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Resumen

El enfoque en estudios sobre personas neurodivergentes esta orientado
mayoritariamente hacia narrativas masculinas o estudiantiles, a pesar de que las mujeres
representan una poblacion importante respecto de los diagndsticos de neurodivergencias. El
objetivo de esta investigacion, basado en un enfoque cualitativo y narrativo, desarrolld
entrevistas en profundidad semi-estructuradas para recopilar las experiencias y narrativas de
mujeres, con o sin diagnodstico clinico y con previa experiencia laboral en docencia. Los
resultados revelan que estas diferencias en literatura se presentan teniendo en cuenta que el
diagnostico tardio es un factor relevante en el area neurodivergente femenina y sus
identidades, por lo que las mujeres quedan invisibilizadas, tanto en términos de diagnosticos y
experiencias. De este modo, esta investigacion demuestra la complejidad de las experiencias
de las profesoras, en donde influyen factores individuales y sociales/estructurales. A partir de
esto, futuras investigaciones podrian tener en cuenta realizar investigaciones longitudinales,

contando ademas con un mayor nivel de heterogeneidad de experiencias.

PALABRAS CLAVE: Autismo, Género, Neurodivergencia, Docentes, Trabajo.

Abstract

The focus of studies on neurodivergent individuals is mostly oriented toward male or
student narratives, although women represent an important population concerning
neurodiagnoses of neurodivergence. The objective of this research, based on a qualitative and
narrative approach, developed semi-structured in-depth interviews to collect the experiences
and narratives of women, with or without a clinical diagnosis and with previous work
experience in teaching. The results reveal that these differences in literature are presented
taking into account that late diagnosis is a relevant factor in the female neurodivergent area
and their identities, making women invisible, both in terms of diagnoses and experiences.
Hence, this research demonstrates the complexity of female teachers' experiences, which are
influenced by individual and social/structural factors. Based on this, future research could
consider conducting longitudinal research, with a greater level of heterogeneity of

experiences.

KEYWORDS: Autism, Gender, Neurodivergence, Teachers, Work.
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CHAPTER 1:
Problem Statement

1.1. Research Problem

It is a common occurrence at the end of university students’ process that their concerns
turn into labor insertion, generating questions such as “Did I choose the right program?”, “Will
I be able to dedicate myself to this for the rest of my life?”, or “Will I get the ideal job for
me?”. These thoughts are not extraneous to pedagogy, where, when confronting the process of
labor or teaching practice, questions of the following type arise: What challenges are faced?
What are the issues to be addressed? How well does the university prepare us for the diverse
work realities? Likewise, when we begin to consider the challenges encountered in pedagogy,
these are deepened and complexified by considering other angles, as conveyed by
intersectional aspects in people’s lives, such as gender and special educational needs, which

present themselves as more complex obstacles to address.

Nowadays, special educational needs are a well-known and well-researched topic, with
the origins of its studies and discussions dating back to 1954 (WGU, 2020). Nonetheless, in
Chilean education, the advances have been significantly less with topics like autism having
little to no exact data even on its population number (Lampert, 2018). Universities that prepare
future educators often conduct lectures where students are urged to reflect on the subject. The
focus is on addressing Special Educational Needs and Disabilities (SEND) in primary or
secondary school students and understanding how these needs impact teaching and learning
processes. However, there is a tendency to neglect the consideration of neurodivergence in
adults during these discussions. The various instances of research, such as forums, gather
information and share tips to better deal with autism and/or attention deficit disorder in the
classroom, for example, but scarcely talk about addressing parents with any condition or
teachers within these categories or conditions. That is how the following questions arise: Why
are these conditions not so considered or studied in adulthood? What is the level of
consideration that neurodivergent teachers have? How much access do they have to higher
education? Are there differences among the ways in which female and male autistic adults

face their work conditions in education?
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1.2. Background of the Problem

Inclusion and diversity are, undoubtedly, crucial topics to approach in society today for
humanity to continue developing. However, the territory of autistic teachers is scarcely
explored, even more so the territory of female autistic teachers. Discussion regarding autism in
education has been primarily concerned with autistic students, and research usually relates to
pedagogical practices that can be implemented by neurotypical teachers to support them
(Stevens, 2022). This investigation seeks to help contribute to the research gap by

contextualizing this investigation field, specifically within the Chilean context.

Pedagogy has historically been identified as a highly feminized career that could stir
from the nurturing and caring stereotype about women, or the need to incorporate women into
the workforce linked to the economy (Boyle, 2004). The Informe del sistema educacional con
andlisis de género (MINEDUC, Centro de Estudios, 2022) reveals a significant gender
disparity in the teaching profession. In 2021, women accounted for a substantial 73.7% of the
teaching workforce, which is 2.8 times more than their male counterparts. Paradoxically, this
feminization has not been accompanied by the same level of recognition and support in terms
of work conditions, especially with female autistic workers, a population that faces unique

challenges derived from the confluence of gender and neurodivergence.

To fully grasp the significance of this study, it is crucial to begin with a global
perspective. According to the World Health Organization (2023), autism affects approximately
one in every 160 individuals worldwide. In Latin America, this figure remains significant,
with roughly one million autistic individuals in the region. Furthermore, adults with Autism
Spectrum Condition (ASC) —the discussion and use of this concept will be further elaborated
in the Theoretical Framework— face additional challenges such as communication difficulties,
limited access to services, and a lack of adequately trained personnel. These individuals often
experience a significantly lower quality of life compared to the general population, along with
elevated levels of unemployment, anxiety, and depression (Mukaetova-Ladinska, et. al., 2012).
In comparison to other age ranges, most cases of autism in adults continue to require
professional assistance and aid, such as being protected in their work activities and helped by

their acquaintances. They also tend to need little complex, orderly, and easy-to-understand
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environments (Irarrazabal, et. al., 2005) especially if their diagnoses are accompanied by other

forms of neurodivergence or neurosocial innabilities.

Currently, female autism has been an object of growing interest from different fields,
despite the persisting belief that adult autism is significantly higher in men as women tend to
manifest it differently due to biological, psychological, and social factors, seen in
characteristics that are usually expected from females -being quiet and passive, for example
(Bargiela, et. al., 2016). Girls and women with autism are often undiagnosed, misdiagnosed, or
receive a diagnosis of autism at a later age. This can result in adverse outcomes in their
well-being, mental health, education, employment, and independence (Rynkiewicz, et. al.,
2019). This stigma has contributed to a lack of attention and insight into female experiences,
and even more in the educational labor field, as autism in schools has been majorly studied,
but focusing on students and not the teachers. Autism diagnosis in adulthood relies on
childhood developmental history (Huang, et al., 2020), and there is an exponential lack of
information that should be highlighted about aging and becoming an adult, and the needs of an
autistic adult surrounding social and psychological needs (Mukaetova-Ladinska and

Stuart-Hamilton, 2015).

In terms of the labor experiences of autistic people, the existing literature indicates that
they can be multifaceted and complex, influenced significantly by the age of diagnosis and
various work-related contingencies making disclosure, or the decision to reveal one's autism
diagnosis in the workplace, a critical factor that can affect experiences (Johnson and Joshi,
2016). Moreover, the growing autism community, as well as more public representations of
autism, have overlapping impacts on the state of employment among autistic adults.
Individuals who work with and hire autistic adults are increasingly likely to know an autistic
person or encounter representations of autism in the media, which may provide inaccurate or
limited perspectives on what autism is and looks like, often falling into stereotypes. Thus, as
more autistic adults enter the workforce they will encounter people with preconceived, often

stigmatizing, ideas about autism and people who identify as autistic (Sarret, 2017).

The research target group encompasses the specific intersection of female gender,
neurodivergence, and the Chilean educational context as a teacher due to the lack of

exploration of it in the existing literature. By concentrating on this specific group, the present
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investigation aims to delve into a nuanced understanding of the unique challenges,
opportunities, and experiences encountered by women within the specific context of their
teaching careers. This question is not confined solely to comprehending individualized
experiences; rather, it aspires to elucidate the broader systemic and structural determinants that
potentially shape their participation and overall well-being, and, consequently, endeavors to
address the overarching question of how autistic female educators perceive and navigate their
professional roles within the educational context of Chile. This research seeks to identify and
analyze the multiplicity of factors that impact their integration within the educational
community, contributing valuable insights to both academic discourse and the broader

educational framework in the Chilean context.

1.3. Research Questions

1.3.1. General question.
How do autistic female teachers perceive and experience their work in Chilean

schools, and what factors influence their integration within the educational community?

1.3.2. Specific questions.
What are the life experiences of female teachers following their diagnosis of

neurodivergence, specifically focusing on Autism Spectrum Condition (ASC)?

How do autistic teachers perceive their professional development in the educational

community, and what are the key characteristics influencing this perception?

What is the impact of the autistic condition on the professional experience in the

workplace, specifically when analyzed through a gender perspective?

1.4. Research Objectives

The objectives of this investigation can be divided into a general one and a series of
specific targets. The main objective lies in analyzing experiences and perceptions of the work
of female teachers in Chilean schools, deepening the specifics of the research into gender and

autism aspects.
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One of the secondary objectives of this investigation is to describe the work
experiences of female teachers in Chile, whether they have received a diagnosis of
neurodivergence or not, specifically Autism Spectrum Condition (ASC). By delving into their
personal journeys, this research aims to uncover the unique challenges and potential
adaptations these teachers have made throughout their lives in the context of their
neurodivergent condition. It seeks to give voice to their individual narratives, highlighting the

diversity of experiences within this group.

