementation of gender 
equality policies. The United Nations (UN) efforts like the UN Convention 
on the Elimination of All Forms of Discrimination Against Women 
(CEDAW) (UN, 1979) and the various declarations and international 
conferences on women (e.g., UN-Conference in Beijing [UN, 1995a]) have 
been successful in highlighting the importance of gender equality as a 
common goal and gender mainstreaming as a common strategy to achieve 
this goal. In spite of advancement in certain areas across Europe, gender 
equality policies in teacher education fail to attain the anticipated targets. 

                                                     
* Corresponding Author’s E-mail: cmc138@alu.ua.es. 

Complimentary Contributor Copy

169



Cristina Miralles-Cardona 100

The current study aimed, first, to explore and confirm the dimensional 
structure and measurement invariance across gender of the Sensitive 
Assessment for Gender Equality (SAGE) index and, second, to learn about 
the actual implementation of gender equality policies at a higher education 
institution in Spain using the SAGE. The index is based on the three-
component theory of Doing Gender (West & Zimmerman, 1987). Based 
on data of a study with 398 participants (321 female and 77 male student 
teachers), it was evaluated the configural, weak and strong invariance of 
the three index’s components in male and female student teachers. Results 
of the analysis for the invariance revealed no distinction between the 
components of the SAGE index in females and males, providing evidence 
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opportunities are the same for both and that it will not depend on whether 
they are born male or female. Equality of opportunity between women and 
men has been an aim in international educational policies in the last one 
hundred years. During this time, it has experienced advances and setbacks 
both in Spain and around the world. As we live in a world characterized by 
extensive gender inequalities, elimination of inequalities between genders 
has become a central concern worldwide, and education has been 
progressively perceived as a powerful tool to end such inequities. However, 
our educational institutions —instead of acting as transmitters of these 
values— often serve as pillars of patriarchy, and instructors and educational 
administrators being unaware of the need for gender equality act as agents 
to spreading patriarchal values.  

Whether the institutional culture and the educational experiences of 
students are gendered or not depends, to a great extent, on the gender 
sensitivity of teachers. As far as teachers are concerned, their outreach 
impact is intangible and hence it is a critical matter for the teaching 
community to have proper convictions regarding the value of gender 
equality. It is only in recent decades that equality between women and men 
has become a principle of universal application. Since the 1960s, several 
initiatives have been taken at global, regional and national levels to address 
equal opportunities and, consequently, many countries have signed and/or 
ratified international agreements to promote this basic principle. The Dakar 
‘Education for All’ (EFA) goals (UNESCO, 2015a) and the UN Millennium 
Development Goal 3 (United Nations, 2015a), both emphasized gender 
parity and gender equality in education to be achieved by 2005 and 2015, 
respectively. Moreover, the revised frameworks for EFA in the 2030 
Education Agenda (United Nations, 2015b) and the draft of the Global Goals 
for Sustainable Development (UNESCO, 2016a; 2016b) give a central 
position to gender equality by recognizing as essential to achieve these goals 
supporting gender-sensitive policies, mainstreaming gender issues in teacher 
training and curricula, and eliminating gender-based discrimination and 
violence in schools (World Education Forum, 2015). 
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The need to promote gender equality within and through education has 
turned a worldwide mission in which the role of education and educators is 
crucial as it has been repeatedly underlined in United Nations’ statements. 
Two of the most significant legislative norms between 1975-1995 were (1) 
The Convention on the Elimination of All Forms of Discrimination against 
Women (CEDAW) (United Nations, 1979), which was key in advancing and 
securing equal opportunities for women, and (2) the UN Fourth World 
Conference on Women where the Beijing Declaration and Platform for 
Action for Equality Development and Peace were adoped (United Nations, 
1995a, 1995b). The Beijing Platform for Action recommended different 
kinds of training and capacity building for women and those working in the 
public sector in most of the 12 areas of concern using gender mainstreaming 
guidelines, checklists, manuals and gender impact assessments. Education 
was at the top of the agenda, but twenty years later, the UN report shares 
remaining challenges and complaints over lack of training and interests of 
national gender equality bodies due to low investments on gender inclusion 
and indifference towards policy requirements (UN WOMEN, 2010).  

European Efforts for Gender Equality 

European collaboration in promoting gender equality also goes back to 
1957 when the principle of equal pay for work of equal value became part 
of the Treaty of Rome (European Commission, 1957). Later, other treaties 
(The Treaty of Amsterdam, art. 2 and 3) contributed to reinforce the legal 
basis in favor of equality between women and men (European Parliament, 
1997), the Treaty of Lisbon (European Parliament, 2009, art. 2 and 3) or the 
Charter of Fundamental Rights of 2010 (art. 21 and 23) which pointed out 
that equality must be guaranteed in all areas (European Community, 2000). 
Because equality between women and men is one of the European Union’s 
founding values, over the past few decades, supranational organizations such 
as the Council of Europe or the World Bank started initiatives directed to 
their respective constituencies to foster gender equality. Since Beijing, the 
European Union has notably worked for (1) equal treatment legislation, (2) 
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gender mainstreaming (integration of a gender perspective into all policies), 
and (3) implementation of specific measures for the advancement of women. 
The Strategic Engagement for Gender Equality 2016-2019 (European 
Commission, 2017), for example, is a strategy that establishes the European 
Commission’s work program in terms of gender equality for the 2016-2019 
period. It is a comprehensive framework outlining the Commission’s 
commitments to promote gender equality in all its policies as well as into the 
European Union (EU) funding programs.  

To measure progress of these initiatives, the European Institute for 
Gender Equality (EIGE) was created in 2010. The EIGE is an EU agency 
working to make gender equality a reality in the EU and beyond. It provides 
research, data, and good practices by (a) producing studies and collecting 
statistics about gender equality in the EU, (b) monitoring and creating an 
annual progress report on how the EU meets its international commitment 
for gender equality referred to as the Beijing Platform for Action (United 
Nations, 1995b), (c) working to stop violence against women, and (d) 
sharing its knowledge and online resources and supports to address gender 
inequalities in Europe and beyond. In 2017, the EIGE launched the 2017 
edition of its Gender Equality Index (EIGE, 2017). This valuable statistical 
instrument measures progress on gender equality in Europe and provides a 
tool to help women’s rights activists to identify gender gaps that require 
more robust measures. According to this report, the most gender equal 
countries in Europe seem to be Sweden, Denmark, and Finland, with scores 
of around 80/100. Greece, Hungary and Slovakia, on the other hand, are 
languishing at the bottom of the index at around half way to equality, while 
Spain achieved a score of 68.3 out of 100, which is slightly above the EU 
score of 66.2. As these data point out, Spain’s score has increased by 6.1 
points since 2005. It is 11th in the EU, which represents a drop of two 
positions since 2005. All the domain scores have increased, with the highest 
being health, power, and work. 
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Gender Equality in Teacher Education in Spain 

Looking at education, Spain’s efforts in promoting gender equality 
began in the 1980s. As a signatory of the 1979 UN Convention, the 
Goverment of Spain formally established the imperative of gender equality 
through a number of legislation policies. Organic Law 1/2004, art. 4, 
“Principles and values of the education system,” Point 1, refers to gender 
equality as a principle of the Spanish educational system and entrusts to 
universities (Point 7) the task of training for gender equality (p. 42169).” 
However, the decisive step for the incorporation of gender mainstreaming 
and its transversal approach was given by Organic Law 3/2007 on Effective 
Equality of Men and Women, which introduced specific structures and 
measures to assess the impact of policies on gender equality. In regards to 
teacher education, art. 24 “Integration of the Principle of Equality in 
Education Policy,” the law stipulates (Point 2) that the educational 
administrations, within the scope of their respective competencies, will 
develop the following actions (p. 16): 

a) Pay special attention in the curricula and in all educational stages to 
the principle of equality between women and men.  

b) Try to eliminate and refuse sexist behavior and stereotyped content 
that involve discrimination between women and men, with special 
consideration to this in textbooks and educational materials.  

c) Mainstreaming gender in course content and programs for initial and 
permanent teacher training.  

d) Promote balanced presence of women and men in control and 
government bodies of school and university institutions. 

As Lombardo (2016) stated, in just three decades Spain moved from 
being a ‘latecomer’ to being a ‘pioneer’ in gender equality policies. During 
this time, Spain consolidated its institutional machinery on gender equality 
policies, developed a strategy to promote gender equality based on equal 
opportunities and gender mainstreaming, and adopted plans as policy 
instruments to advance equal opportunities between men and women. 
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Gender Equality Implementation in Practice 

While the starting position for gender equality seems very positive, 
when it comes to the implementation of gender equality policies, problems 
arise. Particularly in teacher education, the implementation of a gender 
perspective in teaching is practically not existent or poorly implemented. 
Several studies provide evidence that the gender perspective has not 
emerged as a serious priority in the curricular reform (Atchison, 2013; 
Cassese, Boss, & Duncan, 2012; Grünberg, 2011; Verdonk, Benschop, de 
Haes et al., 2009). Rather, there is a continued resistance to integrating 
gender into higher education curriculum. Literature review (see Verge, 
Ferrer-Fons, & González, 2018) shows that opposition to gender reforms is 
likely to emerge where institutional cultures protect male privilege and 
power (Mergaert & Lombardo, 2014), where innovations do not resonate 
with the values and norms of their members (Hafner-Burton & Pollack, 
2009), and where gender reforms target the very same gendered norms, 
practices and routines of organizations and institutions (Benschop & Verloo, 
2011). As a result, resistance, defined as the effort towards “maintaining the 
status quo and opposing change” (Lombardo & Mergaert, 2013, p. 299) 
usually lead to non-implementation of gender reforms producing 
indifference to or non-awareness of gendered policy problems (Cavaghan, 
2017; Lahelma, 2011).  

In an effort to monitor the situation, UNESCO has recently provided an 
open-access guide for gender equality in teacher training (UNESCO, 
2015b). According to this guide, implementing gender equality in education 
should include: gender-responsive policies, plans, institutional cultures and 
attitudes, and gender sensitive materials and pedagogy. The analysis 
conducted in the guide revealed that teacher education institutions around 
the world have grave shortcomings in these aspects reflecting that although 
policies in gender equality have resulted in significant advances in some 
aspects of equity, in practice, they have not influenced study programs and 
courses in university faculties to the extent they should have. In other words, 
according to Cavaghan (2017), although the widespread high-level 
commitment to gender mainstreaming, the policy has not yielded the 
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transformative results envisioned by its advocates. In fact, empirical 
analyses of gender mainstreaming implementation have found that strategic 
commitments to gender equality are usually accompanied by patchy 
implementation or dilution of the policy. Thus, significant reductions in 
gender inequality after its implementation have proved elusive (Daly, 2005). 
This mismatch between gender mainstreaming rhetoric and actual 
implementation has been extensively documented in many locations, 
however, our understanding of how these outcomes come about remains 
limited. This limited understanding has stimulated discussions that the 
methodological approaches used to examine gender mainstreaming 
implementation are too blunt to capture gendered change and that such 
approaches may be obscuring the actual processes underway when the 
gender mainstreaming policy is adopted (Benschop & Verloo 2006; Meier, 
2006). Building on these premises, this manuscript uses the three component
theory approach of Doing Gender (West & Zimmerman, 1987) to highlight 
where the implementation problems can be situated. These include 
difficulties in the implementation of equality policies at institutional level, 
difficulties in mainstreaming gender into curricula, and difficulties in 
recognizing the existence of inequities between men and women at 
individual level (i.e., gender awarenes). 

In addition to problems in the implementation of gender mainstreaming, 
no metrically sound instruments have been developed to measure and 
evaluate gender mainstreaming implementation in teacher education. This 
study reports on the initial testing of the Sensitive Assessment for Gender
Equality (SAGE) scale (Miralles-Cardona, Cardona-Moltó, & Chiner, 2018) 
to assess the extent to which colleges of education prepare student teachers 
to be gender sensitive in their practice as teachers. Specifically, the purpose 
of this study was to investigate whether student teachers perceive gender 
equality as an important issue in teacher education and whether, if from their 
point of view, institutions and instructors are compromised with gender 
issues. Within the framework of gender equality research gender is key to 
learning how gender mainstreaming is being incorporated in teacher 
education programs. In using the SAGE index, preliminary empirical 
research has shown that female student teachers score higher than male 
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student teachers on all three subscales (Gender Mainstreaming Training, 
Institutional Sensitivity to Gender Equality Policies, and Awareness of 
Gender Inequalities), although in some cases, differences have not been 
found to be statistically significant (Miralles-Cardona et al., 2019). 
Similarly, early childhood student teachers have been significantly more 
receptive and sensitive to gender equality policies than elementary and midle 
school student teachers (Miralles-Cardona et al., 2019. Nevertheless, none 
of these studies have examined an important aspect of scale measurement 
that has become a prerequisite for conducting cross-group comparisons 
(Byrne, 2016): establishing measurement invariance. When comparisons 
between groups are made (e.g., by gender), it is typically assumed that the 
measuring instrument and the underlying psychological constructs behave 
similarly and have the same statistical significance in all the groups being 
compared. From a methodological standpoint, this assumption is untenable 
if measurement invariance is not tested beforehand. Byrne (2016) suggests 
that, if the data do not hold measurement invariance or if this invariance has 
not been tested, the validity of the inferences and interpretations drawn from
these data could be completely erroneous or unfounded. Therefore, whether 
or not the three-factor structure of the SAGE index is psychometrically 
invariant across gender seems of crucial importance for the study of gender 
equality policies implementation.  

The presentation of gender equality as a common similar goal and 
gender mainstreaming as a common similar strategy across Europe, as 
Verloo (2005) stated, needs to be questioned, and studies should focus on 
describing and understanding this goal and strategy at various (international,
national, and local) levels. Building upon this, the present study aimed (1) 
to explore and confirm the dimensional structure and measurement 
invariance across gender of the SAGE index (Miralles-Cardona et al., 2018) 
in two samples of undergraduate student teachers, and (2) to learn about the 
actual implementation of gender equality policies at a higher education 
institution from Spain using the validated instrument. The preliminary three-
factor structure of the SAGE was assessed using Confirmatory Factor 
Analysis (CFA) and ESEM (Exploratory Structural Equation Modeling) 
approach. The measurement invariance of SAGE scores across gender was 
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also tested. I expected both factorial models to show an acceptable fit for 
these different samples. Moreover, I hypothesized that the factorial structure 
of the SAGE index would be equivalent across gender. In addition, I 
expected to find statistical differences in the mean scores of the SAGE by 
gender. Finally, it was also hypothesized that SAGE scores would show 
adequate internal consistency values. Addressing validity, reliability, and 
measurement invariance might enable researchers to confidently include this 
measure in studies on gender equality and its ties with a variety of 
institutional processes and outcomes, as well as to examine and compare the 
resulting patterns between genders. 

METHODS

Participants 

The participants in this study were kindergarten and elementary school 
student teachers enrolled in their last year of study at one public university 
institution in the Valencian Community, Spain. These participants 
represented the two cohorts of teacher students enrolled in the Faculty of 
Education at this institution in the academic year 2017-2018. Three hundred 
and ninety-eight (N = 398, 321 female and 77 male) student teachers (49% 
early childhood, and 51% elementary education) completed the SAGE index 
giving a response rate of 79%. Sample 1 consisted of 196 early childhood 
undergraduate students (95% female, 5% male) with a mean age of 22.98 
years (SD = 4.63); and Sample 2 constituted by 202 elementary 
undergraduate students (67% female, 33% male) with a mean age of 22.49 
(SD = 5.13). Most of the respondents were of Spanish nationality (97%). 
Dedication to the studies was full time in 90% of the respondents. More than 
one third of the participants (37%) indicated having previous notions of 
gender equality issues. As a whole, the respondents valued the importance 
of gender training with a 9.34 (SD = 1.23) out of 10.  

Teacher education programs at this Faculty of Education are committed 
to providing teacher candidates appropriate and sufficient training to 
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understand, accept, and embrace gender equity but, in practice, they are not 
required by the National Agency for Quality Assessment and Accredidation 
(ANECA) to show prove of gender inclusive content into study programs. 
In other words, in this Faculty gender equality is only contemplated in the 
generalized context of a diversity approach as ethnicity, religious 
orientation, or disability, instead of gender equality being the focus. The 
following study should be read as one example of describing and measuring 
gender equality policies implementation in this specific higher education 
institution. 

Instrument 

The Spanish revised version of the SAGE index (Miralles-Cardona, 
Cardona-Moltó, & Chiner, 2018) was used in this study. The SAGE is a self-
report questionnaire that measures perceptions about the implementation of 
gender policies in teacher education (see Appendix). It consists of 16 
questions asking respondents for their degree of agreement on the issue of 
teacher training for gender equality based upon a 6-point Likert-type scale 
ranging from Strongly Agree to Strongly Disagree. In the original Miralles-
Cardona et al. s’ version of the SAGE, there were a total of 18 items to assess 
the three subscales: Gender Mainstreaming Training with 7 items (e.g., “All 
subjects should be taught with in a gender perspective,” Item 12), 
Institutional Sensitivity to Gender Equality Policies Implementation with 
five items (e.g., “Instructors are sufficiently sensitive to gender issues,” Item 
14), and Awareness of Gender Inequalities with six items (e.g., “Female 
student achievement is minimisized frequently,” Item 5). The Spanish 
revised version of the SAGE (Miralles-Cardona et al., 2018) found that 
Items 8 and 9 from the Awareness of Gender Inequality subscale (“In my 
College female faculty is frequently discriminated against male faculty 
members” and “Male faculty continues holding the power in my College of 
Education”) measured awareness of inequalities regarding faculty, not  
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Table 1. SAGE index’s factorial analysis of principal components

Factor I Factor II Factor III
Gender Mainstreaming Training (GMT)
13. There should be at least one compulsory course that focuses on 
gender in study plans.

.823

7. Gender mainstreaming should be mandatory and transversal in 
teacher education.

.814

11. Sexual identity should receive more attention in study plans. .803
12. All subjects should be taught with a gender perspective. .780
20. Gender is as important as other individual differences. .774
19. Gender mainstreaming in teacher education is essential to 
combat sexism.

.766

17. Gender mainstreaming is a necessary condition for gender 
equality education.

.729

Eigenvalue = 4.45
Alpha = .894
Gender Equality Policies’ Implementation (GEPI)
15. My college of education has adopted a proactive approach to 
gender equality.

.776

14. Instructors are sufficiently sensitive to gender issues. .745
3. Gender receives sufficient attention in course content. .706
2. My study plan includes the development of competencies to 
educate in a gender sensitive way.

.689

16. My college is implementing the current legislation on gender
equality.

.640

Eigenvalue = 2.91
Alpha = .757
Awareness of Gender Inequalities (AGI)
5. Female student achievement is minimized frequently compared 
to male students.

.794

4. Male students receive more attention from faculty than female 
students.

.754

6. Achievements of female students are attributed more to effort 
than to their ability.

.733

10. Faculty tends to have higher and more demanding expectations 
of male than female students.

.678

Eigenvalue = 1.94
Alpha = .730
KMO = .854
Bartlett Test: 2(120) = 2364.18, p < .000
% of variance explained: 58.12% 27.83 18.18 12.10
Alpha (Whole scale) = .696

Complimentary Contributor Copy

180



Cristina Miralles-Cardona 110

Table 1. SAGE index’s factorial analysis of principal components

Factor I Factor II Factor III
Gender Mainstreaming Training (GMT)
13. There should be at least one compulsory course that focuses on 
gender in study plans.

.823

7. Gender mainstreaming should be mandatory and transversal in 
teacher education.

.814

11. Sexual identity should receive more attention in study plans. .803
12. All subjects should be taught with a gender perspective. .780
20. Gender is as important as other individual differences. .774
19. Gender mainstreaming in teacher education is essential to 
combat sexism.

.766

17. Gender mainstreaming is a necessary condition for gender 
equality education.

.729

Eigenvalue = 4.45
Alpha = .894
Gender Equality Policies’ Implementation (GEPI)
15. My college of education has adopted a proactive approach to 
gender equality.

.776

14. Instructors are sufficiently sensitive to gender issues. .745
3. Gender receives sufficient attention in course content. .706
2. My study plan includes the development of competencies to 
educate in a gender sensitive way.

.689

16. My college is implementing the current legislation on gender
equality.

.640

Eigenvalue = 2.91
Alpha = .757
Awareness of Gender Inequalities (AGI)
5. Female student achievement is minimized frequently compared 
to male students.

.794

4. Male students receive more attention from faculty than female 
students.

.754

6. Achievements of female students are attributed more to effort 
than to their ability.

.733

10. Faculty tends to have higher and more demanding expectations 
of male than female students.

.678

Eigenvalue = 1.94
Alpha = .730
KMO = .854
Bartlett Test: 2(120) = 2364.18, p < .000
% of variance explained: 58.12% 27.83 18.18 12.10
Alpha (Whole scale) = .696

Complimentary Contributor Copy

180

Examining Preservice Teachers’ Education for Gender Equality … 111

inequalities related to teaching and learning processes, reason why these two 
items were removed from the original scale. Thus, the subscales in the actual 
version have seven, five, and four items, respectively, rather than seven, five, 
and six items as in the original SAGE version (Miralles-Cardona et al., 
2018). After preliminary analyses, 16 questions comprised the revised scale 
which shows evidence that it is psychometrically sound in terms of item 
characteristics, scale reliability, and construct validity (see Table 1).

Procedure 

The study met the ethical university requirements to conduct survey 
research. Before survey administration, permision was granted from the 
institution and instructors. In the two samples, participants were informed 
about the research project’s goals and the voluntary nature of their 
participation. After signing the consent form, they completed anonymous 
questionnaires. There was no type of incentive for taking part in the study. 
The two cohorts of student teachers completed the survey in several group 
sessions at a time and date arranged by the researcher and instructors. 
Administration of the instrument was always under the supervision of the 
researcher and it took approximately 15 minutes to complete. 

Data Analysis 

First, I conducted Confirmatory Factor Analysis (CFA) and Exploratory 
Structural Equation Modeling (ESEM) analysis to examine the factor 
structure of the SAGE index in the whole sample. Due to the continuous 
nature and normal distribution of the data, I used the Maximum Likelihood 
procedure. I compared two models of measurement: Model 1 (M1),
according to the original distribution of the items within the questionnaire 
and the AFE results (see Table 1), and Model 2 (M2) that corresponds to the 
factorial structure of the instrument once the items that were not sufficiently 
well explained by Model 1 were eliminated. To evaluate model fit, several 
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fit indexes were computed: the comparative fit index (CFI), the Tucker-
Lewis Index (TLI), the root mean square error of approximation (RMSEA), 
and the standardized root mean residual (SRMR). The CFI and TLI values 
greater than .95 are preferred; values close to .90 are considered acceptable; 
and values less than .08 for the SRMR indicates a good fit of the model. The 
RMSEA values should be under .08 for a reasonable fit, and under .05 for a 
good fit (Brown, 2006; Hu & Bentler, 1999).  

Second, to study measurement invariance of the SAGE across gender, I 
conducted successive multi-group CFAs. I tested three levels of group 
invariance, including configural, weak, and strong invariance. Configural 
invariance is supported by a good fit for an unconstrained multi-group 
baseline model in which factor loadings and intercepts vary between groups. 
Next step was to test weak invariance by comparing the baseline model with 
a model in which all factor loadings were simultaneously constrained across 
groups (Byrne, 2016; Cheung & Renswold, 2002). I then established a 
strong invariance model, which contained cross-group equality constraints 
on all factor loadings and item intercepts. In testing the invariance 
hypothesis, the change in CFI (CFI) was used to determine whether the 
nested models were practically equivalent (Cheung & Rensvold, 2002). 
When CFI is < .01 between two nested models, it is considered that all 
specified equal constraints are tenable. The confirmation of the equivalence 
of the intercepts permits comparison of the latent means in both groups.  

Third, Cronbach alpha was calculated as an estimation of the reliability 
(internal consistency) of each SAGE subscale for the two samples (male and 
female student teachers). Finally, to describe and compare mean scores by 
gender, descriptive statistics and t tests for independent samples were run. 
IBM SPSS Statistics 24.0 and AMOS version 23 were used for data analysis.  

RESULTS

The SAGE index was designed to measure three aspects of the 
implementation of gender policies in teacher education: Gender 
Mainstreaming Training, Institutional Sensitivity on Gender Equality 
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Policies Implementation, and Awareness of Gender Inequalities. First, 
validity and reliability of the SAGE index is presented as well as its 
measurement invariance; second, respondents’ assessment of gender 
equality policies implementation in their faculty is shown. 

Validity and Reliability of the SAGE Index 

Following the West and Zimmerman’ theory of Doing Gender (1987), 
and guided by previous research on the SAGE’s dimensionality in Spanish 
teacher education (Miralles-Cardona et al., 2018; Miralles-Cardona et al., 
2019) a three-factor model of the SAGE scale containing 16 items was 
tested. As can be seen in Table 2, the three-factor model (M2) presented more 
adequate adjustment (fit indexes) when compared to the one-factor model 
(M1). A more robust evidence of these differences is observed when 
comparing their respective Chi-squares where the M2 presents a statistically 
lower value than the M1 (2, p < .05). However, although the RMSEA 
indicated reasonable fit of this model, the CFI and TLI suggested that 
caution should be exercised. In this sense, it is worth noting that some 
indexes, as it is the case of the CFI and TLI, can be affected and some authors 
have proposed the RMSEA as an even more relevant criterion of fit indexes 
(Marsh, Hau, & Wen, 2004). All the items on the scale had saturations other 
than zero that varied between .64 (Item 16) and .82 (Item 13). These results 
suggest that the theoretical model fits the empirical data. 

Table 2. Goodness-of-fit statistics 

Models 2 df χ2 / df CFI TLI RMSEA 2

Model1 1686.02 119 14.17 .313 .307 0.182
Model2 717.30 117 6.13 .737 .730 0.114 968.72*

Notes: M1 = Uni-factorial, M2 = Three-factorial; 2 = Chi-Squared; df = Degree Freedom; CFI = 
Comparative Fit Index; TLI = Tucker-Lewis Index; RMSEA = Root Mean Squared Error of 
Approximation; *p = .000. 
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Table 3. Goodness-of-fit indexes of measurement invariance 

Model 2 Df χ2 / df CFI TLI RMSEA CFI RMSEA
Gender
Female 590.99 117 5.05 .803 .795 .113
Male 268.40 117 2.29 .834 .827 .130

Multi-group
Configurational 860.43 234 3.67 .811 .804 .072
Weak 860.45 235 3.66 .811 .805 .072 .000 .000
Strong 921.78 251 3.67 .701 .804 .072 .010 .000

Notes: M1 = Unifactorial, M2 = Three-factorial; 2 = Chi-Squared; df = Degree Freedom; CFI = 
Comparative Fit Index; TLI = Tucker-Lewis Index; RMSEA = Root Mean Squared Error of 
Approximation; *p = .000. 

