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Abstract

This research is a contribution to the critical analysis on the reproduction of gender stereotypes in the
field of agricultural education, a space historically marked by the masculinization of knowledge and the
systematic exclusion of women and other gender identities in the construction, transmission, and
application of agronomic knowledge. It adopts an interdisciplinary approach that integrates gender
perspective with studies in education, sociology, and the epistemology of agricultural sciences. The
findings of this research reveal how institutional structures, academic discourse, and power relations
within agricultural schooling contribute to the reproduction of gender inequities. Particularly, it examines
how these dynamics influence students’ self-perception, academic performance, and career trajectories,
as well as equitable access to opportunities for specialization, leadership, and professional development
in the agricultural sector. From an applied perspective, this study provides input for the formulation of
institutional policies aimed at promoting a more equitable, inclusive, and gender bias-free agricultural
education. Identifying practices and discourses that reinforce the exclusion or marginalization of certain
groups within the academic sphere enables the design of intervention strategies that support the
mainstreaming of a gender perspective into curricula, teaching methodologies, and the organizational
structures of educational institutions. By situating the discussion within the specific context of
agricultural education offered in the Agricultural Preparatory School classrooms at the Universidad
Auténoma Chapingo, this study presents a contextualized analysis with both theoretical and practical
implications for advancing gender equity in the teaching of scientific and technological disciplines in
specialized educational settings.

| The academic classroom as a space for the reproduction of gender stereotypes in agricultural education |

@ ‘ (2

| Objectives Methodology | | Contribution |
The objective of the study was to analyse Following the principle of This research offers an analysis of the
gender inequality in the context of methodological triangulation, case at UACh, which may result useful
Mexican agricultural education, using the four data collection strategies for  managers, teachers, and
Agricultural Preparatory School of the were implemented and policymakers interested in building
Universidad Auténoma Chapingo (UACh) subsequently analysed. fair and inclusive educational
as a case study. environments.

Gender equity, Agricultural education, Gender perspective in education, Stereotypes in the
teaching of agricultural sciences

Resumen

Esta investigacion constituye una contribucion al analisis critico sobre la reproduccion de los estereotipos
de género en el ambito de la educacion agricola, un espacio histéricamente marcado por la
masculinizacién del conocimiento y la exclusién sistematica de las mujeres y otras identidades de género
en la construccion, transmision y aplicacion de los conocimientos agrondémicos. Adopta un enfoque
interdisciplinario que integra la perspectiva de género con los estudios en el &mbito de la educacion, la
sociologia y la epistemologia de las ciencias agricolas. Los resultados de esta investigacion revelan como
las estructuras institucionales, el discurso académico y las relaciones de poder dentro de la formacion
agricola contribuyen a la reproduccion de las desigualdades de género. En particular, examina como estas
dinamicas influyen en la autopercepcion de los estudiantes, su rendimiento académico y sus trayectorias
profesionales, asi como en el acceso equitativo a oportunidades de especializacion, liderazgo y desarrollo
profesional en el sector agricola. Desde una perspectiva aplicada, este estudio aporta elementos para la
formulacion de politicas institucionales destinadas a promover una educacion agricola mas equitativa,
inclusivay libre de sesgos de género. La identificacion de practicas y discursos que refuerzan la exclusion
0 marginacion de determinados grupos en el ambito académico permite disefiar estrategias de
intervencion que apoyen la integracion de la perspectiva de género en los planes de estudios, las
metodologias docentes y las estructuras organizativas de las instituciones educativas.
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Al situar el debate en el contexto especifico de la educacion agricola que se imparte en las aulas
de la Escuela Preparatoria Agricola de la Universidad Auténoma de Chapingo, este estudio presenta un
andlisis contextualizado con implicaciones tanto tedricas como practicas para promover la equidad de
género en la ensefianza de disciplinas cientificas y tecnoldgicas en entornos educativos especializados.

| Asesor pedagdgico en educacion superior, un abordaje desde la socioformacion |

@ ‘ (2

| Objetivos Metodologia | | Contribucién
El objetivo del estudio fue analizar la Siguiendo el principio de La presente investigacion ofrece un
desigualdad de género en el contexto de triangulacién metodoldgica, analisis del caso en la UACh, que
la  educacion agricola  mexicana, se implementaron cuatro puede ser Util para directivos, docentes
utilizando como estudio de caso la estrategias de recoleccién de y formuladores de politica interesados
Preparatoria Agricola de la Universidad datos y su posterior analisis. en construir entornos educativos justos
Auténoma Chapingo (UACh). e inclusivos.

Equidad de género, educacion agricola, perspectiva de género en la educacion, estereotipos en la
ensefianza de las ciencias agricolas

Introduction

Agricultural education in México has historically faced pronounced gender gaps. For much of the 20th
century, agronomic institutions were characterized by predominantly male environments, where female
participation was minimal. A notable example is the Universidad Autonoma Chapingo (UACh), the
oldest agricultural school in the country, which for decades operated almost exclusively with men and
under a military-style discipline. It was not until 1974 that Susana Azpiroz Riveiro became the first
woman to earn a degree in agricultural engineering from Chapingo, paving the way for more women to
enter this academic field traditionally closed to them. This milestone marked the beginning of a slow but
steady increase in female participation in agricultural education (Azpiroz Riveiro, personal
communication, 2022).

In recent decades, there has been a significant increase in the enrollment of women in agronomy
and related fields at the national level. In fact, women currently make up the majority in Mexican higher
education overall, slightly outnumbering men and completing their studies at a higher rate (INEGI, 2023).
However, these advances are not evenly distributed across all areas of knowledge. Agricultural and
livestock-related programs still have female participation rates below 50%, although higher than in other
Science, Technology, Engineering, and Mathematics (STEM) disciplines. During the 2021-2022
academic year, women accounted for 45.6% of enrollment in Agronomy and Veterinary programs,
compared to 54.4% for men (ANUIES, 2021; ANUIES, 2022). This figure contrasts with fields like
Engineering and Technology, where female representation is just around 31.9%, and with highly
feminized areas such as Health Sciences or Education, where women make up over 70% (INEGI, 2023).
The UACH clearly reflects these national trends.

Following the trail blazed by pioneers like Azpiroz, the female student population has grown
steadily. Today, nearly half of UACh’s student body is made up of women—approximately 44 to 45%,
according to recent estimates. For instance, in 2022, Chapingo reported 5,984 undergraduate students, of
whom 2,719 were women (45.4%) and 3,265 were men (54.6%) (UACh, 2023). This progress is notable
considering that, in the early 2000s, female participation in agronomy graduates nationwide was around
25% (Lechuga et al., 2018). Positive signs are also beginning to appear in academic performance: in
2022, women represented 55.2% of Chapingo’s graduating class (117 out of 212 graduates), suggesting
that once enrolled, female students tend to persist and successfully complete their studies (UACh, 2023).


https://www.inegi.org.mx/app/biblioteca/ficha.html?upc=889463907381
http://www.anuies.mx/informacion-y-servicios/informacion-estadisticade-educacion-superior/anuario-estadistico-de-educacion-superior
https://www.anuies.mx/informacion-y-servicios/informacion-estadistica-de-educacion-superior/anuario-estadistico-de-educacion-superior
https://www.inegi.org.mx/app/biblioteca/ficha.html?upc=889463907381
https://www.cuentapublica.hacienda.gob.mx/work/models/CP/2023/tomo/VII/MAT_Print.8A1I.03.AEPE_A.pdf
https://www.scielo.org.mx/pdf/eunam/v15n43/1665-952X-eunam-15-43-110.pdf
https://www.cuentapublica.hacienda.gob.mx/work/models/CP/2023/tomo/VII/MAT_Print.8A1I.03.AEPE_A.pdf
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It is also worth noting that preferences for specializations within agronomy show gender-based
differences. Programs such as Agroindustrial Engineering and Phytotechnics have a high female
presence, while others like Agricultural Mechanics are still predominantly pursued by men. Nevertheless,
in overall terms, the gender gap in enrollment has substantially decreased both at Chapingo and at similar
agricultural institutions, such as the Universidad Autonoma Agraria Antonio Narro (UAAAN), which in
2022 has reported between 42% and 45% female students in recent years.

Despite these quantitative advances, significant qualitative gender challenges persist in Mexican
agricultural education, many of them related to institutional and cultural barriers. Gender gaps are not
limited to enrollment figures; they also affect the education conditions for both women and men. Various
studies have highlighted that female students face deeply rooted gender stereotypes and both subtle and
explicit forms of discrimination that hinder their full academic development (Belmonte & Guillamén,
2008; Sainz & Muller, 2018).

At UACHh, an institutional diagnosis conducted in 2013 revealed high levels of gender-based
violence against female students — ranging from everyday harassment to serious assaults — generally
perpetrated by male members of the community. The report concluded that the normalization of violence
and the authorities' inaction were the main obstacles to achieving equality and urged the university to
adopt a legal framework with a gender perspective and to create a specialized unit for equity (Chavez-
Arellano, 2020). This situation became visible in recent years through student protests. In May 2022, a
group of female students organized demonstrations on campus demanding greater safety and an end to
harassment, posting complaints and photos of aggressors on university walls (La Jornada, 2022). “We
want a university where we can go without risk. We need to build a Chapingo free of violence against
women,” they declared at the time (La Jornada, 2022).

In response to this situation, institutions have begun to take action with initiatives to promote
gender equity in agricultural education. At the Universidad Autdnoma Chapingo, the authorities formally
acknowledged the problem and implemented initial measures. In 2020, the Honorable University Council
approved a Comprehensive University Security Program that declares a policy of “Zero Tolerance” for
any form of violence and establishes the creation of a Gender Committee focused on preventing and
addressing violence against women (UACh, 2020). Likewise, UACh joined national movements for
equality, such as the “A Day Without Us” initiative on March 9, 2020, allowing female faculty, students,
and staff to be absent in protest against gender-based violence (La Jornada, 2020).

While these actions and the implementation of safe transportation on campus represent positive
progress, recent assessments indicate that much remains to be done in terms of institutionalizing equality.
In an evaluation of 40 universities conducted by the Observatorio Nacional para la Igualdad de Género
en las Instituciones de Educacion Superior (ONIGIES), UACh received the lowest overall gender
equality index — just 0.3 out of 5 points — with several indicators scoring zero due to the lack of gender-
sensitive policies, resources, and data.

This reveals significant shortcomings, such as the absence of effective protocols for handling
harassment cases and, until recently, the lack of a comprehensive gender equality plan. Nevertheless, the
dissemination of disaggregated data — such as enrollment and graduation rates by sex — and the
development of studies on the situation of female students are early signs of progress (ONIGIES, 2023).
In conclusion, female participation in agricultural education in Mexico has increased significantly
between 2020 and 2024, approaching parity in key institutions such as UACh. However, the gender
challenge goes beyond numbers: it involves transforming institutional structures and academic cultures
to eliminate the barriers that women still face. Recent statistics — from the 45% of female students in
agronomy nationwide (INEGI, 2023) to the growing proportion of female graduates — are encouraging
and highlight the potential of women when provided with equitable conditions. The current challenge is
to consolidate this progress through effective gender equality policies, violence-free environments, and
support programs that ensure not only women’s admission but also their retention and academic success
in agricultural fields.

Addressing these gaps is crucial, as closing them will also benefit the country’s agricultural and
scientific development. International organizations emphasize that promoting equal opportunities for
women and girls in science and agriculture drives innovation, sustainable development, and helps reduce
economic inequalities (UNESCO, 2015).


https://doi.org/10.3916/c31-2008-01-014
https://doi.org/10.3916/c31-2008-01-014
https://doi.org/10.25009/cpue.v0i31.2701
https://doi.org/10.25009/cpue.v0i31.2701
https://www.jornada.com.mx/notas/2022/05/17/sociedad/alumnas-protestan-al-interior-de-chapingo-contra-violencia-de-genero/
https://www.jornada.com.mx/notas/2022/05/17/sociedad/alumnas-protestan-al-interior-de-chapingo-contra-violencia-de-genero/
https://www.chapingo.mx/pdf/2020.pdf
https://www.jornada.com.mx/noticia/2020/03/06/estados/universidad-de-chapingo-se-une-a-201cun-dia-sin-nosotras201d-7937
https://onigies.unam.mx/ies/75
https://www.inegi.org.mx/app/biblioteca/ficha.html?upc=889463907381
https://unesdoc.unesco.org/ark:/48223/pf0000232435
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1.1.1. Gender challenges in agricultural education in Mexico

Agricultural education in Mexico has historically faced significant gender gaps. Traditionally, agronomy
and related fields were considered "male territory,” which was reflected in the low participation of
women. Although female presence has increased in recent decades, underrepresentation persists. For
instance, in the 2019-2020 academic year, women made up only 34% of graduates in agronomic
engineering at the undergraduate level, despite having slightly surpassed 50% participation in higher
education overall. This 34% is the highest female proportion among engineering branches in Mexico —
higher than in other engineering specialties — yet it still falls short of gender parity. Two decades ago,
the figure was around 25%, indicating slow but steady progress.