Beyond the personal experiences, this investigation aims to characterize the specific
schoolwork experiences of these female teachers. It goes beyond job descriptions and explores
how their condition influences their daily work routines, classroom interactions, and teaching
approaches. By understanding these nuances, the research can shed light on the contributions
autistic female teachers make to the educational landscape and how their experiences shape

their professional development.

Another crucial aspect of this research involves exploring the perceptions of these
teachers regarding their professional development in the educational community. This includes
examining whether they feel fully integrated, the challenges they may face in forming
connections with colleagues and students, and any factors that impact their sense of belonging.
Understanding their experiences in this context can inform strategies for fostering a more

inclusive educational environment.

Lastly, this study aims to analyze the autistic teacher labor experience through the lens
of gender. It seeks to uncover the intersectionality of gender and neurodivergence, considering
how being both female and autistic shapes their experiences and interactions within the
teaching profession. This perspective acknowledges that the challenges and opportunities
faced by female autistic teachers may be influenced by societal expectations related to both

gender and neurodiversity.

1.5. Relevance and Rationale of the Research

Understanding the experiences of autistic women, particularly in professional settings

like education in Chile, offers a unique and insightful perspective into the intersection of
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gender, neurodiversity, and the workplace. This exploration is not just academically relevant
but also socially significant, as it uncovers the nuanced realities of a group that is often

underrepresented in both autism research and gender studies.

Investigating the experiences of autistic women in Chile allows for a broader
understanding of the complexities at play. Autistic individuals, especially women, often face
unique challenges that are shaped by societal expectations and professional demands. By
focusing on Chile, this research adds to the growing body of knowledge in a region where
such studies are relatively scarce. It provides a critical benchmark for future researchers,
offering foundational insights that can spark new inquiries and debates on topics such as
autism in the Chilean work context, the intersectionality of female autism in Chile, gender

dynamics, and neurodiversity in the workplace.

Directly, this investigation is invaluable as it examines the intersection of being a
female teacher within the autism spectrum in Chile. The insights gained could be instrumental
in addressing the current gap in understanding the specific challenges and needs that these
educators face. This is crucial for advocating and implementing policies and practices that
make educational environments more inclusive. Furthermore, this research could lead to the
development of tailored professional development and training strategies specifically designed
for autistic teachers. Such initiatives would not only benefit autistic teachers but also enhance
the overall educational environment, making it more accommodating and supportive for all

staff members.

Indirectly, the outcomes of this study have the potential to influence social perceptions
appreciably. A deeper understanding of the experiences of female autistic teachers could
catalyze changes in teacher training, both for neurodivergent students and their neurotypical
counterparts. Highlighting these experiences could foster increased awareness and sensitivity
among all educators, which is essential in reducing stress levels and preventing possible

burnout among teaching professionals.

Moreover, by bringing to light the experiences and contributions of neurodivergent

individuals in the teaching profession, this research underscores the importance of maintaining

16



diversity in this field. Such diversity is essential for meeting the varied needs of the student
population. In addition, this study could challenge and change stereotypes and prejudices
associated with neurodiversity. By promoting a deeper understanding and acceptance of
neurodiversity in educational and workplace settings, the research contributes to creating a

more inclusive educational context.

Perhaps one of the most significant impacts of this research is its potential to trigger
broader cultural shifts in how Chilean society views and supports neurodivergent individuals,
particularly in educational and labor fields. By showcasing the strengths and challenges of
female autistic teachers, the study can inspire a more empathetic and informed approach to
neurodiversity, not just within educational institutions but across various sectors of society.
This, in turn, could lead to more equitable and inclusive practices that recognize and value the

contributions of all individuals, regardless of their neurocognitive profiles.
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CHAPTER 2:

Theoretical Background

1. Identity

1.1. Identity conception.

Identity is a concept that has been widely developed for centuries and, therefore, its
conception has been changing and becoming more complex. To develop this concept, it is
fundamental to consider the questions proposed by McLean and Pasupathi (2012) "Who am
I?" (p. 8) and Oyserman (2001) "Where do I belong? How do I fit (in)?" (p. 499). A set of
questions that, in order to reach more optimal results, have to have an interdisciplinary

perspective or insight.

One of the main ideas, and in turn one of the first to emerge when discussing or
studying identity, is the concept of self. Lewis (1990) elaborates on the ability to recognize
oneself, together with the consciousness one has about oneself, since "being human means
being conscious of having a self and the nature of the self is central to what it means to be
human" (p. 499, as cited in Oyserman, 2001). Added to this, Hammack (2015) narrows the
idea of self in relation to one's perception or consciousness about oneself to one's "inner
world" (p. 12). In this way, Oyserman (2001) brings an idea related to the self, namely
self-concept, to which she assigns a functionality by considering it as "a repository of
autobiographical memories, as an organizer of experience" (p. 500). However, the notion of
self conforms only a part of identity, since this concept is configured from the result of the
interaction between the self and the context (Fernandez, 2012; Rodriguez, 2003, as cited in
Amo, 2022; Hammack, 2015), understanding the context as the sum of the historical moment

and the social group (Fernandez, 2012).

Together with the question of who or what the person is, the work of Fernandez (2012)
reviews the concepts of identity and personality from the field of psychology. Under his
approach, these are concepts that go together but are different, mentioning that "identity would
correspond to who he is, how that person sees themselves as different from the rest;

personality would correspond to how they behave" (p. 2). Similarly, Férnandez retrieves the
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contributions of Ifiigo and Lupicinio (2001, as cited in Ferndndez, 2012), in which they
propose that the basic components of individuals are, on the one hand, to know who we are,
1.e. identification, and, on the other hand, to avoid being confused with others, i.e.
differentiation. This same type of distinction can be found in Hammack (2015), who mentions
the ideas of sameness and difference from a dialogic manner to establish that "identity
provides a sense of internal coherence and continuity for the person in a particular social

context but also serves to divide the social world into meaningful categories" (p. 12).

Considering the latter, it can be thought, then, that identity is a matter of individual
nature, dependent on the person who intends to identify themselves and differentiate from the
rest; however, more elements must be considered when thinking about identity. To illustrate, in
the words of Jenkins (2008), identity "involves knowing who we are, knowing who others are,
them knowing who we are, us knowing who they think we are, and so on" (p. 5), thus
proposing that identity is a constant and complex process of placing oneself in the world, both
as individuals and as members of a community. Furthermore, in words of Vera and Valenzuela
(2012), the concept of identity is relative as it is determined by a specific historical context
and social group. In considering an individual and a social dimension, Lawler (2014) proposes
that identity is more of a societal rather than an individual phenomenon and that it depends on
the assessment and labeling that people make of themselves and others. In contrast with this
idea, according to Giddens and Sutton (2013), our identities are shaped by a combination of

social influence and individual or personal elements.

With regard to the influence of both personal and social elements, several authors
(James, 1890, as cited in Hammack, 2015; Mead, 1934, as cited in Hammack, 2015) coincide
in the view that identity can be identified as personal identity and social identity. On the one
hand, William James (1890), by integrating not only cognition and emotion but also the
physiological, establishes the concept of personal identity as a "consciousness of personal
sameness" (p. 331, as cited in Hammack, 2015, p. 13). which refers to the idea that
individuality is maintained in a sense of continuity and unity through time —an idea that Amo
(2022) refers to as numerical identity. However, even though James’ (1890) emphasis with
respect to identity is on individuality, he in turn considers the existence of a social self, by

stating that "a man [sic] has as many social selves as there are individuals who recognize him
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and carry an image of him [sic] in their mind" (p. 294, as cited in Hammack, 2015, p. 13). On
the other hand, Mead (1934) integrates not only the idea of self and mind but also society in
his concept of identity, postulating that "the self is something which has a development (...)
[and] arises in the process of social experience and activity" (p. 135, as cited in Hammack,
2015, p. 14). In other words, the idea of social identity brings the consideration of the social

dimension to the process of identity development.

For the purposes of this research, we will follow Amo (2022), who proposes the
concept of biographical identity. This concept is approached from an anthropological point of
view of identity, considering how it is that through time the individual "perceives himself,
reflexively, as himself (a significant totality) through time and in society" (p. 10). In this way,
this definition encompasses both individual and social aspects of the development of one’s

identity.

1.2. Personal identity.

As mentioned above, James (1890) is who, through his work on personal identity,
influenced Erikson, who proposes a new approach to personal identity by considering it as a
process and a result in itself, i.e., identity development (1950, 1959, 1968, as cited in
Hammack, 2015). Thus, in his work, Erikson proposes that it is in adolescence when people
go through a moment of psychosocial moratorium, which represents a process of identity crisis
that "ultimately determine[s] the trajectory of our adult lives" (Hammack, p. 17). He further
proposes that adolescence is the stage in which an individual and their social environment
meet to usher the individual into a developmental process based on their values and ideas
(Hammack, 2015, p. 18). It is worth noting that, while Erikson's focus or emphasis is on
adolescence, "identity issues remain a lifelong concern" (Muuss, 1996, p. 46). Furthermore, a
remarkable feature in Erikson's work is the union of the views of James and Mead,
establishing a landmark from which to allow future work on the concept of identity "a broader
and more integrative perspective on the relationship between individual psychology and social

change" (Hammack, 2015, p. 18).