I tested the ESEM model with three factors for both samples (male and 
female) and found a better fit, especially in the sample of male students (see 
Table 3). Factor correlations of the ESEM model were all statistically 
significant ranging from .57 (GMT and AGI) to .63 (GMT and GEPI). 

Measurement Invariance of the SAGE Scores across Gender  
Given that the three-factor ESEM model evidenced a close to acceptable 

fit in the CFI and TLI goodness-of fit indexes and reasonable in RMSEA, I 
next assessed measurement invariance by gender for this model. The results 
are shown in Table 3. The goodness-of-fit indexes obtained for both gender 
groups in RMSEA were satisfactory, whereas CFI and TLI again were close 
to acceptable, for males, with a worst fit in the case of females. In the same 
way, the configural model in which no equality constraints were imposed 
showed an acceptable fit to the data attending to the indexes mentioned. 
Then I tested weak invariance for the two groups. The ΔCFI between the 
configural and weak models was < .01, indicating that the hypothesis of 
weak invariance was tenable. Subsequently, strong measurement invariance 
was tested, where the items’ intercepts and factor loadings were constrained 
to be equal across groups. The ΔCFI between the constrained and the 
unconstrained models was below .01, indicating that strong invariance was 
supported according to the recommendations of Cheung and Rensvold 
(2002). Hence, the results support configural, weak, and strong invariance 
of the three-factor model across gender, but caution should be exercised due 
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to some goodness-of-fit indexes for the model being close to acceptable but 
still not completely satisfactory. Although the ΔCFI values were not
completely satisfactory, a comparison between the unrestricted model with 
all the other models indicated satisfactory results with respect to the 
ΔRMSEA ( .01), which suggests that the three-factor structure of the 
SAGE presents invariance across gender. 

Reliability Estimation of the SAGE Scores 
To estimate the internal consistency of the 16 items that make up the 

SAGE index Cronbach’s alpha coefficient was calculated, resulting in an 
alpha of .70 for the entire scale indicating moderate reliability. However, the 
items all measured the same construct and were highly correlated. By 
subscales, reliability as internal consistency yielded the following alpha 
coefficients: .89, .76 and .73 for Gender Mainstreaming Training, 
Institutional Sensitivity towards Gender Equality Policies Implementation, 
and Awareness of Gender Inequalities, respectively. Scale score reliabilities 
of the SAGE by subsamples were acceptable to good in the sample of male
and female student teachers: .91, .80, and .75 and .87, .74, and .72. 

Respondents’ Assessment of Gender Equality Policies 

Once the factorial invariance was compared, the differences between the 
means by factors of the two groups of respondents, male and female student 
teachers, were calculated. The contrasts were made using t test for 
independent samples. Considering the sample as a whole, the means in 
gender mainstreaming, as can be seen in Table 4, ranged between 4.84  
(SD = 1.27) and 5.38 (SD = 0.95), in institutional sensitivity on gender 
equality between 3.45 (SD = 1.32) and 4.21 (SD = 1.14), and in awareness 
of gender inequities between 1.87 (SD = 1.20) and 2.91 (SD = 1.46).  

Taking into account that the midpoint of the scale is 3.50, these data 
indicated that (a) respondents rated the importance of training for gender 
mainstreaming as quite relevant, (b) institutional sensitivity to gender 
policies implementation as low, and (c) discriminatory behavior of 

Complimentary Contributor Copy

185



Cristina Miralles-Cardona 116

instructors based on gender as practically inexistent given that respondents 
did not agree with the statements regarding gender inequities in the learning 
processes. By subsamples, female student teachers’ respondents showed a 
much more favorable perception towards gender mainstreaming training 
than male student teachers’ respondents. These differences were highly 
statistically significant (p <.01) indicating that female students give greater 
importance to gender training than male students do.

Table 4. Mean differences of respondents’ perceptions on gender
policies across sex

Dimensions/Items Whole 
Sample

Female Male

M SD M SD M SD t gl p
Gender Mainstreaming Training
13. There should be at least one 
compulsory course that focuses on 
gender in study plans.

5.26 1.18 5.43 0.99 4.52 1.58 4.86 396 .000*

7. Gender mainstreaming should be 
mandatory and transversal.

5.30 1.03 5.39 0.96 4.94 1.21 3.06 396 .003*

11. Sexual identity should receive 
more attention in study plans.

4.93 1.09 5.04 0.98 4.48 1.39 3.34 396 .001*

12. All subjects should be taught 
with a gender perspective.

4.84 1.27 5.00 1.13 4.18 1.60 4.23 396 .000*

20. Gender is as important for 
teacher education as other 
individual differences.

5.38 0.95 5.45 0.79 5.08 1.01 3.48 396 .001*

19. Gender mainstreaming in 
teacher education is essential to 
combat sexism.

5.22 0.95 5.32 0.89 4.83 1.11 3.60 396 .001*

17. Gender mainstreaming is a 
necessary condition for gender 
equality education. 

5.34 0.99 5.42 0.90 4.99 1.24 2.89 396 .005*

Gender Equality Policies Implementation
15. My college of education has 
adopted a proactive approach to 
gender equality.

3.92 1.14 3.85 1.08 4.18 1.33 -2.01 396 .047*

14. Instructors are sufficiently 
sensitive to gender issues.

3.72 1.20 3.63 1.18 4.10 1.20 -3.15 396 .002*

3. Gender receives sufficient 
attention in course content.

3.45 1.32 3.39 1.34 3.70 1.20 -1.89 396 .060
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Dimensions/Items Whole 
Sample

Female Male

M SD M SD M SD t gl p
2. My study plan includes the 
development of competencies to
educate in a gender sensitive way.

3.88 1.53 3.80 1.55 4.22 1.43 -2.19 396 .029*

16. My college is implementing the 
current legislation on gender
equality.

4.21 1.14 4.15 1.10 4.45 1.26 -1.97 396 .051

Awareness of Gender Inequalities
5. Female student achievement is 
minimized frequently compared to 
male students.

2.31 1.30 2.32 1.25 2.25 1.50 0.402 396 .688

4. Male students receive more 
attention from faculty than female 
students.

1.87 1.20 1.88 1.22 1.82 1.12 0.397 396 .692

6. Achievements of female 
students are attributed more to 
effort than to their ability.

2.91 1.46 2.93 1.41 2.83 1.66 0.458 396 .648

10. Faculty tends to have higher 
and more demanding expectations 
of male than female students.

2.05 1.09 2.08 1.08 1.91 1.11 1.23 396 .221

Scale range 1-6 (1 = Strongly Disagree; 2 = Disagree; 3 = Disagree Somewhat; 4 = Agree Somewhat; 5
= Agree; 6 = Strongly Agree); *Significant at .05 or above. 

As shown in Table 4, female respondents agreed significantly more than 
male students that gender mainstreaming is essential to combat sexism (Item 
19) (M = 5.32 [SD = 0.89] vs. M = 4.83 [SD = 1.11]) and should be 
mandatory and transversal in all subjects (Item 7) (M = 5.39 [SD = 0.96] vs. 
M = 4.94 [SD = 1.21]). Conversely, in terms of institutional sensitivity for 
gender equality policies implementation, student responses were rather 
neutral in both sexes, although males agreed to a greater extent that 
“instructors are sufficiently sensitive to gender issues” (Item 14) (p <.01) 
and that the curriculum in their study programs includes the development of 
gender sensitive competencies (Item 2) (p <.05). In regards to awareness of 
gender inequalities, I did not find statistically significant differences 
between male and female students. This finding shows that students do not 
have a realistic perception of gender inequalities in the field of education. 

Complimentary Contributor Copy

187



Cristina Miralles-Cardona 118

DISCUSSION AND CONCLUSION

The main purpose of the present study was to validate the SAGE index 
in order to: (1) explore the current situation of gender equality policies 
implementation in teacher education programs by describing a case from 
Spain, and (2) provide validity evidence of the dimensionality and factorial 
invariance across gender of the SAGE index. The SAGE was initially factor 
analyzed (using EFA I then refined the instrument and reduced the total 
number of items). The CFA results supported the hypothesized three-factor 
structure of the index for gender equality in teacher education, which yielded 
better fit indexes than the uni-dimensional model. These results suggest that 
gender mainstreaming training, institutional sensitivity to gender policies 
implementation, and awareness of gender inequalities are three distinct, but 
complementary dimensions of gender equality education. Findings 
confirmed the adequacy of the three-factor structure whose indicators met 
the recommended levels in the literature (CFI, TLI, GFI > .90 (Byrne, 2016, 
Tabachnick & Fidel, 2013). 

The CFA results, in addition to provide preliminary evidence of the 
construct validity based on the internal structure of the SAGE index, also 
provided evidence of the SAGE measurement invariance. The results 
suggested the equivalence of the configurational (without restriction M2

presented the same structure in both groups, male and female), metric 
(equivalent factor loads across groups, female and male students), strong 
(equivalent covariances), and residual variances (equivalent error 
variances). 

The study also examined student teachers’ perceptions on teacher 
training for gender equality in their study programs using the SAGE. Mean 
comparisons between male and female students reflected statistically 
significant differences in respondents’ perceptions of gender mainstreaming 
training and institutional sensitivity to equality policies implementation, 
suggesting that female student teachers perceive training for gender 
mainstreaming significantly more essential and necessary than male 
students. It was also found that male students more often than female 
students considered that instructors were sufficiently sensitive to gender 
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issues and that their study programs already educated them in a gender 
sensitive way. Conversely, no statistically significant differences were found 
regarding awareness of gender inequalities, indicating that male and female 
student teachers did not perceive stereotypical behavior of instructors in 
teaching based on gender. The fact that student teachers seem negliegent or 
unaware of gender inequalities reflects that traditional stereotypes that 
prevent progress in achieving real gender equality persist. This division 
between reality and perception of gender inequality has been highlighted in 
other studies (e.g., Mägia, Biinab, Trasbergc, & Kruusd, n.d.; Silva, Ferreira, 
& Ferreira, 2017; Verge et al., 2018) as well. This suggests the need to 
develop competence to recognize such inequalities through gender 
awareness training. The results of this study also point out to the institution 
as possible responsible for its lack of commitment to gender equality policies 
implementation. According to Lombardo and Mergaert (2013), interest to 
maintain the status quo may have institutions led to ignore the necessary 
reforms to gender mainstreaming, which could be the case here. Looking at 
the respondents’ answers to institutional sensitivity to equality policy 
implementation items, I can clearly see the tendency to neutrality in their 
responses (i.e., disagree somewhat to agree somewhat), which evidences a 
scarce application of the principle of gender mainstreaming in teaching in 
addition to indifference to education for gender equality. 

Although additional research would be requiered to further extend and 
validate the SAGE index, the present study provides an empirically based 
conceptualization of education for gender equality in teacher education as
well as support for its multidimensionality. The SAGE index shows a three-
factorial structure which is viable, adequate, and invariant across gender. 
Moreover, the SAGE was designed to assess how education for gender 
equality is included in teacher education, which represents an important 
contribution to the field of gender studies. Another implication is that the 
SAGE could be used in future research in other majors and institutions. To 
our knowledge, very few studies have investigated these issues. Given that 
education for gender equality appears to be a requirement for effective 
implementation of gender policies (United Nations, 2015b), further research 
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is needed to know the current situation of gender policies inclusion in 
teacher education programs. 

The present study had some limitations. First, participants were 
convenience samples from only one higher education institution, which 
imposes restrictions when generalizing the findings beyond the present 
study. Second, respondent might have self-reported their answers in a 
favorable way or even use biases of social desirability. Third, additional 
research is needed to support and confirm the dimensionality, construct 
validity, and invariance of the SAGE using other samples and different 
populations. In addition to study replications, it is expected that the SAGE 
index contributes to assess the state of gender inclusion in teacher education 
programs and based on this make the necessary reforms. 

In conclusion, this study allowed to validate the SAGE index, instrument 
designed to assess the degree of (1) gender mainstreaming in teacher 
education, (2) institutional sensitivity to gender equality policies’ 
implementation, and (3) awareness of gender inequalities in the processes of 
teaching and learning. The instrument has shown prove of its equivalence 
across gender which allows to compare findings by sex. Because its 
psychometrically sound properties, the SAGE index could be of interest in 
learning about the status of education for gender equality, and in assessing 
the impact of future changes or interventions necessary to improve gender 
equality policies implementation in higher education. 
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APPENDIX: SAGE INDEX 

(MIRALLES-CARDONA ET AL., 2018) 

This survey is designed to explore student teacher perceptions on the 
implementation of gender policies in teacher education. Please circle the 
number that best represents your opinion about each of the statements. Your 
responses will help to build a more complete picture of how teacher 
educators, institutions, and student teachers view gender equality issues. If 
you are willing to be interviewed, please check accordingly.  Yes No

1 2 3 4 5 6
Strongly 
Desagree

Disagree Disagree 
somewhat

Agree 
somewhat

Agree Strongly 
Agree

SD D DS AS A SA

SD D DS AS A SA
1 My college of education has adopted a proactive 

approach to gender equality.
1 2 3 4 5 6

2 My college implements the current legislation on 
gender equality.

1 2 3 4 5 6

3 Mainstreaming gender into curricula is a necessary 
condition for future teachers in learning to teach 
equality.

1 2 3 4 5 6

4 Including a gender perspective in teacher
education is essential to combat sexism.

1 2 3 4 5 6

5 Gender issues are just as important for teacher
education as those related to other individual 
differences (e.g., social, cultural, linguistic, 
capacity). 

1 2 3 4 5 6

6 Diversity on sexual identity should receive more 
attention in study plans.

1 2 3 4 5
5

6

7 My study plan includes the development of 
competencies to educate in a gender sensitive way.

1 2 3 4 5 6

8 Gender mainstreaming receives sufficient attention 
in course content.

1 2 3 4 5 6

9 7. Gender mainstreaming should be mandatory and 
transversal in teacher education.

1 2 3 4 5 6

10 All subjects should be taught with a gender
perspective.

1 2 3 4 5 6
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Appendix (Continued) 

SD D DS AS A SA
11 There should be at least one compulsory course 

that focuses on gender in study plans.
1 2 3 4 5 6

12 Instructors are sufficiently sensitive to gender
issues.

1 2 3 4 5 6

13 Faculty tends to have higher and more demanding 
expectations of male than female students.

1 2 3 4 5 6

14 Male students receive more attention from faculty 
than female students.

1 2 3 4 5 6

15 Female student achievement is minimized 
frequently compared to male students.

1 2 3 4 5 6

16 Achievements of female students are attributed 
more often to effort than to their ability.

1 2 3 4 5 6
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Abstract 

Western European countries have made impressive gender equality (GE) progress in education 

during the last few decades. Unfortunately, the implementation of gender mainstreaming (GM) 

in higher education has not been satisfactory. This paper describes a survey-based research study 

designed to explore student teachers’ perceptions of training for GE in teacher education (TE) 

using the Sensitive Assessment for Gender Equality (SAGE) index. The study firstly aims to 

analyse the factor invariance across degree of the SAGE and secondly tries to describe the status 

of GM implementation in teacher education programmes from students’ perspectives. Data were 

collected from 398 student teachers (84% female) aged 21.44, enrolled on two TE programmes 

from a public higher education institution in the Autonomous Region of Valencia (Spain). Using 

single and multi-group CFA the study revealed that the proposed three-factor structure of the 

SAGE fitted well to early childhood and elementary school student teachers’ data, thus 

suggesting equivalence between its components in both samples. Early childhood students scored 

significantly higher than elementary school student teachers in their reported perceptions of 

gender equality training and awareness of gender inequalities. Results will be displayed in terms 

of identifying institutional and curricular needs for GE education practices as findings reveal a 

clear demand for change. 

 

Keywords: Gender equality, preservice teacher education, measurement invariance, higher 

education, Spain. 
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Introduction 

Research in social sciences, particularly psychology and education, often compares 

groups of individuals with regard to different social, psychological and pedagogical variables. 

When these comparisons are made, it is assumed that the measuring instrument assesses the 

same constructs in all groups. If this assumption is true, the resulting comparisons will be valid; 

however, if it turns out to be untrue, these comparisons lose validity and measurement 

equivalence may be questioned (Milfont & Fischer, 2010). Measurement invariance is a 

statistical property that demonstrates whether measurements function in the same way across 

pre-specified groups (Vandenberh & Lance, 2000). Testing for measurement equivalence has 

become an important issue in recent years (Cheung & Rensvold, 1999) —especially within 

cross-cultural research because it allows researchers to verify if members of different groups 

ascribe the same meaning to the measurements made. Four levels of equivalence have been 

found in cross-cultural research (Fontaine, 2005): (1) functional equivalence, answers the 

question “Does the construct exist in every studied group?; (2) structural equivalence (Are items 

related to the construct?); (3) metric equivalence (Are loading weights identical across groups?); 

and (4) scalar equivalence (Are intercepts identical across groups?). This technique based on the 

structural equation modelling (SEM) framework can answer these questions through its ability to 

explore the equivalence of a given measure in multi-group data. 

In the present study, a confirmatory factor analysis (CFA) serves to investigate 

measurement invariance in the Sensitive Assessment for Gender Equality (SAGE) index across 

degree. This instrument was designed to measure perceptions about the implementation of a 

gender perspective in teacher training. It consists of 18 items grouped into three subscales of 

five, seven and six items, respectively, which use a six-point Likert scale to measure the degree 

of agreement regarding: (a) institutional sensitivity to the application of gender equality policies; 

(b) the inclusion of gender issues into syllabuses/study plans; and (c) awareness of gender 

inequities associated with gender in teaching and learning. The purpose is to investigate whether 

measurement invariance in the SAGE index is supported across early childhood and elementary 

school student teachers at the construct definition level, the factor loading level, the intercept 

level, and the residual level. This analysis will have implications for SAGE index’s validity. 
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Supporting measurement invariance across degree would indicate both that the same construct is 

being measured and that mean comparisons are feasible.  

Initial Teacher Education for Gender Equality  

The expression “gender equality” appears in international declarations (CEDAW [UN, 

1979]; Beijing Platform for Action [UN, 1995]; Millennium Development Goals [WHO, 2000]; 

Goald#5 of the 2030 Agenda [UN, 2015]), in the European Union regulations for GE (e.g. 

European Pact for Gender Equality [Council of Europe, 2011-2020]) and in Spain’s national 

policies (Organic Laws 1/2004 and 3/2007) claiming equal opportunities for men and women in 

all spheres of public and private life. Gender equality can be understood in multiple ways 

according to the evolution of this concept from a perspective oriented to fight against 

discrimination based on sex —rooted in the Women in Development (WID) approach— to one 

focused on changing oppressive structures through a Gender education and Development (G&D) 

approach, which tends to emphasise the promotion of individual rights through a universal and 

institutional commitment. The emergence of gender equality during the 1960s as a principle to 

achieve gender equity and combat discrimination between women and men has generated a 

series of debates, amongst which stands out the one revolving around gender mainstreaming —

understood in higher education as the incorporation of a gender perspective into teaching, 

research and the governing bodies of universities.  

European countries have made impressive progress toward gender equality in education 

in during the last few decades. The EU’s decision to adopt gender mainstreaming as a strategy to 

promote gender equality in all policies and programmes was established as a policy norm both in 

the Treaty of Nice (2003) and in the Treaty of Lisbon (2009). Since then, gender mainstreaming 

has become a long-standing priority for the European Commission. In March 2010, the 

Commission presented a “Women’s Charter” expressing its increased commitment to gender 

equality that has been extended to the first Commission’s Gender Equality Strategy 2014-2017 

and to the second Gender Equality Strategy 2018-2023, both of which emphasise GM as a 

priority area of concern. In the follow-up process to the roadmap for gender equality the 

Commission stressed the need to develop and utilise specific methodologically gendered tools to 

foster the actual implementation of gender mainstreaming. However, in practice, a variety of 

contextual factors together with the lack of measurement instruments capable of evaluating the 
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process itself and not only of accessing indicators has made it difficult to show evidence of 

progress on gender mainstreaming implementation (DeJaeghere, 2015).  

Spain’s efforts to promote education for gender equality began in the 1980s when its 

Government formally established a number of legislation policies as a signatory of the 1979 UN 

Convention (UN, 1979), the Millennium Development Goals (WHO, 2000), and the 2030 

Agenda (UN, 2015). Significant institutional changes were expected after the publication of 

Spanish Organic Law 3/2007 on “Effective Equality between Women and Men” (BOE, 

03/23/2007), which urges universities to train future professionals so that they can become 

competent in gender issues by mainstreaming gender into course contents and programmes (Art. 

24). 

Gender equality training in higher education 

 The UN Women Training Centre’s 2015 Annual Report (UN Women Training Centre, 

2015) labelled training as a powerful strategy to move individually and collectively towards 

gender equality by consciousness raising, learning empowerment, knowledge building, and skills 

development. Unfortunately, despite the mandatory nature of gender training, gender issues do 

not form part of university education yet (Lombardo & Mergaert, 2013; Weiner, 2000). An 

ongoing debate exists about what components are needed for a successful approach to address 

gender equality in higher education. Preparing future professionals to adopt a gender approach in 

teaching involves not only identifying effective strategies but also taking into account 

instructors’ skills and attitudes, as well as the specific situation of the country in question. This is 

undoubtedly a complex and challenging endeavour. Even when a course or a gender equality 

study unit incorporates features believed to be effective, students may end up graduating with 

conflicting views. This probably happens because students were not adequately supported in 

developing their own ethical commitment to gender equality or simply because their perception 

about their role in educating for gender equality conflicts with the views embedded in the 

curriculum. Hence why a literature review on gender mainstreaming implementation in 

university teaching practices in Spain was conducted. This review could provide insights into 

gender mainstreaming and gender equality training trends within Spanish higher education that 

would largely help inform institutions’ decision-making with respect to the inclusion of a gender 

perspective in university curricula.  
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Globally, important collective bodies have documented the challenges faced by gender 

equality training and expressed their commitment to advancing knowledge on this topic. Several 

documents highlight the need to develop gender competence. The Convention on the Elimination 

of All Forms of Discrimination against Women (CEDAW) (United Nations, 1979) insists on the 

convenience of increasing knowledge on discrimination against women. The Beijing Platform 

for Action addresses the topic of gender equality competence development in nine of its 12 areas 

of concern, this being an important component of the strategic objectives of Area H on 

institutional mechanisms for the advancement of women. This critical area aims to guarantee the 

capacity for effective policy development aimed at achieving gender equality and is linked to the 

gender mainstreaming strategy. More specifically, strategic objective H1 advises governments to 

provide staff training for gender equality competence development, while objective H2 calls to 

provide training with the aim of integrating a gender perspective into all policies and 

programmes (UN Women Training Centre, 2015).  

At an EU level, the Council of Europe reaffirmed its Member States’ obligation to 

mainstream gender equality in every policy area at all stages and emphasised the need to develop 

and promote the use of GM tools and methods for gender equality training tailored to the specific 

needs of professionals and staff on 10 December 2013 (Council of Europe, 2013). However, the 

project Educating Teachers for Gender Equality (EIGE, 2012-2013) provides evidence that a 

significant percentage of teachers and instructors across countries have not been educated for 

mainstreaming gender equality in the educational processes. 

Nationally, countries are facing different dilemmas and challenges when it comes to 

gender equality training. The distinct political, social and educational features of their national 

contexts, the outcomes of previous educational policies, and the expectations created by the new 

policies on gender equality determine each country’s efforts and achievements. In Spain, as 

mentioned above, Art. 25.2 of Organic Law 3/2007 clearly states that higher education 

institutions will promote the inclusion of gender studies and training for gender equality in the 

curricula. However, in practice, the gender perspective has still not become a part of the 

university curriculum (Pastor & Acosta, 2016). Having outlined the framework on initial 

education for gender equality, it is now important to describe the status of GM implementation in 
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the different disciplines and studies, particularly as far as the Spanish higher education system is 

concerned.  

Assessing gender mainstreaming implementation in university teaching 

Mainstreaming the gender perspective into university teaching involves the incorporation 

of gender issues into the educational processes, which affects not only study plans but also 

faculty and educators’ ideology. This endeavour implies a process of reflection about the design 

of study programmes and course contents, as well as the use of a gender pedagogy meant to help 

students develop a gender sensitivity. This kind of competence is not learned automatically; it 

actually requires a systematic teaching process through which consciousness moves from 

stereotyped to committed gender conceptualization modes (Rands, 2009). Taking into account 

that university students finish their training period without an adequate GE competence 

preparation (Pendergast et al., 2011), gender education becomes increasingly demanding and 

necessary at all levels, since it evaluates the status of GM implementation. According to EIGE 

(2016), effective gender equality training (GET) requires not only a specific gender competence 

development but also institutional commitment and organisational strategies to design a well-

defined framework within which gender competence development can be embedded in study 

plans.  

 EIGE’s report on GET in the European Union (2014) concludes that, despite some 

important policy developments, most Member States still consider GET a low priority action. In 

the best of cases, training programs are often abstract and not tailored to participants’ needs. 

Therefore, the quality of training programmes remains an issue, as no established mechanisms 

exist to ensure quality through setting standards on the verification of study plans and staff 

accreditation schemes (EIGE, 2012-2013). As a direct result of not having formally or informally 

imposed any quality standards, the efforts made to develop gender equality skills not always 

achieve the desired results.  

The examination of the level of gender mainstreaming in university teaching undertaken 

by Spanish higher education institutions clearly shows that the topic is almost completely 

ignored in all university teaching fields and disciplines. Instead, continued reluctance exists to 

integrating gender into the higher education curriculum. Evidence thereof can be found in studies 

carried out within different fields/areas of knowledge such as education sciences (González-
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Pérez, 2017; Valdivieso, 2016; Vizcarra et al., 2015), communication (García-Ramos et al., 

2020; Guarinos et al., 2018), journalism (Larrondo & Rivero, 2019), physical activity and sport 

sciences (Serra et al., 2018), political science (Verge et al., 2018) or didactics of social sciences 

(Ortega-Sánchez & Pagès-Blanch, 2018).  

In the field of teacher education, González-Pérez (2017) examined training for gender 

equality through an analysis of the main laws affecting the incorporation of a gender perspective 

into initial teacher training.  She concluded that Spanish universities have done little to introduce 

education for gender equality, the result being that future teachers end their preparation with no 

opportunities to learn to teach in a gender-sensitive way. Valdivieso (2016) in turn carried out a 

critical analysis about the inclusion of a gender perspective in teacher education, which led her to 

the conclusion that such training hardly exists in Spain and that an adequate incorporation of the 

gender perspective in university teaching requires educators’ preparation and involvement. After 

exploring the presence of gender content in the curricula of degrees in early childhood, 

elementary and secondary education of 44 Spanish universities, they found that only 11 of these 

higher education centres offered courses related to gender in their study plans and that they were 

generally elective subjects. Another five universities turned out to have subjects which, despite 

not including the word ‘gender’ in their titles, actually dealt with this topic in the syllabus. 