These figures show that although women have gained ground in agronomy and agricultural
sciences classrooms, they remain a minority. The gap starts early: according to the PISA 2018 report,
15-year-old Mexican boys were three times more likely than their female classmates to aspire to a career
in science or engineering. This finding suggests that gender stereotypes are at work from secondary
education, shaping aspirations and expectations before university enrollment. At the upper secondary
agricultural level, challenges are also evident: in specialized agricultural schools, female enrollment
tends to be lower, though with regional variations. In Michoacan, for example, the "Presidente Juarez"
Faculty of Agrobiology recently reported that 4 out of 10 of its students are women — a figure above the
historical average, but still indicative of imbalance.

Another challenge appears in subsequent professional paths. Even with a degree in hand, many
female agronomists face obstacles entering the formal labor market. Studies show that women represent
less than 20% of the engineering workforce in Mexico, and in the agricultural sector, they often struggle
more than their male counterparts to find employment aligned with their specialty. For example, in the
case of agronomy graduates in Michoacan, only five out of ten women were able to secure a job matching
their profile within a reasonable timeframe. These indicators underscore that achieving greater equity in
agricultural education requires not only increasing female enrollment but also ensuring conditions for
their full academic and professional development. Gender challenges in this field thus encompass both
quantitative dimensions (access and retention) and qualitative ones (educational experiences and post-
graduation opportunities) that demand sustained attention.

1.1.2. Barriers and biases in the education of women in agriculture

The gaps mentioned are not the result of neutral, free choice, but rather of persistent gender-based barriers
and biases in agricultural education (Zamudio Sanchez y Nufiez, 2011). Various sources indicate that
young women interested in agricultural studies face obstacles from their families, schools, and society at
large. A telling example comes from testimonies of Mexican female agronomists: many recall that when
they expressed interest in studying agronomy, “the first to oppose it was my father, and my family in
general” who encouraged them to pursue careers considered “easier for women” such as accounting or
administration. This initial resistance is often rooted in stereotypes that associate farm work exclusively
with men, seeing it as rough, physically demanding, or incompatible with traditional norms of femininity.
Indeed, it was “unusual for women to study agronomy’” and those who did had to face criticism over their
appearance or comments like “Do you really know how to drive a tractor?” from male classmates during
their training (Santana-Vega et al., 2023). Such attitudes can undermine students’ self-confidence and
sense of belonging in the field.

In the academic setting, institutional biases also contribute to the reproduction of these
inequalities. Educational institutions, far from being fully neutral spaces, often reflect and reinforce
social dynamics that disadvantage women (Flores Palacios, 2021). This manifests in several ways. On
one hand, the low proportion of female teachers, administrators, and role models in agricultural schools
has historically limited points of reference for female students. On the other hand, the gendering of
disciplines persists certain areas within agricultural sciences (e.g., agricultural machinery and
engineering) are associated with masculinity, while women are often steered toward or self-select into
subfields considered more “feminine,” such as administrative or agroindustrial areas (Sanchez Bello,
2015). This horizontal segregation reflects deep-seated stereotypes about the roles men and women can
or should occupy in the agricultural sector.


https://cedoc.inmujeres.gob.mx/Salida_ficha_php.php?registroID=14090
https://doi.org/10.4438/1988-592X-RE-2023-400-578
http://www.scielo.org.mx/scielo.php?script=sci_arttext&pid=S1405-1435201500010000
http://www.scielo.org.mx/scielo.php?script=sci_arttext&pid=S1405-1435201500010000
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Gender-based violence and harassment in educational settings have also been documented, posing
a significant barrier to the academic retention and development of female students. At UACh, for
example, students have publicly denounced cases of harassment and sexual abuse committed by
professors or staff, demanding safer conditions for their education (Cruz, 2022). These situations not
only violate rights but also create a hostile environment that can lead to dropout or declining academic
performance due to stress and fear. The lack of effective institutional mechanisms to prevent and punish
such behavior, as highlighted by various researchers (Flores Palacios, 2021), has begun to be addressed
under pressure from student groups and feminist organizations.

In summary, Mexican women who choose to pursue education in agriculture face a set of
challenges that include gender prejudice, differentiated expectations, lack of specific support (such as
maternity facilities or safety measures on regional campuses), and various forms of violence. These
factors contribute to many students leaving or redirecting their professional paths throughout their
education. Those who persist often do so by overcoming obstacles that their male peers do not face.
Identifying and dismantling these barriers is essential to advancing toward an inclusive and equitable
agricultural education.

1.1.3. The agricultural preparatory school of the Universidad Autonoma Chapingo: a case study

The Agricultural Preparatory School of the UACh offers a revealing case for analyzing both the progress
and persistence of gender inequalities in Mexican agricultural education. For decades, UACh was a
predominantly male institution. Although the first female students enrolled in 1937, for various reasons
they did not complete their studies, and it was not until 1966 that the permanent admission of women
resumed. From that point on, coeducation was formally established, though female integration proceeded
gradually. The first woman to graduate did so in 1971, in the Agricultural Economics program — a
symbolic milestone marking the break of a historic barrier.

Today, the presence of women at UACh has grown significantly compared to its exclusionary
beginnings. By 2018, women represented nearly half of the total student body, indicating a feminization
of enrollment that mirrors national trends of increasing female access to higher agricultural education. A
significant proportion of these students come from rural and Indigenous backgrounds — historically
marginalized groups. According to institutional data, approximately 28.5% of the student body belongs
to Indigenous communities, and around 40% of them are women, reflecting a growing diversification of
the student profile.

However, the distribution across degree programs still shows signs of horizontal segregation:
female students are more likely to enroll in programs such as Economics or Rural Sociology, rather than
in fields like Irrigation or Agricultural Machinery. This pattern is influenced in part by the masculinized
discourses that continue to dominate some technical specialties, often strongly associated with the so-
called hard sciences. This demonstrates that quantitative parity does not automatically ensure substantive
equality across all academic spaces.

The Agricultural Preparatory School —the upper secondary level affiliated with UACh— has
also been a site of transformation and tensions related to gender roles and stereotypes. A recent milestone
occurred in 2022, when M.C. Lavinia Espinosa Heredia was elected as the first female director of the
Agricultural Preparatory School in the institution's history. Her appointment broke a longstanding
tradition of exclusively male leadership and sent a symbolic message in favor of equity.

The case of Chapingo illustrates a coexistence of progress and ongoing challenges. On the one
hand, the opening of previously inaccessible spaces —such as the admission of female students since
1966, the steady growth of female enrollment, and women’s access to leadership positions— marks
significant strides toward gender equity. On the other hand, the persistence of exclusionary practices and
gender-based violence highlights the need to continue the institutional transformation process.
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1.1.4. Theoretical framework: social reproduction and gender stereotypes

To gain a deeper understanding of exclusionary dynamics in agricultural education, it is pertinent to
examine them through the lens of social reproduction theory and the analysis of gender stereotypes.
According to Bourdieu and Passeron (1990), the school is not merely a space for the transmission of
knowledge, but also a mechanism that tends to reproduce existing social structures, legitimizing
inequalities under the discourse of meritocracy. From a gender perspective, this implies that educational
institutions may perpetuate traditional roles and expectations assigned to women and men, unless explicit
mechanisms for transformation are implemented. In the Latin American context, organizations such as
the Economic Commission for Latin America and the Caribbean have identified gender inequality as
being sustained by structural patterns, including the sexual division of labor and patriarchal cultural
mandates, which manifest across various social spaces, including schools.

These cultural patterns often take shape through everyday practices that reinforce gender
hierarchies. A common example is the belief that men possess a “natural” aptitude for physical or
scientific activities, while women are assumed to excel in caregiving, emotional intelligence, or
interpersonal relationships. These conceptions, even when implicit, are embedded in what has been called
the “hidden curriculum” as well as in everyday classroom interactions, reinforcing stereotypes that shape
students’ educational and professional trajectories.

Gender stereotypes thus operate as self-fulfilling prophecies within the educational environment.
From an early age, boys and girls are socialized differently: boys are encouraged toward fields like
technology, engineering, or physical labor, while girls are steered toward social, domestic, or less
physically demanding roles. These sociocultural constructions influence vocational decisions, and the
perception individuals develop of their own abilities. Gender discrimination, in this sense, is rooted in
socially constructed prejudices that are reproduced daily, limiting the full exercise of rights and
opportunities. In the case of agricultural education, this translates into a collective imaginary that still
associates the figure of the “agronomic engineer” with a robust man, physically suited for fieldwork,
while women are linked to support or administrative tasks — reinforcing their minority presence in
technical areas.

However, social reproduction theory does not deny the possibility of change. Educational
institutions can also become spaces of cultural contestation and symbolic redefinition. When pedagogical
strategies with a critical and inclusive approach are adopted, conditions are created to interrupt the
automatic reproduction of stereotypes. A concrete example can be seen in the implementation of content
on new masculinities and gender equity through extracurricular activities in institutions such as
Chapingo, which seek to transform the professional habitus of the agronomist and expand the possibilities
of representation for women. Similarly, public policies promoted by agencies such as the Ministry of
Public Education, the National Institute for Women, and CONAHCYT have encouraged the
mainstreaming of gender perspectives in the education sector, promoting equity as a guiding principle.

In this process, denaturalizing stereotypes is a key component. Making visible the prejudices that
have traditionally limited female participation — for instance, the belief that women are not capable of
operating machinery or leading agro-productive projects — allows for the questioning and redefinition
of the discourses that have upheld inequality. Likewise, recognizing that men can and should also
participate in caregiving tasks is part of rebuilding a more equitable school culture.

In sum, the framework of social reproduction highlights the tendency of agricultural education to
reflect the structural inequities of rural and patriarchal contexts, while the analysis of gender stereotypes
helps identify the cultural mechanisms at play in this process. Understanding both dimensions is essential
for designing affirmative actions, transformative pedagogical strategies, and institutional policies aimed
at equity. Only through deep transformations in curricular content, teaching practices, institutional
climate, and access and retention policies will it be possible to reverse the patterns that have historically
placed women at a disadvantage in the field of agricultural education. From this perspective, education
becomes a key space for social justice and substantive equality in rural areas.


https://monoskop.org/images/8/82/Bourdieu_Pierre_Passeron_Jean_Claude_Reproduction_in_Education_Society_and_Culture_1990.pdf
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1.2. Research objectives
1.2.1. General objective

To analyze gender inequality in the context of Mexican agricultural education, using the Agricultural
Preparatory School of the Universidad Autbnoma Chapingo as a case study. The aim is to understand the
magnitude of existing gender gaps within the institution and their implications for educational equity in
the national agricultural sector.

1.2.2. Specific objectives

- To characterize the participation of women and men in the Agricultural Preparatory School of
UACh by quantifying gender-based enrollment distribution and its recent evolution.

- To identify the social, cultural, and institutional barriers and factors that contribute to the
persistence of gender inequalities within the school.

- To examine the policies and measures implemented both at the Agricultural Preparatory School
and at the national level to promote gender equity in agricultural education, evaluating their scope
and effectiveness.

- To propose recommendations aimed at reducing the gender gap in the Agricultural Preparatory
School, aligned with current public policies on education and gender equity in Mexico.

1.2.3. Justification of the study

This study is justified by the need to address gender disparities in agricultural education, which is a key
sector for the rural development of the country. Historically, agricultural activity has been associated
with male roles, which has limited women's participation both in the productive sphere and in academic
training linked to the sector (Chavez-Arellano, 2020). Reducing the gender gap in this field is not only a
matter of social justice but also a fundamental strategy for sustainable development. Various
organizations have noted that including more women trained in agricultural disciplines can enhance
productivity and contribute to the well-being of rural communities (Zamudio et al., 2017).

Recent data supports this claim. In Mexico, only 19% of individuals responsible for agricultural
production units are women, and a significant proportion of them lack formal education (INEGI, 2024).
This situation reflects a historical inequality in access to education for rural women, limiting their
development opportunities within the agricultural sector. At the upper secondary level, notable progress
has been made toward gender parity: between 2000 and 2020, the enrollment gap between men and
women at this level decreased from 6.9 to 2 percentage points (INEGI, 2023). However, when examining
specific areas of knowledge, such as agricultural sciences, disparities persist. In the 2021-2022 academic
year, women represented 45.6% of students in Agronomy and Veterinary programs, compared to 54.4%
of men (INEGI, 2023).