Based on Erikson's approaches, Marcia (1966) developed the identity status theory,

whose fundamental pillar is the consideration of four states or statuses in relation to
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dimensions of exploration and commitment (Waterman, 1982; Collins, 2001; Hammack,
2015). It establishes two organizing principles: crisis, understood as a period of active
questioning and of exploring options (Waterman, 1982; Collins, 2001); and commitment,
understood as "making a firm, unwavering decision" (Waterman, 1982, p. 342) and "settling
on a self-definition" (Collins, 2001, p. 8). From these organizing principles emerge the four
statuses: Identity achievement, which refers to those individuals who have gone through a
phase of questioning and have managed to establish a commitment with defined and settled
ideas; moratorium, which refers to those individuals who are in active questioning and have
not reached a settled commitment; foreclosure refers to those individuals who have clear ideas
and values, but have not come to question those ideas; identity diffusion is a state in which
there is no clarity or firm ideas, and where there is no questioning either (Waterman, 1982;

Collins, 2001).

With respect to the developmental process, both men and women do not seem to show
great differences; the content of their choices differs, nonetheless (Frieze, et al., 1978, as cited
in Waterman, 1982). However, it should be noted that this theory has been subject to several
critiques, among which it is mentioned that it does not properly conceive Erikson's idea of
development since it "problematically categorizes individuals in such a way as to reify identity

development processes as 'outcomes' (Coté & Levine, 1988, as cited in Hammack, 2015, p.

19).

1.3. Social identity.

In the same way that James' ideas influenced the development of other theories, Mead's
work also contributed to the elaboration of other theories. On the one hand, the social identity
theory (Tajfel and Turner, 1986) considers the role of affiliation groups and the sense of
belonging in the understanding that an individual's self-image emerges from the processes of
socialization with others, with whom they feel affinity and belonging (Hammack, 2015).
Another theory is Goffman's (1963) theory of stigma and identity management, which posits
that a person with a stigmatized identity seeks to manage, in a conscious and controlled
manner, which aspects of their identity or biography are revealed to others (Hammack, 2015).
On the other hand, Stryker's (1968) identity theory emphasizes the determinant role of social

structures in interactions and how the ways in which individuals perform respond to a social
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category or structural position (Hammack, 2015). And, related to the latter, McCall and
Simmons' (1966) role-identity theory also considers the role of society in interactions, yet their
emphasis is on how the individual, who has internalized or acquired a sense of social structure,

assumes a role according to their social position (Hammack, 2015; Mausz, et al., 2022).

Finally, to arrive at a more concrete definition of how this research understands
identity, it is necessary to rescue the contribution of Amo (2022), which begins by locating
itself from an anthropological sense, that is, when this concept is discussed by limiting its use
to the human being. Thus, he proposes to consider three distinctions to define this concept in

such terms:

e The first distinction is between qualitative identity (person A and person B possess the
qualities of a human being, therefore they possess human identity) and numerical

identity (an individual today is the same individual as yesterday).

e The second distinction is that between numerical identity in an anthropological sense
-"the problem of explaining the logically necessary and sufficient conditions for a
person identified at a given time to be the same person as a person identified at a
different time" (Rodriguez Gonzalez, 2003)- and anthropological identity understood

as authenticity - "identification between the subject and the sense of existence" (Amo,

p. 9)-.

e The third distinction arises from the first concept of the second distinction, adding the
idea of "through time" (idem), and is the one between personal identity in its individual
dimension - "the self understood reflexively by the person in function of their
biography" (Giddens, 1991, as cited in Amo, 2022) - and political or collective identity
(Navarrete-Cazales, 2015) -"the logical consequence of the cultural component of the

human being" (Amo, 2022, p. 10).

Thus, after having gone through the concept of identity from various perspectives, the
definition of biographical identity proposed by Amo (2022) is considered, defined as
"meaning of numerical anthropological identity through time applied to the individual who

perceives themselves, reflexively, as the same (a meaningful totality) through time and
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society" (p. 10). In this sense, Amo’s definition for the concept of identity adds depth with the

idea of time as another aspect to consider.

2. Neurodiversity

2.1. The concept of neurodiversity.

Judy Singer, an Australian sociologist, introduced the concept of Neurodiversity in
1998 in her thesis ("Odd People In: The Birth of Community Amongst People on the Autistic
Spectrum"). This happened as she documented the rise of the new Social Model of Disability
(SMD), also referred to as a sociopolitical or psychological stance/model, which opposed the
dominant bio-medical approach. Singer’s inspiration for the term Neurodiversity came from
the word Biodiversity, suggesting a parallel: just as biodiversity is crucial for ecosystem

stability, neurodiversity might be essential for cultural stability (Lutz, 2023).

The approach to disability before this model was a bio-medical one that aimed to
restore the individual’s capacities to live like a neurotypical person through only medical
measures (Palmer & Harley, 2011). This meant that it primarily aimed at "correcting" or
"curing" them (Godoy, et al., 2004; Palmer & Harley, 2011) resulting in a convenient stance
for society where neurodivergent people could be segregated and society would not be
responsible for their inclusion (Smart, 2006). On the other hand, the sociological or
psychological model (SMD) sees the disability status as a result from society’s oppressive
structure (The Union of the Physically Impaired Against Segregation & The Disability
Alliance, 1976). This entails that society can make changes in order to remove the connotation

of the disability from the person, and for them to have a typical space in society.

The SMD has been scrutinized by various authors who have pointed out the two main
problems with its full application. First, impairment is not something that can be separated
from the picture as it is not an option for chronically ill individuals (Williams, 1999),
considering how it accompanies some disabled people on a large scale that it is an inherent
part of the disability and therefore it is not only a creation by society (Crow, 1992; Palmer &
Harley, 2011). Second, it does not take into account the differences between the

accommodations that disabled individuals need. Tom Shakespeare (2006) exemplifies this
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with the case of a wheelchair user versus a blind person, who may need different paving
designs on streets (a smooth road with ramps vs an indented paving with steps, for example)
or even between two blind people, one that needs the use of the braille system versus one that

needs larger texts and/or auditive aids.

Neurodiversity, also known as Neurodivergence, in words of Baumer and Frueh
(2021), “describes the idea that people experience and interact with the world around them in
many different ways; there is no one ‘right’ way of thinking, learning, and behaving, and
differences are not viewed as deficits” (para. 1). This definition acknowledges uniqueness of
each individual's perception and interaction with their surroundings, which means that any
individual could fit said description albeit broadly coining the variations in

neurodevelopmental disorders such as those related to the Autism Spectrum.

Although the term was usually utilized for referring to autistic individuals, it now
encompasses different mental disorders, including Autism, Dyslexia, Attention
Deficit/Hyperactivity Disorder, intellectual disabilities, and even emotional and behavioral
disorders (Fenton & Krahn, 2007). Nonetheless, there appears to be substantial uncertainty
concerning when a neurologically-based human behavior crosses the critical threshold from
normal human variation to pathology (Armstrong, 2015; Baker, 2006). Authors like Broderick
& Ne’eman (2008) support this similarity of neurodivergence with biodiversity and argue that
the association between autism and illness comes from the neurotypical community, whereas
the association between autism and other neurodivergencies comes from within the autistic

community.

In this sense, Neurodiversity is seen as an umbrella term that names a variety of
perceptions, worldviews, and experiences, without delving into specific characteristics of
those experiences. In this research, we will focus specifically on Autism, one of the conditions

that fall under this umbrella concept.

2.1.1. Autism spectrum disorder (ASD).

The diagnosis process of Autism dates back to 1911 when Eugen Bleuer noticed
patterns that were conceived in the schizophrenic profile and gave the name of autism to the

symptom of disconnection with the outer world by excessive hallucinations and fantasies.
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(Evans, 2013). It was later observed that autistic individuals have a disconnection to the outer
world through the lack of fantasizing, along with other features (Evans, 2013). These features

have been condensed and have given place to the following two formal definitions:

The Diagnostic and Statistical Manual of Mental Disorders (American Psychiatric
Association, 2013) defines ASD as a neurodevelopmental condition characterized by
persistent difficulties in social communication and interaction. This includes challenges in
social reciprocity, non-verbal communication, and developing relationships. ASD is also
characterized by restricted and repetitive patterns of behaviors, such as stereotyped
movements and rigid routines (p. 50). Diagnosis considers and categorizes the challenges
represented by these symptoms and their impact on daily functioning, differentiating them into

the following three levels of requirements (p. 52):

e Level 3: “Requiring very substantial support”
Characterized by individuals with the highest degree of deficits in verbal and
nonverbal communication skills, causing severe impairments in functioning. They
present a very minimal response to social overtures from other people. In terms of
behavior, their flexibility and difficulty coping with change or switching focus or

action achieve extreme levels of gravity.

e Level 2: “Requiring substantial support”
Individuals in this degree have marked deficits in verbal and nonverbal communication
skills besides limited initiation of social interactions. They portray inflexibility of
behavior, difficulty coping with change, and distress and/or trouble with changing

focus or action.

e Level 1: “Requiring support”
Lowest degree of difficulty initiating social interactions in these levels of requirements,
although still show deficits in interpersonal communications that cause noticeable
impairments. Regarding behaviorism, they struggle with switching between activities
due to inflexibility, which causes problems of organization and planning, which in turn

hamper independence.
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It is important to notice that most health professionals around the world use the

definitions and criteria established in this Manual to detect and diagnose Autism.