Ortega-Sánchez and Pagès-Blanch (2018) also studied the inclusion of the gender perspective in 

the curricula of elementary teacher education specifically analysing the teaching guides of 

subjects belonging to the area of Didactics of Social Sciences in the universities located in the 

Autonomous Region of Castilla and León. The results showed the maintenance of an asymmetric 

curriculum, not committed to education in and for gender equality, and aimed at strengthening 

gender-power androcentric dominance relationships. Other studies such as the one conducted by 

Vizcarra et al. (2015) across universities in the Basque Country reached similar conclusions 

supporting the invisibility of gender in elementary teacher education programmes.  

García-Ramos et al. (2020) studied the presence of gender nationwide in the study plans 

of the degrees in communication offered by 55 Spanish public and private universities and 165 

degrees and found that gender was absent in most study plans and, when present, it was 

addressed through optional subjects. Guarinos et al. (2018), who examined gender 

mainstreaming in the communication degrees of Andalusian public universities through a content 
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analysis of 360 programmes, observed that only 9.5% of the analysed syllabuses made some 

reference to gender issues. Furthermore, many of them addressed it due to the specific nature of 

subjects (e.g. gender studies, sociology, psychology, ethics…). As for journalism, albeit more 

present than in communication, gender is still underrepresented. According to Larrondo and 

Rivero (2019), only one in every four of journalism curricula contains either an elective course 

on gender or a specific unit in gender.  

Serra et al. (2018) also provide data about physical activity and sports which confirms the 

scarce presence of gender in the study plans in this curricular area. These authors examined 16 

study plans from 37 Spanish universities and 763 documents, including textbooks. Their findings 

revealed five gender knowledge (in)visibility categories within universities’ instructional 

discourse, gender knowledge being largely ignored in curricula and appearing, at best, in highly 

superficial ways. According to DeJaeghere (2015), this resistance to the incorporation of gender 

into education comes as no surprise considering the excessively technical and non-negotiated 

way in which GM has been defined as well as the universal character of the declarations of 

principles contained in international standards, which do not make it easy to locate and adapt 

such principles nationally, regionally or locally.  

The same as in regard to gender mainstreaming scholarship and practice, more has been 

written on gender development measures being usually multidimensional indicators (e.g., 

measures of access to education) rather than focused on educational processes. As we move 

towards the 2030 Agenda (UN, 2015), a shift in emphasis is taking place that stresses the 

importance of learning objectives. In this context, a few examples of gender measures have 

emerged seeking to capture the multidimensional nature of gender equality through education. 

For example, Unterhalter et al. (2013) developed three measures related to GE and schooling in 

Tanzania and Nigeria given a gender profile score, a gender management score, and a teacher 

qualification score. Less attention has been paid to developing measures for the assessment of 

GET levels in higher education, partly due to the positivistic and universal assumptions that 

characterise TE training. In this regard, Kabeer (2005, 23) argues that… 

Gender inequalities are multidimensional and cannot be reduced to some single and universally agreed set 

of priorities. Any attempt to do so will run the danger of being either too narrow (as the MDGs have been 

accused of being) or a wish list that is too long and complex to act on. However, gender relationships are 
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not internally cohesive … A shift in one aspect of social relations can initiate a series of changes in other 

aspects, with unpredictable consequences. 

The difficulty involved both in gender mainstreaming implementation and in its 

measurement justifies why it has not been easy to locate (reliable and valid) instruments to 

measure the status of gender mainstreaming incorporation into university teaching —with the 

exception of the SAGE training index (Miralles-Cardona et al., 2020), specifically designed for 

its use in teacher education. Additionally, because testing measurement invariance becomes an 

essential requirement when trying to utilise an instrument to make comparisons between groups 

of different nature or characteristics (e.g. groups from different TE programmes), this study was 

developed with a twofold objective. Firstly, to investigate measurement invariance in the SAGE 

index across degree. And, secondly, to describe the status of GM implementation in two teacher 

education programmes by asking the following research questions: (1) How important do student 

teachers perceive gender equality training to be?; (2) Do they perceive their institution as being 

gender-sensitive and committed to a gender perspective approach?; and (3) To what extent are 

student teachers aware of gender inequalities in teaching and learning?  

Method  

Context 

 The study was a descriptive cross-sectional study carried out at the school of education 

of a public university located in the Spanish Region of Valencia. It concerned two teacher 

education programmes (early childhood and elementary education) at this institution, which 

offers accredited teacher education programmes designed to prepare teacher candidates for the 

K-12 setting. The total annual enrolment numbers at this School of Education amount to over 

3,000 students/undergraduates (27% males and 73% females) —98% of them Spaniards— 

majoring in Early Childhood and Elementary Education (University of Alicante, 2018). Teacher 

education at this school is committed to providing teacher candidates with appropriate and 

sufficient training for them to understand, accept, and embrace equal gender opportunities as 

stated in the study programmes’ foundations. Gender competence arises as a generic transversal 

competency, and with the exception of an elective course on “Teaching in Gender Equality”, no 

study programmes show any evidence of gender issues having been incorporated into their 

course contents.  
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Participants 

The study sample, formed by last-year undergraduate student teachers enrolled in two 

teacher education programmes (early childhood and elementary school education), was identified 

using the data available from the Institution’s Office of Statistics for 2018. All 504 last-year 

student teachers from the aforementioned degrees were invited to participate. Three hundred and 

ninety-eight (N = 398) students (51% from early childhood and 49% from elementary school) 

completed the questionnaire with the SAGE index, which gives a response rate of 79%. The 

sample consisted primarily of females (84%). The mean age of participants was 21.44 (SD = 

4.10) —ranging from 18 to 50 years of age— and most of them were Spanish nationals (96.7%). 

They had a full-time dedication to the degree programme (94%). One third of respondents (37%) 

claimed to have previous notions of gender equality issues. On the whole, respondents rated the 

importance of gender training with a score of 9.43 (out of 10). 

Instrument 

The Sensitive Assessment for Gender Equality (SAGE) index (student teacher’s version) 

was used in this study. The theoretical support for this scale came from Doing Gender (West & 

Zimmerman, 1987), a theory which conceptualises gender as a social and relational system 

interacting at three levels: socio-cultural (politics and laws); relational (curriculum and teaching); 

and individual (personal gender awareness). The items in this instrument were written after a 

literature review of relevant works published in the field of education for GE (e.g. UNESCO, 

2015; UN Women, 2015). The initial SAGE version included 38 questions to participants about 

their degree of agreement on the level of GM implementation in their training programmes by 

means of a six-point Likert-type scale ranging from I Strongly Agree to I Strongly Disagree. The 

scale had been previously piloted (Miralles-Cardona, 2019), and after the preliminary analyses, 

18 questions comprised the revised scale which showed evidence that the SAGE index was 

psychometrically sound in terms of item characteristics, scale reliability, and content validity. 

Procedure 

Data Collection. Based on an examination of university catalogues, one of the 

programme courses where all cohorts could be surveyed was selected. After being granted 

permission by the institution and the corresponding classroom instructors, participants were 

asked to give their informed consent. They anonymously and voluntarily completed the survey at 
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the beginning of one of their classes during the second semester of the 2017-2018 academic year. 

From a total of 403 surveys, five turned out to be unusable for being incomplete. 

Data analysis entailed several phases. Firstly, SPSS version 26.0 was used for descriptive 

analyses, reliability (Cronbach’s alpha coefficient) tests, and comparison of means (t-test for 

independent samples and Cohen’s d to measure effect size). Secondly, single and multi-group 

CFA using AMOS version 23 (Arbuckle, 2014) allowed us to check the SAGE construct’s 

validity. The normal distribution of data led us to opt for the Maximum Likelihood procedure. 

The following indexes were calculated for the purpose of assessing model fit: (1) the Chi-square 

statistic (χ2), and the mean-square error of approximation (RMSEA) as absolute measures of fit; 

(2) the Tucker-Lewis index (TLI), and the comparative goodness index (CFI) as incremental 

adjustment measures; and (3) the (χ2/df) ratio as a measure of parsimony adjustment. Adequacy 

of the hypothesised model was checked through the following cut-off criteria: for the χ2/df ratio, 

a value of ≤ 2 illustrates a good fit, a value of ≤ 3 establishing an acceptable fit. For RMSEA, 

values of less than 0.05 reflect a close fit, those above 0.08 suggesting reasonable approximation 

errors (Browne & Cudeck, 1993). CFI and TLI are considered appropriate with values ≥ than 

0.90. Nevertheless, Hu and Bentler (1999) appeal for more rigorous cut-off criteria when it 

comes to goodness of fit indexes, such as 0.95 for CFI and TLI or 0.06 for RMSEA. A factor 

invariance analysis was subsequently carried out for the two subsamples based on the best 

measurement model obtained at the previous stage.  
Results 

Normality check and reliability 

Table 1 shows the descriptive statistics (means, standard deviations, skewness, and 

kurtosis) for each one of the 18 SAGE index items. The highest average corresponds to item 20 

“Gender issues are as important for TE as those related to other differences” —with a mean of 

5.38— and the lowest to Item 4 “Male students receive more attention from faculty than female 

students” —with a mean of 1.87.  Item 20 presents the most homogeneous responses (SD of 

0.85), the most heterogeneous ones being those for Item 2 “My study plan includes gender 

competence development” (SD of 1.53). As shown in Table 1, almost all items met the normal 

distribution requirements for skewness and kurtosis values, which were within an acceptable 

range (between -2 and +2) as recommended by Muthén and Kaplan (1985) —except for items 7, 
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13, 17, 19, and 20. Cronbach’s Alpha of the overall SAGE index was .703 (.684 and .692 for 

early childhood and elementary school student teachers, respectively), values that fall within the 

high range of internal consistencies according to Thorndike (1997) and thus suggest good 

reliability across subgroups.  
Table 1. Univariate normality of the 18-item SAGE index 

Items Whole sample 
M SD Skewness Kurtosis 

2 3.88 1.53 -0.313 -0.936 
3 3.45 1.32 -0.060 -0.804 
4 1.87 1.19 1.581 2.095 
5 2.31 1.30 0.731 -0.308 
6  2.91 1.45 0.295 -0.908 
7 5.30 1.02 -1.836 3.772 
8 2.80 1.44 0.285 -0.926 
9 2.71 1.38 0.461 -0.637 
10 2.05 1.08 0.909 0.248 
11 4.93 1.08 -1.251 1.811 
12 4.84 1.27 -1.123 0.803 
13 5.26 1.18 -1.883 3.228 
14 3.72 1.20 -0.345 -0.305 
15 3.92 1.14 -0.500 0.206 
16 4.21 1.13 -0.566 0.372 
17 5.34 0.99 -1.891 4.011 
19 5.22 0.95 -1.449 2.499 
20 5.38 0.85 -1.620 3.188 

 

Measurement invariance across degree 

 Guided by previous research on SAGE’s dimensionality using student teacher samples 

(Kitta & Cardona-Moltó, in press; Miralles-Cardona, 2020; Miralles-Cardona et al., 2020) a 

three-factor model containing seven, five, and six items, respectively, was tested for both 

subsamples (early childhood and elementary school student teachers) prior to testing the SAGE 

factor invariance. Before comparing groups, it is important to make sure that the hypothetical 

structure provides good fit for both groups. For this purpose, we tested two three-factor models 

(M1 with 16 items and M2 with 18 items). After checking parameter estimates, a decision was 

made to take Model 2 —composed of 18 items— for checking invariance. The proposed three-

factor model of the 18-item SAGE index (M2) fits the empirical data better than the 16-item 

three-factor model (M1) (χ2/df  = 3.50; RMSEA < .08; CFI > .90 vs. χ2/df  = 6.13; RMSEA < .11; 

CFI < .90).  
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 Single CFA analysis. CFAs were run on each group to ensure satisfactory goodness of 

fit estimates. As shown in Table 2, RMSEA indicated an acceptable fit (.073 and .078) of the 

three-factor model in student teachers’ data, as well as of the CFI (.901 to .945) and TLI (.900 to 

.944) indices. The fit for elementary school student teachers’ data was less acceptable than for 

those corresponding to early childhood student teachers as can be easily observed (better χ2/df , 

RMSEA and CFI indices in early childhood than in elementary school student teachers’ samples. 

Factor loadings ranged from .59 to .82, with a similar factor correlation in each subgroup, which 

varied between .02 and .35 in early childhood and between .13 to .35 in the elementary school 

student teachers’ sample. Overall, this analysis provided evidence that the three-factor model and 

the 18 items of the SAGE is supported in both groups. 
Table 2. Goodness-of-fit indexes of 18-item SAGE measurement invariance across degree  
 
Model χ2   df χ2/df CFI TLI RMSEA ΔCFI ΔRMSEA 
Single-group         
   Early Childhood 296.20 147 2.01 .945 .944 .073   
   Elementary Sch. 390.50 147 2.66 .901 .900 .078   
Multi-group         
   Configural 687.70 294 2.33 .923 .922 .054   
   Weak 695.30 300 2.32 .923 .922 .054 .000 .000 
   Strong 760.02 318 2.39 .916 .916 .055 .007 .001 
Notes. χ2 = Chi-Squared; df = Degree of Freedom; CFI = Comparative Fit Index; TLI = Tucker-Lewis Index; 
RMSEA = Root Mean Squared Error of Approximation 
 
 Multi-group CFA analysis. Next, the models were compared to find the optimal level 

of constraint. We moved from single-group CFA to multi-group CFA in order to cross-validate 

the three-factor model across the two groups. The configural, metric, and scalar models were 

hypothesised to be correct. Each model’s fit was then compared against the fit of the model in 

which it was nested. Configural invariance tested whether the proposed factor structure (Figure 

1) would be equal across both groups of student teachers. Fit indices (χ2/df = 2.33; RMSEA < 

.05; CFI > .90) confirmed this (see Table 2). The model fit of the other two invariances was 

similarly confirmed too: metric (χ2/df  = 2.32; RMSEA < .05; CFI > .90) and scalar (χ2/df  = 

2.39; RMSEA < .05; CFI > .90). As shown in Table 2, the Δχ2 values at each comparison level 

allow accepting metric invariance, which leads us to conclude not only that factor loadings are 

equivalent in both samples but also that the models are equivalent with respect to factor loadings 

and intercepts. Adding more constraints to the configural model and later to the metric model 

and converting it to the scalar model did not result in the deterioration of fit (incremental indices 
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of .001 for ΔRMSEA and .007 for ΔCFI).  These two models are equivalent at a configural, 

metric, and scalar level. 

 

 
Figure 1. CFA model for assessing measurement invariance 

 

Perceptions about gender mainstreaming implementation and comparison of means 

 The next step after having demonstrated the equivalence of the SAGE’s factors, 

loadings, and intercepts across early childhood and elementary school student teachers consisted 

in seeking differences and similarities in perceptions of GM implementation between one teacher 

education group and the other. As can be seen in Table 3, mean score comparisons by factors and 

items revealed statistically significant differences. Early childhood student teachers scored 

higher than elementary school ones in the assessment of the importance of including a gender 

perspective in university teaching (M = 5.37 vs. 5.00, t[396] = 4.54, p <.01) and in awareness on 

gender inequalities (M = 2.41 vs. 2.15, t[396] = 2.77, p <.01), the magnitude of differences in 

means being moderately strong (Cohen’s d effect size of .793 and .540, respectively). No 

statistically significant differences between both groups appeared in perceptions of institutional 

sensitivity to the implementation of a GE policy (M = 3.84 vs. 3.83, t[396] = 0.12, p >.05). 

Taking into account that the midpoint of the scale is 3.50, these data indicated that student 

teachers rated: (a) the incorporation of a gender perspective into training as very important and 

essential for their preparation; (b) the level of institutional sensitiveness to GE policy 

implementation in teaching as moderately low or neutral; and (c) the level of awareness of 

gender inequalities as very low or clearly inadequate.  
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Table 3. Student teachers’ perceptions on gender mainstreaming implementation by subsamples 

 
 
Dimensions/Items 

Whole 
Sample 

Early 
Childhood 

Elementary    

M SD M SD M SD t gl p 
GE Training 
 

5.18 0.83 5.37 0.72 5.00 0.89 4.54 396 .000* 

19. Mainstreaming gender in TE is 
essential to combat sexism. 

5.22 0.95 5.41 0.85 5.04 1.01 3.88 396 .000* 

7. Mainstreaming gender should be 
mandatory and transversal. 

5.30 1.03 5.51 0.85 5.10 1.14 4.04 396 .000* 

20. Gender issues are important for TE 
as those related to other differences. 

5.38 0.85 5.47 0.81 5.28 0.88 2.27 396 .024* 

13. At least one course focused on 
gender studies in TE should be 
compulsory. 

5.26 1.18 5.52 0.97 5.00 1.31 4.51 396 .000* 

12. All subjects should be taught with 
a gender perspective. 

4.84 1.27 5.11 1.13 4.58 1.35 4.28 396 .000* 

11. Diversity of sexual identity should 
receive more attention in study plans. 

4.93 1.09 5.13 0.97 4.74 1.17 3.68 396 .000* 

17. Mainstreaming gender in TE is 
necessary for learning to teach 
equality.  

5.34 0.99 5.42 0.93 5.26 1.04 1.63 396 .105 

Institutional Sensitiveness 
 

3.83 0.91 3.84 0.88 3.83 0.93 .122 396 .903 

15. My college of education has 
adopted a proactive approach to GE. 

3.92 1.14 3.95 1.15 3.89 1.13 0.55 396 .582 

16. My college is implementing the 
current legislation related to GE. 

4.21 1.14 4.25 1.09 4.16 1.18 0.76 396 .448 

3. Gender issues receive sufficient 
attention in course content. 

3.45 1.32 3.53 1.31 3.37 1.33 1.17 396 .245 

14. Instructors are sufficiently 
sensitive to gender issues. 

3.72 1.20 3.65 1.16 3.79 1.23 -1.14 396 .266 

2. My study plan includes gender 
competence development. 

3.88 1.53 3.82 1.52 3.94 1.54 -0.74 396 .457 

Awareness of Gender Inequalities 
 

2.44 0.89 2.56 0.87 2.37 0.89 2.78 396 .006* 

5. Female student achievement is 
frequently minimised.  

2.31 1.30 2.41 1.32 2.20 1.28 1.62 396 .107 

6. Achievements of female students 
are attributed to effort rather than to 
ability. 

2.91 1.46 3.05 1.38 2.77 1.52 1.88 396 .061 

4. Male students receive more 
attention from faculty than their 
female counterparts. 

1.87 1.20 2.03 1.32 1.71 1.04 2.62 396 .009* 

10. Faculty has higher expectations 
about male students. 

2.05 1.09 2.17 1.12 1.93 1.04 2.24 396 .026* 

8. Female faculty find themselves in 
inferiority compared to male faculty. 

2.80 1.44 2.92 1.36 2.69 1.52 1.59 396 .112 

9. Power in university continues to be 
held by male faculty. 

2.71 1.38 2.82 1.40 2.61 1.36 1.46 396 .145 

Scale range 1-6 (1 = I strongly disagree; 2 = I disagree to some extent; 3 = I disagree; 4 = I agree to some extent; 5 
= I agree; 6 = I strongly agree); *Significant at .05 or above 
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 The examination of results by items (Table 3) revealed that, apart from the statement 

“Mainstreaming gender in teacher education is necessary to learn/for learning to teach equality,” 

where both groups strongly agreed (M = 5.42 and 5.26, respectively), this was not the case in the 

rest of statements (items 19, 7, 20, 13, 12 and 11). These findings suggest that early childhood 

student teachers were more receptive to the need of adopting a gender-sensitive approach in 

teaching than elementary school student teachers. Early childhood student teachers also had a 

significantly greater awareness of gender inequalities compared to elementary school student 

teachers (p < .01). Even though both groups were blind to gender inequalities associated with 

learning and teaching, elementary school student teachers perceived that male learners are likely 

to receive more attention from faculty than their female counterparts (M = 1.71 vs. 2.03, t[396] = 

2.62, p < .01) and also that faculty have higher expectations for male students (M = 1.93 vs. 2.17, 

t[396] = 2.24, p < .05). These differences confirm the discriminatory capacity of items, alongside 

their potential to identify gaps in the process of gender mainstreaming implementation on an 

institutional, curricular, and individual basis, additionally justifying the use of the SAGE index 

as a screening and guidance instrument to introduce reforms and to assess impacts. 

Discussion and educational implications 

Several studies have shown that instrument validation may need modifications when used 

in new contexts after translation to other languages (e.g. Arafat et al., 2016) or with groups of 

different characteristics (e.g. Milfont & Fischer, 2010). In regard to the SAGE index, previous 

research has not addressed measurement invariance when utilised with diverse teacher education 

programmes, with the exception of the study by Miralles-Cardona (2020), who studied 

invariance across sex and permitted to examine all the sources of measurement invariance due to 

population heterogeneity by sex. In this study, the original three-factor model of the SAGE index 

fit the data from student teachers was tested, measurement invariance across two samples of 

early childhood and elementary student teachers being verified too using the best fit and most 

parsimonious model. 

The first step in the study was to explore the descriptive statistics, internal consistency, 

and model fit estimates in the original three-factor model. Internal consistency estimates 

resembled those reported by Miralles-Cardona (2020) for male and female student teachers, 

which ranged from .67 to .77. However, reliability estimates for the early childhood and 
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elementary school student teacher samples ranged from .68 to .69. In other words, the SAGE 

index has slightly better internal consistency when studied across degree than across sex.  

An important finding was that model fit estimates for the three-factor model of the 18-

item SAGE index across degree suggested an adequate model fit (χ2/df  = 3.50; RMSEA < .08; 

CFI > .90). However, Miralles-Cardona (2020) reported lower fit estimates across sex (χ2/df = 

6.13; RMSEA = .11; CFI < .90) for the same sample using the 16-item three factor of the SAGE, 

thus indicating an acceptable to mediocre fit. As hypothesised, the 18-item SAGE index yielded 

invariant indicators: equivalent factors, equivalent loadings, and equivalent intercepts across the 

early childhood and elementary school student teacher samples. Because multi-group model fit 

estimates for both samples were within the acceptable model fit range, the instrument can prove 

useful to compare perceptions on gender equality training, institutional sensitiveness to the 

implementation of a gender equality policy, and awareness of gender inequalities in teaching and 

learning.  

When comparing student teachers’ perceptions of GM incorporation into teaching, 

statistically significant differences in ratings of gender equality training were found between the 

two samples of student teachers (p < .01), which in turn suggests that early childhood student 

teachers gave more importance to gender equality training as part of their preparation than 

elementary school student teachers in all indicators but one (Item 17). Early childhood student 

teachers also value GM more than their elementary school counterparts as a teaching strategy to 

combat sexism; they see GM as mandatory and consider that at least one subject focused on 

gender issues should be taught in teacher education plans. No statistically significant differences 

in ratings of institutional sensitivity on GM implementation were found between both samples (p 

> .05), though, the level of commitment being rated as low (3.84 vs. 3.83 out of 6). This has 

important implications for teacher education at the participating institution because, as shown by 

data, participants believed that gender does not receive enough attention in course contents (Item 

3), that instructors are not sufficiently sensitive to gender issues (Item 14), and that study plans 

do not sufficiently include gender competence development (Item 2). Finally, a very surprising 

result was that student teachers from both samples seem to be unaware of gender inequalities 

linked to instructional processes, with ratings of 2.41 and 2.15 out of 6, elementary school 

student teachers being even less aware of these potential inequalities. These results suggest that 
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gender education is absent from the teacher preparation curriculum. As for the three dimensions 

measured by the SAGE index, the areas of greatest concern are: (1) achieving the institution’s 

commitment to implement and evaluate GM in teaching; and (2) sensitising students to possible 

unfair and discriminatory treatments.  

Based on these findings, providing the participant institution with information on their 

students’ perceptions of gender equality training can help to address the areas of concern related 

to GM implementation in university teacher education. In our view, the SAGE index has the 

potential to supply useful information to the School of Education and its faculty as well as to 

other researchers who may find this instrument helpful in their inquiry to provide evidence about 

the status of gender mainstreaming in teacher education from student teachers’ perspectives. 

Limitations 

 A limitation of this study had to do with using only two student teacher cohorts from a 

single higher education institution. Hence, a generalisation of our findings without additional 

validation research should be avoided. However, the instrument is reliable and valid for use in 

teacher education, and it can supply information about how future teachers view gender 

mainstreaming in their study plans and classroom activities. Bearing in mind that the 

participating institution in this study is positioned in the rank 101-200 (overall mean for GE 51.9 

to 62.4 out of 100) in the Impact Ranking 2020: Gender Equality (The World University 

Rankings on Gender Equality, 2020), interventions to promptly improve gender institutional 

sensitiveness and student teachers awareness of gender inequities in learning and teaching 

become necessary. The ranking focuses on SDG#5 and measures universities’ research on the 

study of gender, along with their policies on gender equality and their commitment to recruiting 

and promoting women; and it includes more than 300 universities from 70 countries (The World 

University Rankings, Impact Ranking: GE, 2020). Overall, the results of this study issue a 

warning that teacher education for gender equality still remains a pending task at this institution. 

Being a valid and reliable tool, the SAGE index could serve to identify barriers to the 

implementation of GE policies, to guide reforms towards mainstreaming gender into faculties’ 

ideologies and curricula, and to evaluate the impact after each intervention. Future studies with 

broader and more representative samples may contribute to better describe the status of gender 
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mainstreaming in university teaching as well as to learn more about actions that need to be taken 

in common with other faculties of education and higher education institutions.  

Conclusion 

Taking into account that the main objective pursued with this study was to examine factor 

invariance in the SAGE index amongst early childhood and elementary school student teachers, 

it is concluded that:   

1) The three-factor model of the 18-item SAGE index turns out to be acceptable in both 

samples of student teachers and invariant across degree, thus showing evidence of 

measurement cross-validation and stability in the two groups under study; and 

2) Student teachers perceive gender equality training as ‘much needed’ and are aware that 

their institution is neutral and scarcely committed to the implementation of GM policy in 

its study plans. Nevertheless, they report unawareness of gender inequalities associated 

with educational processes too. Early childhood student teachers not only were 

significantly more receptive to the need for gender equality training but also showed a 

higher degree of awareness about gender inequalities than elementary school student 

teachers.  

These findings reveal a clear demand for change and the participating institution should take 

note thereof. 

Acknowledgements 

This work was supported by the Vice-Chancellor’s Office for Educational Quality and 

Innovation (Education Sciences Institute) (Ref. 4413) and by the Vice-Chancellor’s Office for 

Research and Knowledge Transfer of the University of Alicante (Ref. VIGROB-298).  