In the case of the Agricultural Preparatory School of UACh —one of the most important
institutions for agronomic training at the upper secondary level— women have reached a participation
rate of nearly 45% of the student body. While this figure suggests near numerical parity, qualitative
studies indicate that such presence does not guarantee equitable conditions. Various investigations have
documented that, despite their numbers, female students must constantly prove their competence to be
fully accepted, facing stereotypes, institutional biases, and even episodes of discrimination or harassment
(Chavez-Arellano, 2020). These conditions reflect a school culture still marked by male dominance,
which limits the academic and personal development of women in the agro-educational environment.

The relevance of this study is also grounded in the national legal framework and public policies
aimed at promoting equity. The 2021 constitutional reform mandates that education provided by the state
must guarantee full access to educational rights with a gender perspective.
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In alignment, the 2020-2024 Sectoral Education Program promotes the mainstreaming of gender
perspectives at all educational levels, prioritizing the elimination of barriers to access, retention, and
graduation for female students, particularly in historically excluded contexts. In the agricultural sector,
the Secretariat of Agriculture and Rural Development (SADER) has implemented strategies to reduce
gender gaps in access to productive resources, participation in projects, and capacity building.

These policies reflect a clear institutional will. However, for their implementation to be effective,
it is essential to have up-to-date diagnostics that identify how and where inequalities persist. In this
context, the present research offers a situated and detailed analysis of the case at the UACh, valuable
both for its academic relevance and for its potential contribution to public and institutional decision-
making. Given Chapingo’s emblematic role in training professionals for the agricultural sector, the
findings of this study can be seen as a reflection of the broader challenges facing agricultural education
in Mexico. Likewise, they may be useful for administrators, educators, and policymakers seeking to build
more just, inclusive, and rights-based educational environments.

2. Background
2.1. Origins and development of the Universidad Auténoma Chapingo

Under the government of Antonio Lépez de Santa Anna, the national project to formalize agricultural
and veterinary training was launched, aiming to professionalize labor in a predominantly rural country.
On August 17, 1853, the decree for the creation of the Colegio Nacional de Agricultura was signed. This
institution would later be renamed Escuela Nacional de Agricultura y Veterinaria (ENAyV or ENAV),
and subsequently Escuela Nacional de Agricultura (ENA) (Hernandez Alva, 2024).

The Agricultural Preparatory School was established in 1941 under the leadership of Manuel
Marquez. Applicants were required to complete secondary school and were admitted to a three-year
preparatory school program with an agricultural orientation, serving as a prerequisite for entering the
agronomic engineering degree.

In 1969, the militarized discipline regime that had characterized student life since the institution’s
beginnings was abolished, following the demands of the student movement. In 1973, a model of self-
discipline and more democratic participation was established. Finally, on December 30, 1974, the law
establishing the UACh was published in the Diario Oficial de la Federacion, granting the institution
academic and administrative autonomy. In 1978, the General Statute of UACh came into effect,
formalizing its new university status.

A distinctive feature of UACh has been its welfare-oriented model. Over time, the institution has
provided its students with comprehensive services, including boarding, meals, and cultural and sports
activities. Today, Chapingo maintains a national admissions process and operates satellite units in states
such as Durango, Tabasco, and Zacatecas.

UACHh has evolved from a national school founded in the 19th century into a leading agricultural
university in Latin America. Its history reflects broader transformations in the country’s agrarian and
educational policies, and the institution has played a strategic role in the professionalization of Mexican
agriculture (UACh, 2009).

2.1.2. Impact of the traditional educational model on gender equity

Throughout much of the 20th century, agricultural education in Mexico was structured around a deeply
masculinized traditional model, generating multiple challenges for gender equity. Institutions such as the
UACh and the “Antonio Narro” Superior School of Agriculture operated as environments almost
exclusively for men (Ramirez Valenzuela, 2020), reflecting social imaginaries that linked agronomic
sciences with traits traditionally associated with masculinity. A symbolic milestone in gender equity was
achieved by Maria Elena Jiménez Lozano, who in 1952 became the first woman to earn an agronomy
degree in Mexico, graduating from the Antonio Narro School. However, her case was an exception within
a landscape marked by stark female underrepresentation.
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Several institutional and sociocultural factors contributed to this gap. On one hand, strict
disciplinary norms and internal structures —such as military-style boarding systems— created
unwelcoming environments for women (Chiappe & Salgado Noel, 2014). On the other hand, persistent
stereotypes assigned physical agricultural labor to men and caregiving or administrative roles to women,
influencing both vocational decisions and public perceptions of women's capabilities in the agricultural
field. In many cases, families discouraged young women from pursuing agronomic careers, deeming
them inappropriate or “unfeminine.”

It wasn’t until the 1970s and 1980s, spurred by social and legal changes and the progress of the
feminist movement, that female enrollment in agrarian institutions began to rise. Nationally, the
proportion of women graduating in agronomic engineering increased from 25% in 2000 to 34% in 2019—
2020, making it one of the engineering fields with the highest female presence. At UACh, the progress
has been notable: by 2022, nearly 47% of the student body and a similar proportion of bachelor's degree
graduates were women — suggesting a trend toward numerical parity in access.

Traditionally, agronomy curricula were centered on technical content, lacking a gender
perspective. This omission resulted in limited understanding of the differentiated dynamics affecting men
and women in rural contexts. Additionally, faculty and leadership structures reflected a clear male
dominance for decades, with minimal female participation in positions of authority or academic visibility.
This institutional monoculture restricted the diversity of pedagogical approaches and may have
discouraged potential female students (Mota Lopez, 2023).

In recent years, however, important changes have been introduced. Higher education institutions
have established gender equity offices, implemented gender-based violence protocols, and developed
specific support programs for female students — including those who are mothers. Nationally,
organizations such as the Secretariat of Public Education (SEP) and the National Council of Humanities,
Sciences, and Technologies (CONAHCYT) have promoted policies and incentives to increase female
participation in STEM areas, including agricultural sciences. These efforts have been accompanied by
awareness campaigns, scholarships, and mentorship programs aimed at reducing structural inequality.

Nonetheless, UACh has not fully aligned with these public policies, despite the formation of
agronomist women’s networks, rural women’s forums, and professional associations working to
highlight women’s contributions in the agri-food sector, while creating spaces for support and leadership
development. This grassroots organizing is key to strengthening the presence and agency of women in
traditionally male-dominated environments.

It is important to note that gender challenges in agricultural education are not unique to Mexico.
Internationally, numerous studies have documented similar barriers to women's access, retention, and
professional development in agrarian careers. Organizations such as FAO and UNESCO have pointed
out that agriculture is still perceived in many contexts as a “male domain,” complicating women’s full
integration into agricultural education systems. Global recommendations include the implementation of
institutional policies with a gender perspective, such as anti-discrimination protocols, support for
students with caregiving responsibilities, promotion of female role models, and strengthening gender-
sensitive content in academic curricula.

2.2. Women incorporation at UACh

The incorporation of women at UACh has been a complex process, marked by key moments, social
movements, and persistent challenges. This trajectory can be understood through three fundamental
dimensions: the arrival of the first female students and their initial impact, the role of feminism in
institutional transformation, and the persistence of structural barriers that still exist today.

2.2.1. First female students and their impact on the academic community

In 1958, female students were formally admitted to UACh for the first time, breaking with a historic
tradition of gender exclusion. During the early years, these students faced significant restrictions
regarding their access to campus spaces: they were allowed into classrooms and the library, but barred
from other academic, residential, or recreational areas — reflecting the institutional conservatism of the
time.


https://traficantes.net/sites/default/files/pdfs/9788498886054.pdf
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A symbolic precedent of this exclusion was the case of Maria Elena Jiménez Lozano, who was
denied admission to Chapingo in the 1940s due to her gender. She later graduated in 1952 as the first
female agronomist in Mexico from the Antonio Narro Superior School of Agriculture. Her story
illustrates the entry barriers faced by women in agricultural education, even before official access was
granted at Chapingo. After the opening in 1958, female incorporation progressed slowly. The first woman
to graduate as an agronomist from Chapingo did so in 1974, considered a major achievement in an
environment still marked by a militarized internal discipline. Between 1972 and 1980, only 97 women
graduated, underscoring the low female participation in those early years.

Nevertheless, the presence of these early female students had a profound impact. Their
participation challenged deeply rooted gender stereotypes in the agricultural field and gradually forced
institutional attitudes to shift. Their academic and professional performance demonstrated that women
could contribute on equal terms with their male peers. Their integration laid the groundwork for future
coeducational policies and fostered the creation of more inclusive spaces within university life. By the
late 20th century, growing female enrollment began to shape a more equitable academic culture. Women
gained greater visibility in academic projects, student activities, and representative bodies. The creation
of the Chapingo Women Graduates Association in 1981 symbolizes this process of consolidation and the
emergence of professional female networks within the Chapingo community.

2.2.2. Feminist movements and institutional changes

The transformation toward gender equality at UACh has not been a spontaneous process, but the result
of student mobilizations, feminist demands, and broader social pressures. During the 1960s and 1970s,
the climate of student unrest in Mexico, along with the emergence of second-wave feminism, influenced
the questioning of authoritarian and patriarchal structures within the university. At Chapingo, these
currents were reflected in the elimination of the militarized disciplinary regime and the transition to an
autonomous university with collegiate student participation bodies.

Although these reforms did not specifically respond to a feminist agenda, they allowed for greater
female participation in institutional spaces. From the 1990s onward, and more strongly in the 21st
century, feminist collectives began to emerge within the UACh community, composed of students and
professors who brought attention to gender-specific issues in the institution. A landmark moment was
the publication, in 2005, of the book Cuéntame tu historia, mujer, a collection of testimonies from 49
female students and graduates documenting experiences of discrimination, violence, and exclusion. This
work marked a turning point in the institutional recognition of gender inequalities at Chapingo.

In recent years, following the femicide of a student on campus in December 2019, demonstrations
were held within the university, generating pressure for the implementation of structural reforms. As a
result of these demands, UACh announced the creation of a Gender Unit and the adoption of institutional
protocols for the prevention and handling of gender-based violence. However, their implementation has
been slow and faced bureaucratic and cultural obstacles. Despite this, as part of these strategies, some
progress was achieved: awareness campaigns, revision of internal regulations with a gender perspective,
and agreements with institutions such as the National Institute for Women (INMUJERES) to train
university staff.

One of the most evident changes has been the progressive gender parity in student enrollment. By
2022, women represented 45.4% of the total student body. Their participation has also increased in
representative spaces such as student societies, unions, and departmental and university councils. This
generational and political shift has been largely driven by the spontaneous and collective organization of
women at UACh in all areas, who, through their voices, have generated normative and cultural
transformations within the institution.

In summary, the feminist struggle at Chapingo has been crucial in advancing the gender equality
agenda. From denouncing violence to promoting institutional reforms, these movements have brought
the need to build an inclusive university to the forefront of the debate. Although major challenges remain,
each achievement has required sustained collective participation and demands by university women.
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2.2.3. Persistence of structural barriers in agricultural education

Despite the achievements gained over more than six decades of female inclusion, structural barriers
continue to limit full gender equality at UACh and, by extension, in Mexican agricultural education.
Currently, Chapingo’s enrollment is approaching numerical parity, but substantive equity still faces
entrenched obstacles rooted in cultural practices, power imbalances, and persistent social dynamics.

One of the most evident barriers is the underrepresentation of women in leadership roles and in
the highest academic ranks. To date, no woman has ever held the position of Rector at UACh, and most
leadership and decision-making roles remain dominated by men. Even in academic recognition, the
disparity is clear: no female faculty member has been awarded honorary distinctions such as Profesor
Emeérito or Agrénomo llustre in recent years, despite the presence of outstanding female academics with
sufficient merits. This leadership gap reflects systemic obstacles, such as potential biases in selection and
promotion processes, a lack of support for women’s academic careers (e.g., insufficient work-life balance
measures), and the persistence of a traditional institutional culture that still tends to associate —
consciously or unconsciously— authority and expertise in agriculture with male figures.