Another classification manual, the International Statistical Classification of Diseases
and Related Health Problems (ICD) or ICD-10 (2019), enlists childhood autism as a pervasive
developmental disorder, defined by:

(a) the presence of abnormal or impaired development that is manifest before the age
of three years, and (b) the characteristic type of abnormal functioning in all the three
areas of psychopathology: reciprocal social interaction, communication, and restricted,

stereotyped, repetitive behaviour. (F84.0)

Both classifications state that Autism Spectrum Disorder affects greatly in the way an

individual interacts with their surroundings regarding communication, socialization, etc.

It is important to mention Autism Spectrum Disorder (ASD) is also referred to as
Autism Spectrum Condition (ASC) in order to, as Baron-Cohen (2015) states, destigmatize
and separate it from other symptoms that have more affinity with sickness and dysfunction.
The use of “condition” instead of “disorder” can help to move the connotation of the words
from one of its verbatim synonyms, “broken”, as when the biological characteristics of an
autistic person versus a neurotypical person are compared, only differences can be observed
and not one “broken” part. Reafio (2020) classifies the use of the word disorder by people or
professionals as concerning, as it perpetuates the understanding of the autistic neurodiversity
as a pathology, a disease and not the variety of processing and thinking it is considered to be

nowadays.

According to Reafio (2014), “autism is a neurodevelopmental condition marked by a
distinctive form of cognitive processing” (p. 4). In consideration of what has been previously
elaborated, and in addition to the statements by Garnett et al. (2013), the concept of condition
“is perceived by presenting clients and stakeholders as not having the negative connotations of
terms like disorders or syndromes” (p. 212). The concept of Autism Spectrum Condition

(ASC) will be used throughout this research, in order to encompass the meaning of
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Neurodivergence and also to avoid negative connotations in relation to people who live with

this condition, including the participants of this study.

Other names used to address this condition include just the use of the adjective
“Autistic” to refer to the people who live with this condition. There has been a wide debate on
whether a person should be addressed as an "Autistic person" or "Person with autism".
“Person with autism” and “Person with a mental illness” are examples of person-first language
which puts the individual in front of their condition. People-First Language (PFL) "aims to
frame the diagnosis as something the person ‘has’ rather than something that they ‘are’”
(Marschall, 2023). This formulation was conceived as a response to the dehumanization of
neurodiverse people and the intent of destigmatizing the way society perceived them. On the
other hand, "Autistic person" is an example of an Identity-First Language. This means that it
centers and claims ASC as a crucial part of the person's identity; something that cannot be
separated from them as "Identity-first language is often used as an expression of cultural pride
and a reclamation of a disability that once conferred a negative identity" (American
Psychological Association, 2022). This denomination claims the condition as inherent and
denies its negative connotation. For the effects of this investigation, IFL will be used
preferentially in this text, while participant teachers’ personal preference regarding
identification will be respected in the following sections, as well as the textual citations on the

subject.

In Chile, there are only approximations on the number of individuals who have ASC,
as a formal census of the condition has never been made. The official information gathered so
far by using other countries’ data against the Chilean total population suggests a number

between 50,000 and 181,000 autistic people by 2016 (Lampert, 2018).

2.1.2. Masking.

A coping strategy that should be considered when discussing Neurodivergence and
Autism 1s “masking”. Masking, or camouflaging, for autistic individuals could be defined as
“using strategies (whether or not they are aware of this) to hide their autistic differences from

other people, or to find ways around things that they struggle with because of autism”
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(Sedgewick et al., 2021, p. 15). This means that the person puts their efforts -consciously or

unconsciously- into hiding their struggles in order to ‘pass’ within society.

It has been suggested that ‘masking’ or ‘camouflaging’ is the reason behind under and
late diagnosis on autistic women (Kirkovski, et al., 2013), as women tend to engage more in
using different strategies to “blend in” in different social situations. At the same time, although
a coping technique, masking brings negative side effects. Women who mask report to suffer
from stress, anxiety, exhaustion, and the need to withdraw from social interactions (Hull, et al.,

2017).

The motivations behind masking are various, but the most persistent is the social
expectation to blend in with others and not stand out from the crowd (Hull, et al., 2017).
Another reason behind this behavior is to gain social connections and relationships due to the
social difficulty to make friends and form romantic bonds as the use of masking reduces some

“uncertainty” (Hull, et al., 2017, p. 2524) and anxiety towards social interactions.

2.1.3. Late diagnosis in ASC.

ASC can be manifested and diagnosed at an early age, with an average of 60.48
months (approximately 5 years) in children, according to van 't Hof et al. (2021). Some of the
warning signs of ASC include “lack of social gestures at 12 months, using no meaningful
single words at 18 months, and having no interest in other children or no spontaneous
two-word phrases at 24 months” (Tsang, et al., 2019). These signs can help families and
professionals to recognize the possibilities of children being Autistic, considering a timely

diagnosis that enables early support for them.

A late diagnosis of ASC impacts different areas of life, in aspects such as emotional,
behavioral, social, professional, and financial challenges (Howlin & Moss, 2012). In
McCrossin’s research (2022), comprising a sample of 1711 children below the age of 18, it has
been reported that 80% of autistic women remain undiagnosed by the age of 18, which is
ultimately very late compared to the average childhood age diagnosis. Another study revealed
that, in the child group, female sex was associated with a 1.8-year delay in age of diagnosis,

while in the adult group, female sex was associated with a 4.3-year delay in age of diagnosis
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(Begeer, et al., 2013). Thes studies show how, comparatively, women are diagnosed later than

men in any age group, but specially disproportionally in adults.

Despite childhood autistic symptoms showing females to be “equally autistic”
(Bargiela, et al., 2016), it is possible that they exhibit fewer current socio-communication
symptoms, possibly due to compensatory strategies, suggesting that autistic females may have
developed adaptative mechanisms to navigate social interactions, masking some of the
observable autistic features. Parents, who may expect a certain type of socially desired
behavior from girls and, thus, place extra pressure on them to act in more socially appropriate
ways than boys, exerting an “interpreting bias”, which contributes to the masking of ASC
symptoms in girls (Holtmann, et al., 2007). It has been suggested that ASC is primarily
diagnosed in girls when accompanied by cognitive impairments (Lord, et al., 1982; Wing,

1981).

On balance, late diagnosis has been found to be the cause of a perceived lower quality
of life by autistic individuals (Lewis, 2016; Leedham, et al., 2019; Barnard, et al., 2001),
placing remarks on the consequences that it may have on their mental health (Lupindo, et al.,
2022; Barnard et al., 2001). Mandy, et al. (2022) empirically showed the increase of
emotional, behavioral, and social difficulties in children when late diagnosed: the increase in
difficulties was proportional to the years passed since the optimal diagnosis date. This can
explain the negative experiences that autistic individuals go through during their formative
years, mainly at school, like bullying and the feeling of not belonging (Leedham, et al., 2019;
Hickey, et al., 2018; Lewis, 2016), as well as family issues, like the difficulty of access to
resources to alleviate the bad experience they were living. These factors eventually influence

the families’ dissatisfaction with their schools (Barnard, et al., 2001).

2.2. Neurodiversity and education.

The historical approach to educating neurodiverse children initially took a biomedical
perspective, also referred to as the Medical/Biomedical Model (explained with more details in
subsection 2.1). This approach saw significant results between the 1940s and 1960s, with the
establishment of special schools designed to segregate these children from mainstream

education (Godoy, et al., 2004). However, this perspective gradually shifted towards a more
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psychosocial (also referred to as sociopolitical or psychological) model, recognizing the
importance of tailoring education to meet diverse needs (Smart, 2006), which was also the
case for the Chilean context (Godoy, et al., 2004; Tenorio, 2004). In Chile, the incorporation of
Special Education and the beginning of a more structured approach to education for children
with diverse needs can be traced back to 1852 with the founding of the first school for deaf
children (Herrera Fernandez, 2010; Godoy, et al., 2004).

The landscape of Special Education worldwide saw a pivotal shift in the decade of the
80’s with the 1978 Warnock Report, which introduced Special Education Needs that require
the State’s support to attend to every student’s right to education (Tamayo, et al., 2018), and
the concept of "Normalization", the utilization of culturally normative resources to allow the
individual’s quality of life to be at least as good as an individual who does not have a disability
(Jimenez, 1999). Both of these proposed a new paradigm that moved away from segregation
towards integration and inclusivity (Godoy, et al., 2004). This new era for the understanding of
disabilities was accompanied in Chile by different decrees and laws that set guidelines for
schools to accommodate their students with disabilities, focusing on their education in a
non-discriminatory environment and their inclusion in society (Godoy, et al., 2004; Tenorio,
2004) and paving the way for the change from Special Education (segregative) to Inclusive

Education.

The ongoing educational reform in Chile views special education as a tool for
progressively increasing school integration due to their role gradually transforming into
resource centers that support diversity (MINEDUC, 2004). Additionally, the Educational
Integration Program (PIE), born in the 90s, stands as a testament to Chile's commitment to
inclusivity, aimed at enhancing the quality of education for all students, particularly those with
Special Educational Needs (SENs), by providing additional resources and support to ensure

equal learning and participation opportunities to this day.

Circling back to autism and the present, Chilean law No. 21.545, promoted in 2023,
plays a pivotal role in the nation’s relationship with ASC, by establishing it as a nation that
promotes inclusion, comprehensive care, and safeguards the rights of autistic individuals

across social, health, and educational domains. It is important to note that this law was
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elaborated without any official census of the autistic population in Chile, as it has not been
officially studied (Lampert, 2018), but it is a commitment now assumed by the State as stated

in this law.