References 

Arafat, S. M., Chowdhury, H. R., Qusar, M. M., & Hafez, M. A. (2016). Cross-cultural 

adaptation and psychometric validation of research instruments: A methodological 

review. Journal of Behavioral Health, 5(3), 129-136. 

https://doi.org/10.5455/jbh.20160615121755 

Arbuckle, J. L. (2014). AMOS 23 user’s guide. 

ftp://public.dhe.ibm.com/software/analytics/spss/documentation/amos/23.0/en/Manuals/I

BM_SPSS_Amos_User_Guide.pdf 

217



 

20	

	

Browne, M. W., & Cudeck, R. (1993). Alternative ways of assessing model fit. In K. A. Bollen 

& J. S. Long (Eds.), Testing structural equation models (pp.136-162). SAGE.  

Cheung, G. W., & Rensvold, R. B. (1999). Testing factorial invariance across groups: A 

reconceptualization and proposed new method. Journal of Management, 25(1), 1–

27. https://doi.org/10.1177/014920639902500101 

Council of Europe (2011). European Pact for Gender Equality 2011-2020. Council of Europe. 

htps://eur-lex.europa.eu/legal-

content/EN/TXT/?uri=CELEX%3A52011XG0525%2801%29 

Council of Europe (2018). Council of Europe gender equality strategy 2018-2023. Council of 

Europe. https://rm.coe.int/strategy-en-2018-2023/16807b58eb 

DeJaeghere, J. (2015). Reframing gender and education for the post-2015 Agenda: A critical 

capability approach. In S. McGrath & Q. Gu (Eds.), Handbook of international education 

and development. Routledge. 

European Institute for Gender Equality (EIGE). (2012-2013). Gender equality training in the 

European Union: Mapping, research and stakeholders’ engagement. EIGE. 

https://eige.europa.eu/news/gender-training-european-union-mapping-research-and-

stakeholders-engagement-2012-2013 

European Institute for Gender Equality (EIGE). (2014). Peer-to-peer exchange seminar: ‘How 

do we make gender mainstreaming work?’ EIGE. https://oqconsulting.eu/wp-

content/uploads/2019/07/Final_Report_Peer_to_Peer_Seminar_Nov_20.pdf 

European Institute for Gender Equality (EIGE) (2016). Gender equality training: Gender 

mainstreaming toolkit. EIGE. https://eige.europa.eu/publications/gender-equality-

training-gender-mainstreaming-toolkit 

European Parliament (2010). Spanish policy on gender equality: Relevant current legislation and 

policies. 

http://webs.ucm.es/info/target/Art%20Chs%20EN/EPBriefingNoteSpGenPol_09EN.pdf 

García-Ramos, F. J., Zurian-Hernández, F. A., & Núñez-Gómez, P. (2020). Los estudios de 

género en los grados de comunicación. Comunicar: Revista Científica Iberoamericana de 

Comunicación y Educación, 63, 21-30. https://doi.org/10.3916/C63-2020-02 

218



 

20	

	

Browne, M. W., & Cudeck, R. (1993). Alternative ways of assessing model fit. In K. A. Bollen 

& J. S. Long (Eds.), Testing structural equation models (pp.136-162). SAGE.  

Cheung, G. W., & Rensvold, R. B. (1999). Testing factorial invariance across groups: A 

reconceptualization and proposed new method. Journal of Management, 25(1), 1–

27. https://doi.org/10.1177/014920639902500101 

Council of Europe (2011). European Pact for Gender Equality 2011-2020. Council of Europe. 

htps://eur-lex.europa.eu/legal-

content/EN/TXT/?uri=CELEX%3A52011XG0525%2801%29 

Council of Europe (2018). Council of Europe gender equality strategy 2018-2023. Council of 

Europe. https://rm.coe.int/strategy-en-2018-2023/16807b58eb 

DeJaeghere, J. (2015). Reframing gender and education for the post-2015 Agenda: A critical 

capability approach. In S. McGrath & Q. Gu (Eds.), Handbook of international education 

and development. Routledge. 

European Institute for Gender Equality (EIGE). (2012-2013). Gender equality training in the 

European Union: Mapping, research and stakeholders’ engagement. EIGE. 

https://eige.europa.eu/news/gender-training-european-union-mapping-research-and-

stakeholders-engagement-2012-2013 

European Institute for Gender Equality (EIGE). (2014). Peer-to-peer exchange seminar: ‘How 

do we make gender mainstreaming work?’ EIGE. https://oqconsulting.eu/wp-

content/uploads/2019/07/Final_Report_Peer_to_Peer_Seminar_Nov_20.pdf 

European Institute for Gender Equality (EIGE) (2016). Gender equality training: Gender 

mainstreaming toolkit. EIGE. https://eige.europa.eu/publications/gender-equality-

training-gender-mainstreaming-toolkit 

European Parliament (2010). Spanish policy on gender equality: Relevant current legislation and 

policies. 

http://webs.ucm.es/info/target/Art%20Chs%20EN/EPBriefingNoteSpGenPol_09EN.pdf 

García-Ramos, F. J., Zurian-Hernández, F. A., & Núñez-Gómez, P. (2020). Los estudios de 

género en los grados de comunicación. Comunicar: Revista Científica Iberoamericana de 

Comunicación y Educación, 63, 21-30. https://doi.org/10.3916/C63-2020-02 

218

 

21	

	

González-Pérez, T. (2017). Políticas educativas igualitarias en España: la igualdad de género en 

los estudios de magisterio. Archivos Analíticos de Políticas Educativas, 26(2), 1-17. 

Guarinos, V., Caro, F. J., & Cobo-Durán, S. (2018). La igualdad de género en los estudios de 

grado en Comunicación: la transversalidad imaginaria. Revista Prisma Social, 22, 296-

325. https://revistaprismasocial.es/article/view/2571 

Hu, L. T., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: 

Conventional criteria versus new alternatives. Structural Equation Modeling, 6(1), 1-55. 

https://doi.org/10.1080/10705519909540118 

Kabeer, N. (2005). Gender equality and women’s empowerment: A critical analysis of the third 

millennium development goal 1. Gender and Development, 13(1), 13-24. 

https://www.jstor.org/stable/20053132 

Kitta, I., & Cardona-Moltó, M. C. (in press). Adaptación y validación de la versión griega del 

índice EFIG (Evaluación de la Formación para la Igualdad de Género) en estudiantes 

universitarios. In R. Roig Vila (Dir.). Octaedro. 

Larrondo, A., & Rivero, D. (2019). A case study on the incorporation of gender-awareness into 

the university journalism curriculum in Spain. Gender and Education, 31(1), 1-14. 

https://doi.org/10.1080/09540253.2016.1270420 

Lombardo, E., & Mergaert, L. (2013). Gender mainstreaming and resistance to gender training: 

A framework for studying implementation. Nordic Journal of Feminist and Gender 

Research, 21(4), 296-311. https://doi.org/10.5944/educXX1.23899 

Milfont, T. L., & Fischer, R. (2010). Testing measurement invariance across groups: 

Applications in cross-cultural research. International Journal of Psychological Research, 

3(1), 111-121. 

Miralles-Cardona, C. (2019). Evidencias de fiabilidad y validez del índice de Evaluación 

Sensible a la Formación en Igualdad de Género [Reliability and validity evidence of the 

Sensitive Assessment for Gender Equality index]. In R. Roig Vila (Dir.), Investigación e 

innovación en la enseñanza superior: nuevos contextos, nuevas ideas (pp. 320-331). 

Octaedro. 

Miralles-Cardona, C. (2020). Examining preservice teachers’ education for gender equality using 

a gender sensitive scale: A case from Spain. In Erik J. Byker and Akesha Horton (Eds.), 

219



 

22	

	

Elementary Education:Global Perspective, Challenges and Issues of the 21st Century 

(pp. 99-126). Nova Science Publishers. 

Miralles-Cardona, C., Cardona-Moltó, M. C., & Chiner, C. (2020). La perspectiva de género en 

la formación inicial de docentes: estudio descriptivo de las percepciones del alumnado 

[Student perceptions of gender mainstreaming in initial teacher education: A descriptive 

study]. Educación XX1, 23(2), 231-257. https://doi.org/10.5944/educXX1.23899 

Muthén, B., & Kaplan, D. (1985). A comparison of some methodologies for the factor analysis 

of non-normal Likert variables. The British Journal of Mathematical and Statistical 

Psychology, 38(2), 171-189. https://doi.org/10.1111/j.2044-8317.1985.tb00832.x 

Ortega-Sánchez, D., & Pagès-Blanch, J. (2018). Género y formación del profesorado: un análisis 

de las guías docentes del área de didácticas de las ciencias sociales. Contextos 

Educativos, 21, 53-66. https://doi.org/10.18172/con.3315 

Pastor, I. y Acosta, A. (2016). La institucionalización de las políticas de igualdad en la 

universidad española. Investigaciones Feministas, 7(2), 247-271. 

Pendergast, D., Garvis, S., & Keogh, J. (2011). Preservice student teacher self-efficacy beliefs: 

An insight into the making of teachers. Australian Journal of Teacher Education, 36(12), 

46-57.  

Serra, P., Soler, S., Prat, M., Vizcarra, M. T., Garay, B., & Flintoff, A. (2018). The (in)visibility 

of gender knowledge in the Physical Activity and Sport Science degree in Spain. Sport, 

Education and Society, 23(4), 324-338. https://doi.org/10.1080/13573322.2016.1199016 

Spanish Government (2004, December 29). Ley Orgánica 1/2004, de 28 de diciembre, de 

Medidas de Protección Integral contra la Violencia de Género [Organic Law 1/2004, of 

December 28, on Comprehensive Protection Measure against Gender Violence]. State 

Official Gazette/Boletin Oficial del Estado, 133, 1-44.  

Spanish Government (2007, March 23). Ley Orgánica 3/2007, de 22 de marzo, para la Igualdad 

Efectiva de Hombres y Mujeres [Organic Law 1/2004, of December 28, for the Effective 

Equality of Men and Women]. State Official Gazette/Boletin Oficial del Estado, 71, 1-66.  

Thorndike, R. M. (1997). Measurement evaluation in psychology and education. Prentice-Hall. 

UN Women Training Centre. (2015). Training for gender equality: Twenty years on. Author. 

https://www.slideshare.net/LucyFerguson3/papertrainingforgenderequality20b-62417254 

220



 

22	

	

Elementary Education:Global Perspective, Challenges and Issues of the 21st Century 

(pp. 99-126). Nova Science Publishers. 

Miralles-Cardona, C., Cardona-Moltó, M. C., & Chiner, C. (2020). La perspectiva de género en 

la formación inicial de docentes: estudio descriptivo de las percepciones del alumnado 

[Student perceptions of gender mainstreaming in initial teacher education: A descriptive 

study]. Educación XX1, 23(2), 231-257. https://doi.org/10.5944/educXX1.23899 

Muthén, B., & Kaplan, D. (1985). A comparison of some methodologies for the factor analysis 

of non-normal Likert variables. The British Journal of Mathematical and Statistical 

Psychology, 38(2), 171-189. https://doi.org/10.1111/j.2044-8317.1985.tb00832.x 

Ortega-Sánchez, D., & Pagès-Blanch, J. (2018). Género y formación del profesorado: un análisis 

de las guías docentes del área de didácticas de las ciencias sociales. Contextos 

Educativos, 21, 53-66. https://doi.org/10.18172/con.3315 

Pastor, I. y Acosta, A. (2016). La institucionalización de las políticas de igualdad en la 

universidad española. Investigaciones Feministas, 7(2), 247-271. 

Pendergast, D., Garvis, S., & Keogh, J. (2011). Preservice student teacher self-efficacy beliefs: 

An insight into the making of teachers. Australian Journal of Teacher Education, 36(12), 

46-57.  

Serra, P., Soler, S., Prat, M., Vizcarra, M. T., Garay, B., & Flintoff, A. (2018). The (in)visibility 

of gender knowledge in the Physical Activity and Sport Science degree in Spain. Sport, 

Education and Society, 23(4), 324-338. https://doi.org/10.1080/13573322.2016.1199016 

Spanish Government (2004, December 29). Ley Orgánica 1/2004, de 28 de diciembre, de 

Medidas de Protección Integral contra la Violencia de Género [Organic Law 1/2004, of 

December 28, on Comprehensive Protection Measure against Gender Violence]. State 

Official Gazette/Boletin Oficial del Estado, 133, 1-44.  

Spanish Government (2007, March 23). Ley Orgánica 3/2007, de 22 de marzo, para la Igualdad 

Efectiva de Hombres y Mujeres [Organic Law 1/2004, of December 28, for the Effective 

Equality of Men and Women]. State Official Gazette/Boletin Oficial del Estado, 71, 1-66.  

Thorndike, R. M. (1997). Measurement evaluation in psychology and education. Prentice-Hall. 

UN Women Training Centre. (2015). Training for gender equality: Twenty years on. Author. 

https://www.slideshare.net/LucyFerguson3/papertrainingforgenderequality20b-62417254 

220

 

23	

	

UNESCO. (2015). A guide for gender equality in teacher education: Policy and practices. 

UNESCO. http://unesdoc.unesco.org/images/0023/002316/231646e.pdf 

UNESCO International Bureau of Education (IBE). (2011). Training tool for curriculum 

development: Module on gender sensitization. IBE. http://inprogressreflections.ibe-

unesco.org/stem-resource-pack/ 

United Nations (UN). (1979). Convention on the Elimination of All Forms of Discrimination 

against Women (CEDAW). UN. 

https://www.ohchr.org/EN/ProfessionalInterest/Pages/CEDAW.aspx 

United Nations. (1995). Beijing Platform for Action. UN. 

https://www.un.org/en/events/pastevents/pdfs/Beijing_Declaration_and_Platform_for_Ac

tion.pdf 

United Nations. (2015). Transforming our world: The 2030 Agenda for Sustainable 

Development. UN. https://sustainabledevelopment.un.org/post2015/transformingourworld 

University of Alicante. (2018). The UA in figures 2017. UA Publication Service. 

https://utc.ua.es/es/documentos/ua-en-cifras/libros-ua-en-cifras/libro-ua-en-cifras-2017-

para-imprimir.pdf 

Unterhalter, E., Heslop, J., & Mamedu, A. (2013). Girls claiming education rights: Reflections 

on distribution, empowerment and gender justice in Northern Tanzania and Northern 

Nigeria. International Journal of Educational Development, 33(6), 566-575. 

https://doi.org/10.1016/j.ijedudev.2013.05.007 

Valdivieso, S. (Coord.), Ayuste, A., Rodríguez-Menéndez, M. C., & Vila-Merino, E. (2016). 

Educación y género en la formación docente en un enfoque de equidad y democracia. En 

I. Carrillo & Flores (Coord.), Democracia y educación en la formación docente (pp. 117-

140). Universidad de Vic-Universidad Central de Cataluña. 

Vandenberg, R. J., & Lance, C. E. (2000). A review and synthesis of the measurement invariance 

literature: Suggestions, practices, and recommendations for organizational 

research. Organizational Research Methods, 3(1), 4-

70. https://doi.org/10.1177/109442810031002 

221



 

24	

	

Verge, T., Ferrer-Fons, M., & González, M. J. (2018). Resistance to mainstreaming gender into 

the higher education curriculum. European Journal of Women’s Studies, 25(1), 86-101. 

https://doi.org/10.1177/1350506816688237 

Vizcarra, M. T., Nuño, T., Lasarte, G., Aristizabal, P., & Álvarez, A. (2015). La perspectiva de 

género en los títulos de grado en la Escuela Universitaria de Magisterio de Victoria-

Gasteiz. Revista de Docencia Universitaria, 13(1), 297-318. 

https://doi.org/10.4995/redu.2015.6448 

Weiner, G. (2000). A critical review of gender and teacher education in Europe. Pedagogy, 

Culture, and Society, 8(2), 233-247. https://doi.org/10.1080/14681360000200091 

West, C., Zimmerman, D. (1987). Doing gender. Gender and Society, 1, 125-151. 

https://doi.org/10.1177/0891243287001002002 

WHO (World Health Organization) (2000). Millennium development goals. WHO. 

https://www.who.int/topics/millennium_development_goals/about/en/ 

World University Rankings (2020). Impact rankings 2020: gender equality. Elsevier-Vertigo 

Ventura. https://www.timeshighereducation.com/rankings/impact/2020/gender-

equality#!/page/0/length/25/sort_by/rank/sort_order/asc/cols/undefined 

222



 

24	

	

Verge, T., Ferrer-Fons, M., & González, M. J. (2018). Resistance to mainstreaming gender into 

the higher education curriculum. European Journal of Women’s Studies, 25(1), 86-101. 

https://doi.org/10.1177/1350506816688237 

Vizcarra, M. T., Nuño, T., Lasarte, G., Aristizabal, P., & Álvarez, A. (2015). La perspectiva de 

género en los títulos de grado en la Escuela Universitaria de Magisterio de Victoria-

Gasteiz. Revista de Docencia Universitaria, 13(1), 297-318. 

https://doi.org/10.4995/redu.2015.6448 

Weiner, G. (2000). A critical review of gender and teacher education in Europe. Pedagogy, 

Culture, and Society, 8(2), 233-247. https://doi.org/10.1080/14681360000200091 

West, C., Zimmerman, D. (1987). Doing gender. Gender and Society, 1, 125-151. 

https://doi.org/10.1177/0891243287001002002 

WHO (World Health Organization) (2000). Millennium development goals. WHO. 

https://www.who.int/topics/millennium_development_goals/about/en/ 

World University Rankings (2020). Impact rankings 2020: gender equality. Elsevier-Vertigo 

Ventura. https://www.timeshighereducation.com/rankings/impact/2020/gender-

equality#!/page/0/length/25/sort_by/rank/sort_order/asc/cols/undefined 

222

 

 

 

PART III 

 

WORK SUBMITTED OR NOT PUBLISHED 
_______________________________________________________ 

 

 





 

Chapter 7 

Study 2: Paper IV 

_______________________________________________________ 

 

Miralles-Cardona, C., Chiner, E., & Cardona-Moltó, M. C. (Submitted). 

Teacher efficacy for sustainable gender equality practice: Survey design and 

validation of the TEGEP. Manuscript submitted for publication in The 

Internatinal Journal of Sustainability in Higher Education. JCR (Q2, position 

89/263). 

 

 



9/6/20 0'19ScholarOne Manuscripts

Página 1 de 2https://mc.manuscriptcentral.com/ijshe

International Journal of Sustainability in Higher EducationInternational Journal of Sustainability in Higher Education

! Print

Submitted to

Manuscript ID

Title

Authors

Date Submitted

Submission Confirmation

Thank you for your submissionThank you for your submission

International Journal of Sustainability in Higher Education

IJSHE-06-2020-0204

Teacher efficacy for sustainable gender equality practice: survey design and validation
of the TEGEP

Miralles-Cardona, Cristina
Chiner, Esther
Cardona-Moltó, María-Cristina

08-Jun-2020

Author Dashboard

Please click the "Return to Dashboard" button below to view your submitted
manuscript OR click the link "Log Out" at the upper right side of the screen to log out of
your account.

"" Home Home

## Author Author



International Journal of Sustainability in Higher Education

Teacher efficacy for sustainable gender equality practice: 
survey design and validation of the TEGEP

Journal: International Journal of Sustainability in Higher Education

Manuscript ID IJSHE-06-2020-0204

Manuscript Type: Research Paper

Keywords: Sustainable development, gender equality, pre-service teacher 
education, self-efficacy, scale validation, higher education

 

International Journal of Sustainability in Higher Education

227



International Journal of Sustainability in Higher Education
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validation of the TEGEP

 Abstract

Purpose. Gender equality (GE) is a matter of great concern in today’s societies. Since 

the United Nations proposed its 17 sustainable development goals (SDGs) in 2015, 

education for gender equality has become a critical issue for its potential to reduce 

inequities and discrimination. In practice, however, the field of teacher education (TE) 

has been characterized by a limited understanding of what education for a sustainable 

GE looks like and which specific gender competencies for future teachers are required. 

Methodology. This paper describes the development of a self-report survey to measure 

pre-service teachers’ self-efficacy for sustainable gender equality practice (TEGEP). 

Based on a theory-driven framework, a 22-item scale was developed and validated on a 

sample of 601 preservice teachers selected from three TE programs from a public 

university in Spain. Findings. Exploratory and multi-group confirmatory factor analyses 

of sample responses revealed three factors that explained 57% of total variance: efficacy 

in gender knowledge/awareness, efficacy in using a GE pedagogy, and efficacy in 

developing gender attitudes. Reliability and validity analyses suggested that the TEGEP 

scale shows good construct validity, internal consistency, and invariance across degree 

and gender. Originality. The study contributed to the advancement of knowledge on 

education for GE by providing a valid and reliable instrument to measure student 

teachers’ perceptions of self-efficacy for sustainable GE practices and warns of 

unrealistic perceptions of ability for GE sustainability.

Keywords: Sustainable development, gender equality, pre-service teacher education, 

self-efficacy, scale validation, measurement invariance, higher education.
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Introduction

Today, gender equality (GE) is a matter of great concern around the world. The 

need to promote GE through education has been a worldwide mission since the United 

Nations (UN) proposed a global women’s rights treaty (UN, 1979) with the aim to 

eliminate all forms of discrimination against women. Over time, this aim has been 

changing and evolving, and today GE is not only considered a fundamental human 

right, but a facilitator of economic growth and social well-being, as regarded in the 

2030 Agenda’s (UN, 2015). The sustainable development goals (SDGs) have met both 

critics and defenders (e.g. they are not mandatory, do not address the real causes of 

problem imbalances [Neubauer and Calame, 2017]), but despite criticism represent a 

unique opportunity to raise awareness for taking worldwide action to face current global 

problems such as gender inequity. 

In the 2030 Agenda, SDG-5 refers to ‘gender equality’ known as equality of 

opportunity between women and men. It aims at attaining gender equality through 

empowering all women and girls by 2030, which requires the elimination of all forms of 

discrimination against women/girls, and all forms of violence against them in the public 

and private spheres (Target 5.c). In this context, higher education institutions have the 

moral and social responsibility to create knowledge that is vital for the achievement of 

the SDGs through their core activities of teaching, research, and innovation. 

Sustainability in higher education: An incipient approach

Given the key role of education for sustainable development (ESD), supporting 

sustainability at all university levels is a necessity. However, institutions around the 

world have not reacted well to meet the challenge (International Association of 

Universities, 2017; Sustainable Development Solutions Network/SDSN 

Australia/Pacific, 2017), even though in regions like Europe 85% of the countries have 

policies recognizing the SDGs at national/regional level (University Educators for 

Sustainable Development/UE4SD, 2015). Commitment to the 2030 Agenda does not 

come free of barriers. There is no global approach or strategy for ESD (Holgaard et al., 

2016) as they vary according to institutional contexts and country conditions, and its 

implementation is not easy due to its transdisciplinary nature (University of Siena, 

2017). Moreover, the highly specialized education of many faculty does not favor ESD 

incorporation either (Ryan et al., 2010). Therefore, it is not surprising that sustainability 

is still at an incipient level of development operating in theory rather than in practice 

(Azeiteiro et al., 2015). Spain as a signatory country of the 2030 Agenda is currently 
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preparing a university reform so that ESD will be taught in all degrees. The objective is 

to have a roadmap with coordinated measures to help universities to implement 

sustainability.

Teacher education for a sustainable gender equality

Teacher education (TE) programs have a major role to play in promoting 

sustainability, particularly in ensuring that all new graduates are well prepared for GE 

practices. Their role is of vital importance to build teacher candidates’ awareness and 

provide them the necessary competencies, attitudes, and skills to teach gender-sensitive 

future generations. In practice, however, across countries, TE programs are failing to 

prepare future teachers for practicing a sustainable and gender-sensitive pedagogy 

(González-Pérez, 2017; GENTE, 2018; Zippel et al., 2016). This lack of preparation, as 

reported by Ferreira et al. (2015), may be because the education of pre-service teachers 

takes place in complex organizations that are autonomous and difficult to change. But 

there are other more subtle reasons: the vagueness and weakness of current GE policies 

(González-Pérez, 2017; Weiner, 2000), and androcentrism still prevailing in academic 

thinking (García-Pérez et al., 2014; Lombardo and Mergaert, 2013). In addition, due to 

there being no core of education for sustainability knowledge in TE, teachers end up not 

having the skills and notions to teach sustainability (Stevenson et al., 2012; Wolff et al., 

2017). These reasons contribute to explain why education for a sustainable GE has not 

emerged as a priority in TE curricula and why it is practically absent in all education 

degrees (Gónzález-Pérez, 2017; Weiner, 2000).

A sustainable education for GE should ensure that all student teachers gain a 

certain degree of awareness on gender issues in their formative period and specifically 

learn how gender influences classroom dynamics and interactions. O’Toole (1998) 

warns that teachers are not immune to the prevalent notions of gender in society and 

that their pedagogy is loaded with subtle messages about who is important in the 

classroom. Similarly, Rands (2009) argues that a strong teacher education is essential to 

accept and understand diversity and the existing gender inequities, and that lack of 

research in this area can produce gender blindness to problems affecting communities 

and institutions. Rands (2009) identifies four approaches to gender education: gender-

stereotyped, gender-free/gender-blind, gender-sensitive, and gender-complex education, 

the latter being committed to GE. A gender-complex approach provides students with 

the opportunity to consider and analyze how gender manifests itself in teaching 

discourses, conversations, and materials, which can assist in breaking down gender 
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having the skills and notions to teach sustainability (Stevenson et al., 2012; Wolff et al., 

2017). These reasons contribute to explain why education for a sustainable GE has not 

emerged as a priority in TE curricula and why it is practically absent in all education 

degrees (Gónzález-Pérez, 2017; Weiner, 2000).

A sustainable education for GE should ensure that all student teachers gain a 

certain degree of awareness on gender issues in their formative period and specifically 

learn how gender influences classroom dynamics and interactions. O’Toole (1998) 

warns that teachers are not immune to the prevalent notions of gender in society and 

that their pedagogy is loaded with subtle messages about who is important in the 

classroom. Similarly, Rands (2009) argues that a strong teacher education is essential to 

accept and understand diversity and the existing gender inequities, and that lack of 

research in this area can produce gender blindness to problems affecting communities 

and institutions. Rands (2009) identifies four approaches to gender education: gender-

stereotyped, gender-free/gender-blind, gender-sensitive, and gender-complex education, 

the latter being committed to GE. A gender-complex approach provides students with 

the opportunity to consider and analyze how gender manifests itself in teaching 

discourses, conversations, and materials, which can assist in breaking down gender 
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oppression and prejudice. Rands (2009) views education for gender equality as a force 

that can challenge the current social construct of gender and the inequalities associated 

with it. She understands that by using a gender-complex approach educators can design 

a curriculum for a gender-equality committed education. 

According to Rands, a gender-complex training model should include the 

following components: (1) knowledge about gender and inequities, (2) opportunities to 

develop critical and reflective skills about the impact of gender and inequalities in 

people’s lives, and (3) development of gender attitudes and values, components that are 

congruent with the three elements of awareness (cognitive), attitudes (socio-emotional), 

and actions (behavioral) recommended by the OECD (2017) and adopted by UNESCO 

(2017) in its set of learning objectives. However, given that these components alone 

may be insufficient to boost students’ interests and satisfy training needs, an additional 

component would be required for a sustainable GE practice; that is, student teachers’ 

personal belief in their own’s ability to educate future generations for sustainable GE.