Gender segregation within academic specialties also persists. While more women are enrolling in
agricultural engineering programs, career distribution continues to reflect gendered patterns: certain
Chapingo specialties, such as Agricultural Mechanics or Irrigation, show a strong male bias, while fields
like Agro-industries or Agricultural Economics are female majority (Secretaria de Economia, 2023).
These trends suggest that gender stereotypes about “male” versus “female” careers remain prevalent even
within the university, influencing students’ vocational choices and future professional opportunities.
Studies show that women in traditionally male-dominated fields face added pressures, from constant
questioning of their abilities to a lack of female faculty role models (Lopez & Ramirez, 2019). These
structural factors can undermine students' confidence and performance, perpetuating inequality
throughout their academic journey.

One of the most concerning barriers is the continued presence of gender-based violence and
harassment in everyday university life. Despite greater awareness and recent reports, many Chapingo
students still experience sexual harassment, discrimination, and even assaults on and off campus (Peralta,
2020). Testimonies have revealed patterns of abuse ranging from normalized sexist remarks in class to
extreme cases of rape on university grounds (Ruiz & Ayala, 2016). The prevalence of such violence
stems from structural factors: a long-standing tolerance of macho behavior, impunity due to complicity
or indifference from authorities, and a lack of effective resources for prevention and victim support. For
instance, between 2012 and 2019, UACh registered at least 13 formal complaints of sexual assault against
female students; however, few resulted in serious sanctions, revealing gaps in enforcement (EIl Universal,
2020). This indicates that deep cultural change is progressing slowly, leaving students vulnerable within
the educational setting.

Broader structural gaps that extend beyond the university but directly affect it also persist,
especially for women from rural backgrounds. Due to its agricultural mission, Chapingo attracts a large
percentage of students from peasant and Indigenous communities — nearly 30% of its student body.
Many of these students face overlapping disadvantages: economic hardship, social marginalization, and
gender-based barriers (Zamudio et al., 2014). Research shows that rural and Indigenous women often
juggle their studies with family or community responsibilities, contend with prejudice both in their home
communities and at the university, and must overcome linguistic and cultural barriers (Chavez-Arellano,
2020). These challenges impose an additional “burden” that their male peers generally do not face to the
same extent. Even with scholarship programs and support, dropout rates among female students are
higher in this segment — representing a loss of talent caused by structural factors beyond individual
control. The “triple workload” (studying, working, and domestic duties) faced by many agronomy
students is a clear example of how gender inequities intersect with socioeconomic realities to hinder
women’s full educational development (Zamudio Sanchez y Nafez, 2011).

As shown, UACh has made significant quantitative progress in women’s inclusion, but qualitative
challenges remain. Structural barriers —in leadership, institutional culture, specialization choices, the
persistence of violence, and intersecting inequalities— continue to restrict real equality.


https://www.economia.gob.mx/datamexico/es/profile/institution/universidad-autonoma-chapingo
https://www.redalyc.org/pdf/461/46146696002.pdf
https://www.eluniversal.com.mx/metropoli/aumentan-denuncias-de-abuso-sexual-en-chapingo/
https://www.eluniversal.com.mx/metropoli/aumentan-denuncias-de-abuso-sexual-en-chapingo/
https://www.scielo.org.mx/scielo.php?pid=S0188-45572014000200010&script=sci_arttext
https://doi.org/10.25009/cpue.v0i31.2701
https://doi.org/10.25009/cpue.v0i31.2701
https://cedoc.inmujeres.gob.mx/Salida_ficha_php.php?registroID=14090

152

Overcoming them requires deepening current measures: rigorously enforcing gender violence
protocols, actively promoting gender parity by advancing women into top academic and administrative
positions, fostering female role models in agricultural sciences, and maintaining constant oversight to
ensure that gender equality is reflected not only in numbers but in the lived experience of the Chapingo
community.

By addressing these root barriers, the Universidad Autdnoma Chapingo can fully establish itself
as an equitable, discrimination-free, and safe environment for women — setting a national example in
agricultural education.

2.3. Current situation and remaining challenges
2.3.1. Gender statistics in agricultural university enrollment

In recent decades, the participation of women in higher agricultural education in Mexico has steadily
increased, although significant disparities remain across institutions, academic levels, and regions of the
country. Nationally, statistics show that women now make up the majority of undergraduate students: in
2021, they accounted for 54% of total enroliment at the bachelor's level. However, in the field of
agricultural sciences, equity has not yet been fully achieved. During the 2021-2022 academic year,
women represented 45.6% of enrollment in Agronomy and Veterinary programs, compared to 54.4% for
men. This indicates that, although the “feminization” of enrollment is advancing in several areas,
agricultural careers still show a slight underrepresentation of women compared to the national average.

In specialized institutions, the UACh has shown significant progress. In 2022, it recorded an
undergraduate enrollment of 6,396 students (including preparatory programs), of which 46.7% were
women. This represents a substantial increase compared to previous years: in the 2018-2019 cohort,
women made up only around 40% of the student body, reflecting progress toward parity.

At the graduate level, national trends slightly favor women. Statistics show that, at the master’s
and doctoral levels, women outnumber men with a proportion of 54.4% to 45.6%. This trend suggests
increasing academic continuity among female graduates of agricultural programs.

In contrast, the UAAAN maintains a more pronounced gender gap. In 2022, its undergraduate
enrollment totaled 6,048 students, with only 39.9% being women. While this figure represents an
improvement from the estimated 30% in 2018, the gap with Chapingo remains notable. It is worth noting
that more than 94% of UAAAN’s students are at the undergraduate level, so its equity figures primarily
reflect that academic stage.

In agricultural preparatory school or technical programs —such as UACh’s preparatory course—
there is also growth in female enrollment, though with regional variations. In summary, current statistics
indicate a positive trend toward gender equity in higher agricultural education, especially in institutions
like Chapingo. Nonetheless, disparities across states, academic levels, and career paths show that fully
equitable distribution has yet to be achieved.

2.3.2. Gender equity programs and policies at UACh and other public universities

In response to the growing visibility of gender inequalities, several Mexican agricultural universities
have implemented policies, protocols, and institutional structures aimed at promoting equity and
preventing gender-based violence. Both the UACh and the UAAAN have adopted relevant measures in
this regard.

At UACHh, student demands and current legal frameworks have driven concrete actions. In 2020,
the University Council publicly acknowledged the existence of gender-based violence within the
university community and approved the development of an institutional diagnosis. As part of this process,
periodic reporting on progress and actions was mandated, and the entire community was invited to take
part in prevention and response efforts.
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Consequently, the Gender Committee was established, a body affiliated with the central
administration, tasked with coordinating substantive equality policies and monitoring complaints.
Protocols were also implemented to channel harassment or violence cases to the appropriate authorities,
including referral to the Public Prosecutor's Office when necessary. In the academic sphere, gender
perspectives have begun to be mainstreamed into various areas. For example, the Division of Economic-
Administrative Sciences has promoted codes of conduct against harassment and inclusion and non-
discrimination guidelines in its graduate programs. These efforts align with the Ley General de
Educacion Superior (2021), which mandates the incorporation of gender equality into institutional plans.
UAAAN has followed a similar path. In March 2022, its rectorate presented a Protocol for Addressing
Gender-Based Violence to the University Council. This document outlines specific procedures for
receiving and addressing complaints and was accompanied by the creation of administrative units
responsible for supporting victims, both at the main campus and regional units. The university also issued
a “Zero Tolerance” declaration against violence toward women and has led awareness campaigns on
various forms of violence within educational spaces.

Both universities participate in national networks such as the Red Nacional de Instituciones de
Educacion Superior comprometidas con la Igualdad de Género (RENIES), linked to ANUIES. These
platforms facilitate the exchange of best practices, institutional training, and collective diagnostics.
However, a recent study revealed that only 45% of higher education institutions have implemented a
gender equality plan and that Gender Units still have limited influence in decision-making bodies.

Despite these limitations, important steps have been taken toward the institutionalization of
equity. Strategies include the incorporation of gender-focused courses, the use of inclusive language in
official documents, the promotion of mentorship programs for female students, and the organization of
events that highlight women's contributions to the agricultural sector. Within this framework, both
Chapingo and Narro have commemorated the International Day of Rural Women and Agronomist Day
with a gender focus, showcasing their female students and alumni as professional role models.

In summary, Mexico's public agricultural universities have adopted institutional policies aimed
at gender equality through gender units, response protocols, and educational initiatives. While progress
is evident, challenges remain in achieving effective and far-reaching implementation. As will be
developed further, cultural, structural, and symbolic gaps persist and require sustained efforts to achieve
substantive gender equity in agricultural education.

2.3.3. Gender gaps in training and professional development

As documented in previous sections, agricultural education in México has undergone a process of
opening to female participation. However, this opening has not been sufficient to ensure substantive
equality. Structural gaps persist that affect women’s academic development, educational trajectories, and
professional integration in the agricultural sector. This section explores in greater depth the areas where
these inequalities are expressed and proposes action lines to address them.

One of the most visible manifestations of this gap is specialization-based segmentation. Although
female enrollment has increased, many students concentrate in engineering programs perceived as more
“accessible” or “safe,” such as Agroindustry, Agricultural Economics, or International Trade, while men
predominate in specialties perceived as technical or field-oriented. This distribution is far from random;
it responds to persistent gender stereotypes that define which types of knowledge and functions are
considered appropriate for each sex. The result is differentiated training that, in the long term, limits
women’s access to certain professional or research niches.

Another critical dimension is unequal access to academic opportunities. While institutional and
government scholarships do not exclude by gender, social factors —such as pressure to stay close to
home, caregiving responsibilities, or safety concerns in rural contexts— often prevent many women from
applying for or completing academic grants or study-abroad programs. Furthermore, the lack of gender-
disaggregated data on indicators such as dropout rates, academic performance, or resource utilization
hinders the design of evidence-based, gender-sensitive strategies.
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In the area of formative research and early professional development, women also face unequal
role distribution. While male students more frequently access fieldwork or technical leadership roles in
projects, female students are often placed in administrative or analytical tasks. This differentiation, rooted
in preconceived ideas about physical ability, leadership, or time availability, directly affects the
construction of academic and professional résumés. Statistics from the National System of Researchers
in the agricultural area, as well as the low number of women serving as lead technical personnel in
outreach and extension projects, reinforce this pattern.

In terms of student leadership, there have been symbolic advances —such as the recent election
of a female Secretary General in Chapingo’s Student Executive Committee— but decision-making
spaces are still predominantly male. Women’s political participation within universities remains low, and
many students report having to prove themselves more to be heard or respected. According to the Gender
Equality Observatory in Higher Education Institutions, UACh ranks among the universities with the
greatest setbacks in equitable student representation, highlighting a disconnect between institutional
equality discourses and daily practices.

Finally, upon graduation, women face an agro-productive sector that remains male-dominated,
where prejudices about their technical ability, leadership, or “fitness” for field conditions are still
widespread. Agronomic engineers who are women often must work twice as hard to prove their
competence to producers, employers, or communities. These structural resistances not only affect their
access to decent employment but also influence their decisions regarding specialization or life projects.
In many cases, female graduates choose to work in areas such as teaching, laboratory work, or
agribusiness administration, while productive leadership or field supervision continue to be
predominantly male spaces.

These inequalities also translate into wage gaps and limited access to leadership positions.
Nationally, women professionals in the agricultural sector face higher rates of informal employment and
lower average incomes, reflecting their limited insertion into strategic roles in both the public and private
sectors. The lack of female role models in high-level positions also acts as a symbolic ceiling that
discourages professional ambition among young students.

Thus, gender challenges in agricultural training and professional development go beyond
numerical parity. Real equity requires transforming the structural, symbolic, and institutional conditions
that continue to place women at a disadvantage. To achieve this, affirmative actions are needed,
including:

- Redesigning institutional information systems with a gender perspective, to monitor and correct
inequalities in real time.

- Expanding mentorships, support networks, and leadership programs for women, especially in
underrepresented fields.

- Strengthening job placement programs and employment platforms with a gender perspective, in
coordination with employers committed to diversity.

- Ensuring the effective enforcement of protocols addressing violence and discrimination, with
mechanisms for monitoring, evaluation, and sanctions.

- Promoting institutional campaigns that highlight the potential of female agricultural
professionals, not as exceptions, but as a fundamental part of the future of Mexican agriculture.

- Achieving truly inclusive agricultural education means that women not only access and remain
under equal conditions but also have the same opportunities to decide, lead, and transform the
sector through agronomic knowledge.
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3.1. Social reproduction theory and gender stereotypes
3.1.1. Bourdieu and Passeron: the school as a reproducer of inequality

The theory of social reproduction, developed by Pierre Bourdieu and Jean-Claude Passeron, argues that
educational institutions are not neutral spaces but rather mechanisms that legitimize and perpetuate
existing social inequalities. Far from democratizing access to knowledge, schools tend to reproduce
social hierarchies through the unequal valuation of inherited cultural capital. This process is upheld by
what the authors call symbolic violence: implicit mechanisms that transform social differences into
seemingly natural academic differences without openly questioning them (Vain & Schewe, 2017).