This law outlines the State's responsibility in guaranteeing equal opportunities and
protecting the rights of individuals with ASC, qualifying the State as responsible for a timely,
early, and interdisciplinary diagnosis as well as the safeguard of their rights in full. This law
serves as the latest official exposition of the Chilean government’s understanding and
appreciation of ASC, underscoring the significance of inclusive education and the rights of

autistic individuals according to the Chilean legislation.

2.2.1. Neurodiversity and socialization in schools.

One aspect that particularly affects neurodivergent children has to do with socialization
in schools. Even when at their beginnings schools were considered as places of literacy, with a
specific focus on reading, writing, and the written culture (Serrano, 2008), schools nowadays
are also considered as the place where children start developing their personalities and how
they interact with others. As expressed by Marta Rodriguez (2015), the school is the first
institution of society, in which the child performs autonomously as an individual and social

being, led by the instance of socialization.

Socialization is the process of how people acquire, learn, and assimilate societal
norms, values, behaviors, and cultural practices of their social context, usually within the
framework of a community or society (St. Martin, 2007). It is a dynamic, lifelong process that
starts in early childhood and lasts the entirety of a person's existence (Britannica, 2023). This
process can be divided into two different stages: primary socialization and secondary
socialization. According to Berger and Luckmann (1968), children first go through primary
socialization, through it, the individual becomes a member of society. Secondary socialization
is the subsequent process that induces the already socialized individual into new sectors of the
objective world of their society. The authors mention that a child will identify with others in
various emotional ways; the child accepts the “roles” and attitudes of others, meaning that
they internalize and appropriate them, and through this identification with others, the child

becomes capable of identifying themselves. Secondary socialization involves the
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internalization of "underworlds" that are institutional or institution-based. The intricacies of
the division of labor and the accompanying social dissemination of knowledge shape its extent

and nature.

In the development of social relationships, children tend to behave according to the
level of status of others. According to Maria Elisa Pizzo (2006), in families, most of the time,
children look up to the parents since they are the main authority figure who teaches about their
own culture and morals. During the first years of school, the authority figure changes to
teachers, who become the main source of rules and values imposed by the school. Children
often share the same level of status, and they behave accordingly; during these years, boys and
girls share games and activities, slightly differentiating according to gender norms, later with
the institutionalization that schools provide, the separation between genders is clear and

conscious (pp. 10 - 12).

As exposed before, ASC is accompanied by difficulties in social communication and
interaction (APA, 2013) which affects the socialization of the individual. In school, autistic
children require important intervention and support, as “interventions targeting socialization
and communication skills are critical” (Marsh, et al., 2017) in order to improve their
interactions with their peers. In this sense, socialization for autistic children without support

might be difficult and might affect them in the long term.

While schools as a whole are sources of socialization, classrooms as units are
“typically complex sensory environments” (Ashburner, et al., 2008, p. 566) where multiple
things happen simultaneously. In the face of a noisy classroom, for example, it is possible that
autistic children experiment overwhelm and “instead seek predictable repetitive input that they
are able to control” (p. 570) in order to face the inability to focus. In addition, there is the
possibility of social anxiety pressure coming from the unpredictable and intense classroom
environment (Goodall, 2018); it is noted that autistic students face feelings such as loneliness
and isolation “from having no close friends or no one to relate to despite making efforts to
build relationships” (p. 8). It has been reported that autistic children face anxiety through the
social complexity experience around their peers (White, et al., 2009). In the case of teenagers,
“cooccurring social skill deficits make succeeding in the complex social milieu of middle

school and high school extremely difficult” (White, et al., 2009, p. 226), meaning that the
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difficulties of socialization create challenges to fit inside the scholar societal expectations.
Similarly, it is important to mention that autistic youth face bullying, and that nearly one in
two autistic students is “at risk of being a victim of physical, verbal, or relational school

bullying” (Maiano, et al., 2016, p. 610).

Based on the evidence in relation to masking and school socialization, there is a gap in
the literature in relation to the experience of women living with ASC. In this case, it would
help to learn more about the condition, and of the different levels of discrimination and
vulnerability faced by women, if there were more evidence in relation to how Autistic women

experience their socialization in educational contexts.

2.3. Neurodivergent teachers.

In schools, inclusion affects all members, from the students to the teachers. The
incorporation of Neurodivergent teachers, along with other minorities, “encourage critical
redistribution of opportunities, value diversity, and allow for representation and

decision-making of marginalized groups of students” (Sarchet, 2023, p. 55).

Cat StEvens’ (2022) experience as an Autistic teacher enlightens aspects such as
empathy with marginalized groups, which serves as an opportunity to engage in empathetic
relationships with students and exposes the need for equal opportunities such as
accommodations, training, and preparation, which are needed by both teachers and the

students who may see in an Autistic teacher the opportunity to portray abilities and capacities.

The educational system still has flaws when it comes to including Autistic people. The
experiences of Autistic teachers that have undergone the difficulties of adapting to a system
that is still in a developmental stage (StEvens, 2022; Wood & Happé, 2023) can help shed
light in relation to providing understanding, support, and adjustments, which are evidenced in
"characteristics associated with autism that were neither recognized, valued, nor supported in
their workplace" (Wood & Happé, 2023, p. 53), or even "changing equipment, such as
computers, was found to be problematic, and anxiety could be particularly high around
significant changes, such as the arrival of a new Head teacher" (p. 55). It is also noted by
Wood and Happé (2023) that situations like difficult days and large crowds inside a small

space make days difficult, and even impossible to continue working for autistic teachers, thus
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resulting in mental health issues like anxiety and depression that makes the labor even more

difficult, with effects of fatigue and burnout.

Another important axis when talking about Autistic teachers is the constant pushback
of marginalized disabled teachers, and their needs for a change to stop the stigmatization of
being autistic and the social obligation of “passing” as neurotypical, given the fact that society
assigns a higher social value to being neurotypical, thus enabling the belief that there are
“normal” people that should be imitated (Baird, 2020). Teachers often separate their identities
from their working personas, being the breaking point disclosing or not their neurodivergence
to their co-workers and students (Wood & Happé, 2023), and breaking with the established
paradigms of neurotypical normative. It is a situation of either submitting to passing or

defying the way the system works.

The motive behind self-presentation is often the possible gains, whether material or
otherwise, through the positioning of oneself in a manner that promotes a particular social
station; to pass as normal and to reject the attributes of the self that may be deemed as
“abnormal” by society (Baird, 2020). Baird’s study highlights that being “abnormal” results in
losing social status, for example, but passing or masking results in burnout or exhaustion,
which implies either exhaustion or losing social acceptance through the disclosure of their

identities as possible options.

3. Professional Experience

3.1. Professional insertion of novice teachers.

The professional insertion of novice teachers into the labor life is key for the future of
teachers who are beginning their professional life. During this period, considered to happen
within the first five years (Menghini & Negrin, 2015; Marcelo Garcia, 2009), teachers
experience a strong “reality shock™ (as specifically denominated by Veenman, 1984) as they
are expected to cope with a series of situations and the necessity of learning how to solve
them, as they do not always respond to the strategies they had acquired (Menghini & Negrin,
2015; Wideen, et al., 1998). These situations are potentially conflictive and require teachers to

develop different competences and social skills, implement new methodologies and didactical
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strategies, learn how to deal with parents, coordinate work with their colleagues, and teach

their subject (Rodriguez, 2007).

In the same way, this period is recognized as a period of socialization (Marcelo Garcia,
2009). This process is understood as the moment where “an individual acquires the social
knowledge and skills necessary to assume an organizational role” (Van Maanen & Schein,
1977). According to Ayala (2014), “the school culture keeps certain dynamics that make the
socialization difficult for novice teachers in the school field” (p. 120) as they must perform in
the same way as experienced teachers. In addition, novice teachers “deal with a bigger
supervision from the authorities, earn less wage than their colleagues, are prone to less
stability in terms of working conditions, and, moreover, without the necessary support to

confront this phase” (p. 120).

The effects of this lack of accompaniment can be seen on the desertion numbers,
understanding desertion as the attrition or abandonment of the educational field career (Gaete,
et al., 2017). A study made by Valenzuela and Sevilla (2013), revealed a 23% desertion rate of
teachers who graduated in 2004 at their second year of employment and a 40% had followed
by their fifth year (p. 11). A study to the current situation referring teacher desertion in Chile,
performed by Elige Educar (2021), shows a deficit of 13,630 ideal teachers (term used to refer
to graduated teachers working in their subject) to 2020 (p. 10) and a projection of 26,273 for
2025, leaving all subjects with a lack of ideal teachers (p.12).

Along with efforts to keep teachers in the profession, which have been primarily
focused on financial incentives through various initiatives, such as the Education Quality and
Equity Law, the New Teaching Career Bill, and Teacher Evaluations (Flores, et al., 2014),
Chile also now has the Induction and Mentorship System by the Centro de Perfeccionamiento,
Experimentacion e Investigaciones Pedagogicas (CPEIP), which is for newly graduated
teachers on their first 10 months of work, and facilitates a crucial link between academic
training and the realities of the teaching profession, particularly addressing the uncertainties
that new teachers face when their professional expectations clash with reality (CPEIP, 2020).
By integrating mentorship, where experienced teachers guide novices, the system fosters a
learning environment that emphasizes collaboration and practical skill development (CPEIP,

2019). Furthermore, it supports new teachers' integration into educational communities,
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benefiting schools by improving their induction processes with full funding from the Ministry
of Education (CPEIP, 2020). However, this program has no special consideration for
neurodivergent or disabled teachers, who can experience specific difficulties when joining the

labor force in schools.