Teacher self-efficacy as a key motivational aspect of competence

The European Higher Education Area has promoted a pedagogical model 

focused on the development of competencies equivalent to the UNESCO’s (2017) 

learning objectives. Transversal competencies such as ‘gender equality’ are a set of 

knowledge, skills and attitudes that students display to acquire the learning objectives of 

a degree (Strijbos et al., 2015), and are transferable to specific situations and actions. 

However, the development of this competency, mandatory in all university studies 

around Europe, is practically forgotten in the curricula of the different university studies 

(Verge et al., 2018). 

Teachers’ competencies development is a complex task that requires mastery of 

a diverse set of professional knowledge, skills, and affective-motivational dispositions 

(Guerriero, 2017, UNESCO, 2017). Compared to the other two elements of awareness, 

affective-motivational dispositions have received much less attention. They constitute a 

set of motivational factors (e.g. teacher’s beliefs about their subject area or the teaching 

profession) that are relevant for teachers’ professional competence because “such 

characteristics affect teacher decision-making, professional learning, educational 

practice, and indirectly the academic success of their students” (Lauermann, 2017, p. 

117).

One of the most widely used theoretical frameworks in research on teacher 

motivation comes from Bandura’s (1997) socio-cognitive theory. According to this 
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theory, self-efficacy is a key motivational construct defined as “beliefs in one’s ability 

to organize and execute the courses of action necessary to achieve desired 

accomplishments” (Bandura, 1997, p. 3) or “teacher’s judgments about their ability to 

promote student learning” (Hoy and Spero, 2005, p. 343). Perceived self-efficacy is 

positively related to high quality instructional processes, student achievement, and 

teachers’ well-being (Zee and Koomen, 2016). Teachers with high self-efficacy tend to 

believe that they have the ability to make a difference in student achievement and trust 

their students’ abilities significantly more than those with low self-efficacy (Akbari et 

al., 2009; Depaepe and König, 2018). That belief transfers into a higher level of 

planning and organization, engagement in instructional tasks, willingness to follow 

effective teaching methods, and job satisfaction (Tschannen-Moran and Hoy, 2001; Zee 

and Koomen, 2016). Therefore, if gender competency is to be a prerequisite of 

university training, self-efficacy for a sustainable GE practice must be an essential 

component of future teachers’ initial preparation.

Measuring teacher self-efficacy for sustainable gender equality practices

Teaching efficacy has been measured using various instruments and scales, 

although there is no consensus about the precise number of its components and their 

nature. Nonetheless, there seems to be unanimity that it is a specific and multi-

dimensional construct, whose components vary from three to six, including teacher 

instruction, classroom management, motivating and engaging students, and 

collaboration with teachers and parents (Bandura, 1997; Klassen et al., 2011). 

In the literature it is easy to find general measures of efficacy, but not specific 

measures such as teacher self-efficacy for a sustainable practice of GE, which is 

unsatisfactory especially considering the pressure to embed sustainability in university 

curriculum. Looking for specific measures, we found instruments that measure 

knowledge, opinions, and behaviors in regards to SDGs as a whole (e.g. Michalos et al., 

2011; Sunthonkanokpong and Murphy, 2019), but none specific to SDG-5. 

To have a good understanding of the nature and development of self-efficacy for 

a sustainable GE practice, we should have valid and reliable specific instruments. With 

no such instruments being available, this research study addresses the gap. Based on the 

theoretical foundations of Rands (2009) on gender, Bandura’s concept of self-efficacy 

(1997), and the three elements of awareness recommended by the OECD (2017) and 

UNESCO (2017), the purpose of this study  was to design and validate the Teacher 

Efficacy for Gender Equality Practice (TEGEP) scale, which aims to assess self-

Page 5 of 26 International Journal of Sustainability in Higher Education

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

232



International Journal of Sustainability in Higher Education

theory, self-efficacy is a key motivational construct defined as “beliefs in one’s ability 

to organize and execute the courses of action necessary to achieve desired 

accomplishments” (Bandura, 1997, p. 3) or “teacher’s judgments about their ability to 

promote student learning” (Hoy and Spero, 2005, p. 343). Perceived self-efficacy is 

positively related to high quality instructional processes, student achievement, and 

teachers’ well-being (Zee and Koomen, 2016). Teachers with high self-efficacy tend to 

believe that they have the ability to make a difference in student achievement and trust 

their students’ abilities significantly more than those with low self-efficacy (Akbari et 

al., 2009; Depaepe and König, 2018). That belief transfers into a higher level of 

planning and organization, engagement in instructional tasks, willingness to follow 

effective teaching methods, and job satisfaction (Tschannen-Moran and Hoy, 2001; Zee 

and Koomen, 2016). Therefore, if gender competency is to be a prerequisite of 

university training, self-efficacy for a sustainable GE practice must be an essential 

component of future teachers’ initial preparation.

Measuring teacher self-efficacy for sustainable gender equality practices

Teaching efficacy has been measured using various instruments and scales, 

although there is no consensus about the precise number of its components and their 

nature. Nonetheless, there seems to be unanimity that it is a specific and multi-

dimensional construct, whose components vary from three to six, including teacher 

instruction, classroom management, motivating and engaging students, and 

collaboration with teachers and parents (Bandura, 1997; Klassen et al., 2011). 

In the literature it is easy to find general measures of efficacy, but not specific 

measures such as teacher self-efficacy for a sustainable practice of GE, which is 

unsatisfactory especially considering the pressure to embed sustainability in university 

curriculum. Looking for specific measures, we found instruments that measure 

knowledge, opinions, and behaviors in regards to SDGs as a whole (e.g. Michalos et al., 

2011; Sunthonkanokpong and Murphy, 2019), but none specific to SDG-5. 

To have a good understanding of the nature and development of self-efficacy for 

a sustainable GE practice, we should have valid and reliable specific instruments. With 

no such instruments being available, this research study addresses the gap. Based on the 

theoretical foundations of Rands (2009) on gender, Bandura’s concept of self-efficacy 

(1997), and the three elements of awareness recommended by the OECD (2017) and 

UNESCO (2017), the purpose of this study  was to design and validate the Teacher 

Efficacy for Gender Equality Practice (TEGEP) scale, which aims to assess self-

Page 5 of 26 International Journal of Sustainability in Higher Education

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

232

International Journal of Sustainability in Higher Education

efficacy in teaching sustainability for GE. The specific objectives of this study were: 

1) Design and develop an instrument to measure ‘teacher self-efficacy 

for a sustainable gender equality practice’.

2) Examine its psychometric properties (reliability and construct 

validity).

3) Verify its factor invariance across degree and gender in order to 

determine if the construct structure is equivalent in different 

subgroups of student teachers. 

Method

Participants and Context

 The participants in this study were student teachers enrolled in three accredited 

TE programs (two undergraduate, one graduate) from a public university in Spain of 

approximately 25312 students (University of Alicante, UA, 2018). Annually, 1145 

students graduate from the College of Education being 99% Spaniards and 

predominantly (71%) female. According to the UA mission’s statements, the institution 

is sensitive to issues of sustainable development, but sustainability is not formally 

integrated in teaching and research with the exception of some postgraduate programs 

focused mainly on environmental aspects. Gender is considered a transversal 

competence in study plans, but in practice courses are free of gender equity issues. 

There is only one elective 3-credit course on Education for gender equality available 

during all the training period. 

Convenience sampling was used to select students seeking a degree in Early 

Childhood, Elementary, and Secondary Education. Data sources were third-year cohorts 

from the 2017-2018 Spring semester because those in the fourth-year spent most of their 

time off campus at practicum sites. All students present in class on the day the survey 

was administered were invited to participate after obtaining permission from the 

institution and instructors. They were informed about the voluntary nature of 

participation and after signing the form were invited to complete the survey instrument 

anonymously without receiving any incentive for taking part in the study. Those who 

did not want to participate returned blank surveys. Out of a total of 620 students in class 

representing 61% of the three cohorts, 610 returned the questionnaire. Of these returned 

surveys, 1.5% contained missing or incomplete values and were eliminated from the 

sample. The final sample consisted of 601 surveys of which 196 (33%) were from 

students in Early Childhood, 202 (33%) in Elementary, and 203 (34%) in Secondary 
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Education programs. The average age of the participants was 24.31 years old (SD = 

5.66, range 20-54) for the entire sample, and 23.01, 22.49 and 27.40 for Early 

Childhood, Elementary, and Secondary Education participants, respectively. A large 

majority were female (n = 433, 72%), Spanish (n = 582, 96.84%) and full-time students 

(n = 505, 84.02%). Only a minority reported having taken any elective course with a 

gender perspective or said they had previous knowledge on gender issues (n = 137, 

22.80%).

Instrument

The Teacher Self-Efficacy for Gender Equality Practice (TEGEP) scale was 

designed and developed to collect data from participants. DeVellis (2003) steps were 

utilized for its development and validation. 

  Item generation. The purpose of this phase was to capture and define the 

domains that best represented the content being assessed. To do this, a literature review 

on education for gender equality was conducted (e.g. OECD, 2015, 2017; Rands, 2009; 

UNESCO, 2015, 2017). Rands’s (2009) principles for the development of gender equity 

(increase awareness and knowledge about gender, develop critical skills to support 

teachers to think about inequities in complex ways, exercise gender-sensitive 

attitudes/values) and self-efficacy as a core aspect of Bandura’s social-cognitive theory 

(1997) were utilized as the framework of the scale. The literature review confirmed that 

future teachers need to have mastery in three basic areas: (1) knowledge on content and 

pedagogy of gender, (2) skills/abilities to apply the principles and foundations of gender 

equity, and (3) skills to raise awareness about gender-related inequities, as well as 

commitment and a willingness/attitude to transmit values that help prevent the 

maintenance and/or reproduction of injustices and inequalities. 

Once these three domains were identified, a table of content specification was 

created for each of the three domains (cognitive, behavioral, and socio-emotional) based 

on the UNESCO’s (2017) learning objectives for SDG-5. In the cognitive domain, the 

contents referred to the ability of future teachers to teach concepts such as gender, 

gender roles, gender stereotypes, gender parity, gender discrimination, knowledge about 

all forms of gender discrimination, causes of violence, and gender inequality. In the 

behavioral domain, skills to support others in developing empathy across genders and 

breaking down gender discrimination and violence; skills to observe and identify gender 

discrimination; and skills to plan, implement, support and evaluate strategies for GE. In 

the socio-emotional domain, skills to recognize and question traditional perception of 
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(increase awareness and knowledge about gender, develop critical skills to support 

teachers to think about inequities in complex ways, exercise gender-sensitive 

attitudes/values) and self-efficacy as a core aspect of Bandura’s social-cognitive theory 

(1997) were utilized as the framework of the scale. The literature review confirmed that 

future teachers need to have mastery in three basic areas: (1) knowledge on content and 

pedagogy of gender, (2) skills/abilities to apply the principles and foundations of gender 

equity, and (3) skills to raise awareness about gender-related inequities, as well as 

commitment and a willingness/attitude to transmit values that help prevent the 
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Once these three domains were identified, a table of content specification was 

created for each of the three domains (cognitive, behavioral, and socio-emotional) based 

on the UNESCO’s (2017) learning objectives for SDG-5. In the cognitive domain, the 

contents referred to the ability of future teachers to teach concepts such as gender, 

gender roles, gender stereotypes, gender parity, gender discrimination, knowledge about 

all forms of gender discrimination, causes of violence, and gender inequality. In the 

behavioral domain, skills to support others in developing empathy across genders and 

breaking down gender discrimination and violence; skills to observe and identify gender 
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gender roles; reflect on own gender identity and gender roles; identify and speak up 

against all forms of gender discrimination; promote respect and full equality; and feel 

empathy/solidarity with those who differ from personal or community gender 

expectations and roles. Based on these contents, 40 items were generated. All items 

were written in a positive and independent way. Item statements began with the 

expression ‘I can ...’, ‘I am confident ...’ or ‘I am ...’. A six-point Likert scale measuring 

degree of agreement/disagreement ranging from 1 = Strongly Disagree to 6 = Strongly 

Agree was utilized.

Expert evaluation. The first draft of the instrument was subjected to qualitative 

and quantitative expert evaluation. Five university professors (excluding the authors) 

with experience in gender issues and scale measurement were selected to assess the 

instrument’s face and content validity as a measure of teacher efficacy for a sustainable 

GE practice. In addition to examining the relevance of the items to measure the 

construct, the experts examined item clarity and wording, the instructions provided to 

answer them, and the type of measurement. Then, the experts quantitatively assessed 

content validity, item by item, using the criterion of 0 = Not relevant; 1 = Somewhat 

relevant; 2 = Fairly relevant; and 3 = Very relevant. Based on the expert’s content 

evaluation, seven items were eliminated (those with scores below two). With the 

remaining 33 items, the Lawshe (1975) formula was applied to obtain the total content 

validity index of the scale, obtaining an IVC of .98. After expert evaluation, the scale in 

its initial form was made up of 33 items. 

Pilot administration. The first scale version of 33 items was tested (Authors, 

2018) in the 2016-2017 Spring semester with a convenience sample of 175 first to 

fouth-year student teachers from the Early Childhood and Elementary education 

programs of the same institution. The average age of the participants was 20.83 years 

old (SD = 3.64, range 18-46), being a majority women (91%) and Spanish (97%). 

Respondents’ perceived self-efficacy in knowledge about gender was 4.15 (SD = 1.20), 

in skills 4.36 (SD = 1.11) and in attitudes 5.30 (SD = 0.87). These values were 

indicative of a moderate level of self-efficacy. The internal consistency of the 

instrument was also explored (α = .932) and items with correlation ≤ .30 were 

eliminated. Items 32 and 33 (r = .30 and .26, respectively) were removed resulting in a 

final draft of 31 items (12 relative to self-efficacy in gender knowledge, 12 self-efficacy 

items in gender skills, and 7 self-efficacy items in gender attitudes). The scale allows to 

obtain individual scores by item, factors, and a total score (see Appendix). 
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Data Analysis

Scale validation involved performing several analyses: (1) an exploratory factor 

analysis (EFA) to identify the number of factors in the piloted version; (2) group and 

multi-group confirmatory factor analyses (CFA) to verify factor stability in the total 

sample and factorial invariance across subsamples; (3) reliability analyses as internal 

consistency of the best estimated model, as well as a descriptive-comparative analysis to 

compare by degree and gender participants’ self-efficacy to implement GE practices. 

Statistical analyses were made using SPSS-26 and AMOS-23 versions.

The EFA was carried out with the data from the entire sample and sub-samples 

using the Principal Components method with Varimax rotation. The Kaiser criterion 

and the Cattell sedimentation graph were used to determine the number of factors. 

Additionally, following Stevens’s (1992) recommendations, all items with factorial 

weights ≤ .40 were excluded from the analysis. The CFA was run using the Maximum 

Likelihood procedure. To assess model fit the following indices were calculated: (1) the 

Chi-square statistic (χ2) and the root mean square error of approximation (RMSEA) as 

absolute measures of fit between the proposed model and the data; (2) the comparative 

fit index (CFI) and the Tucker-Lewis index (TLI) as incremental adjustment measures, 

and (3) the ratio (χ2/df) as a measure of parsimony adjustment. Adequacy of the 

hypothesized model was checked using the following cutoff criteria. For the χ2/gl ratio, 

a value of ≤ 2 was taken as a good fit, and a value of ≤ 5 as an acceptable fit 

(Schermelleh-Engel et al., 2003). For the RMSEA, critical values between ≤ .06 and ≤ 

.08 were considered acceptable, while CFI and TLI were deemed appropriate with 

values ≥ than .90. The scale’s internal consistency was calculated using the Cronbach’s 

Alpha coefficient. Coefficients equal to .70 were considered reliable (Nunnally, 1978). 

Finally, means and standard deviations by item, subscales, and total scale were 

calculated. Comparison of means was carried out through one-way between groups 

analysis of variance (ANOVAs). Participants’ responses were divided into three groups 

according to degree (1 = Early Childhood, 2 = Elementary, 3 = Secondary) and gender 

(1 = female, 2 = male).

Results

Construct validity

Exploratory Factor Analysis. Mean scores of the 31 items that make up the 

initial version of the TEGEP ranged from 3.23 (Item 8 “… define gender biases”) to 

5.50 (Item 30 “… do more to eliminate gender inequalities”). Discrimination indices 
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were all above .40 except one (Item 31 “… learn more about gender issues”). In regards 

the variability of responses, the most heterogeneous item (SD of 1.44) was Item 7 (“… 

meaning of gender parity”), while Item 28 (“… assume new roles for a sustainable GE 

education”) was the most homogeneous, with a SD of 0.78. With the exception of Item 

8 (“… define gender biases”) and Item 10 “… differentiate gender parity and gender 

equality”, all skewness and kurtosis values were within the range of  2, indicating that 

the variables fit well to a normal distribution. Before proceeding with the EFA analysis, 

data were explored to check its suitability. The indicators were optimal: (a) the Kaise-

Meyer-Olkin (KMO) value for sampling adequacy was .935, indicating that there was a 

considerable proportion of common variance and that the analysis of principal 

components was viable; and (b) Bartlett’s test of sphericity was also highly significant 

10739.83 (p <.000) showing that there was systematic covariance between the TEGEP 

items. Next, an EFA of the correlation matrix using the Principal Component method 

(Varimax rotation) was performed. The analysis (N = 601) revealed that the underlying 

structure of the 31 items (initial version of the scale) was made up of three factors that 

together explained 53.65% of the variance. After analyzing the correlation matrix and 

following the recommendations of Hair et al. (2010), it was decided to eliminate those 

items with correlations equal to or less than .50, so items 13, 14, 30, and 31 were 

removed. A second EFA performed with the remaining 27 items resulted in the same 

three-factor structure. The three factors together explained 55.41% of the variance 

(58.01%, 53.34%, and 57.55% by subsamples). Twelve items with factor loadings 

between .51 and .73 comprised factor 1 (Efficacy in Gender Knowledge and 

Awareness), 10 items with loadings between .55 and .82 comprised factor 2 (Efficacy in 

Implementing a Gender Pedagogy), and five items with loadings between .56 and .80 

comprised factor 3 (Efficacy in Developing Gender Attitudes). This structure is the 

same as the one identified in the pilot study by Authors (2018) and is consistent with the 

three basic components (cognitive, behavioral, socio-emotional) of competencies. 

Confirmatory Factor Analyses. The first model tested was the 27-item 

unidimensional model (M1) configured after EFA using the Maximum Likelihood 

method. The estimated parameters were statistically significant (p < .01) and the factor 

loadings were greater than .54. RMSEA (.099), TLI (.773) and CFI (.774) indicated 

poor model fit with the one-dimensional theoretical model. However, an exploration of 

the modification indices suggested that model fit could be improved by eliminating 

Items 5, 7, 10, 20 and 28 for not exceeding the .50 threshold. After conducting a new 
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CFA with those items removed, the revised model composed of 22 items (M2) resulted 

in better goodness-of-fit, better internal consistency rates, and significant lower Chi-

square estimate (5.63) that indicated acceptable model fit. Additionally, CFI (.836) and 

TLI (.834) values were within the range of appropriate model fit. All estimated 

parameters were statistically significant (p <.01). The factor loads of the revised model 

(M2) ranged from .53 to .86. These results revealed that a three-factored model of the 

“teacher self-efficacy for sustainable gender equality practice” construct is confirmed. 

The first dimension achieved with CFA has nine items (Item 1, 2, 3, 4, 6, 8, 9, 11, and 

15), which corresponds with Efficacy in Gender Knowledge and Awareness (GKA). 

The second dimension retained, with nine items (Item 12, 16, 17, 18, 19, 21, 22, 23, and 

24), was for Efficacy in Implementing a Gender Pedagogy (IGP). The third dimension, 

Efficacy in Developing Gender Attitudes (DGA), has four items (Item 25, 26, 27, and 

29). The revised 22-item TEGEP explained 56.88% of the total variance (59.03%, 

54.38%, and 59.05% in early childhood, elementary, and secondary subsamples, 

respectively). Item total correlations ranged from .390 to .714, and factor loadings from 

.526 to .855.

Factor invariance

First, we checked the factor invariance across degree. The 22-item three-factor 

model of the TEGEP was tested by subsamples (early childhood, elementary, and 

secondary) using multi-group CFA. The goodness-of-fit estimates for early childhood 

(χ2  = 712.95, df = 228, RMSEA = .104, TLI = .792, CFI = .795), elementary (χ2 = 

616.69, df = 228, RMSEA = .092, TLI = .800, CFI = .803), and secondary student 

teachers’ groups (χ2 = 654.11, df = 228, RMSEA = .096, TLI = .822, CFI = .825) were 

in the range of acceptable fit (Table I). The goodness-of-fit indices obtained for the 

three groups in RMSEA were satisfactory, whereas CFI and TLI were close to 

acceptable, with a relatively worst fit in the group of early childhood student teachers. 

Next, we tested the configural, weak, and strong measurement invariance for the three 

groups (equal factors, equal loadings within factors, and equal indicator intercepts, 

respectively). The ΔCFI between the constrained and the unconstrained models was 

equal or below .01, indicating that strong invariance was supported according to the 

recommendations of Cheung and Rensvold (2002). Therefore, the equivalence of the 

measurement was proven in the three groups of students across degrees. 

<Insert Table I>
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Next, we examined the adequacy of the factor invariance hypothesis for gender. 

The 22-item three-factor model was tested separately in the female (χ2 = 1156.99, df = 

228, RMSEA = .097, TLI = .803, CFI = .805) and male (χ2 = 503.02, df = 228, RMSEA 

= .085, TLI = .841, CFI = .843) samples. In general, fit indices were acceptable (χ2/df 

around 3), but more satisfactory in the male than in the female group (see Table I). 

Multigroup comparison was then performed taking the initial model without restrictions 

as baseline to investigate the configural invariance (equal factor structure), the metric 

invariance (equal factor loadings) and the strong or residual invariance (equal indicator 

intercepts). Both ∆CFI and ∆RMSEA values were satisfactory (≤ .01) suggesting that 

the three-factor structure of the TEGEP scale is invariant with respect to gender.

Reliability and descriptives

The TEGEP showed a high internal consistency for the entire scale (α = .92). 

Cronbach’s Alpha coefficients for the subscales were .90 for Efficacy in Gender 

Knowledge and Awareness (GKA), .87 for Efficacy in Implementing a Gender 

Pedagogy (IGP), and .77 for Efficacy in Developing Gender Attitudes (DGA). 

Correlations between the three subscales were positive and statistically significant (r = 

.86 between IGP and GKA, p <.01; r = .80 between IGP and DGA, p <.01; and r = .78 

between GKA and DGA, p <.01), coefficients that according to Cohen (1988) can be 

considered strong correlations.

Descriptive statistical analyses revealed that respondents’ self-efficacy for GE 

practice was above the midpoint of the scale (M = 4.53, SD = 0.67), indicating that 

student teachers self-reported moderate levels of self-efficacy in being able to teach in a 

gender-sensitive way (Table II). Interestingly, students were more confident in their 

ability to implement a gender pedagogy (M = 4.55, SD = 0.79) and in developing 

gender attitudes (M = 5.07, SD = 0.80) than in their knowledge and awareness of 

gender (M = 4.26, SD = 0.81). Specifically, respondents scored Item 2 “Knowledge of 

gender legislation” (M = 3.32, DT = 1.23) and Item 8 “Knowledge of the meaning of 

concepts such as gender bias” (M = 3.23, DT = 1.38) below the theoretical average of 

3.50. Comparison of means conducted to determine if self-efficacy for GE practices 

differed depending on degree is also provided in Table II. There were no statistically 

significant differences in any of the three subscales, Efficacy in Gender Knowledge and 

Awareness (p > .05), Efficacy in Implementing a Gender Pedagogy (p >. 05), and 

Efficacy in Developing Gender Attitudes (p > .05) suggesting that perceived ability to 

teach GE did not differ by degree.
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<Insert Table II>

Comparison of means by gender are presented in Table III. No statistically 

significant differences were found in Efficacy in Gender Knowledge (p > .05) and in 

Efficacy in Implementing a Gender Pedagogy (p >. 05). However, Efficacy in 

Developing Gender Attitudes was rated significantly higher by females than male 

students (M = 5.20 vs. 4.71) [t(599) = 7, p = .000], with the effect size being moderate 

(d = .046), according to Cohen (1988). Comparison of individual items revealed that 

female students self-reported significantly higher sensitivity to (1) gender inequalities (p 

= .000), (2) gender stereotypes (p = .000), and (3) concern about existing tolerance 

toward gender discrimination (p = .000) than their male counterparts. In addition, 

female students were more likely to identify themselves as activists than male students 

(p = .000), with the effect size being small to moderate (d between .025 and .030).

<Insert Table III>

Discussion

Education for gender equality is an issue of maximum pedagogical interest at 

present considering the international agreements on sustainable development derived 

from the 2030 Agenda (UNESCO, 2015). In the 2030 Agenda, SDG 5 refers to Gender 

Equality, a goal that makes explicit reference to higher education as a sector that can 

help through teaching, research, and innovation to create knowledge for training gender 

sensitive professionals. However, specifically, the field of teacher education has been 

characterized by a limited understanding of what education for GE looks like and which 

specific gender competencies for future teachers are required. This study contributes to 

the advancement of knowledge by developing and validating an instrument to measure 

prospective teachers’ competency of self-efficacy to implement and sustain GE 

practices. The theoretical foundation of the instrument starts from Rands’s (2009) 

conceptual framework for the design of a gender-sensitive committed curriculum, the 

UNESCO’s (2017) learning objectives for SDG-5, and Bandura’s (1997) concept of 

self-efficacy. The TEGEP scale evaluates by means of a self-report survey three 

essential aspects of teaching gender equality: the cognitive, behavioral and affective 

aspects of this domain. 

The instrument was validated using a convenience sample made up of 601 

student teachers in their third-year of study. The findings suggested a scale consisting of 

22 items and a construct with three dimensions that explained 57% of the total variance: 

(1) self-efficacy in implementing a gender pedagogy (23%); (2) self-efficacy in gender 
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knowledge and awareness (21%), and (3) self-efficacy in developing gender attitudes 

(13%). The revised 22-item three-factor model was confirmed by a CFA, whose model- 

fit indices suggest that the proposed three-factor model is valid and reliable (good 

internal consistency (α = .92) and adequate construct validity as highlighted by the 

correlations between factors). In addition, the study provides data in support of its factor 

invariance across degree and gender confirming that the three-factor structure is stable 

and equivalent in all groups. Consequently, although the TEGEP three-factor model 

provides a modest fit to the data, in light of all the evidence (validity, reliability, and 

factor equivalence) we concluded that the TEGEP has adequate psychometric properties 

to measure self-efficacy for sustainable GE practices. These findings support the 

distinction between the three indicators of ability, knowledge, and attitude as inherent 

elements of the competency required for practicing a sensitive and gender-committed 

education, which is of particular importance. 