From a gender perspective, this theory gains particular relevance. As transmitters of a dominant
social habitus, schools also reproduce the gender stereotypes that structure the patriarchal order.
Traditional expectations that associate women with caregiving, docility, or support roles are validated,
while technical and productive leadership is reserved for men. This symbolic assignment is expressed at
multiple levels: from curricular content to pedagogical interactions, including language, teacher
expectations, and the distribution of academic recognition (Buquet, 2011).

What is most problematic is that these constructions are not presented as explicit impositions but
as part of the “educational common sense.” For this reason, Bourdieu and Passeron warn that schools do
not merely reflect society — they also reconfigure and legitimize it. Within this framework, gender
stereotypes are not anomalies but structural components of the symbolic reproduction that operates
within the educational system (Bourdieu & Passeron, 1990).

3.1.2. Agricultural education and the naturalization of gender roles

Agricultural education in Mexico offers a clear example of how social reproduction with a gender bias
operates. Although women actively participate in rural life and agri-food production, their presence in
the formal educational sector remains marginalized. According to recent data, only 15.2% of the
agricultural labor force are women and less than 20% of production units are headed by them (INEGI,
2022). These figures are not accidental: they reflect a structural exclusion that largely originates in how
agriculture is conceived and taught in the classroom.

Curricula and pedagogical practices in agricultural institutions tend to reinforce the idea that the
countryside is a male space. Tasks associated with tilling, machinery, or intensive production usually
take center stage in technical curricula, while women's contributions to rural development —such as the
preservation of traditional knowledge, community management, or agroecological farming— remain
invisible or relegated to the periphery (Biermayr & Rodriguez Gonzalez, 2016; Patel-Campillo, 2015).
In this way, a sexual division of agricultural knowledge is reproduced, distributing symbolic power and
employment opportunities along gender lines. Even when an institutional discourse of equity is adopted,
training practices still operate under a segregative logic. Female students, perceiving hostile or
unreceptive environments, tend to gravitate toward programs considered more "neutral” or "feminine,"
such as Agroindustries or Agricultural Business Administration (Chavez-Arellano, 2020).

This phenomenon, documented by qualitative studies, is not merely a matter of individual
preference but rather an adaptive response to an environment where the patriarchal habitus remains active
(Buquet et al., 2013). The FAO has warned that, globally, rural girls face structural limitations in access
to and retention in education, especially in technical fields (Biermayr & Rodriguez Gonzéalez, 2016). In
Mexico, this gap translates into many rural young women dropping out before reaching higher education
or, if they do, choosing paths that are less valued in the agricultural market. Thus, the educational system
helps solidify a form of inequality that is not only academic but also productive and territorial. In
institutions like the Agricultural Preparatory School of UACh, these processes become evident:
discourses of inclusion coexist with curricular structures and symbolic practices that continue to privilege
the male role (Vazquez Garcia et al., 2023).
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Technical training, focused on tasks associated with intensive agriculture, continues to be
presented as the “natural” domain of men. As a result, a training narrative is consolidated in which men
are prepared to be producers and leaders of the countryside, while women are socialized into auxiliary
or administrative roles. As can be observed, agricultural education not only reproduces general social
inequalities but deepens them through the naturalization of gender stereotypes. In light of social
reproduction theory, it becomes clear that the school cannot be transformative unless it recognizes and
dismantles the symbolic mechanisms that perpetuate exclusion (Bourdieu & Passeron, 1990; Buquet,
2011).

In the case of the agricultural sector, this demands a deep review of curricula, content,
methodologies, and evaluation methods, incorporating a critical perspective that questions assumptions
of neutrality, merit, and vocation. Only then will it be possible to build truly emancipatory agricultural
education —one that does not reproduce the established order but actively contributes to transforming
the social, economic, and cultural structures that uphold gender inequality in the Mexican countryside.

4.1. Analysis of gender-inclusive educational programs at UACh

UAChH has taken initial steps toward mainstreaming gender perspective in its educational programs.
However, progress has been uneven. Most academic programs still do not systematically incorporate
content that challenges traditional gender roles, and gender-focused courses remain exceptional and
marginal. This is partly due to a lack of teacher training and the absence of a clear institutional policy to
guide curricular reform from an equality perspective.

The UACh Gender Committee, though officially in place, has not yet had a significant impact on
curriculum design or the evaluation of educational materials. Furthermore, the institutional protocol for
the prevention and handling of gender-based violence remains at an early stage of implementation.
Therefore, it is urgent to strengthen coordination between educational, administrative, and community
actions through a comprehensive strategy for mainstreaming the gender perspective.

4.2. Diagnosis of teaching practices and biases in educational materials

The institutional diagnosis of UACh reveals that agronomic culture continues to operate under a
patriarchal logic, which affects both curricular design and everyday pedagogical practices.
Approximately 40% of the total student body —and of Indigenous female students— are women
(Chavez-Arellano, 2020), yet this proportion is concentrated in administrative rather than technical
programs. This segregation reflects a cultural construct that still equates masculinity with technical and
rational knowledge, while femininity is associated with auxiliary, emotional, or domestic roles
(FLACSO, 2020).

This discourse is reproduced in pedagogical materials: agricultural textbooks tend to render rural
women invisible, omit their role in agrarian production, and naturalize sexist language and imagery. For
example, the absence of women producers or agronomists in content, and the exclusive use of male
images in illustrations, reinforces the notion that agriculture is a male domain (FLACSO, 2020; UNAM,
2021).

Moreover, a widespread lack of teacher training in gender perspective has been identified,
perpetuating the uncritical transmission of these stereotypes in the classroom. This contradicts national
legislation that prohibits content or methodologies that reinforce gender stereotypes (UNAM, 2021).

4.3. Proposed strategies for gender equity in agricultural education

Various agricultural universities have developed strategies or programs aimed at implementing gender-
focused interventions. Table 1 compares the actions taken by some universities.
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Tabla 1

Comparative Table: Gender-Focused Interventions in Agricultural Universities of Mexico

University Strategy or program Approach or Key Action Observed Results
Universidad Gender-based violence | Prevention, response, and | Greater visibility of the issue, but low
Auténoma Chapingo | response protocol | sanction of gender-based | effectiveness due to lack of
(UACh) (2020) violence; Gender Committee | awareness of the protocol (Martin

Moreno, 2020)

Universidad Gender Equality | Teacher training, awareness | Reduction in incidents of symbolic
Autonoma  Agraria | Training Program | campaigns, and  support | violence and increase in formal
Antonio Narro | (2019) network for female students | complaints (UAAAN, 2022)
(UAAAN)
Universidad “Universidad Participatory diagnosis, | Inclusion of gender topics in at least
Auténoma de Chiapas | Inclusiva” Project | psychosocial support, | 6 undergraduate programs (UNACH,
(UNACH) (2018-2021) curricular review 2021)
Universidad Gender and Institutional | Monitoring of institutional | Design of institutional gender
Autdnoma de Yucatan | Development policies, applied | equality policy (UADY, 2020)
(UADY) Observatory (OGDI) investigations, incidence

proposals

However, to advance toward equitable agricultural education, a multisectoral strategy is required,
encompassing curricular, institutional, and community-based approaches.

At the curricular level:

- Update study plans to include content on gender equality, sexual and reproductive health, and

human rights.

- Incorporate courses such as "Gender and Rural Development™ in all academic programs.
- Include case studies of women leaders in agriculture.

At the institutional level:

in technical fields.

At the community level:

Establish gender-based violence protocols and monitoring mechanisms.
Strengthen the Gender Committee with its own budget and operational capacity.
Implement affirmative actions: scholarships, mentoring programs, and reserved spots for women

Include parity criteria in competitions and awards such as the Arturo Fregoso Urbina Award.

— Organize educational brigades with students in rural communities, working alongside peasant

women.

- Promote extension programs with a gender perspective.
- Create training and leadership spaces for women from rural areas.

These strategies should be accompanied by an institutional campaign that highlights the
achievements of female agronomists, raises awareness within the educational community, and promotes
women’s empowerment at all levels. Table 2 outlines several proposals by level of intervention.


https://reencuentro.xoc.uam.mx/index.php/reencuentro/article/view/1044
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https://www.economia.gob.mx/datamexico/es/profile/institution/universidad-autonoma-agraria-antonio-narro
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Table 2
Proposed Gender-Focused Interventions by Level of Action

Level of Concrete proposal Objective
intervention

Institutional Comprehensive curriculum reform incorporating | Transform training through educational
gender-focused content design

Teachers Ongoing training on inclusive practices and non-sexist | Eliminate biases and stereotypes in the
language classroom

Students Creation of mentorship networks among women Strengthening leadership and sorority

Community Association  with  rural women  producers' | Connect training with the country’s socio-
organizations productive reality

4.4. Design of gender-focused educational interventions
The design of interventions must be comprehensive, progressive, and measurable.
The following is recommended:

- Conduct curriculum audits to detect and eliminate sexist biases.

- Develop an “institutional catalog of best practices™: inclusive glossaries, non-sexist imagery,
examples of projects led by women.

- Implement active methodologies (seminars, collaborative projects, case studies).

- Establish equity indicators in teaching evaluations.

Training:

- Mandatory workshops on human rights and gender education for teaching and administrative
staff.

— Extracurricular interventions:

- Conferences with rural women leaders and female researchers.

- Forums on gender equality and agriculture.

- Pilot programs for rural outreach and service with a gender perspective.

Monitoring and evaluation:

Annual surveys based on the ENADIS model, adapted to the student community.
- Joint committees to review progress in equity.

With these measures, UACh can become a national and international benchmark in gender-
equitable agricultural education, aligning its commitment with social justice, educational transformation,
and sustainable rural development.

5. Methodology

This study is framed within a qualitative, interpretative approach, suitable for deeply exploring the
perceptions and subjective experiences of the educational community regarding gender inequalities
(Creswell, 2014; Hernandez-Sampieri et al., 2014). A unique and intrinsic case study was chosen (Stake,
1995), focusing on the Agricultural Preparatory School of UACh, which allowed for an understanding
of the phenomenon within its specific context and with a high degree of complexity. This approach
prioritizes the interpretation of the meanings participants assign to their experiences (Taylor & Bogdan,
1987), enabling a holistic appreciation of gender dynamics within the school environment.

The methodological choice responded to the need for a flexible and humanistic approach, capable
of capturing the nuances of a complex and sensitive topic such as gender. The research aimed to give
voice to students and teachers, prioritizing the account of their practices, attitudes, and narratives within
the institution (Merriam, 2009; Kvale & Brinkmann, 2009).
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5.1. Information gathering techniques

Following the principle of methodological triangulation (Denzin, 1978; Patton, 2015), various qualitative
data collection strategies were implemented to strengthen the understanding of the phenomenon from
multiple perspectives. The techniques used were:

a) In-depth semi-structured interviews

Individual interviews were conducted with key members of the school community: students (both female
and male) and teachers. The interviews followed a flexible guide of open-ended questions that explored
academic experiences, perceptions of differential treatment, barriers faced, and suggestions for
improvement. This technique captured the personal and emotional experiences of the participants, in a
trusting environment that encouraged detailed accounts of gender inequality situations (Kvale &
Brinkmann, 2009).

b) Focus groups

Two focus groups were organized (one female and one male), with the aim of exploring the collective
construction of meanings and perceptions about gender roles (Krueger & Casey, 2015). This gender-
homogeneous setup fostered an open and safe space to discuss sensitive issues. Group interaction allowed
the identification of shared views, tensions, and discursive patterns around the social and educational
norms shaping the school experience.

c) Participant observation

An active-moderate type of participant observation was carried out over one academic semester
(Angrosino, 2012). The researcher naturally integrated into the daily activities of the preparatory school:
classes, extracurricular activities, institutional events, and informal gatherings (dormitories, rest areas,
etc.). This immersion enabled the documentation of behaviors, language, attitudes, and micro-practices
that might reflect inequalities or gender stereotypes (Taylor & Bogdan, 1987; Kawulich, 2005). The
observation contrasted individual discourse with actual dynamics, revealing normalized practices such
as differentiated task assignments, sexist remarks, or unequal classroom participation.

d) Document analysis

Relevant institutional documents were examined, such as regulations, curricula, sex-disaggregated
enrollment and performance statistics, disciplinary reports, and gender equity protocols (Bowen, 2009).
This analysis contextualized individual experiences within the institution’s structural framework,
comparing formal discourse with actual practices. Enrollment records from the past decade and UACh
guidelines on the inclusion of indigenous or rural students were reviewed (Pérez & Martinez, 2019),
confirming that female enrollment accounts for approximately 40% of the student body (Chavez-
Arellano, 2020).