3.2. Workplace integration of neurodivergent individuals.

In recent years, the discourse surrounding neurodiversity in the workplace has gained
significant momentum, with worldwide renowned companies starting initiatives for the
neurodiverse to be included in their workforce in order to benefit from their unique skills and
abilities due to them being up to 30% more productive in some areas, contrary to beliefs born
after decades of prejudice (Ellerbeck, 2023). This advance unveils a rich tapestry of
experiences and challenges faced by neurodivergent individuals, to which, in the educational

area, this investigation aims to help document.

There are important societal/guvernamental barriers to workplace integration of
neurodivergent individuals that could be highlighted. For example, there are inadequate
government’s initiatives towards neurodivergent people’s job access, which are
under-resourced and inconsistent (among other characteristics) (WAC, 2018). Also, there are
barriers imposed by the workplace onto neurodivergent people, placing the responsibility of
adaptation in the individual, rather than within the systematic barriers offered by the

workplace (WAC, 2018).

Neurodivergent individuals often face sensory difficulties and overload (Weber, et al.,
2022) which results in the need for workplace adjustments. It is suggested by Scott & Gibson
(2023) that institutions could help their neurodivergent educators with auditory processing
difficulties through systems such as captioning or note-taking devices, or even through

assistive technology as it is text-to-speech software (p. 38).

These accommodations are an example of societal advances made under the Social
Model of Disability (SMD), which, contrary to the Medical Model of Disability, sees the
differences with neurotypicals as the reason individuals gain the disability characteristic and
can, through a medical treatment, fix them (see 2.1 for more information about SMD). The

SMD is partially responsible for the inclusive perspective that results in better job

36



opportunities for neurodivergent individuals, as it made society think of ways of integrating
neurodivergent people to normal education (see 2.2 for examples in the Chilean context) and

jobs.

Nevertheless, its critiques must be taken into consideration when thinking about
workplace integration, specially the necessity of tailored approaches for different workers,
which could result in the benefits mentioned above. Conversely, it could result in a negative
response by the company as noted by Biggs et al. (2010) when neurotypical workers were
faced with colleagues with mental health issues that required them to do extra supervision and
help them with instructions and social interactions, all quests that can be related to

accommodations needed for neurodivergent individuals.

Furthermore, in regards to the workplace, “there is little awareness or understanding
among employers and managers about the nature of neurodivergence and its overlapping
nature” (Westminster AchieveAbility Commission [WAC], 2018, p. 6). A solution for this,
given by Brinzea (2019) and the Chartered Institute of Personnel and Development (CIPD)
(2018), could be increasing awareness of neurodivergence in order to avoid situations where a
neurodivergent individual is judged by neurotypical standards, overlooking the strengths that

can help them shine in their position.

Clear task communication is also an important accommodation to suggest, as Brinzea
(2019), CIPD (2018), and Morgan (2018) mention, which can make big changes in the
recruitment phase as well as in day to day experiences: providing clear and specific
expectations on the task that needs attention, helping the neurodivergent person explicit the
way in which they can fulfill that role with their skills, and also by being clear with the
instructions as well as providing them in the correct format for the worker and not in a rush
(handing them by writing, mnemonics, flash cards, for example). These accommodations can

reduce anxiety, confusion, and stress (CIPD, 2018, p. 30).

Common elements such as bright lights, noise, and air conditioning affect the
development of the activities of academics with autism, specially those with sensory
sensitivities that, although they could be resolved with minimal effort on the part of the

institutions, have led some academics to feel “frustration with the status quo, [and] others
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seemed resigned to working in inappropriate conditions” (Jones, 2023, p. 828) as their
accommodational needs are not met. Another barrier they face are the unspoken social
requirements for a job, as face-to-face interviews can result in a disadvantageous situations for
autistic people due to difficulties with maintaining eye contact or the possibility of them
oversharing (Morgan, 2018; Brinzea, 2019). Nevertheless, it is important to remember that,
just as mentioned before, “No two autistic people are the same and adaptations should be

tailored to the individual” (University of BATH, 2024).

3.3. Autistic teachers’ job placement.

It has been noticed that there is a gap in the literature when it comes to job placement
for novice autistic teachers. We were not able to find literature surrounding the topic of novice
neurodivergent teachers through resources available to us. In this subsection, we will present
some analyses found in previous research that might give clues regarding autistic teachers’

experiences as education workers.

Lawrence (2019) confirms that there is an ongoing issue with offering trainee autistic
teachers the security to disclose their condition without the backlash of discrimination (p. 52).
The author raises the question towards the lack of focus on the needs or attitudes of teachers
who are autistic, while the attention on students with this condition seems to present extensive
interest and has been described in worldwide literature. Through an unstructured, in-depth,
personal interview, Lawrence seeks to report the case of an autistic trainee teacher and his
experiences throughout his process of becoming a teacher under his circumstances, yet
highlighting that the interviewee’s comments and perceptions remain what they are: personal.
Nevertheless, the findings “allow [to conclude] that autism is not automatically ‘other’, but
rather that it may be present in any members of the classroom community — teachers, parents,
support staff and pupils” (p. 57). The same fear of disclosure can be applied to teachers that
have been facing the profession (StEvens, 2022; Baird, 2020).

No more information or literature about workplace insertion of novice autistic teachers
was found in the process of this investigation. This dissertation proposes the topic of
workplace insertion for novice autistic teachers for a future and further investigation, as it

could help clear and identify the systematic difficulties that new autistic teachers face, as well
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as the appropriate accompaniment to face them as a community and as individuals in order to

develop inclusion in educational communities.

4. Gender

4.1. The concept of gender.

According to the Canadian Institutes of Health Research [CTHR] (2023), gender refers
to “the socially constructed roles, behaviours, expressions and identities of girls, women, boys,
men, and gender diverse people” (para. 2). It goes beyond the conventional binary
classification of 'man' and 'woman,' embracing a broad range of gender identities (CIHR,
2023). It is important to contemplate gender as a social construct, a variable (WHO, n.d.), a
characteristic which can present more information about the individual at a certain point in
time, as its categories could change due to its nature being “culturally and historically specific,
internally contradictory, and amenable to change” (Hegarty et al., 2018, p. 59). Lindqvist et al.
(2020) review gender in different researches and analyses and how it could be operationalized
within complex definitions. It is important to point researchers’ habit of treating gender as a
binary option when it is a concept that can be performed in more than two (often mutually
exclusive) binary options (Godman, 2018). Four main facets for gender are suggested:
physiological/bodily aspects (sex, which in this society is most generally binary normed, thus
creating exclusion against intersex individuals), self-defined gender identity (the psychological
perception of being male or female, as well as the development of identity within the female
gender), legal gender (the one recognized under the law), and social gender (“the

characteristics of women, men, girls, and boys that are socially constructed” (WHO, n.d.)).

To understand the umbrella concept of ‘gender’, it is also important to elaborate, on the
one hand, on the term Transgender, referred to individuals whose gender does not correspond
to their self-defined gender identity. And, on the other hand, Cisgender, referred to individuals
whose assigned gender at birth and physical appearance corresponds to their self-defined
identity (Frohard-Dourlent, et al., 2016; van Anders, et al., 2014). An important difference
between these two is that being transgender addresses the experience of not fitting in with the
binary norms assigned to them, male and female, femininity and masculinity (Thanem, 2011),

while Cisgenderism (along with Cisnormativity, the idea of physical characteristics
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corresponding to one of the two binary divisions female/male) perpetuates the system
(Worthen, 2016). These assumptions suggest a prejudiced ideology that invalidates
individuals’ self-identified gender, based on the belief that physical appearance and bodily
attributes are connected to one’s gender identity (Ansara & Hegarty, 2014).

The historical understanding of gender has evolved significantly from early
conceptions, where gender roles were often strictly aligned with biological sex and embedded
in societal norms across various cultures. This traditional view began to be challenged during
the late 19th and early 20th centuries with the emergence of the first wave of feminism, which
focused primarily on legal issues such as women's suffrage (Harwin, 2015). Feminists of this
era questioned the inferior status assigned to women, advocating for equal rights and
opportunities. The momentum continued into the 1960s and 1980s with the second wave of
feminism, which broadened the debate to include a wider range of issues such as sexuality,
family, the workplace, and reproductive rights (Thornham, 2006). This period also marked the
birth of Gender Studies as an academic discipline (born from Women Studies), challenging the
binary view of gender and emphasizing its social construction, thereby laying the groundwork

for a more in-depth understanding of gender roles and identities.

The post-structuralistic posture (term used to refer to the questioning of the objectivity
and stability of structures) reaches sex itself. For this, it is important to introduce the term
Intersex, name for the condition of individuals who do not fall into the binary distinction of
female or male when considering their biological characteristics (Amnesty International,
2018). As Fausto-Sterling (2000) states, “they never questioned the fundamental assumption
that there are only two sexes, because their goal in studying intersexuals was to find out more
about ‘normal’ development” (p. 46) and focused on the majority/normality. Intersexuality is a
condition that can be shown in different numbers depending on the definition given to it.
According to Amnesty International (2018), it is present in 1.7% of births, similar to the
number of red-haired individuals’ births in the world. Nevertheless this number contains all
the chromosomal and genetic variations to the stereotypical female and male as well as
differences in internal organs or consequences of unusual exposure to growth/sex hormones
(interACT, 2021). The number goes down to 0.018% when the term is only applied to “those

conditions in which chromosomal sex is inconsistent with phenotypic sex, or in which the
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phenotype is not classifiable as either male or female” (Sax, 2002, p. 177). The latter is rarely
shared by intersex groupings (IHRA, 2019; interACT, 2021) as it does not include individuals
who, due to reasons other than their chromosomic variation or observable traits (phenotype) at

birth that do not fall into the binary female-male distinctions.