Respondents self-reported a moderate level of self-efficacy in knowledge and 

awareness of gender (M = 4.26, DT = 0.81) and in skills for implementing a sustainable 

gender pedagogy (M = 4.55, DT = 0.79), but a high self-efficacy in developing gender 

attitudes (M = 5.07, DT = 0.80). These results are congruent with the findings of studies 

by Klasen and Chiu (2011) and Pendergast et al. (2011), which identified that student 

teachers in their formative period tend to report high levels of self-efficacy in teaching, 

despite their lack of experience. Weinstein (1988) also described decades ago the 

unrealistic optimism of beginning teachers. Our data supports this fact, confirming that 

the tendency to overestimate competencies also applies to the domain of education for 

GE. Students reported significantly higher levels of self-efficacy in developing gender 

attitudes than in gender knowledge and skills for using a gender pedagogy. This can be 

explained by the idea that while students lack professional experience, they may base 

the assessment of their efficacy in personal-life experiences that they extrapolate to the 

professional context. On the contrary, the ability to handle concepts as well as to 

practice a gender-pedagogy can be conceived as a professional competency of which 

they have no or little experience. For all these reasons, the present study reinforces the 

idea that without learning opportunities, it is very likely that student teachers enter the 

profession with unrealistic expectations of their competency in gender. This can later 

have a negative impact on their performance when their perception of self-efficacy 

collides with the confrontation of reality. 
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The data also revealed that perceived self-efficacy in developing gender attitudes 

is significantly higher among women than men (M = 5.21 vs. M = 4.71, p = .000) 

regardless of degree. This is congruent with the fact that women tend to suffer the 

consequences of gender discrimination more often than men (Institute for Women and 

Equal Opportunities, 2019), while males tend to underestimate gender priviledge. 

Therefore, it is crucial that teacher educators support pre-service teachers in increasing 

awareness and understanding of the complexity of gender inequities and challenge 

them.

To avoid the collision with reality that teachers usually experience, it is also 

necessary that researchers and TE programs pay more attention to students’ perceptions 

of self-efficacy during their training period. TE programs should provide students with 

sufficient opportunities to stimulate the development of self-efficacy when working 

with different socially constructed identities by re-examining and rebuilding their 

curriculum. One way to accomplish this is to explore and implement innovative ways 

and strategies to incorporate gender issues into all teacher training plans. The capacity 

of teachers for gender mainstreaming as a strategy to promote GE needs to be evaluated 

through study plans, syllabi, and teaching practices, looking at the opportunities offered 

to students to experiment and develop educational practices for sustainable GE 

practices. According to Bandura (1997), the experience of success is the most powerful 

source of self-efficacy, which can be developed by modeling challenging situations and 

allowing students to work in teams and share experiences from tasks that require putting 

gender-sensitive knowledge, attitudes and skills into practice. Although more research 

is needed in TE programs with an emphasis on a gender perspective, there is evidence 

that active learning and reflective practice-based TE pedagogies can improve students’ 

gender competency (Donoso-Vázquez and Velasco-Martínez, 2013; García-Pérez et al., 

2014).  

Likewise, faculties of education should consider the assessment of gender 

competencies as a habitual practice to measure students’ growth and development of 

self-efficacy for GE. Carrying out evaluations at the beginning, during, and at the end of 

study programs could be useful to obtain data with which to monitor growth in the 

medium and long term. These data, together with the triangulation of data obtained from 

other measures, would allow a more critical and reflective examination of the status of 

education for GE in initial TE programs. Faculties, particularly those of education, 

should remain vigilant on these issues and use the three TEGEP subscales to report on 
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the level of gender competency that students acquire at the end of their preparation and, 

based on this, make decisions to enrich study plans with a gender vision.     

Future research could make use of the instrument not only to identify training 

needs in self-efficacy for a sustainable practice of gender equality, but to evaluate 

interventions and assess effectiveness. Such studies are necessary taking into account 

that literature reveals that TE programs are failing to adequately prepare prospective 

teachers, given the resistance in the field of higher education to gender mainstreaming 

(Authors, 2020; Verge et al., 2018; Zippel et al., 2016). Likewise, the instrument can be 

used to explore the relationships between perceived teaching efficacy for GE practices 

and other variables such as initial training in gender, previous personal experience in 

gender issues, or the degree of sensitivity and awareness of inequities associated with 

gender. These studies could contribute to providing knowledge and understanding of the 

relationship between these variables and different levels of efficacy in practicing a 

sustainable gender pedagogy and, consequently, could help adapt study programs to the 

current pre-service training needs.

Limitations

The study findings should be evaluated with the necessary caution. First of all, 

all the variables are self-reported, so it is impossible to know the extent to which social 

desirability could influence participants’ responses. Secondly, the fact that the sample 

included only third-year students from three different education programs of a single 

institution does not guarantee that the results can be generalized to other programs and 

institutions. Therefore, future studies that replicate this research with a broader and 

more diverse group of students from different institutions, degrees, regions and 

countries as well as in-service teachers would be desirable. Finally, it is important to 

note that the study only provides information about the respondents’ feelings of efficacy 

in general terms; that is, without taking into account modulating variables such as prior 

training in gender, motivation, or commitment to sustainable gender issues, so future 

studies should investigate how these variables can influence perceptions of efficacy for 

a sustainable GE practice and empirically document the findings. 

Conclusion

The present study contributed to the advancement of knowledge on education 

for gender equality by providing a valid and reliable instrument to measure student 

teachers’ perceptions of self-efficacy for sustainable GE practices. The TEGEP scale is 

composed of three independent but related subscales that assess awareness, attitudes 
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and skills for practicing a gender pedagogy. Given that the perception of efficacy is an 

affective-motivational variable on the basis of the good professional work of teachers, 

the design and validation of the TEGEP constitutes a contribution to the field by 

providing a tool that allows exploring the gender competency of prospective teachers. 

The instrument is also useful for identifying training needs and proposing curricular 

improvements to reduce the gap between preparation for GE and real efficacy for a 

sustainable and gender-sensitive teaching practice. In addition, the study warns of high 

levels of self-efficacy in teaching GE reported by participants, which considering their 

professional inexperience alerts to an unrealistic perception of ability for GE practice. 

Providing future teachers with learning opportunities and scenarios to critically reflect 

on the inequalities associated with gender is essential to identify discrepancies and 

imbalances, that will undoubtedly contribute to reducing ill-founded optimism in 

relation to perceived self-efficacy in educating school populations to live in a 

sustainable gender-equitable world.
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and skills for practicing a gender pedagogy. Given that the perception of efficacy is an 

affective-motivational variable on the basis of the good professional work of teachers, 

the design and validation of the TEGEP constitutes a contribution to the field by 

providing a tool that allows exploring the gender competency of prospective teachers. 

The instrument is also useful for identifying training needs and proposing curricular 

improvements to reduce the gap between preparation for GE and real efficacy for a 

sustainable and gender-sensitive teaching practice. In addition, the study warns of high 

levels of self-efficacy in teaching GE reported by participants, which considering their 

professional inexperience alerts to an unrealistic perception of ability for GE practice. 

Providing future teachers with learning opportunities and scenarios to critically reflect 

on the inequalities associated with gender is essential to identify discrepancies and 

imbalances, that will undoubtedly contribute to reducing ill-founded optimism in 

relation to perceived self-efficacy in educating school populations to live in a 

sustainable gender-equitable world.
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Table I

Goodness-of-fit indices of factor invariance across degree and gender for three-factor model

Degree χ2  df χ2/df TLI CFI RMSEA ∆CFI ∆RMSEA
   Early Childhood 326.01 103 2.96 .792 .795 .057
   Elementary 443.80 103 4.31 .859 .862 .111
   Secondary 443.80 103 4.31 .859 .862 .111
Multi-group invariance
  Configural 2218.24 750 2.96 .792 .795 .057
   Weak 2225.65 756 2.94 .794 .794 .057 .001 .000
   Strong 2335.85 802 2.91 .797 .788 .057 .006 .000
Gender χ2  df χ2/df TLI CFI RMSEA ∆CFI ∆RMSEA
   Female 326.01 103 2.96 .792 .795 .057
   Male 443.80 103 4.31 .859 .862 .111
Multi-group invariance
  Configural 1833.31 500 3.67 .804 .806 .067
   Weak 1837.26 503 3.65 .805 .806 .067 .000 .000
   Strong 1926.89 526 3.66 .804 .798 .067 .008 .000

Note. χ2 = Chi-Squared; df = Degree Freedom; CFI = Comparative Fit Index; TLI = Tucker-Lewis Index; RMSEA = 
Root Mean Squared Error of Approximation
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Table II

Teacher efficacy for gender equality practices: comparison of means by degree

 Degree M SD F p
Whole scale 4.53 0.67

4.26 0.81
4.55 0.79

     Gender knowledge (GKA)  
     Gender pedagogy (IGP) 
     Gender attitudes (DGA) 5.07 0.80
Subsamples Early Childhood 4.49 0.69 0.46 .630
   Elementary 4.53 0.62
    Secondary 4.56 0.69
     Gender knowledge Early Childhood 4.23 0.86 0.32 .728
   Elementary 4.28 0.75
    Secondary 4.29 0.82
     Gender pedagogy Early Childhood 4.49 0.78 0.89 .410
   Elementary 4.58 0.76
    Secondary 4.59 0.83
     Gender attitudes Early Childhood 5.10 0.81 0.47 .625
   Elementary 5.03 0.77
    Secondary 5.09 0.82
Scale range 1-6 (Min. 1, Max. 6, midpoint 3.50); df (2, 598)
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Table III

Teacher efficacy for gender equality practices: comparison of means by gender

Gender M SD t p Dir
Whole scale Female 4.55 0.65 1.50 .134
   Male 4.46 0.70
    Gender knowledge Female 4.26 0.82 -0.20 .838
   Male 4.28 0.79
    Gender pedagogy Female 4.56 0.78 0.28 .781
   Male 4.54 0.81
    Gender attitudes Female 5.21 0.70 7.00 .000* F>M
   Male 4.71 0.92
Scale range 1-6 (Min. 1, Max. 6, midpoint 3.50); df (599); * Significant at .01

Page 25 of 26 International Journal of Sustainability in Higher Education

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

252



International Journal of Sustainability in Higher Education

Table III

Teacher efficacy for gender equality practices: comparison of means by gender

Gender M SD t p Dir
Whole scale Female 4.55 0.65 1.50 .134
   Male 4.46 0.70
    Gender knowledge Female 4.26 0.82 -0.20 .838
   Male 4.28 0.79
    Gender pedagogy Female 4.56 0.78 0.28 .781
   Male 4.54 0.81
    Gender attitudes Female 5.21 0.70 7.00 .000* F>M
   Male 4.71 0.92
Scale range 1-6 (Min. 1, Max. 6, midpoint 3.50); df (599); * Significant at .01
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Appendix

Teacher Efficacy for Gender Equality Practice (TEGEP) Scale

This survey is designed to help assess teacher self-efficacy for sustainable gender equality practice. We 
ask you to circle the number that best represents your opinion about each of the statements using this six-
point Likert scale. Please try to answer each question.

1 2 3 4 5 6
Strongly
Disagree

Disagree Disagree
somewhat

Agree
Somewhat

Agree Strongly
Agree

Gender Knowledge and Awareness
I can (define, describe, identify, recognize, differentiate, etc…)

SD D DS AS A SA

1 Terminology related to gender issues. 1 2 3 4 5 6
2 Legislation on gender equity. 1 2 3 4 5 6
3 Gender equality vs. gender equity. 1 2 3 4 5 6
4 Gender roles. 1 2 3 4 5 6
5* Equal opportunities applied to gender. 1 2 3 4 5 6
6 Gender discrimination. 1 2 3 4 5 6
7* Gender parity. 1 2 3 4 5 6
8 Gender biases. 1 2 3 4 5 6
9 Sex and gender. 1 2 3 4 5 6
10* Gender equality vs. gender parity. 1 2 3 4 5 6
11. Gender inequalities. 1 2 3 4 5 6
15 Gender stereotypes. 1 2 3 4 5 6
Implementing a Gender Pedagogy
I am confident in …
12 Providing equal opportunities to all my students. 1 2 3 4 5 6
13* Planning strategies to teach with a gender perspective. 1 2 3 4 5 6
14* Mainstreaming gender into course content and materials. 1 2 3 4 5 6
16 Taking action to prevent reproduction/maintenance of 

inequalities.
1 2 3 4 5 6

17 Respecting the different gendered-styles of learning. 1 2 3 4 5 6
18 Creating learning environments that foster gender 

collaboration. 
1 2 3 4 5 6

19 Designing, implementing, and assessing lesson plans with 
a GP. 

1 2 3 4 5 6

20* Supporting school community links to promote GE. 1 2 3 4 5 6
21 Involving families in implementing school-home GE plans.  1 2 3 4 5 6
22 Conveying values on gender issues. 1 2 3 4 5 6
23 Collaborating with colleagues in developing empathy 

across gender.
1 2 3 4 5 6

24 Educating on gender issues. 1 2 3 4 5 6
Developing Gender Attitudes
I am able/concern …
25 Able to exercise gender sensitive attitudes. 1 2 3 4 5 6
26 Able to deconstruct gender stereotypes and prejudice. 1 2 3 4 5 6
27 Concerned about existing tolerance with gender 

discrimination and violence. 
1 2 3 4 5 6

28* Able to assume new roles for a sustainable GE education. 1 2 3 4 5 6
29 An activist able to speak up against all forms of gender 

injustice.
1 2 3 4 5 6

30* Able to do more do more to mitigate gender inequalities. 1 2 3 4 5 6
31* Eager to learn more on gender issues. 1 2 3 4 5 6
Note.*Items excluded after EFA (13, 14, 30, 31) and after CFA (5, 7, 10, 20, 28).
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Chapter 8 

Study 3: Paper V 

_____________________________________________________ 

Teacher educators’ views and experience on gender mainstreaming implementation 
and factors contributing to their involvement in teaching with a gender perspective. 
____________________________________________________________ 

 
1. Introduction 
 

Institutions are increasingly recognizing the need for gender 

mainstreaming (GM) implementation in university education as a way to 

develop gender competente in students and through their future roles as 

professionals (e.g. teachers) so they can contribute to create gender 

equitable societies. As a result, many institutions have intended to 

introduce initiatives to sensitize teacher educators to gender-sensitive 

practices and increase their will to mainstreaming gender in the courses 

they teach. At the UA some initiatives can be found (Díez-Ros et al., 

2017; Merma-Molina et al., 2015; Moreno-Vera & Díez-Ros, 2018). 

However, to extend these initiatives curricular reform and efforts to 

obtain and maintain the commitment of the entire faculty and instructors 

(Gonzalez & Padilla, 1999; Zemsky, 1997) are needed. 

Faculties and educators are not only in charge of developing 

academic plans, they also control the curriculum (Finnegan, 1994; Stark 

& Lattuca, 1997). Therefore, for an institution to be successful in their 

commitments and priorities through curricular reform, they need the  



	

support from their teacher educators (Stark & Lattuca, 1997). Despite 

legal requirements and research suggesting that GM should be a priority 

(Anguita-Martínez, 2011; Buquet, 2011; Gudbjornsdottir et al., 2017), 

many institutions and teacher educators still do not integrate gender 

equity in study plans and course contents (González-Pérez, 2017; 

Ortega-Sánchez & Pagès-Blanch, 2018; Valdivieso, 2016; Vizcarra et al., 

2015). This research study pursues to explore why.  

In their effort to understand why teacher educators resist 

institutional reform efforts, González and Padilla (1999) observed that 

the extent to which faculty engaged in such efforts depends on, in large 

part, to two factors: goal congruence and perceived viability of achieving 

change. That is, when the goals of the instructors and the institution were 

aligned (both shared congruent values) and instructors viewed the 

proposed innovations as feasible, they were willing to engage in reform 

efforts. When one of these components was weak, instructors’ 

willingness to engage in reform efforts declined or they disengaged. The 

idea of ‘congruency’ is also supported by Harshbarger (1989), who 

identified congruence of personal value and perceived institutional values 

as one of many factors that motivate instructors to engage in institutional 

reform efforts. When applied to gender-related reform initiatives in 

teacher education, the idea of congruency (or shared values), highlights 

the importance of understanding how teacher educators’ beliefs about 

gender and GM align with their perceptions of their institutions’ 

commitment to GE and GM. Understanding these beliefs and 

perceptions can provide critical insight into why teacher educators’ are 
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or not motivated to sustain institutional commitments to GM. 

Study 3 of this thesis aimed to explore teacher educators’ 

perceptions of the impact of GM on teacher education and the factors 

that affect their involvement in teaching with a gender perspective. The 

specific objectives were: 

1) Learn about the impact of the GM strategy on teacher 

education degrees, study plans, and course contents. 

2) Learn about the factors that are affecting educators’ 

involvement in gender mainstreaming. 

3) Inform self-identified challenges and needs to improve 

GM implementation. 

It is hoped that this knowledge will contribute to the emerging 

literature on GM in university teacher education, help to compare and 

contrast student teachers’ views with their teacher educators’ views, and 

ultimately provide valuable information to the participating institution in 

order to engage in the institutional reform efforts related to GE training 

and GM implementation.  

2. Method 

The methodology in this study was predominantly of qualitative 

nature due to the use of individual interviews and document analysis as 

the main sources of data. It is grounded on the two previous studies of 

this dissertation and was designed to gain understanding on how teacher 

educators view and experience GM implementation in their institution. 

A brief summary of the study’s approach is presented in Table 5. 
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Table 5. Summary of the study, purpose, participants, data collection and analysis (Study 3) 
Study/ 
Paper 

Purpose/Objectives Participants Data 
Sources/analyses 

Measured 
variables 

3  
Paper V 

To gain understanding on the 
impact of GM on teaching 
and how teacher educators’ 
view and experience GM 
implementation: 
1) Learn about the impact of 
GM on TE degrees, study 
plans, and course contents. 
2) Learn about factors 
determing educators’ 
involvement in GM. 
3) Inform self-identified 
challenges/needs to improve 
GM implementation and 
commitment to GE. 

N = 9 teacher 
educators 

Interview guide. 
Syllabi. 
Questionnaire. 
- Content validity. 
- Thematic and 
constant comparative 
method. 
- Document analysis. 
- Descriptives. 

Demographics. 
- Impact of GM on 
degrees, study plans 
and courses.  
- Factors affecting  
educators’s 
involment in GM.  
- Self-identified 
challenges/needs. 
- Educators’s use of 
GE strategies. 
- TE’s perceptions of 
personal and 
institutional 
commitment to GM. 

 

2.1. Design 

To address the research goal in Study 3, I developed a descriptive, 

multi-case study (Merrian, 1998) with 12 teacher educators selected 

from the participanting institution. A case study can be defined as an 

intensive study about a person, a group of people, or a unit, which is 

aimed to generalize over several units. As Cousin (2005) stated, the case 

study method is not aimed to analyze cases but it is a good way to define 

cases and to explore a setting in order to understand it.  

2.2. Participants 

 The sample consisted of nine teacher educators representing the 

three teacher education programs at the participanting institution. They 

were purposefully sampled from all the instructors teaching in the three 

teacher degree programs (early chidhood, elementary, and secondary 

education). The selection of the teacher educators was made following 

the criteria of balance proportion by sex, degree taught, and tenure 
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status, looking for a matched proportion of those of the institution. Of 

approximatelly 40 different teacher educators in each degree (120 in the 

three programs), we invited 12 (10%) teacher educators with teaching 

assignments in one of the three teacher degree programs. We received 

nine responses (N = 9) from the initial 12. Their age ranged from 34 to 

67 (M = 49.22, SD =11.09) and their teaching experience from 8 to 28 

(M = 14.22, SD = 6.36). Participants were 50% associate professors, 

35% lecturers, and 15% professors teaching the following subjects: 

“Methods of Research and Innovation in Secondary Education”, “Society, 

Family and Education”, “Theory and History of Education in Early 

Childhood”, “Didactics of Physical Activity and Sports”, “Management 

and Innovation in Educational Contexts”, “Didactics of Body Expression”, 

“Design of Educational Processes in Elementary Education”, “Attention 

to Diversity and Health in Secondary Education” and “Training and 

Attention to Diversity in Secondary Education”. Participants rated their 

knowledge of gender from 2 to 9 in a scale of 10 (M = 6.89, SD =2.20). 

More detailed information of the participants is displayed in Table 6.   

Table 6. Information about sampled teacher educators 

Participants Age Gender Degree Subject Position Prior GM experience 
1 67 F S RM PR No 
2 51 M E ET AP Yes 
3 48 F EC ET LE Yes 
4 42 M E DI LE No 
5 36 M S DI AP No 
6 57 M EC DI AP No 
7 42 F S RM LE No 
8 61 F S RM AP No 
9 34 F S DI LE Yes 

Note. EC = Early Childhood, E = Elementary, S = Secondary; RM = Research Methods; ET = 
Education Theory; DI = Didactics; PR = Professor, AP = Associate Professor, LE = Lecturer 
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2.3. Data collection and procedure 

 Data collection included individual interviews with each 

participant, syllabus examination, and participants’ assessment of the 

current conditions of GM implementation at their institution via 

questionnaire. Professors were contacted by email and asked for their 

participation. Those who accepted were carefully informed about the 

freedom to participate and agreement was obtained through a signed 

consent form. Confidentiality was also guaranteed assuring that no names 

would be shown in completed files, transcribed interviews, or other type 

of document. Ethical approval and permission to undertake the 

investigation was given by the Ethical Board of the institution. 

2.3.1. Interviews 

Due to the restrictions imposed by the COVID-19 pandemic, most 

of the semi-structured interviews were conducted by phone (via Skype) 

or online (videoconference or Google form) in order to reach out to 

those who preferred this form of communication (Questback, n.d.). 

Interviews were on average 40-45 minutes in length. This allowed 

enough time to explore the topics of interest in sufficient depth. All 

interviews were conducted during the second semester of the 2019-2020 

academic year on the day and time agreed with the interviewees. During 

the interviews, the researcher asked open-ended questions and followed 

up with probing questions when appropriate (Kvale, 1994). All of the 

interviews were conducted in Spanish. During the interview, I explored 

how participants perceived the impact of GE policy implementation on 
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university teaching (study plans and course content). The question that 

opened the main part of the interview was “Do you consider that gender 

and GE training are important for initial teacher education? In the 

following questions, participants were asked about their perceptions on 

how the Faculty of Education had been managing GM implementation 

and what factors were affecting their decision to teach with a gender 

perspective as well as how effectiveness of GM implementation could be 

improved.  

Some of the questions included in the interview (see Interview 

Guide in Appendix C) were based on the survey used with student 

teachers in Study 1 (the SAGE index). Before its use, it was pilot-tested 

with two teacher educators from the Faculty of Education belonging to 

the IUIEG (University Institute for Gender Studies Research). They 

revised and improved the design of the interview questions as 

recommended by Maxwell (2013). The interview guide was divided into 

four main themes (1) impact of GM implementation in study plans and 

course contents, and assessment of whether the Faculty of Education was 

doing what is required for GE training, (2) factors affecting teacher 

educators’ involvement in GM, and (3) self-identified challenges, 

problems and needs to effectively improve GM implementation.  

2.3.2. Document analysis 

Using qualitative content analysis, nine syllabi taken from the 

courses taught by the participants were analyzed (two from early 

childhood, three from elementary, and four from secondary study plan 
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degrees). Focus was placed on how the term ‘gender’, ‘gender equity’, 

‘gender equality’, ‘equal opportunities’, ‘gender inequities’ appeared in 

the general or specific degree’s competencies, course description, 

formative objectives, course content, and other descriptive texts in the 

teaching guides of the analyzed undergraduate and graduate teacher 

education programs.  

The nine (N = 9) syllabi were retrieved from the participanting 

institution’s website (oficial teaching assignments of the participants). 

Fifty-six (56%) of the syllabi analized were from undergraduate courses 

and 45% from graduate courses. The syllabi represented the areas of 

didactics (45%), diagnosis and research methods (33%), and theory and 

philosophy of education (22%). Data was then examined and analyzed for 

key words or phrases that suggested gender-related concepts, or equity 

principles or philosophies. Memos or document summaries were then 

created.  

2.3.3. Questionnaire 

A brief questionnaire was used to assess teacher educators’ 

perceptions of the current conditions of GM implementation in teaching 

at their institution. The questionnaire included 23 questions in total: a 

first part contained 10 questions related to demographic information, and 

a second part contained the other 13 questions which gathered their 

perceptions of their own personal commitment, attitudes and behavior 

related to GM, and their perceptions of institutional commitment on the 

application of a GP in teaching. Responses in the second part of the 
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questionnaire were based on a Likert scale of six anchors (1 = Strongly 

Disagree, 2 = Disagree, 3 = Disagree Somewhat, 4 = Agree Somewhat, 5 = 

Agree, 6 = Strongly Agree). The minimum score was 13 and the maximum 

was 78. A score of 13-35 was considered a “weak commitment”, 35-56 

an “average commitment”, and a score higher than 56 indicated “good 

commitment”. The content validity of the questionnaire was evaluated 

using Lawshe’s (1975) formula. The questionnaire was submitted to four 

IUIEG specialists (independent of this study) for revision of content and 

assessment of item relevance. The CVI (Content Validy Index) was .97 

which is considered a good coefficient (Nunnally & Bernstein, 1994). To 

assess the questionnaire’s reliability, an internal consistency Cronbach’s 

alpha was calculated yielding a coefficient of .87. After collecting 

responses, and just for an initial examination, an exploratory factor 

analysis using Varimax rotation revealed that seven items (1, 4, 5, 8, 9, 

10 and 11) comprised the Teacher Educator’s Commitment subscale and 

six items (2, 3, 6, 7, 12 and 13) comprised the Institutional 

Commitment subscale. These analyses, although tentative due to the 

sample size, showed preliminary evidence that the questionnaire 

“Teacher Educator’s Perceptions on Gender Mainstreaming” (TEPGM) is 

initially psychometrically sound in terms of item characteristics, scale 

reliability, and content validity. 

2.4. Data analysis 

For Part I of the study (interviews), a qualitative content analysis 

was conducted from the participants’ responses. The analysis was 
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consensus-based and followed the procedures commonly associated with 

phenomenological research (Creswell, 2013; Miles & Huberman, 1994). 

It was conducted by the three researchers of the study, who began the 

process with independent analysis. The qualitative data analysis process 

followed approaches from thematic analysis (Braun & Clarke, 2006) and 

from the constant comparison method (Charmaz, 2014; Corbin & 

Strauss, 2008). Codes, categories, themes, and passages were 

continuously compared with each other and carefully examined through 

data immersion and scrutiny to find consistencies, inconsistencies, 

patterns, and connections. The interview text was re-read to verify that 

nothing of importance had been left out. As qualitative data analysis is a 

process of making sense of what is in the data, we proceeded step-by-step 

applying the process (coding, categorization, abstraction and then 

interpretation) to each research question.  