5.2. Data analysis

The data were processed through thematic analysis using the ATLAS.ti software (Friese, 2014).
Interviews, focus groups, and field notes were transcribed verbatim and integrated into a coded database
following the inductive-deductive method of Braun and Clarke (2006). Emerging codes were identified
from the participants' own voices (in vivo coding), as well as categories derived from the theoretical
framework (e.g., stereotypes, exclusion, differentiated participation). The codes were grouped into
analytical themes following the steps proposed by the authors: familiarization, code generation, theme
search, review, definition, and naming (Segura et al., 2016).

Source and technique triangulation was applied (Denzin, 1978; Carter et al., 2014) to verify
recurring patterns across different instruments. For example, observed findings (such as the exclusion of
female students from certain technical practices) were cross-checked with student and teacher
testimonies and documentary data.
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Member checking was also used during the preliminary analysis stage, sharing key findings with
selected participants to validate the interpretations (Lincoln & Guba, 1985). The integration of textual
quotes in the results aims to make visible the voices of those who experience gender inequalities daily,
adding depth and legitimacy to the interpretive analysis.

5.3 Attitudes and institutional responses to gender equity

The third section of findings focuses on the attitudes and institutional practices observed at the
Agricultural Preparatory school, both from teaching staff and departmental authorities, regarding gender
equity. Although in recent years UACh has attempted to adopt an institutional discourse that
acknowledges the importance of substantive equality between women and men, the study's findings
reveal a persistent gap between formal discourse and everyday practice.

Interviews with teaching staff revealed a range of positions. While some female teachers
expressed active concern for promoting female participation and countering stereotypes in the classroom,
other teachers (particularly male) held a more neutral or even skeptical view of gender policies. For
example, a male teacher with over 15 years of experience commented, "We're all equal in class, I don’t
make distinctions, whoever wants to learn, learns,” downplaying the structural inequalities that affect
students' opportunities. This stance, though seemingly fair, reflects what Buquet (2011) describes as
“gender blindness”: a form of denial of real inequalities under the argument of formal equal treatment.

In contrast, some female teachers reported taking on informal mentorship roles for their female
students, offering emotional or academic support in the face of discriminatory situations. One teacher
shared: “When a student tells me she felt left out in the lab, | try to encourage her to speak up and claim
her space.” These individual efforts are meaningful, but they also highlight the lack of institutionalized
support mechanisms to confront everyday sexism.

At the administrative level, both progress and setbacks were identified. Document analysis
showed that the Preparatory school has regulations that mention equality and respect for human rights
but lacks a specific protocol against gender-based violence at the preparatory school level. While UACh
as a university has adopted guidelines and created a Gender Committee, many of its initiatives have not
been fully implemented at the Preparatory school. Interviews with management confirmed this gap:
although they recognize the need to work toward equity, they pointed to limitations in budget, training,
and coordination with higher university levels.

Participant observation revealed that gender-focused institutional activities are rare or occasional.
For example, during the observed semester, no campaigns or workshops on equity were held at the
school, and on key dates like March 8, the commemoration was limited to an informational poster shared
digitally.

This scenario suggests a weak institutional framework on gender issues, with normative progress
still disconnected from everyday practice. Good intentions from staff are necessary but insufficient
without a clear institutional policy, with resources, follow-up, and accountability. The fact that some
female students chose not to report harassment, bullying, or discrimination—either out of fear of
retaliation or lack of knowledge of formal channels—underscores the urgent need to strengthen
institutional frameworks in this area.

Strategies of agency and resistance among female students

The fourth thematic axis highlights the strategies that female students themselves have developed to
confront, resist, and transform gender inequalities in their educational experience. Far from adopting a
passive role in the face of obstacles, the interviewed students demonstrated a remarkable capacity for
agency: they recognize the barriers and seek both collective and individual ways to overcome them.

One common strategy is the creation of peer support networks. Students reported that building
bonds with other female classmates allows them to share experiences, warn each other about
inappropriate behavior from certain teachers or peers, and exchange practical advice to get through
difficult moments. These networks also serve as spaces for emotional support and empowerment.


https://books.google.es/books?id=2oA9aWlNeooC&printsec=frontcover&hl=es#v=onepage&q&f=false
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As one student put it: “Among us, we encourage each other, we warn each other about things, we
give each other strength. Sometimes one alone can’t, but together we can.” This form of sorority has
been documented in other studies on women in male-dominated educational spaces (Vega & Gonzélez,
2010) and represents a key resource for resistance.

Another form of agency is the active occupation of extracurricular and leadership spaces. While
men still hold the majority in some representative bodies, recent years have seen an increase in women
taking on student leadership roles. During the observed semester, a female student chaired a council
committee, and several others participated in cultural and sports organizations. Their involvement
highlights female leadership and challenges stereotypes that associate leadership with masculinity.

Some students have also chosen to report situations of discrimination or violence, either formally
or informally, although they acknowledge the risks involved. A few shared that they had reported sexist
comments to academic authorities; while clear sanctions were not always enforced, they felt it was
important “not to stay silent.” These actions reflect a growing awareness of their rights and a willingness
to confront inequality, even in challenging contexts.

Additionally, a critical appropriation of gender discourse was detected among some students. In
the focus groups, several girls used terms such as “microaggressions,” “symbolic violence,” or
“patriarchy,” indicating a process of reflection and politicization that could lead to future collective
actions. Some expressed interest in forming a feminist collective within the Preparatory School or
launching awareness campaigns. This political awakening among students is an encouraging sign of the
transformative potential that new generations hold.

Finally, it is important to highlight that student agency is not only expressed through reporting or
formal participation but also in how they reframe their presence at school. For many, studying agronomy
represents a way to challenge social and family expectations and to build an autonomous life project. As
a second-year student stated: “My parents wanted me to study something easier, not related to the field,
but I want to prove that I can do it, that women belong in agriculture too.” This statement captures the
spirit of resistance and the pursuit of epistemic justice that underlies their experience.

Taken together, these findings show that although female students face multiple barriers, they are
also actively building paths of transformation. Recognizing and strengthening these strategies of agency
must be central to any gender-focused educational policy, as it is the students themselves who, from their
lived experience, chart the most genuine paths toward equity.

Attitudes of teaching staff and the institution toward gender equity

The findings in this section address how faculty and administration at the Agricultural High School
perceive and handle gender-related issues, as well as the policies (or lack thereof) that shape these
attitudes. Overall, a range of positions was observed among staff—from teachers with a strong awareness
and commitment to gender equality, to those who minimize the issue by claiming “there’s no difference
here, everyone is treated the same,” and even some who express resistance or hold traditional views. This
heterogeneity indicates that, institutionally, there is not yet a unified or explicitly integrated gender
perspective within the organizational culture (Buquet, 2011; Stromquist, 2007).

Interviews with teachers revealed contrasting examples. On one hand, several female teachers
(and some male teachers) demonstrated critical awareness of inequalities: they mentioned observing that
female students tend to feel less confident in practical settings or that certain behaviors among colleagues
reinforce stereotypes, and they expressed a clear intention to foster greater equity in their classrooms.
One teacher described how she modifies group compositions to ensure that female students take on
leadership roles while male students take support roles, aiming to break the usual gender-based division.
A young male teacher shared that, after conversations with his female students, he became more aware
of everyday microaggressions and now tries to intervene when he hears sexist comments among students.
On the other hand, there remains a sector of the teaching staff that holds traditional or denialist views of
the gender gap. Some male teachers insisted that “women and men here have exactly the same
opportunities” and attributed any differences solely to “personal interests” or “individual capabilities.”
Even more concerning were openly sexist remarks, such as one claiming that “women are less tough for
hard fieldwork,” thereby perpetuating harmful stereotypes.


https://www.scielo.org.mx/pdf/peredu/v33nspe/v33nspea18.pdf
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At the administrative level, the analysis revealed both symbolic progress and structural
shortcomings. The appointment in 2023 of the first female director in the school’s history, Humberta
Gloria Calyecac Cortero, marked a significant milestone, and many students viewed her as a positive role
model. However, beyond this exemplary figure, the institutionalization of a gender perspective at the
school remains limited: there is no formal Gender Unit, nor specific protocols to address violence,
harassment, or sexual misconduct.

Most faculty members interviewed acknowledged they had not received formal training on gender
issues. This lack of training results in highly varied individual responses to situations of inequality and
limits the institution’s capacity to implement systemic change (UNESCO, 2015). Furthermore, no
systematic analysis is conducted of the gender-disaggregated data generated by the institution itself,
which hinders the identification of exclusionary or unequal patterns (World Bank, 2018).

Strategies of agency and improvement proposals from the student body

Despite the challenges identified, the female students at the Agricultural Preparatory School do not
present themselves as passive subjects; on the contrary, they demonstrate various strategies of agency
and resilience to confront and overcome gender inequalities in their educational environment. This
section presents the ways in which the students (with support from some allies) actively respond to the
situation, as well as the proposals for change that emerged from their voices to build a more equitable
school (Lagarde, 2012; Stromquist, 2015).

A central strategy identified is the creation of support networks and sorority among the students
themselves. The interviewed students shared that they often unite to confront sexist attitudes or daily
obstacles. Additionally, when one of them faces a sexist comment or an uncomfortable situation, the
others provide emotional support and advice. This sorority is key to strengthening young women’s self-
esteem and perseverance in a challenging environment. Personal affirmation tactics were also noted:
many students pursue academic and extracurricular excellence as a way to challenge stereotypes. Several
stated that this gives them a voice and respect among their peers. While some acknowledged the
emotional toll—stress, excessive self-demand—many see it as an effective way to gain visibility and
recognition.

Another form of agency is engaging with school authorities. Some students have submitted
petitions, participated in commemorative events on March 8, and promoted initiatives to raise awareness
about gender issues within the school. These include proposals such as protocols for addressing
harassment cases, inclusive language campaigns, sensitivity workshops, and demands for equitable
participation in academic and extracurricular activities. Among the most prominent proposals are:

(a) the inclusion of courses or workshops on gender perspective; (b) the creation and enforcement
of clear institutional protocols; (c) promotion of awareness campaigns and inclusive language; (d)
establishing gender parity goals in representative activities; and (e) increasing the presence of female
teachers and role models.

All the above reflects a strong sense of both collective and individual agency among the students.
Through daily actions, institutional activism, and concrete proposals, they are actively contributing to
the construction of a more equitable school culture. Their voices represent a vital engine for change at
the Agricultural High School and deserve to be heard and supported by the authorities and educational
staff.

Results

The qualitative findings reveal deep-rooted gender inequalities structured across various dimensions of
school life at the Agricultural Preparatory School of UACh. Based on the analysis of interviews, focus
groups, participant observation, and institutional documents, four main thematic axes were identified:

(1) gender-differentiated academic participation, (2) the persistence of gender stereotypes in
student leadership roles, (3) curricular invisibilization through an androcentric bias in educational content
and practices, and (4) the ineffectiveness of institutional mechanisms to address inequity.
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Additionally, related sub-dimensions emerged, such as female students’ professional self-
perception, manifestations of symbolic violence, and cultural resistance within the educational
community, as well as the significance of peer support networks among female students to confront these
disparities. Each of these findings is developed below, supported by empirical evidence and recent
theoretical contributions.

Gender-differentiated academic participation

Numerical Inequality and Classroom Roles: The student population reflects a significant disparity:
historically, male enrollment has far exceeded that of females. Previous research indicates that at the
Agricultural Preparatory School, the number of male students has been nearly three times that of female
students (Castro & Vazquez-Garcia, 2008), a situation that interviewees described as “constantly being
in the minority” within the classroom. This numerical imbalance has tangible effects on daily dynamics:
classroom observations showed that female voices tend to carry less weight in academic discussions. In
focus groups, several students noted that during class sessions, their opinions are sometimes minimized
or go unnoticed compared to those of their male peers. This aligns with patterns documented in similar
agronomic education contexts, where men dominate classroom interaction (\Vazquez Garcia et al., 2023).
In fact, Vazquez Garcia et al., (2023) identified gender discrimination in classroom interaction,
manifested in practices such as assigning more speaking opportunities or technical responsibilities to
male students than to females—thus reproducing gender-based capacity stereotypes. These findings
suggest that classroom socialization continues to favor male students in terms of visibility and
recognition, echoing Shortall’s (1998, cited in VVazquez Garcia et al., 2023) observation that agricultural
education often reinforces gender differences by offering men and women unequal experiences and
opportunities in agrarian training.