Post-structuralism, which in this context also translates into the need for a restructuring
of sociological domains to fully address gender complexities and not stay in the binary
classification system that can be essentialist and oversimplifying, is highly related to feminist
theories. Paramount to this perspective is Simone de Beauvoir’s famous quote “one is not born
a woman, one becomes a woman” (1956), where she states that it is no other than society who
decides the role of a woman. This idea is later supported by Butler (2006), who states gender
is understood as a product of society’s influences, differentiating it from sex which is a
biological feature. This is important to explore when considering this investigation’s
intersectional approach. Annandale & Clark (1996) help further explore this relationship with
their sociological research especialized in the context of healthcare. They underscore that
sexism in sociology goes beyond the mere inclusion of women, requiring a fundamental
restructuring of the discipline's various domains. This perspective aligns with the
understanding that patriarchal systems privilege the male body and its associated traits
(Johnson, 2004; Phillips & Phillips, 2009), often at the expense of a comprehensive
understanding of gender diversity and resulting in the previously mentioned structure of male

and female (Nguyen, 2008).

While many societies traditionally categorize gender into male and female, certain
cultures recognize genders outside the binary categories: in the Britannica Encyclopaedia
(2023), there are examples like the Hindu society featuring the Hijra, a nonbinary identity
recognized in India, with Hijras often assuming spiritual roles. In South Sulawesi, Indonesia,
the Bugis ethnic group recognizes three genders beyond male and female: Calalai, Calabai,
and Bissu, each with unique social and spiritual roles. In Mexico, the Indigenous Zapotec
people identify Muxes, who typically have male sexual characteristics but embrace feminine
identities. The Sakalava people of Madagascar recognize Sekrata, raised as girls despite

having male sexual characteristics and occupying distinct societal roles. Additionally, some
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Indigenous North American communities use the term Two-spirit for individuals believed to

embody both male and female spirits, playing key roles in their communities.

Jude George also sheds light on this in the Outright International website (2023)
continuing to exemplify with the Tongan culture, where fakaleitis, or leitis, form a community
with a range of gender expressions, often adopting feminine roles. Many in this community
are considered to embody a third gender, with identities that may include transgender and
other LGBTIQ+ identities, while some leitis do not align with these labels. Furthermore, in the
Indigenous Hawaiian and Tahitian cultures, mahiis represent individuals who integrate both
male and female spirits, historically taking on vital roles within their societies as caretakers,

healers, and custodians of sacred traditions.

It is of interest to notice that previous literature has found that autism and gender
dysphoria co-occur frequently (Van Der Miesen, et al., 2016). The concept of gender
dysphoria may have a negative connotation from sociocritical perspectives, as it has been used
in the past to pathologize legitimate questions from individuals in relation to gender norms and
roles, but in this case it is understood as non-binary ways of experiencing gender. These
results show this co-occurrence of gender diversity and autism, which should be further
explored in research in order to establish if there is a relationship between neurodiversity and

new conceptions of gender that do not rely on the gender binary.

As mentioned above, the development of identity is formed from diverse aspects that
together forge the idea of who one is and how one is different from others (Oyserman, 2001;
Fernandez, 2012; Vera & Valenzuela, 2012). According to Erikson (1968) various issues
related to personal development can initiate an identity crisis. Among the possible sources of
crisis, questionings related to religion, political ideologies, choice of vocation, as well as
gender-related questions such as gender roles, and even appropriate or accepted gender

behaviors within society can be found (Waterman, 1982).

As known, identity is something that is forged all along the path of life (Erikson, 1950,
1959, 1968, as cited in Hammack, 2015; Muss, 1996), this is why the first approaches to
identity commitments are the ones created within the family ties. In the words of Bussey

(2011), “Not only do parents contribute to their children learning about their gender, but they
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underscore its importance in the child’s life” (p. 611), whether in subtle ways, as choosing a
name in relation to gender or choosing the clothes that the child will wear during childhood, or

in more overt ways, as designating the gender roles that the child should follow.

Bandura (1986, as cited in Bussey, 2011; Bussey & Bandura, 1999) proposes three
models of social influence that are used as a guide in relation to identity: modeling, enactive
experience, and direct tuition. Modeling, which provides a close vision of gender roles, is used
by the people in the immediate surroundings of a child, who is receiving direct information,
from which certain behaviors are selected to be imitated. Enactive experience is the instance

where children learn about praises and sanctions related to gender, as explained by Bussey

(2011):
A girl learns, for example, that if she performs the same behavior as performed by
most girls, this typically meets with social approval and acceptance. However, if she
performs the same behavior that most boys perform, this typically meets with censure

and disapproval. (p. 617)

And finally, direct tuition refers to the reaffirmation of gender activities dictated by
parents, who are responsible for inculcating stereotypes or associations related to gender.
Thus, it can be appreciated how the sources of social influence are not only limited to parents
or family, but also include the role of peers and the media and their influence “to guide gender
identity development” (p. 618). In this way, in relation to gender-related associations, women
weigh the opinions of others when making decisions in their own life because they feel a
moral obligation to care and assume responsibility for others, so that “women have both

judged themselves and been judged” (Gilligan, 1982, p.70).

In consideration of the sources of social influence, children develop their identities in
conjunction with moments of behavioral reaffirmation through either approval or rejection,
while also being instructed on the “appropriateness of specific activities depending on their
gender” (Leaper, 2002, as cited in Bussey, 2011, p. 618). Thus, together with the acquisition
and reinforcement of the idea that certain activities are linked to a specific gender, the level of

anticipation of social outcomes is more likely to be influenced by their gender; on the contrary,
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those behaviors that are not in line with the expectations for each gender tend to be subject to
sanctions (Bussey, 2011, p. 613). Furthermore, once the ideas imposed and reinforced by the
surrounding are cemented in the behavior (Amo, 2022), people acquire a commitment to them,
which, according to their values, “provide the guidance for gender-related conduct” (Bussey,

2011, p. 613).

From the identity process that develops at an early age, Josselson (1973) further
elaborates on and expands Marcia's (1966) status theory, by providing a focus on “the internal
and developmental roots of identity formation in women” (Josselson, 1987, p. 33, as cited in
Collins, 2001). Thus, after developing three studies on women's identity and its links with
feminist currents, Josselson develops new categories regarding the four statuses developed by
Marcia. In this way, Josselson (1987, 1996, as cited in Collins, 2001) uses the following

concepts:

e Guardians (equivalent to foreclosure status), to refer to those women who maintain
strong ties with their fathers and who, therefore, maintain commitments that “are
primarily an extension of parental or childhood choices” (Josselson, 1996, as cited in

Collins, 2001, p.16).

e Pathmakers (equivalent to identity achievement status), to refer to those women who,
either through processes of questioning or development over time without the need for
conflict, come to establish commitments regarding their ideals and lifestyles (Collins,
2001). Pathmakers tend to distance their bond from their parents, since their ideals are

in their personal ideas rather than those that are passed from generation to generation.

e Scarchers (equivalent to moratorium status), to refer to those women who, through
active questioning, manage to detach themselves from family values, although with a
sense of guilt, in order to make their own decisions (Josselson, 1996, as cited in
Collins, 2001). This process of separation from parental ideals may lead women to rely

on the creation of other bonds to support them.

e Drifters (equivalent to diffusion status), to refer to those women who are unable to
make decisions despite being aware of all the options, which “often leads to a sense of

regret over missed opportunities” (Josselson, 1996, as cited in Collins, p. 18). These
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women often have an absence of parental identification and therefore forge their

identities outside of these ties with conflicts of internalization of experiences.

On the whole, by examining the studies of various authors in relation to the process of
identity development, it is possible to observe and take into consideration the elements, both
internal and external, that converge during the process of identity construction having as
influences the ideals or values of the individual, as well as the opinions and expectations that
imply living in society. In this way, Schuh et al. (2017) synthesize the path or process of

identity development in women:

What these models have in common is their emphasis on women's development from
accepting societal norms about being women, to experiencing crises that enable them
to question traditional roles, and eventually to growing toward a final truce between
societal gender expectations and the individual's desire to actively change the way

women are seen in society. (p. 280)

4.2. Visions of disabilities from a feminist perspective.

When exploring the experiences of female autistic teachers, it is crucial to consider the
intersection of gender and disability within a feminist framework. From a theoretical point of
view, disability is a social construct capable of classifying and differentiating individuals by
their positions, conditions, provisions, habitus, and discourses (Valenzuela, 2018). This
furthers the historically legitimized and accepted social order that individualizes, isolates and
judges experiences that differ from what is considered to be ‘normal’ (Morris, 1992). The
intersectionality lies in the dichotomy of oppressed/oppressor within a “value-system which
distrusts and devalues dependence on other people and vulnerability in general” (Wendell,
1997), where men and able-bodied people seem to be the goal. Disabled women fall in the

middle in an otherness, “faceless” even inside feminism (Tremain, 2013).