Part II of the study, qualitative content analysis of the syllabi 

(teaching guides) from early childhood, elementary, and secondary study 

plans, a two stage strategy was used. Stage 1 of data analysis consisted of 

reading through all the syllabus to get an overview of the competencies to 

be developed, expressed goals, and content. Stage 2 involved identifying 

the correspondence between competencies, goals, and content. With this 

process, presence/absence of gender-related terms in course description, 

general or specific competencies, formative objectives, and course 

contents of the teaching guides were identified. These documents tend to 

represent official and consistent aspects of the courses, which is what was 

being sought for the purpose of this study. 
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In Part III, teacher educators’ perceptions of the GM 

implementation questionnaire, descriptive statistics (mean, standard 

deviations, frequencies and percentages) were calculated to collect 

demographic characteristics and the overall responses from the 13 

questions in the questionnaire. Version 26 of SPSS was used to do this. 

Other anlyses included the use of dada reduction techniques as EFA and 

reliability analysis through Cronbach’s alpha. 

2.5. Credibility and reliability  

Credibility and reliability was achieved by using methodological 

triangulation through both qualitative (interviews and document analysis) 

and quantitative (questionnaire) methods and multiple sources of data 

from individuals and official documents (Verified Memories of 

undergraduate and graduate studies and syllabi). According to Denzin 

and Lincoln (2013), the use of multiple sources of data such as semi-

structured interviews and surveys with different measurement 

instruments ensures data triangulation.  

3. Results 

The aim of this study was to gain understanding of how teacher 

educators’ view and experience GM implementation in university 

teaching. Teacher educators’ perceptions of GM implementation were 

examined by asking about the impact of GM on study plans and teaching 

assignments. In addition, their perceptions of commitment at personal 

and institutional level were explored. Then, findings were summarized 

by main themes and subthemes as they emerged from the analysis. 
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Implications for GE training in teacher education is discussed in the next 

section. An overview of the study is presented in Table 5. 

3.1. Impact of the GM implementation strategy on study plans 

and syllabi 

The findings presented illustrate that the prevailing idea among 

participants in regards the impact of GM on university teaching is that 

GM has had very little impact on instruction. The review made on the 

study plans of the undergraduate degrees in Early Childhood and 

Elementary School Education and the graduate degree in Secondary 

School Education shows that there is no required course in these study 

plans making reference to gender. There is only one elective course, 

“Education for Gender Equality”, that given its voluntary nature, does 

not guarantee that all students will take it and, consequently, there is no 

certainty that the development of gender competence will reach all 

student teachers. Therefore, the ANECA (2005) and EIGE (2013) 

recommendations that the GE principle permeated the design of new 

study plans are reduced to a simple recommendation with a very 

superficial impact on instruction. One of the interviewed participants 

describes the phenomenon as follows: 

Degrees in the Faculty of Education do not include a specific commitment to 
developing gender competence, hence, study plans have not been designed 
with this purpose in mind. You could say that they are gender blind. 

Other interviewees emphasized the separation between theory and 

practice in regards to GM implementation. The regulations on gender 
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equality have brought new initiatives, but in practice there have been few 

changes made to the study plans.   

There is a specific regulation that makes explicit the incorporation of gender 
equality in the initial training of future teachers, but at the classroom level, 
very few changes have been made. 

I have not seen significant changes. The impact has been occasional and not 
systematic. 

What seems to be happening is as if GM were being taken as a 

voluntary and occasional intervention, meaning that, since there is no 

required coursework, GE regulations have not been reflected in the 

degrees and study plans and, consequently, the teaching staff do not feel 

committed. Rather, gender remains not embedded in the philosophy of 

study plans. 

There have been hardly any changes in the study plans ... (Gender) has not 
been treated transversally in the different subjects. 

As far as I know, a course that addresses this issue has been incorporated in 
the curricula, but it is optional, when I understand that it should be 
mandatory. 

The syllabi of courses (didactic guides) do not reflect the inclusion 

of a gender perspective in their contents. A close examination of them 

reveals that a gender perspective is absent from both theoretical and 

practical contents. As can be seen in Table 7, of the nine syllabi 

examined, only one (Cod. 11998) shows congruence between the 

general and specific gender competencies to be developed and the 

objectives and contents of the program.  
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Table 7. Summary of content analysis from syllabi 
Code Degr GC/EC Competencies Course 

descrip 
Objetives Course 

content 
Other: 

Assig/Bib 
12192* 3 

 
O O O O O 

11998* 
 

3 GC7: Design and develop 
learning spaces, with special 
attention to equity, equal 
rights and opportunities 
between men and women, 
civic education and respect 
for human rights that 
facilitate living in society, 
decision-making and 
building a sustainable 
future. 

O Recognize 
situations of 
inequality in 
relation to gender 
and promote 
educational 
actions that 
promote equality 
between men and 
women within 
the school 
organization. 

2. Family 
changes and 
new gender 
roles. The 
democratization 
of family 
relationships. 
4. GE and 
coeducation. 
Prevention of 
gender-based  
violence. 

Gender and 
curriculum: 
contributions 
of gender to 
the study and 
practice of 
the 
curriculum 
(Rodríguez-
Martínez, 
2006). 

17310* 1 GC1: Ethical commitment. 
Show attitudes consistent 
with ethical and 
deontological concepts, 
while respecting and 
promoting democratic 
values, gender equality, 
non-discrimination of 
people with disabilities, 
equity and respect for 
human rights. 

O O O O 

17313* 
 

 

1 
 

GC1: Ethical commitment. 
Show attitudes consistent 
with ethical and 
deontological conceptions, 
while respecting and 
promoting democratic 
values, gender equality, 
non-discrimination, equity 
and respect human rights. 
EC3: Design and regulate 
learning environments that 
address GE, equity, and 
respect for human rights. 

O O O O 

12023* 3 GC7: Design and develop 
learning spaces, with special 
attention to equity, equal 
rights and opportunities 
between men and women, 
civic education and respect 
for human rights that 
facilitate living in society, 
decision-making and 
building a sustainable 
future. 

O O O O 

17511** 
 

 

2 
 

Promote actions to develop 
equal opportunities and 
compensate for inequalities 
of origin that affect students 
when entering the center. 

O O O O 

O = No information; 1= Early Childhood, 2 = Elementary, 3 = Secondary; * = Required, ** = Basic 

268



	  

Table 7. Summary of content analysis from syllabi (Continued) 

Code Degr GC/EC Competencies Course 
descrip 

Objetives Course 
content 

Other: 
Assig/Bib 

17516** 2 
 

O O O O O 

12031* 3 
 

O O O O O 

12078* 3 
 

O O O O O 

O = No information; 1= Early Childhood, 2 = Elementary, 3 = Secondary; * = Required, ** = Basic 

The syllabus even provides additional bibliographic material related 

to gender issues increasing internal coherence and correspondence with 

the generic and specific competence that it contributes to developing. 

However, in the syllabi with codes 12192, 17516, 12031, and 12078 no 

reference to gender is made in any of the reviewed indicators 

(competencies, course description, goals, course content, other). In four 

other syllabi (Cod. 17310, 17313, 12023, and 17511), the principle of 

GE appears referenced in the competencies, but its development is not 

reflected or mentioned in the description of the course nor the rest of the 

curricular elements. 

In summary, data analysis indicated that presence of gender issues 

in study plans and syllabi is very low. This is congruent with what 

participants reported in their interviews showing that there is a clear 

disconnection between GE policy regulations and planned work in study 

plans and courses. In general, the three degrees analyzed make some 

reference to the development of gender competence and equal 

opportunities, but only one course (Cod. 11998) of those examined 

maintains the necessary coherence between the different elements of the 

didactic guide. However, by the title and denomination of this course, it 
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is obvious that gender has a role to play in it. 

When participants were asked if they thought that the Faculty of 

Education was doing what was deemed necessary to make possible the 

inclusion of a gender perspective in university teaching, there was 

unanimity that the institution was not doing things well. The 

interviewees stated that: 

I think not. The guidelines of the UA Equality Plan do not offer specific 
guidelines nor require colleges to plan instruction incorporating a gender 
perspective in teaching, hence, with a few exceptions, courses do not 
include gender as a part of its contents. 

 
I believe that the Faculty of Education has taken significant steps in this 
regard and it is observed, for example, in the number of Ph.D. candidates 
that are specializing in gender equality. At the policy and common strategies 
level, I think it is more complex. 

 
I think some efforts are being made, but isolated. There are groups of 
teachers who work on these issues, but a unified, comprehensive plan is 
needed for the entire Faculty. 
 
At least the associate professors have not yet received that message in the 
form of a clear and systematized proposal. 

The action steps of the Faculty of Education is clearly insufficient. Despite 
the fact that there is an Equality Plan on paper (many instructors do not 
know that exists), few initiatives are being carried out, especially in the 
Master of Secondary Education, this being a degree that includes a great 
diversity of students from different specialties, many of them far removed 
from sensitivity to issues related to gender equality. 

I think that we are going in the right direction, although much remains to be 
done ... In the specific case of the Faculty, we have a person in charge of 
supporting the teaching staff for the incorporation of the gender perspective 
in the courses they teach ... I believe that they are working on it. 
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3.2. Factors affecting educators’ involvement in gender 

mainstreaming 

A second objective in this study was to describe teacher educators’ 

perceptions on the factors affecting their decision to incorporate GM in 

their teaching asignments, despite the adverse conditions in the sense of 

lack of clear guidelines from the Faculty. Participants' responses have 

been organized around four types of factors or categories that emerged 

from the interviews: institutional, departmental, professional, and 

personal. Table 8 provides a selection of the most representative quotes.  

As it can be seen, the quotes from the interviewees point to a 

common denominator: the lack of Faculty’s and departments’ 

commitment on GM. At a institutional level, the interviewees 

highlighted the absence of leadership from the Faculty and a well-

organized plan with concrete and mandatory guidelines and action steps. 

They also felt that their departments are even less committed than the 

Faculty of Education. At a professional level, the interviewees indicated 

that teacher educators are not sufficiently incentivized and that there is a 

lack of preparation, sensitivity and awareness. 

Therefore, the scarce sensitization to the topic and the low level of 

preparation, incentives and professional recognition were other 

determining factors responsible for GM not being rooted in university 

education and teaching. Other factors identified by the interviewees, but 

of personal nature, were teacher educators’ lack of interest, motivation, 

or knowledge, while at the same time value is placed on having previous 

experience (belonging to work circles with a GP).  
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Table 8. Factors affecting teacher educators’ involvement in GM implementation 
Factors Quotes  

Institutional - I believe that the center does not have a plan that includes specific guidelines 
and requirements when designing didactic guides. If the Faculty creates this line 
of work, teachers will follow it and implement it. 
- The Faculty must lead this project in order to create a climate conducive to this 
implementation. 
- There needs to be a greater commitment and follow through from the Faculty’s 
part. There is a lack of general guidelines and expectations that allow teachers to 
incorporate the gender perspective in their classes. 
- For me, it’s necessary to design training proposals that support teacher 
educators in the task of incorporating a GP into their daily practice and to have a 
person who is in charge of coordinating all actions to the work on this topic. 
- Providing specific resources ... and the recognition and dissemination of those 
initiatives and practices developed in the Faculty’s classrooms would help getting 
the teaching staff involved.  

Departmental - My department is even less sensitized than the Faculty. Gender and gender 
equity issues are not given the importance they really have. The neutrality to the 
subject is evident. 
- There should be an equality specialist in each department.		
- The department can control in a much more specific way the contents and the 
involvement of teacher educators in teaching with a gender perspective. 
- In the majority of cases, departments limit themselves to transferring 
information that they receive from other sources (e.g. the Faculty) without 
establishing a clear policy regarding teaching and how it should be imparted. 
There is a lack of involvement. 
- Recognition of the teaching staff’s work toward this commitment is necessary. 

Professional - The teaching staff is not sufficiently incentivized. 
- Professional motivation is always a key element in any learning. 
- There is a lack of specific training to be able to develop this project at the 
university level. 
- Lack of awareness ... Studies at the Faculty of Education are highly feminized, 
which can lead teacher educators to think that a gender perspective is not 
necessary. The low presence of men in the classes makes the debate difficult. 
- In my specific case, working with specialists in this field of study makes me 
notice aspects that I did not notice before, and it also makes me be much more 
committed to working on this issue in the classroom. 

Personal - Gender is not perceived as an important issue in teacher training. Without 
obligation to do so or incentives, other aspects of teaching are prioritized. 
- A greater personal commitment to the importance of training in gender equality 
is necessary. 
- From my part, there is a positive will to implement GM, but I would need 
some concrete plan and exchange of proposals and experiences to develop it. 
- The belief that the gender perspective can be incorporated into any subject and 
not only those closest to the social and educational spheres is necessary but often 
does not exist. It is necessary to develop the skills and competencies necessary to 
carry out this commitment. 
- I believe that everyone’s personal experience is conducive to change in their 
attitude. 
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The above statements from the interviewees are highly consistent 

with their perceptions of personal and institutional commitment assessed 

through the questionnaire. A joint vision of the teacher educators’ 

perceptions of commitment to GM can be seen in Table 9. 

Table 9. Teacher educators’ perceptions of commitment to GM implementation 
    Agree 

Min-Max M SD f % 
Personal commitment      
1. Training for gender equality is a priority issue. 2-6 4.67 1.41 4 44 
4. Gender should be incorporated to some degree in all 
course components of the schools’s curricula. 

4-6 5.44 0.88 7 78 

5. There should be at least one required course on gender 
issues in the curricula.  

3-6 5.00 1.50 6 67 

8. I consider that my training in gender is sufficient. 1-5 3.22 1.56 3 33 
9. I tend to incorporate gender content in the courses I teach. 1-6 3.89 1.69 3 33 
10. I strive to include curricular objectives and content to 
develop gender competence. 

1-6 4.22 1.56 4 44 

11. The syllabus of my courses reflect the incorporation of a 
GP in my teaching practices. 

1-6 3.67 1.58 3 33 

   Total factor 2.86-5.86 4.30 1.15   
Institutional commitment      
2. The emphasis on gender issues is clearly reflected in the 
Faculty study plans. 

2-6 3.22 0.97 0 0 

3. The GP receives sufficient attention in the courses that 
make up the study plans. 

2-6 2.89 1.05 1 11 

6. The Faculty of Education has taken an active role to 
incorporate a GP in the various study programs. 

2-6 4.00 1.22 3 33 

7. The teaching staff is sufficiently sensitized to gender issues. 2-6 3.33 1.22 2 22 
12. The Faculty/Department fosters teachers’ incorporation 
of a GP into their teaching assignments.  

2-6 3.67 1.32 2 22 

13. Teacher educators in general, feel little prepared to 
incorpórate a gender approach in teaching. 

2-6 5.11 1.05 7 78 

   Total factor 2.67-4.50 3.70 0.65   

Range 1-6 (Mín. 1, Máx. 6, mid point 3.50) 

As can be observed, the interviewees value the Faculty’s 

commitment to GM slightly above the neutral midpoint of the scale 

(3.50), indicating that the respondents did not perceive extreme 

institutional commitment for or against GM. For example, the item with 

the lowest rating was Item 3 (M = 2.89) “GP receives sufficient attention 
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in the subjects that make up the study plans”, while the item with the 

highest rating was Item 13 (M = 5.11) “Teachers, in general, feel little 

prepared to incorporate a gender approach in teaching”.

This last statement (Item 13), was supported by 78% of the 

participants. On the other hand, their personal commitment was rated 

better than the commitment they were assigning to the Faculty (M = 

4.30), but one-third of the participants felt unconfident regarding their 

preparation which was rated below the midpoint (M = 3.22). Table 9 

provides more detailed information about the respondents’ perceptions 

on other aspects of GM, which in general give support to the data 

obtained from the interviews (e.g. 44% of the respondents thought that 

training for gender equality is a priority issue; 78% believed that GP 

should be incorporated into all subjects of the curriculum; and they also 

thought that emphasis of gender in the curricula was practically null). 

3.3. Self-identified challenges and needs to effectively develop 

GM implementation 

When teacher educators were asked about challenges, problems, 

and needs to improve GM implementation, their answers reflected the 

need for a structured plan agreed with the teaching staff and coordinated 

by a board with representatives of the departments. Thus, two of the 

teacher educators interviewed highlighted: 

It is urgent to design an action plan in collaboration with the teaching staff 
that includes clear and concrete guidelines to: (1) put emphasis on the 
gender perspective in the study plans and (2) commit that at least all core 
subject include a gender component ... 
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General guidelines that guide all teachers to include a PG in their courses. It 
is not enough to make a general proposal and wait for the teaching staff to 
decide whether or not to incorporate it into their teaching. The Faculty has 
to be more proactive and implement a true Gender Equality Plan that 
contemplates not only organizational aspects, but also aspects related to 
teaching. 

A board with representatives from different departments should be created 
to reform the curriculum (competencies to be developed and content blocks 
clearly referring to gender and gender equity). 

Additionally, another interviewee pointed out the need to create a 

specific plan for the inclusion of GP at each university Faculty targeting 

specific groups (administrative staff and educators) and integrating it into 

the institution’s agenda, given the diverse nature of the areas of 

knowledge. 

At the departmental level, a recurring theme was the need to 

create working groups (professional learning communities) and 

coordination of teachers, as well as for the departments to decisively 

commit assuming their compromise to coordinate the implementation of 

GM in all the subjects under their responsibility. One of the interviewees 

expressed: 

In addition to transferring guidelines, departments should sensitize and 
encourage their faculty members to incorporate the gender perspective in 
their classes. This can be done, for example, through the creation of an 
“equality commission” that guides teaching staff, analyzes and evaluates the 
incorporation of the gender perspective in their didactic guides and offers 
strategies to put them into practice. 

Another interviewee indicated:  

Prepare a dossier of examples of didactic guides by area of knowledge and 
model lessons in which various methods and strategies to integrate a gender 

275



	  

perspective into subjects could be appreciated in a practical way. 

Even so, some interviewees pointed out the necessity to include a 

gender perspective in the decision-making circles of the departments, as 

well as providing teachers with specific material and profesional 

development. 

Participation in courses and workshops on gender and, especially, on 
strategies that can be implemented in class is necessary. Some basic notions 
about the gender perspective in university teaching will help to better 
understand the actions that must be taken and can be carried out. Get them 
to go from an abstract concept to something that can be worked on in class. 

In the interviews, it became apparent that to enhance teacher 

educators’ commitment on GM it was necessary to create work groups 

and networks to reinforce and maintain this commitment. 

One of the biggest themes that emerged is that the participants 

want to be engaged in gender equality, but consider that a change in 

knowledge and attitude is necessary and fundamental. 

You need to know first this world of equality and diversity in order to 
experience a transformation. This has been my case and I will try to share 
this learning experience with my students. 

Fostering positive attitudes towards the inclusion of a gender perspective in 
university teaching is necessary and that this leads, in turn, to greater 
personal commitment. Increasing awareness on the issue of GE is necessary 
as well as having a good understanding of its importance and the need to 
carry out actions that promote gender equality. Teacher educators at the 
Faculty of Education must be aware that future teachers of early childhood, 
elementary, and secondary school must be prepared to face situations of 
inequality in their classrooms, so having worked on these aspects in their 
initial training will help them in their professional practice. 

I believe that in the end, it is the teacher who is responsible for including (a 
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GP) in the classroom, so the most important thing is that there is an attitude 
of commitment to teaching with a GP. 

Lastly, when asked about the strategies they use in their classes to 

incorporate the gender perspective, some incongruence arises between 

their motivation and their commitment. On one hand, interviewees insist 

on their personal commitment to GE and on the importance of training. 

On the other hand, interviewees report certain reluctance. That teacher 

educators could be willingly committed in some ways but also 

unmotivated and unengaged in other ways shows certain incoherence. In 

this sense, the analysis reveals variations in their intention and their real 

involvement in GM. The following quotes are some examples:  

I am not initiated, but I believe that I can try by acquiring the commitment 
to include discussions in class on all those questions and issues that can 
develop knowledge and gender awareness in students. 

I spent my first year laying the groundwork, learning, studying, reviewing 
plans and concepts. In the second year, I began to apply the gender equality 
perspective in my classes, and in this third year 2020/2021, I feel more 
confident and with more security and capacity to integrate a gender equality 
content in my courses ... At a personal level, it has been a journey with 
challenges to overcome. Today, the subject, the students, and the educators 
have evolved. We have been transformed forever. 

Depending on the nature of the subjects I teach, I mainstream or integrate a 
gender equality in a specific way, but it is a difficult task to carry out without 
the necessary training. 

I include dynamics to explore the social inequalities generated by a gender 
system. 

To date, I have not integrated the gender perspective in my teaching 
practice. 

Actually, as I was saying, I’m starting now. 
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4. Discussion, conclusion and practical implications 

The purpose of this case study was to gather qualitative 

supplemental data with maximum efficiency and minimum bias regarding 

teacher educators’ perceptions of GM implementation and the factors 

that determine their involvement in GM and teaching with a gender 

perspective in their teaching assigments. The findings of the study are 

relevant because they add to the GM research the voice of the educators. 

Previous studies on GM have analyzed the impact of the GE policy on 

degrees and study plans and, to a lesser extent, on syllabi (e.g. González-

Pérez, 2017; Ortega-Sánchez & Pagès-Blanch, 2018; Valdivieso, 2016; 

Vizcarra et al., 2015), but they have not addressed the teacher educators’ 

voices, except for some exceptions external to the field of initial teacher 

training (e.g. Verge, 2018). 

The results of the study contributed to advance knowledge in three 

fundamental aspects about GM in the three TE programs: (a) their vision 

of the impact of GM on study plans and course contents, (b) providing 

insights into the factors affecting their involvement in GM, and (c) self-

identifying challenges and needs to effectively improve GM 

implementation in their respective courses. The findings are consistent 

through the three program informants as they support the view that 

teacher educators value gender equality, are quite committed to teach 

with a gender perspective but that they lack the knowledge, skills, 

support, sensibility, and recognition of their departments and institution.  

The findings also show that both degrees and syllabi have a lack of 

consideration for gender and equity issues. None of the syllabi analyzed 
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named systemic inequities explicitly and none of them drew connections 

between gender inequities and larger contextual factors. However, 

despite all these considerations, we know that there are teacher 

educators who, even in the absence of clear guidelines from their 

faculty/department, are committed to gender issues. This was 

corroborated by a teacher educator interviewee from the degree of 

Teacher in Primary Education: 

Possibly, there is still not much clear evidence at the level of didactic guides 
… but I value that the teaching teams I work with place a lot of emphasis on 
gender equality. For this reason, beyond focusing on those gender issues that 
the syllabus includes regarding equality, I think that it is work to be done 
transversally. In the subject Management and Innovation of Educational 
Processes, for example, content such as the Plan of Equality and Coexistence 
is addressed, which leads to reflection on this issue. This does not mean that 
(gender equality) it is not considered in the rest of the topics. For example, 
the first topic of this same subject raises the legislative evolution of the 
Spanish educational system. In the classroom, we take the opportunity for 
students to see books from each historical moment and reflect through them 
on the education that women received. In practically all topics, experiences that 
allow students to reflect on gender equality are embedded. 

The biggest challenge teacher educators face is the lack of 

commitment from the institution and the departments to organize 

teaching with a gender perspective, given that they lack a consensual 

action plan that commits everyone. Therefore, educators ask for 

coordination, incentives, recognition of their initiatives in gender they 

undertake and, above all, training. 

Given the richness of the data collected, additional questions could 

be addressed, and additional analyses could be conducted. As further 
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questions are raised, it will be important to reexamine this data set. At 

the same time, it is important to recognize that data about teacher 

educators’ perceptions is only one part of the issue that has to be 

considered in combination with all other elements that converge in the 

phenomenon: the Faculty and management teams, departments, teacher 

educators, students, and other contextual factors. Therefore, new data 

that demonstrates innovation and positive educational impacts of a 

gender perspective on study plans and course-contents, on improving 

educators’ sensitivity, awareness and departmental and institutional 

compromise will be welcomed. 

Taken as a whole, the analysis we present here paints a rather 

negative and pessimistic picture of teacher educators’ views of the impact 

of GM on teaching and its involvement with a gender perspective. 

However, there are also some indicators that could be used to support 

positive progress. Specifically, throughout the interviews and the 

questionnaire data, it was identified that teacher educators are asking for 

a well-organized and systematic training plan for gender equality that is 

agreed upon with the faculty’s teaching staff and departments. They are 

asking for training and awareness to deal with the lack of knowledge and 

possibilities of what it means to educate with a gender perspective, as 

well as to involve various types of groups (administration and teaching 

staff) in training. They are asking for coordination on teaching with a 

gender perspective and the creation of work groups and networks that 

help maintain the commitment to gender equality. They are asking for 

teaching with a gender perspective to be encouraged and its value 
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recognized. Opening these barriers, together with the fundamental 

commitment of the Faculty, departments, and teacher educators are 

crucial components in developing degrees, study plans, and courses that 

are committed to GE. What is needed is to move from policies to action 

so that change can be materialized into practice. 

The study, however, has some limitations to be considered. The 

combination of data from different response formats for the interview 

should be considered as a limitation. We paid close attention to possible 

differences in the quantitity, quality, and magnitude of differences in 

responses which were fairly small. Furthermore, as always in qualitative 

studies, the selection of informants and the interactions during the 

interview process have an impact on the quality of the data. This 

procedure gives a selected group of teacher educators a voice but might 

run the risk that other groups of faculty never get their voices heard and 

they risk remaining silent. It is clearly not our intention to generalize 

from a small sample, rather, we hope to contribute to the study of GM 

by bringing insights from our in-depth analysis. Possible directions for 

further research might be to explore other institutions that have managed 

to create structures and cultures that promote gender equality training 

and GM implementation. It would be interesting to investigate what the 

unknown territory might entail and, in that case, how these institutions 

are challenging the dominant discourse of GM in teacher education. 

While the Faculty of Education and its respective departments believe in 

the importance of GM and the need to coordinate teaching with a gender 

perspective, they will be taking the necessary steps so that teaching in a 
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gender-sensitive way is a reality and not a mere proposal disconnected 

from the ideology and action plan of the institution.  
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Chapter 9 

General conclusions 

_____________________________________________________ 
 

1. General conclusions 

The purpose of this doctoral thesis was to explore how student 

teachers and teacher educators perceived the incorporation of gender 

equality training in teacher education in the bachelor’s degrees in Early 

Childhood and Primary Education and the master’s degree in Secondary 

Education Teacher Training. Through a case study of a Valencian public 

higher education institution I explored: the opinion of the student 

teachers through a survey, the impact of GE policies on study plans and 

course-contents, and nine teacher educators were interviewed to find out 

what factors could be affecting their decision to get invoved in teaching 

with a gender perspective.  