Task Distribution and Extracurricular Participation: Participant observation in practical and
extracurricular activities supported this finding. In fieldwork and laboratory settings, a tendency to assign
tasks based on traditional gender roles was evident. For example, in heavy machinery or equipment
handling sessions, male instructors and students often took the lead, while female students were
frequently relegated to logistical support or note-taking. Several interviewed young women expressed
feeling underutilized in these settings, perceiving that “women aren’t expected to do the hard jobs”
(Interview, 2024).

This subjective perception is supported by theoretical analyses of the sexual division of
educational labor, in which women are often assigned secondary or less visible roles (Bustos & Blazquez,
2003). While not all instructors consciously reproduce these differences, the net result is a differentiated
participation that limits female students’ practical learning and can undermine their confidence.

In summary, academic participation at Chapingo is marked by inequalities that range from
numerical representation to everyday classroom and fieldwork dynamics—reflecting the persistence of
an environment that favors male over female agency.

Gender stereotypes in student leadership roles
Bias in leadership assignment

Interviews with both teaching staff and students revealed the persistence of stereotypes that
unconsciously associate leadership with masculinity. Several teachers admitted—when asked
anonymously—that during group work or student representative selections, they tend to “trust” male
students more to coordinate activities, assuming they possess greater authority or leadership skills. This
bias aligns with the classical notion of “think leader, think male” (Schein, 2001), and was corroborated
by female students in focus groups. They recounted situations in which, when selecting class
representatives or project leaders, their male peers would almost automatically propose other men,
sidelining or questioning the suitability of women for such roles.

One student summarized the situation by stating: “Whenever someone has to be picked as
coordinator, they think of a man first; we have to prove ourselves three times more to even be considered”
(Focus group, 2024). This testimony illustrates how the burden of proof falls disproportionately on young
women due to gender biases.
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Theoretically, this phenomenon is explained by the lack of congruence between the leadership
role and the socially perceived female gender role (Eagly & Karau, 2002), which creates an invisible
ceiling that hinders women from assuming leadership positions without facing resistance or stigma.

Consequences in student life

The presence of these stereotypes has tangible implications. On one hand, it limits the voice of female
students in collective decision-making—such as the organization of academic events, student
representation before school authorities, or leadership in student associations—since these positions are
frequently held by male students. On the other hand, when a female student breaks this implicit norm
and takes on a visible leadership role, she often faces increased scrutiny.

In-depth interviews revealed that several young female leaders were labeled as “bossy” or had
their femininity questioned for exercising authority—reflecting the social sanction imposed on those who
challenge traditional gender roles. This mirrors patterns observed in broader academic settings: studies
at UNAM indicate that women in academia and female students who assume positions of power face
more criticism and receive less initial legitimacy compared to their male counterparts (Bustos &
Blazquez, 2003).

At Chapingo, although there has been recent progress, the organizational culture still carries
traditional ideas where female leadership is the exception rather than the norm. This finding underscores
the need to dismantle deeply ingrained gender stereotypes that hinder equitable participation in leadership
roles within the student community.

Curricular invisibility and biases in teaching
Androcentric bias in content

The documentary analysis of curricula, course programs, and pedagogical materials revealed a marked
invisibilization of women in the formal curriculum. A review of syllabi from key courses uncovered a
clear androcentric bias: nearly all referenced authors and case studies feature male figures, with virtually
no inclusion of contributions by female agronomists, scientists, or rural leaders. This absence is not
accidental but reflects a traditional perspective that has normalized men as the universal subject of
agriculture.

Vazquez Garcia et al., (2023) specifically report this phenomenon in Chapingo's agronomy
curriculum, noting that the content taught tends to erase women's contributions and reinforce stereotypes
about the "proper” roles of each gender in the agricultural field. Similarly, Caballero Alvarez (2011)
argues that many curricular designs in higher education lack a gender perspective, perpetuating partial
and exclusionary views of knowledge. In this study, none of the core compulsory courses analyzed
included discussions on gender equity in the agricultural sector or acknowledged the specific challenges
faced by rural women. This curricular omission means that students are not exposed to critical
perspectives on inequality, perpetuating a hidden sexist curriculum that conveys the idea that the
agricultural profession is, above all, a male domain.

Hidden curriculum and teaching practices

In addition to formal content, the qualitative research highlighted the powerful influence of a hidden
curriculum that reinforces the undervaluation of women. Participant observation in classes revealed
meaningful micro-messages and everyday dynamics: for example, in several sessions, instructors were
documented using masculine generic language, which symbolically excluded female students. Anecdotal
examples also emerged where stereotypical jokes were made—such as references to physical strength
being “naturally male”—comments that, though seemingly harmless, normalize sexist assumptions.

These interactions form part of the hidden curriculum, understood as the set of implicit values
and norms transmitted in the educational environment (Maceira Ochoa, 2005). According to Millan
(2001), the symbolic dimension of academic life plays a decisive role in the reproduction of inequalities:
female students not only learn official content but also internalize implicit messages about their place
within the professional field. Our findings support this view.
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Interviewed students pointed out that, throughout their studies, “we almost never saw successful
female agronomists in the material; it makes you think there just aren’t any female role models”
(Interview, 2024). This absence of references, combined with the bias in teaching practices, contributes
to a diminished academic self-image among female students, who may begin to question their belonging
and potential in the field of agronomy. In sum, there is a dual curricular invisibility: in formal content,
which silences female contributions, and in the daily hidden curriculum, which—through language and
attitudes—reinforces the notion of agricultural education as something “by and for” men.

Ineffective institutional mechanisms and limited response
Gaps in institutional policy

Despite the magnitude of the gender gaps described, the institutional response has, until recently, been
regarded as delayed and insufficient by participants in the study. The review of official documents and
historical accounts indicates that for decades, UACh lacked formal protocols to address cases of
harassment, discrimination, or gender-based violence, as well as comprehensive equity programs. Older
interviewees (alumnae and faculty) recalled that in the past, reports of sexist behavior rarely led to any
consequences: “There was simply no one to go to, and if you did, nothing happened” (Interview, 2024).
This lack of effective channels led to a normalization of silence in the face of abuse.

In line with this, Castro and Vazquez Garcia (2008) documented that Chapingo operated as a
space where gender-based violence was reproduced at various levels precisely because there were no
institutional counterweights to stop it. They identified a “habitus of submission” among female
students—a social learning process in which “they have learned to tolerate and live with” everyday
violence—aggravated by the institution’s minimization of the problem.

Our current findings confirm that, although there have been normative advances, the perception
persists that the authorities do not respond decisively to situations of inequity or violence.

Recent advances and limitations

It is important to acknowledge that in recent years, the university has undertaken actions to address these
institutional gaps. For instance, in 2020, UACh adopted a “zero tolerance” declaration against gender-
based violence and began developing response protocols (UACh, 2020). Additionally, a Gender
Committee or Unit was established, tasked with handling complaints and promoting awareness activities.
These measures partially respond to student demands and to the national climate calling for safe
educational environments.

However, their implementation faces significant challenges. According to Martin Moreno (2020),
most gender violence protocols recently adopted in Mexican public universities only partially comply
with international recommendations and exhibit substantial operational limitations. UACh is no
exception: while interviewed students recognized the protocol as “a positive step,” they also noted
shortcomings in its dissemination and credibility. Several reported not knowing clearly how or to whom
report incidents or expressed mistrust in whether their cases would be addressed without retaliation.

This discrepancy between written policy and everyday practice reflects what Freire (1972) would
describe as an incomplete process of “conscientization” at the institutional level. Despite an official
discourse of equity, the existing mechanisms have yet to fully penetrate the organizational culture. During
the study period, narratives of impunity persisted regarding verbal harassment among students and the
lack of psychological support for victims.

In summary, while the institution has begun to lay a normative foundation for gender equality, its
real effectiveness remains limited. A deeper and more sustained commitment is needed to transform not
only policies but also the daily practices and lived culture of the educational environment.
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Symbolic violence and normalization of sexist attitudes
Subtle manifestations of violence

In addition to explicit forms of discrimination, the study identified numerous expressions of symbolic
violence (Bourdieu, 2000) in the everyday life of Preparatoria Agricola UACh’s. This type of violence
is expressed through normalized practices, gestures, or discourse that reproduce gender domination
without physical coercion, and is often imperceptible to both those who enact it and those who experience
it (Bourdieu, 2000; Maceira Ochoa, 2005).

One of the most significant examples documented was the use of gossip as a tool of social control.
In line with findings by Chavez Arellano (2020), gossip in the student dormitories was observed to have
gendered effects: although practiced by both men and women, its consequences are more harmful for
female students, particularly when it targets their emotional, sexual, or moral conduct. Interviewed
students shared feelings of vulnerability when faced with rumors that questioned their integrity or
reputation, creating an environment of surveillance and informal sanction that forced them to self-
monitor their behavior to avoid “giving people something to talk about”. This phenomenon exemplifies
gendered symbolic violence that disciplines women through seemingly trivial means like rumor,
functioning as a tool of collective surveillance (Vazquez-Garcia & Chavez-Arellano, 2006). Young
women who stand out, take on leadership roles, or simply deviate from traditional notions of femininity
are especially vulnerable to this form of scrutiny, which restricts their freedom of expression and action
on campus. In this way, gossip acts as a moralizing mechanism that regulates female presence in
historically masculinized spaces, reinforcing structural gender subordination.

Normalization of sexist attitudes

In addition to the aforementioned practices, other forms of symbolic violence have been naturalized
within the school culture. Interviews and classroom observations documented sexist comments
circulating without objection, often disguised as jokes or upheld as part of tradition. Nicknames such as
“marimacha” (tomboy) for assertive female students, or the ironic use of “la princesa” to refer to
academically outstanding women, reflect a dismissive attitude toward any transgression of traditional
gender roles. As Millan (2001) points out, such microaggressions reinforce women’s secondary status in
the student imaginary.

Furthermore, some veteran faculty members acknowledged that until only a few years ago,
“hazing” rituals were conducted in which not only young male students, but also female students were
subjected to public humiliation, without any institutional sanction. While such practices have decreased
under pressure from the feminist student movement, a permissive environment still exists regarding other
expressions of symbolic violence, such as exclusionary language or patronizing behavior toward women
in the classroom. This has a direct impact on students’ participation and well-being: many reported
avoiding speaking up in class for fear of being ridiculed or misinterpreted, thus perpetuating domination
over their subjectivity (Bourdieu, 2000). This set of practices confirms the persistence of a school culture
that, although beginning to change, still harbors deeply rooted patriarchal patterns. As Lagarde (2005)
warns, symbolic violence is one of the most effective mechanisms for reproducing inequality without the
need for overt violence, and it requires deliberate interventions for its dismantling. Therefore, it is
essential that the Agricultural Preparatory School implement educational actions aimed at recognizing
and eradicating these subtle forms of violence, starting by making them visible as part of the ongoing
system of gender domination.

Cultural resistance to the gender perspective
Persistence of traditional values

The incorporation of a gender perspective at UACh’s Agricultural Preparatory School has not been a
smooth process; rather, it has been marked by tensions and resistance. Interviews revealed that a
significant segment of the educational community expresses skepticism or outright rejection of gender
equity policies, viewing them as “foreign” or “excessive.” This reaction is rooted in the cultural
reproduction of deeply entrenched traditional values, particularly among individuals from rural
backgrounds with consolidated patriarchal norms (Castro & Vazquez Garcia, 2008).
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According to Martin Moreno (2020), such resistance tends to emerge when long-standing
symbolic privileges are challenged. At Chapingo, expressions such as criticism of inclusive language,
ridicule directed at feminist student groups, and the delegitimization of harassment complaints are
symptoms of an institutional culture still shaped by the mandates of traditional masculinity (Connell,
2005). These forms of resistance have also been documented in public universities across Latin America,
where the introduction of gender agendas often generates discomfort, fear of losing privilege, or
narratives of reverse victimization (Huacuz Elias, 2020).

The subtle discrediting of feminist actions or indifference toward sensitization workshops are
examples of symbolic sabotage that slow institutional transformation. Freire (1972) warned that the
process of conscientization often provokes, especially in its early stages, a defensive reaction from those
in positions of power, as it requires confronting their role within structures of oppression.