Using frame analysis to describe the phenomenon studied and 

based on a review of the literature on GE training and gender 

mainstreaming in university teaching, three main research questions 

guided the investigation:  

1. What are the student teachers’ perceptions on GE training and how 

do they differ within and across the three TE programs (early 

childhood, elementary and secondary education) in terms of (a) 
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institutional sensitivity to GE policies implementation of a gender 

perspective in teaching, (b) inclusion of gender into curricula, and (c) 

awareness of gender inequalities in classroom environments? 

1.1. Is the SAGE index not only a valid and reliable measure to 

assess GE training in undergraduate teacher education 

programs but also invariant across sex? 

1.2. Is the SAGE index invariant across degree? In other words, is 

the SAGE index a valid measure to compare undergraduate 

(early childhood and elementary) student teachers’ perceptions 

on GE training in their education programs? 

2. What level of perceived self-efficacy for GE practice do student 

teachers have when they graduate? Does this level of self-efficacy 

differ depending on degree (undergraduate and graduate degrees) 

and sex? 

3. What are the teacher educators’ perceptions on GM 

implementation in university teaching and what factors affect their 

involvement in using a gender perspective in their teaching 

assignments? 

 Worldwide there is a need of evidence on how higher education 

institutions can contribute to promoting GE competence development. 

The findings reported in the three studies and five papers of this thesis 

lead to conclude the following.  

1.1. Study 1 

Gender is a topic almost completely underrepresented in teacher education 
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as reflected in the absence of a plan for GE training in all the three teacher 

education programs studied. Student teachers’ assessments using the SAGE 

index lead to the conclusion that although they showed a strong 

agreement on the need to infuse gender compulsorily in study programs, 

neutrality and indifference characterize GM implementation at the 

participating institution. At the same time, a lack of student teachers’ 

awareness of gender inequalities was identified which justify the urgent 

need to develop interventions for gender competence development.  

Undergraduate students in early childhood and elementary education 

programs compared to graduate students seeking a master’s degree in secondary 

education have greater receptivity to GE training and think of it as more 

necessary. 

Female student teachers were more receptive and supportive of a gender-

sensitive education than male student teachers, while no statistically significant 

differences were found in awareness of gender inequalities.  

The SAGE dimensions represent practical aspects for training in 

gender equality and guiding the institution in this matter. First of all, 

implicit barriers that prevent identifying and acknowledging the problem 

of absence of training for GE should be addressed. This would involve the 

sensitization and increased awareness of teacher educators and the 

management team on gender issues and inequalities. Second, curricular 

reforms in the three TE programs should be a priority. 
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1.2. Study 2 

The TEGEP scale, instrument designed to measure teachers’	 self-

efficacy for GE practices, resulted in a valid, reliable and invariant measure 

across degree and gender to assess: (1) Self-Efficacy in Implementing a Gender 

Pedagogy, (2) Self-Efficacy in Gender Knowledge and Awareness, and (3) Self-

Efficacy in Developing Gender Attitudes.  

The level of self-efficacy for GE practice at the end of the studies was found 

moderate in the three student teachers’ cohorts (early childhood, elementary and 

secondary), but significantly higher among female than male student 

teachers. This finding is very surprising and reinforces the idea that 

without learning opportunities, it is very unlikely that student teachers 

will enter the profession with realistic expectations of their competence 

in gender.  

The TEGEP scale could be a guide for measuring gender knowledge and 

awareness for modelling the practice of a gender pedagogy, and for monitoring 

progress of GE competence development. Moreover, to prevent inflated self-

efficacy beliefs on GE practice, teacher educators should provide 

adequate information and real experiences for a realistic picture of the 

demands of teaching in a gender-sensitive way.  

The Faculty of Education should consider assessing gender competencies as a 

habitual practice. Carrying out evaluations at the beginning, during, and at 

the end of study programs could be useful to obtain data to monitor 

growth. 
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1.3. Study 3 

Although teacher educators give great importance to gender training in 

teacher education, they are usually not involved in this process. This was 

corroborated through document analysis, and responses to interviews 

and questionnaires, suggesting that a clear disconnection between GE 

policy regulations and planned work in study plans and courses was 

existing. 

The most determining factors of teacher educators’ involvement in GM were 

of diverse nature: 

¥ Institutional. The interviewees highlighted the absence of 

leadership from the Faculty as well as a well-organized GE 

plan with concrete and mandatory guidelines and action 

steps to be followed.  

¥ Departmental. They also felt that their departments are even 

less committed than the Faculty of Education on teaching 

with a gender perspective. 

¥ Professional. Lack of teacher educators’ preparation, 

sensitivity and awareness were major factors identified as 

responsible for GE not being rooted in their teaching 

assignments.  

¥ Personal. Lack of interest, motivation, and knowledge on 

how to practice a gender pedagogy were reported as 

common personal problems for practicing a pedagogy of 

gender.  
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In regards to challenges and needs to engage in GM 

implementation, the existence of a structured plan agreed with the teaching staff 

and coordinated by a Faculty board with department representatives was deemed 

necessary. Educators’ preparation was again mentioned as crucial to their 

willingness to be involved in GM.  

Taken as a whole, these conclusions paint a rather negative and 

pessimistic picture of student teachers’ and teacher educators’ perspective 

of the impact of GM on teaching and its involvement in the 

developmental aspects of a gender perspective. However, there are also 

some indications that they can be used to support positive progress. 

Specifically, throughout the interviews and the questionnaire data, it was 

identified that teacher educators are asking for a well-organized and 

systematic institutional training plan for GE that is agreed between the 

Faculty of Education and departments. Therefore, guidance by gender 

specialists aimed to support both the participating institution and the 

teaching staff would be a great option to meet initial needs as have been 

identified through the development of all the work of this doctoral thesis. 

To conclude, we believe that this doctoral thesis, as a whole, with 

its limitations and strengths, contributes to the advancement of 

knowledge on how GE training is perceived and is addressed in teacher 

education based on the case study of a university institution and three of 

its initial teacher preparation programs. The outlook is not encouraging; 

hence we invite the Faculty to implement actions that, gathering the 

opinions and sensitivities of the informants, result in substantive and 

significant changes for the improvement of study plans and for the 

290



	

development of students’ and faculty’s competencies for a professional 

gender equality practice. 

2. Conclusiones generales (castellano) 

El propósito de esta tesis doctoral fue explorar cómo es percibida 

por el alumnado y el profesorado la formación para la igualdad de género 

en los grados de Maestro en Educación Infantil y Primaria y el máster en 

Formación del Profesorado de Educación Secundaria. A través del 

estudio de caso de una institución pública valenciana, se exploró la 

opinión del alumnado mediante encuesta; se realizó un análisis del 

impacto de las políticas de igualdad de género en los planes de estudio y 

asignaturas; y se entrevistó al profesorado para conocer qué factores 

podían estar afectando su decisión de involucrarse en una docencia con 

perspectiva de género. 

Utilizando un enfoque de análisis de perspectivas para describir el 

fenómeno estudiado y basándonos en una revisión de la literatura sobre la 

formación en igualdad de género y la incorporación de la perspectiva de 

género en la docencia universitaria, tres preguntas de investigación 

guiaron la investigación: 

1. ¿Qué percepciones tienen sobre la formación en igualdad de 

género los/as estudiantes de maestro/a en educación infantil y primaria y 

profesorado de educación secundaria y cómo difieren dichas percepciones 

en términos de: (a) sensibilidad institucional a la implementación de 

políticas de igualdad de género en la formación de docentes, (b) inclusión 
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del género en los planes de estudio, y (c) conciencia sobre las 

desigualdades de género en las dinámicas dentro del aula? 

1.1. ¿Se podría decir que el índice ESFIG es no sólo una medida 

válida y fiable para evaluar la formación/preparación en igualdad 

de género, sino que además es invariante según sexo? 

1.2. ¿Es el índice ESFIG invariante según el grado?. Es decir, ¿es el 

índice ESFIG un instrumento válido para comparar las 

percepciones de los estudiantes de grado en Maestro en Educación 

Infantil y Maestro en Educación Primaria? 

2. ¿Qué nivel de eficacia percibida para la práctica en igualdad de 

género tienen los/as maestros/as en formación cuando se gradúan? 

¿Difiere el nivel de autoeficacia percibido según la titulación (grado y 

posgrado) y el sexo? 

3. ¿Cuáles son las percepciones del profesorado sobre la 

implementación de la perspectiva de género y qué factores afectan a su 

decisión de involucrarse en una docencia con enfoque de género? 

A nivel global, existe una gran necesidad de conocer los aspectos 

procedimentales de la aplicación de la perspectica de género en la 

formación de docentes y cómo las instituciones de educación superior 

pueden contribuir a promover el desarrollo de competencial en género. 

Los hallazgos de los tres estudios y cinco trabajos de esta tesis doctoral 

llevan a concluir lo siguiente. 

2.1. Estudio 1 

El género es un tema prácticamente infrarrepresentado en la formación 

docente, como se refleja en la ausencia de un plan para la formación en igualdad 
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de género en los tres programas estudiados. Las valoraciones del alumnado 

obtenidas utilizando el índice ESFIG llevan a la conclusión de que la 

neutralidad/indiferencia de la institución caracteriza la implementación 

de la perspectiva de género en la docencia. Los programas no reflejan el 

énfasis esperado en género, a pesar de que los estudiantes indicaron estar 

muy de acuerdo en que el género debería estar presente de manera 

obligatoria en los programas de estudio. Al mismo tiempo, se identificó 

una escasa conciencia sobre las desigualdades de género en el alumnado, 

lo que justifica la urgente necesidad de educar para el desarrollo de esta 

competencia. 

Los estudiantes de los grados de Maestro/a en Educación Infantil y 

Maestro/a en Educación Primaria muestran una mayor receptividad a la 

formación para la igualdad de género que los del máster en Formación del 

Profesorado de Educación Secundaria y consideran dicha formación más necesaria 

y esencial que estos últimos.  

Las comparaciones por sexo revelaron que las estudiantes fueron más 

receptivas y apoyaron más una enseñanza sensible al género que los estudiantes.  

Las dimensiones del índice ESFIG, como herramienta válida y 

fiable, pueden ser de utilidad para orientar a la institución en la mejora de 

los programas formativos que ofrece. En primer lugar, sus componentes 

pueden contribuir a identificar las barreras implícitas que pueden estar 

impidiendo el reconocimiento del problema de la ausencia de 

preparación en género en los programas de estudio, lo que implicaría la 

sensibilización y concienciación del profesorado y del equipo directivo 

para involucrarse en los aspectos prácticos y de desarrollo de una 
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pedagogía de género. En segundo lugar, se harían necesarias reformas 

curriculares en los tres programas estudiados partiendo de las opiniones y 

sensibilidades expresadas por los participantes.  

2.2. Estudio 2 

La escala TEGEP, instrumento diseñado para medir la eficacia 

percibida para una práctica sostenible en igualdad de género, resultó ser 

una medida válida, fiable y equivalente por titulación y sexo para evaluar: (1) la 

Eficacia para la Práctica de una Pedagogía de Género, (2) la Eficacia en 

Conocimientos y Conciencia de Género y (3) la Eficacia para el Desarrollo de 

Actitudes de Género. 

El nivel de eficacia percibido por el alumnado al término de los estudios fue 

moderado en los tres programas formativos (educación infantil, primaria y 

secundaria), siendo significativamente más elevado en las estudiantes que 

en los estudiantes. Este hallazgo sorprende si se tiene en cuenta que los 

estudiantes no fueron formados para desarrollar la competencia en 

género durante su período formativo, lo que refuerza la idea de que sin 

oportunidades de aprendizaje es muy poco probable que las y los 

docentes egresados ingresen a la profesión con expectativas realistas de su 

competencia para educar con equidad de género. 

La escala TEGEP puede ser de utilidad para medir el progreso y desarrollo 

de los conocimientos y la conciencia de género adquiridos durante los procesos 

formativos, así como la capacidad para poner en práctica una pedagogía sensible 

al género y desarrollar actitudes positivas hacia la equidad y justicia de género. 

Asimismo, el diagnóstico e intervención en dicha parcela puede 

contribuir a situarse en un plano más realista en este ámbito 
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competencial. Con esta finalidad, el profesorado debe proporcionar 

información adecuada y experiencias basadas en situaciones reales para 

que las y los estudiantes en formación adquieran una idea adecuada de las 

demandas que exige una enseñanza sensible al género. 

La Facultad de Educación debería considerar la evaluación de las 

competencias en género como una práctica habitual. La realización de 

evaluaciones al inicio, durante y al final de los programas de estudio 

podría ser útil para realizar seguimientos del progreso. 

2.3. Estudio 3 

Aunque el profesorado participante daba gran importancia a la formación 

para la igualdad de género de los/as futuros/as docentes, en general, se hallaban 

muy poco involucrados en la docencia con énfasis de género. Creían que el 

impacto de la política de género en la docencia universitaria había sido 

escaso. Esto se corroboró a través del análisis de documentos (guías 

docentes de las asignaturas), así como a través de la información obtenida 

de las entrevistas y respuestas al cuestionario. Los datos recogidos 

sugerían que había una clara desconexión entre las normas y regulaciones 

relativas a la formación en género y el trabajo planificado en los 

programas de estudio. 

A su modo de ver, la Facultad no estaba suficientemente comprometida. 

Faltaba una implicación más decidida tanto por parte de la institución como por 

parte de los departamentos.    

Los factores determinantes que parecían afectar a su decisión de involucrarse 

en una docencia con perspectiva de género eran de naturaleza diversa:  
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¥ Institucionales. Ausencia de liderazgo por parte de la Facultad, así 

como de un plan de igualdad bien organizado con pautas 

concretas de obligado cumplimiento. 

¥ Departamentales. Prevalecía la opinión de que los departamentos 

estaban incluso menos comprometidos que la Facultad en la 

docencia con perspectiva de género. 

¥ Profesionales. La falta de preparación, sensibilidad y conciencia de 

las y los propios profesores fueron los principales factores 

identificados como responsables de su escasa participación y 

compromiso con la docencia con enfoque de género. 

¥ Personales. La falta de interés, motivación y conocimiento sobre 

cómo desarrollar una pedagogía de género fueron mencionados 

como problemas personales comunes para involucrarse en dicha 

práctica. 

En cuanto a los retos y necesidades para aumentar el compromiso 

con la perspectiva de género, se consideró necesaria la existencia de un plan 

estructurado consensuado con el profesorado y coordinado por un consejo de la 

Facultad con representantes de los departamentos.  

Tomadas en su conjunto, estas conclusiones dibujan una imagen 

bastante negativa y pesimista del alcance y desarrollo de la formación en 

género de los futuros docentes. Sin embargo, hay indicios de que las 

perspectivas puestas de manifiesto tanto por el alumnado como por el 

profesorado puedan utilizarse como elementos para respaldar posibles 

avances. Concretamente, la triangulación de datos de las diferentes 
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fuentes de datos (entrevistas, programas de estudio y cuestionario) 

convergen en una misma cuestión: integrar la formación para la igualdad 

en los planes de estudio exige comprometerse con un plan de igualdad 

consensuado entre la Facultad y los departamentos. Con la ayuda y el 

apoyo de expertos, avanzar en esta dirección sería dar un primer paso 

importante para ir atendiendo a las necesidades identificadas a través del 

desarrollo de esta tesis doctoral.  

Para concluir, esta tesis doctoral, en su conjunto, con sus 

limitaciones y puntos fuertes, creemos que contribuye al avance del 

conocimiento al aportar elementos para conocer cómo percibe el 

alumnado y el profesorado el alcance y desarrollo de la perspectiva de 

género en la formación de docentes a partir del estudio de caso de una 

institución universitaria y tres de sus programas de formación inicial. El 

panorama no es alentador, de ahí que invitemos a poner en marcha 

acciones desde la Facultad que, recogiendo las opiniones y sensibilidades 

de los informantes, redunden en cambios sustantivos y significativos para 

la mejora de dichos planes de estudio y el desarrollo en el alumnado y el 

profesorado de competencias para la práctica profesional de la igualdad 

de género. 
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Sensitive Assessment for Gender Equality (SAGE) index 
C. Miralles-Cardona, M. C. Cardona-Moltó & E. Chiner 

 
Part I. SAGE index 

This survey aims to explore student teachers’ perceptions about gender equality training in teacher 
education. Using a six-point scale where 1 = Strongly disagree and 6 = Strongly agree, indicate your 
degree of agreement with each of the following statements. 
 

1 2 3 4 5 6 
Strongly 
Disagree 

Disagree Somewhat 
Disagree 

Somewhat 
Agree 

Agree Strongly 
Agree 

SD D SD SA A MA 
 

 SD D SD SA A SA 

1. The Faculty of Education has adopted a proactive approach 
to gender equality. 

1 2 3 4 5 6 

2. The Faculty applies current regulations on gender 
equality. 

1 2 3 4 5 6 

3. Gender equality training is a necessary condition to 
learning to teach in a gender sensitive way. 

1 2 3 4 5 6 

4. Including a gender perspective in teacher training is 
essential to combat sexism. 

1 2 3 4 5 6 

5. Gender issues are just as important to my teacher 
preparation as other differences. 

1 2 3 4 5 6 

6. Diversity of sexual identities should receive more 
attention in the study plans. 

1 2 3 4 5 6 

7. My study plan includes gender competence development 
for gender equality practice. 

1 2 3 4 5 6 

8. The gender perspective receives enough attention in 
course-contents. 

1 2 3 4 5 6 
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9. Gender should be incorporated into university teaching as 
mandatory. 

1 2 3 4 5 6 

10. All courses in the study plan should be taught with a 
gender perspective. 

1 2 3 4 5 6 

There should be at least one mandatory course on gender 
equality in the study plan. 

1 2 3 4 5 6 

11. Teachers are sufficiently sensitized to gender issues. 1 2 3 4 5 6 

12. Teachers tend to have higher and more demanding 
expectations of male students than of female students. 

1 2 3 4 5 6 

Male students receive more attention from teacher 
educators than female students. 

1 2 3 4 5 6 

Female student achievement is often downplayed. 1 2 3 4 5 6 

13. Female student achievement is attributed more to effort 
than ability. 

1 2 3 4 5 6 

 

Part II. Demographic data 
 
1. Age: _____ years old   
2. Gender:        Female        Male      Other identity: __________   
3. Nationality: _______________________ 
4. Seeking degree:     

   Bachelor’s degree in Early Childhood Education        
   Bachelor’s degree in Elementary School Education       
   Master’s degree in Secondary Education 

5. Year:                             1º          2º        3º  4º 
6. Specialization selected: ____________________________ 
7. Enrollment:                  Full-time              Part-time 
8. Does your study plan require you to take a mandatory course related to gender studies?          

   Yes     No 
9. Is there any subject in your study plan optional on gender / gender equality?                                    

   Yes     No 
10. Have you taken any subject on gender/gender equality during your university education?           

 Yes   No      If yes, how many credits? ______________ 
11. Using a scale of ten points where 1 (Minimum) and 10 (Maximum), indicate the importance you 
attach to training for gender equality: _____ 
 
 

Thank you very much for your participation! 
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Teacher Efficacy for Gender Equality Practice (TEGEP) Scale 

C. Miralles-Cardona, M. C. Cardona-Moltó, and E. Chiner 
This survey is designed to help assess teacher self-efficacy for sustainable gender equality (GE) 
practice. We ask you to circle the number that best represents your opinion about each of the 
statements using this six-point Likert scale. Please try to answer each question.   

1 2 3 4 5 6 
Strongly 
Disagree 

Disagree Disagree 
Somewhat 

Agree 
Somwhat 

Agree Strongly 
Agree 

 

Gender Knowledge and Awareness 
I can (define, describe, identify, recognize, differentiate, etc…) 

SD D DS AS A SA 

1 Terminology related to gender issues. 1 2 3 4 5 6 
2 Legislation on gender equity. 1 2 3 4 5 6 
3 Gender equality vs. gender equity. 1 2 3 4 5 6 
4 Gender roles. 1 2 3 4 5 6 
5* Equal opportunities applied to gender. 1 2 3 4 5 6 
6 Gender discrimination. 1 2 3 4 5 6 
7* Gender parity. 1 2 3 4 5 6 
8 Gender biases. 1 2 3 4 5 6 
9 Sex and gender. 1 2 3 4 5 6 
10* Gender equality vs. gender parity. 1 2 3 4 5 6 
11. Gender inequalities. 1 2 3 4 5 6 
15 Gender stereotypes. 1 2 3 4 5 6 
Implementing a Gender Pedagogy 
I am confident in … 
12 Providing equal opportunities to all my students. 1 2 3 4 5 6 
13* Planning strategies to teach with a gender perspective. 1 2 3 4 5 6 
14* Mainstreaming gender into course content and materials. 1 2 3 4 5 6 
16 Taking action to prevent reproduction/maintenance of 

gender inequalities. 
1 2 3 4 5 6 

17 Respecting the different gendered-styles of learning. 1 2 3 4 5 6 
18 Creating learning environments that foster gender 

collaboration.  
1 2 3 4 5 6 
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19 Designing, implementing, and assessing lesson plans with 
a gender perspective.  

1 2 3 4 5 6 

20* Supporting school community links to promote GE.  1 2 3 4 5 6 
21 Involving families in implementing school-home GE 

plans.   
1 2 3 4 5 6 

22 Conveying values on gender issues.  1 2 3 4 5 6 
23 Collaborating with colleagues in developing empathy 

across gender. 
1 2 3 4 5 6 

24 Educating on gender issues. 1 2 3 4 5 6 
Developing Gender Attitudes 
I am able/concern … 
25 Able to exercise gender sensitive attitudes. 1 2 3 4 5 6 
26 Able to deconstruct gender stereotypes and prejudice. 1 2 3 4 5 6 
27 Concerned about existing tolerance with gender 

discrimination and violence.  
1 2 3 4 5 6 

28* Able to assume new roles for a sustainable GE education. 1 2 3 4 5 6 
29 I am an activist able to speak up against all forms of 

gender injustice. 
1 2 3 4 5 6 

30* Able to do more to mitigate gender inequalities. 1 2 3 4 5 6 
31* Eager to learn more on gender issues. 1 2 3 4 5 6 
Note. *Items excluded after EFA (13, 14, 30, 31) and after CFA (5, 7, 10, 20, 28) 

 

Parte II: Demographic data 
 
1. Age: _____ years old   
2. Gender:      

   Female        Male     Other identity: __________   
3. Nationality: _______________________ 
4. Seeking Degree:     

   Bachelor’s degree in Early Childhood Education        
   Bachelor’s degree in Elementary School Education       
   Master’s degree in Secondary Education 

5. Year:                            1º        2º        3º  4º 
6. Specialization selected: __________________________________ 
7. Enrollment:                 Full-time              Part-time 
8. Does your study plan require you to take a mandatory course related to gender studies?             

   Yes     No 
9. Is there any subject in your study plan optional on gender/gender equality?                                    

   Yes     No 
10. Have you taken any subject on gender/gender equality during your university education?             

 Yes                            No      If yes, how many credits? ______________ 
11. Using a scale of ten points where 1 (Minimum) and 10 (Maximum), indicate the importance you 
attach to training for gender equality: _____ 
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Interview script 

1. Do you consider that gender is an important issue in teacher training?  
 

2. What impact do you think gender equality policy has had on university teaching 
in the field of teacher education? Do you think that the design of study plans and 
the development of the course syllabi have changed in any way? In which 
one/ones? 

 

3. Do you think that the Faculty of Education is doing what is necessary to make 
possible the inclusion of gender issues in university teaching?  

 

4. What factors do you think affect the teaching staff's decision to incorporate a 
gender perspective in the courses they teach?  

 

5. Considering that the inclusion of a gender perspective in university teaching is a 
legal mandate endorsed in international agreements and national and 
community regulations, how do you think its incorporation into teaching 
practices could be made effective?  

 

6. If you are a teacher educator already initiated in the integration of a gender 
perspective in teaching, indicate how you do it? (e.g. What strategies do you 
use? 
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Part I. Teacher Educator’s Demographics 
 
 

1. Age: _____ years old   

2. Gender:        Female        Male       Other sexual identity: ____________ 

3. Position:   

 Assistant Professor      Associate Professor     Contracted Professor 

 Lecturer       Professor     Other (specify): 

4. Area of specialization: ________________________________ 

5. Number of years of experince in teacher training: _________ years 

6. In the last couple of years, the course that you have taught most frequently is: 
_______________________________________________________________ 

7. ¿From what degree? 

 Early Childhood     Elementary Education  MA on Secondary Education 

8. Using a scale from 1 to 10 with being 1 = Null and 10 = Very committed, how would 
you assess the commitment of your faculty to the incorporation of the gender 
perspective in teaching practices? ______________________________________ 

9. Using a scale from 1 (Null) to 10 (Very advanced), how would you assess your 
knowledge and skills in teaching with a gender perspective: _____________ 

10. Does your Faculty of Education have a plan for the incorporation of a gender 
perspective in teaching? 

 Yes      No 
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Parte II. Questionnaire 
 
	

Using a six-point Likert scale, indicate your degree of agreement with the statements 
that follow. 

1 2 3 4 5 6 

Strongly 
disagree 

Disagree Somewhat 
disagree 

Somewhat 
agree 

Agree Strongly 
agree 

	

  SD D SD WA A SA 

1 Teacher training for gender equality is an issue 
that takes priority in the college of education. 

1 2 3 4 5 6 

2 An emphasis in gender issues is clearly reflected 
in the study plans/degrees of the college of 
education.  

1 2 3 4 5 6 

3 Gender mainstreaming receives sufficient 
attention in course content. 

1 2 3 4 5 6 

4 All courses should be taught with a gender 
perspective.  

1 2 3 4 5 6 

5 There should be at least one mandatory course 
that focuses on gender in study plans/degrees.  

1 2 3 4 5 6 

6 The college of education has adopted a proactive 
approach to incorporating a gender perspective 
in the different programs. 

1 2 3 4 5 6 

7 The teaching staff is sufficiently sensitive to 
gender issues. 

1 2 3 4 5 6 

8 I consider that my training in gender is sufficient.  1 2 3 4 5 6 
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9 I usually incorporate gender content in the 
courses I teach. 

1 2 3 4 5 6 

10 I strive to include curricular content for the 
development of my students’ competencies to 
educate in a gender sensitive way.   

1 2 3 4 5 6 

11 The syllabi of the courses I teach reflect the 
incorporation of a gender perspective. 

1 2 3 4 5 6 

12 My Faculty/department encourages the teaching 
staff to incorporate a gender perspective in 
teaching practices. 

1 2 3 4 5 6 

13 In general, I think that the teaching staff feel little 
prepared to incorporate a gender perspective in 
their teaching practices. 

1 2 3 4 5 6 

	

Thank you very much for your cooperation! 
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