In this context, resistance is not merely a barrier to policy implementation but a reflection of
deeper ideological tensions that must be addressed through sustained dialogue, education, and inclusive
community engagement.

Impact on the implementation of change

These forms of resistance are far from harmless. During the implementation of initiatives such as gender-
focused mentoring programs or equity committees, the study documented disinterest, avoidance of
“sensitive” topics, and a lack of willingness to follow through on recommendations—particularly among
older male faculty and administrative staff. This passive-resistant attitude can undermine or dilute the
goals of such programs. As Sanchez Jasso et al., (2016) point out, without strong institutional will, gender
policies risk becoming mere simulations rather than effective tools for transformation.

Nevertheless, the very emergence of these resistances signals that institutional culture is being
challenged. Identifying, understanding, and confronting them through a critical and inclusive pedagogy
is essential for advancing the true democratization of educational spaces (Freire, 1972; Stromquist,
2015).

Conclusions
Historical and structural exclusion of women in agricultural education

Throughout much of the 20th century, formal agricultural education was constructed as a predominantly
male space—in its content, its structure, and its culture. This exclusion has operated on multiple levels:
numerically (low female enrollment), epistemically (the omission of women’s knowledge), and
symbolically (the delegitimization of women’s roles in agriculture) (Biermayr & Rodriguez Gonzélez,
2016; Patel-Campillo, 2015).

At UACN, this trend was particularly evident: women were admitted late into several programs,
and even after being accepted, they continued to face implicit barriers to participation and recognition
(Castro & Vazquez Garcia, 2008). As the FAO (2002) emphasizes, agrarian education systems have
systematically ignored traditional knowledge held by rural women, such as seed preservation, diversified
soil management, and community organization. This historical omission has produced a biased academic
narrative that presents men as the primary agricultural actors and relegates women to peripheral tasks.
The structural invisibility of women is not only a historical injustice but also an epistemological
limitation: it narrows the range of knowledge and reinforces a one-dimensional view of agriculture and
rural development. To build a more inclusive and accurate educational framework, it is essential to
recognize and integrate the diverse contributions of women in agronomy—past and present.

Impact of the invisibility of female role models

The absence of female role models in agricultural education has significant implications for the academic
identity of female students. This systematic invisibilization contributes to self-doubt regarding their
abilities and potential—a phenomenon identified as “impostor syndrome” by Clance and Imes (1978), in
which high-achieving women attribute their success to external factors and feel undeserving of their
achievements, particularly in male-dominated environments.
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At UACH, interviews reveal that female students often struggle to envision themselves leading
agricultural projects or occupying complex technical roles, precisely because they rarely see women in
such positions. This phenomenon is not unique to Chapingo. International literature has documented
gender bias in teaching evaluations, where female instructors consistently receive lower ratings than their
male counterparts, especially from male students (Mengel, Sauermann & Zélitz, 2019).

Showcasing female agronomists, scientists, innovative rural women, or engineers in the
classroom is not an aesthetic gesture—it is a proven pedagogical strategy that positively impacts female
students’ self-esteem and aspirations. Actively making these figures visible can counter the notion that
“technical fields are masculine,” and open pathways toward more equitable participation in agricultural
decision-making spaces.

Symbolic reproduction of gender stereotypes in curriculum and practice

Beyond formal exclusion, the reproduction of stereotypes is perpetuated through the hidden curriculum
and everyday classroom interactions. Kelsey (2007) documented that in many agrarian institutions, even
where women are present, content continues to prioritize masculinized views of the field: models of
extensive production led by men are presented as the norm, technical knowledge is emphasized over
caregiving roles, and the diversity of tasks performed by rural women is often ignored.

In this sense, education does not only transmit knowledge—it also conveys symbolic values and
hierarchies (Maceira Ochoa, 2005). At UACh, when female students are consistently assigned lab or
administrative tasks while male students take the lead in machinery or fieldwork, this reinforces a sexual
division of knowledge (UNESCO, 2015). Such unequal distribution of learning opportunities directly
affects skill development and limits young women’s professional trajectories.

Even among faculty, differentiated practices persist: women who wish to teach traditionally
“masculine” subjects often face institutional or cultural resistance that confines them to “nurturing” or
“support” roles, reinforcing what Kelsey (2007) refers to as the academic glass ceiling.

Therefore, transforming agricultural education from a gender perspective requires more than
simply including women in classrooms. It demands a profound reexamination of the content, pedagogies,
and symbolic structures that sustain inequality.

Institutional Reproduction of gender inequality: school culture as a mechanism of legitimation

The dynamics of exclusion and subordination faced by women at UACh’s Agricultural Preparatory
School are neither accidental nor emerging in a vacuum: they are sustained by an institutional culture
that has historically normalized gender hierarchies. As Castro and Vazquez Garcia (2008) argue, UACh
has functioned as a space that reproduces male domination through everyday practices that appear
“natural” but conceal symbolic and structural forms of violence. This school culture manifests at multiple
levels: from the use of masculine generic language to institutional tolerance of harassment or the
disqualification of female students.

Case studies have documented that the school environment at Chapingo can become openly
hostile toward women. Vazquez Garcia (2013) identified the existence of “institutionalized symbolic
violence,” operating through comments, attitudes, and omissions by teachers, administrative staff, and
even peers—creating a setting in which female students feel constantly scrutinized and delegitimized.
When authorities fail to sanction such behaviors, a clear message is conveyed: female subordination is
acceptable within the institutional order. This permissiveness reinforces the hidden curriculum—
transmitted beyond formal content—that shapes the educational experience on a symbolic level (Maceira
Ochoa, 2005).

Students interviewed in various studies have described their institutional experience in stark
terms, using metaphors like “hell” or “monster” to refer to the shock of entering a masculinized space
and trying to inhabit it from a female subjectivity (Castro & Vazquez Garcia, 2008). This cultural
resistance, upheld by a logic of adaptation to patriarchal “rules of the game,” reproduces a form of
symbolic disciplining of women: they are expected to endure, adjust, and eventually “fit in” without
disrupting the order.
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Therefore, it is essential not only to question explicit norms, but also to critically examine the
cultural logics that govern institutional life.

Beyond access: the urgency of structural transformation

While the increase in female enrollment in agricultural education marks an important step forward, access
alone does not ensure substantive equity. As UNESCO (2015) warns, rising participation of women does
not automatically translate into equality if institutional conditions remain unchanged. Chapingo is a clear
example: despite the progressive feminization of student enrollment in recent decades, gender-blind
curricula persist, women remain underrepresented in positions of power, and the organizational culture
continues to resist transformation.

Studies such as those by the FAO (2002) have shown that even in contexts where women
comprise a significant share of enrollment in agricultural education, structural obstacles persist—
manifesting in their limited presence in research, high-level teaching, and decision-making roles. This
gap between access and actual power reveals the presence of “glass ceilings” and systemic biases that
are not resolved merely by open-door policies. The challenge, therefore, lies not only in allowing women
to enter, but in ensuring they can fully thrive and lead within the institution.

As Martin Moreno (2020) argues, efforts to include women in higher education must involve a
deep transformation of institutional culture: curricula must be reviewed, faculty must be trained, clear
equity protocols must be implemented, and spaces for collective reflection must be fostered. Without
such changes, inclusion becomes a performance, and women’s presence remains a statistic without real
impact on power distribution.

For agricultural education to become truly equitable, it must be rethought from its foundations:
what it teaches, how it teaches, and whom it represents. Only through a structural commitment to change
can the symbolic and material inequalities that have historically excluded women from agronomic
knowledge be dismantled.

Proposals for change from feminist, decolonial, critical, and intersectional perspectives

Overcoming gender inequalities at UACh’s Agricultural Preparatory School requires more than isolated
reforms; it demands a deep, integrated transformation across curricular, institutional, and cultural
domains. Drawing from feminist, decolonial, critical, and intersectional frameworks, the following
proposals aim to build a more just and equitable model of agricultural education:

1. Curriculum revision and feminization

Integrating a gender perspective systematically into academic programs makes visible the historical and
contemporary contributions of women in agriculture, science, and rural production (Patel-Campillo,
2015). The curriculum should also acknowledge ancestral and community knowledge—much of it
preserved and transmitted by women—as legitimate forms of knowledge (FAO, 2002). This decolonial
approach expands the epistemological horizon and revalues women as producers of knowledge.

2. Teacher training and critical pedagogies

To break the cycle of stereotype reproduction, continuous training in gender equity and inclusive
pedagogical approaches is essential. UNESCO (2015) and FAO (2002) agree that faculty training is one
of the most effective strategies for transforming educational environments. Hooks (1994), critical and
feminist pedagogies based on dialogue, power analysis, and transformative action should be promoted.

3. Safe and equitable institutional environment

A “zero tolerance” policy toward gender-based violence must be supported by clear protocols, victim
support services, and effective sanctions. In addition, the physical environment must respond to the
specific needs of female students, including safe housing, childcare services, and reliable transportation
(Castro & Vazquez Garcia, 2008). An intersectional approach requires acknowledging the differentiated
realities of Indigenous women, mothers, and those from marginalized communities.
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4. Mentorship and active role models
Creating mentorship networks between students and professional women in the agricultural sector
significantly strengthens female students’ professional identity (World Bank, 2018). These initiatives
counteract impostor syndrome and provide access to symbolic capital through connections with
successful models. Activities such as talks, seminars, and intergenerational meetings should become a
regular part of the academic calendar.
5. Cultural change and institutional leadership
Equality should not rely on individual effort—it must be institutionalized. Mainstreaming gender across
regulations, practices, and structures requires that university leadership drive these changes with
conviction (FAO, 2002). Increasing female representation in leadership roles, revising institutional
language, and questioning traditional practices and symbols are key steps in dismantling normalized
patriarchal logics.

These proposals are not utopian ideals, but achievable paths grounded in lived experience,
empirical evidence, and the principles of social justice. Feminism provides the ethical and
epistemological impulse to center women and their knowledge; decolonial theory challenges the
supremacy of Western epistemologies; critical pedagogy encourages questioning imposed orders; and
intersectionality ensures we remain attentive to the multiple, overlapping forms of oppression.

Together, they offer a robust framework for structural transformation that—if implemented with
genuine institutional will—can position UACh as a national model of gender-equitable agricultural
education.

Declarations
Conflict of interest

The authors declare no interest conflict. They have no known competing financial interests or personal
relationships that could have appeared to influence in this chapter.

Author contribution

Martinez-Aguirre, Lidice: Analysis of surveys and interviews. Review of data and historical background
of the UACh. Drafting of the document.

Calyecac-Cortero, Humberta Gloria: Survey administration and interviews. Data analysis and copying
of UACh data and historical background. Document review and correction.

Osorio-Cordoba, Juliana: Analysis of surveys and interviews. Contributions to the drafting of the
document. Review and correction of the document.

Availability of data and materials

Indicate the availability of the data obtained in this research.
Funding

Indicate if the research received some financing.
Acknowledgements

Indicate if they were financed by any institution, University or company.


https://doi.org/10.1596/978-1-4648-1096-1
https://www.fao.org/3/x5682t/x5682t00.htm

Abreviations

171

ANUIES Anuario Estadistico de la Poblacion Escolar en Educacion Superior

ATLAS.ti Archiv fir Technik, Lebenswelt, Analyse und Systematik (Software de analisis
cualitativo asistido por computadora)

CDI Comision Nacional para el Desarrollo de los Pueblos Indigenas

CGIAR Consultative Group on International Agricultural Research

CONAHCYT  Consejo Nacional de Humanidades, Ciencia y Tecnologia

ENADIS Encuesta Nacional sobre Discriminacion

FLACSO Facultad Latinoamericana de Ciencias Sociales

FAO Organizacion de las Naciones Unidas para la Alimentacion y la Agricultura (Food and
Agriculture Organization)

IDRC International Development Research Centre

INEE Instituto Nacional para la Evaluacion de la Educacion

ONIGIES Observatorio Nacional para la Igualdad de Género en las Instituciones de Educacion
Superior

ONU Organizacion de las Naciones Unidas

SADER Secretaria de Agricultura y Desarrollo Rural

SAGARPA Secretaria de Agricultura, Ganaderia, Desarrollo Rural, Pesca y Alimentacion (nombre
anterior de SADER)

STEM Ciencia, Tecnologia, Ingenieria y Matematicas (Science, Technology, Engineering and
Mathematics)

UAAN Universidad Autonoma Agraria Antonio Narro

UACh Universidad Autonoma Chapingo

UNAM Universidad Nacional Auténoma de México

UNESCO Organizacion de las Naciones Unidas para la Educacion, la Ciencia y la Cultura
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