With this, it is important to mention the named “Social Field,” which, according to
Bourdieu, “contains differential powers that legitimize a socio-political order” (Tellez, 2002,

as cited in Valenzuela, 2018), stratified by ethnicity, social class, and age, for example. In this
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sense, disability can be understood as a social field, since while being “common to many
people (...), it defines the life experiences of a group of people" (Torres Davila, 2014, p. 30, as
cited in Valenzuela, 2018). This is how Biopower, according to Foucault (2009), installs a
discourse of normalization that intends to homogenize and condition the body from a
dichotomous perspective of normal/abnormal. Garland-Thomson (1997) refers to this same
dichotomy naming the not disabled as “normates”, meaning those who are “sheltered in the
neutral space of normalcy” (p.8) while disabled people become the display of otherness,
suffering from the effects of this dichotomy: exclusion, stigmatization, delegitimization as
humans because of their different bodies, among others. Dr. Hannah Simpson (2020) links this
dichotomy —in this case, posing as functioning/deficient bodies—, to the overlap between
feminism and disability studies in intersectional feminism, establishing the commonalities
between feminist thinking and disability and neurodiversity theory, as both question the
hierarchies and standards based around the body, “particularly the normalization of certain

bodies and minds and the pathologizing of others” (p. 81).

There exists an area in which people with different educational needs must acquire
certain practices and discourses to their lives in order to be part of the “social structure,” such
an area understood as multiple educational needs (Valenzuela, 2018). From the hegemonic
discourse that raises the aforementioned dichotomy, a Habitus is sedimented —Bourdieu’s
concept that states how individuals, unconsciously, absorb the social structures that affect their
schemes of perception and action (1992, p. 52)-, which, in the case of women with
disabilities, “patriarchal/neoliberal discourses underlie (which are) the product of stereotyped
roles in relation to the body” (p. 103). In addition, the idea of the ‘legitimate body’, which is
ascribed to gender roles and patriarchal/neoliberal stereotypes, is also proposed by Ferrante &
Ferreira (2011, p. 91, as cited in Valenzuela, 2018, p. 102). In this way, the multiple
oppressions of women with disabilities are expressed, “since their habitus has been devalued
in such a way that they cannot even be considered in the feminine roles stereotyped by the
neoliberal patriarchy.” This belief can be reinforced by Santos & Santos’ (2017) statement of
how this specific population is affected by infantilization or faced by disputes over the
advancement of disability rights and reproductive rights agendas as women with disabilities
are labeled as “unfit” to have or nurture children, because it was deemed as “complicated” (p.

308).
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There are ableist elements inside feminism, such as “engrained ideas of empowerment,
autonomy, and self-reliance as mainstays of the feminist agenda [that] can run directly counter
to intersectional disability/neurodiversity concerns” (Simpson, 2020, pp. 81-82). In that
aspect, feminism may perpetuate harmful and oppressive views about disabilities and
impairment (Knoll, 2012) that can lead to the dismissal, perhaps unconsciously, of people

whose bodies and minds function in alternative ways.

4.3 Visions of education from a feminist perspective.

According to Azcona et al. (2020), approximately a 68% of the population corresponds
to women teachers around the world. Despite this fact, the profession continues to be gendered
and women face struggles when trying to integrate into the various aspects of education, such
as senior and higher positions in the teaching workplace (O’Connor, 2019). Moreso, women
who are in ‘higher’ positions such as headteachers perceive themselves inside a competition
with men as “men had been promoted to management roles faster than them and in

disproportionate numbers” (Jones, 2017).

Marrero (2019) explains how women have had to fight for every space that involves
education. Still, this struggle is not recognized as an action that validates the integrity and
perseverance of women but is hidden in school textbooks to make way for a generally
masculinized education. To improve these gendered breaches in education, San Martin (2020)
states the need for an institutional update on gender issues, especially due to the fact that it is
in schools and high schools where many children and teenagers find someone to listen to
them; friendship and peer engagement help students to integrate within prosocial circles
(Wentzel, 2015). In this manner, students are formed in terms of their sexuality, their identity,
the way they make relationships, and meet the logic of power and hierarchy through

stereotypes, attitudes, prejudice and discrimination (Leaper & Brown, 2014).

Lerner (1986), in her book “The Creation of Patriarchy”, studies the historical ways in

which women were subordinated to a secondary role within Western society, and states that:
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Patriarchy is a historical system, that is, it has an origin in history. And if so, it can end
thanks to the historical process. If patriarchy were "natural," that is, based on

biological determinism, then to change it would mean to change nature (p. 6).

Patriarchy is, then, seen as the birth of the hierarchy between the feminine and the
masculine, with the subordination of the female under sexism. Sexism is present in society,
and school can be one of the perpetrators both directly and indirectly through teachers, peers,
parents and even the media consumed within school grounds (Leaper & Brown, 2014). It is in
education where women seek to be equal, a key to growth against the oppression of the

patriarchal society that upholds women’s right to independence (Joy & Vasanthan, 2022).

In particular, and according to the information of Departamento de Derechos
Intelectuales in Chile, it was in 1854, under the government of Manuel Montt, that educational
policies were focused on the creation of the Escuela Normal de Preceptoras. In addition, with
the enactment of the General Law of Primary Education in 1860, education was left to the
State for free and for both sexes (Departamento de Derechos Intelectuales, n.d). Unfortunately,
the education of girls and adolescents was mostly directed to their gender roles and tasks
"proper to their sex" (Departamento de Derechos Intelectuales, n. d.), focused on moral
education over academic development. The Chilean National Archive (n.d.) exhibits how
higher education for women was achieved in 1877 with the Amunategui decree, which
propelled the possibility for Matilde Throup -the first woman to become a lawyer-, Eloisa Diaz
and Ernestina Pérez, who became the first Chilean women to obtain a Bachelor's degree in

Philosophy and Humanities.

The rise of mixed education and the incorporation of females to the educational field
-either as students or as teachers- tried to leave behind the ‘subordinate’ roles of females in
society. In the words of Jaysawal and Saha (2023), “A woman‘s life is greatly improved when
she has an education by increasing her status in society and at home and also by increasing the
opportunity of financial self-sufficiency” (p. 244). Thus, education lends women the

opportunity to develop personally and academically in order to achieve independence.
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4.3.1. Comparison of teaching work experiences from a gender perspective.

The role of women as teachers has been recurrent throughout history, from teaching
inside their own homes to large school classrooms, even though women represent a significant
portion of educators their teaching experiences are often affected by gender dynamics that can
influence their roles, opportunities, and challenges. According to Gutiérrez (2010), women
teachers not only remain subject to the old social structures, but their possibilities of being and
doing as teachers are limited by a hegemonic worldview on education, which subjugates the
dream of an inclusive school and imposes a paper school, selective, simulated and centered on

merit, competition, and individualism.

Even so, education is subjected to the phenomenon of feminization. According to the
Cambridge Dictionary, feminization is defined as “a process in which more and more women
become involved in an activity where there are traditionally more men”. To comprehend the
process of feminization in education, it is important to know that in the late 18th and mid 19th
century in North America, white women’s position in education began to change as their
literacy was needed to provide moral and religious knowledge to their children (Boyle, 2004).

With the increasing literacy in women, they began their position as teachers.

By the middle of the 19th century, women began taking space as public school’s
teachers (Prentice, 1975). Women were cheap to hire, and their mothering role was considered
adequate to teach young children (Rahayani, 2010). Barquin & Melero (1994) expose that it is
possible that gendered characteristics such as passivity, kindness and nurturing nature
associated to women in their social and familial role are the reason as to why they chose and
were able to emigrate to professions such as teaching, where their ‘caring’ position is needed.
The process of feminization in education could be associated with the phenomenon of men
seeking higher incomes and higher positions, distancing themselves from pedagogy unless it is
to pursue superior positions in schools such as principal or school manager (Santana &

Molina, 2023).

On the other hand, according to Bailey (1996), the only feminization experienced by
the educational system is the quantity of female teachers teaching in schools, while the values
and nature of education continues being male-oriented as males are more often in positions of

power where they determine the curriculum of education.
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Gender stereotypes marked the degree of women's involvement in society, as their role
was often reduced to that of mother or wife, imposing gender roles in different aspects of their
lives. According to Delgado (2008), the feminine role is assigned to women, exclusively for
the private, involving the domestic and familiar side, since this is a more accurate approach for
women, where they can present a better performance in the care and attention to others,

reproduction and affection, and the unpaid and invisible domestic work (p. 117).

Even when the imposed gender norms assigned to women the pedagogical role, due to
the "motherly" side, women were still excluded from the basis of education, based on the
belief that women are more suited for the private sphere and its associated responsibilities,
historically there has been a deliberate effort to restrict women's access to work, education,

science, and positions of power and decision-making (Delgado, 2008).

Women are often seen as multitaskers, and it is attributed to them both at work and at
home as observed by Sari & Basarir (2016) “While women continue to assume their domestic
roles and start doing family works such as cooking, housework, dealing with children as soon
as they come home, men often relax in front of the television or computer” (p. 219).
Housework, teaching, and mothering are often the daily expectations of female teachers with a
family. Even so, said daily expectations are infused with negativity as “females lack authority
in regard to male pupils, have low career aspirations, are less involved in their jobs because
their main focuses are on housekeeping and raising their own children” (Aelterman, et al.,
2002). There is a dichotomy of identities, the woman, the mother, and the teacher as it is
difficult to sustain both personal, private life and the working, teacher life quite as a “double

working day” (Walker, 2016).

Discrimination and harassment towards female teachers can be highlighted in different
areas. Griffin (1997) highlights that women in teaching roles often face challenges related to
systemic bias, marginalized professional status, and the pressure to fulfill multiple roles
silently. The congress of Gender Studies in North Mexico, as reported by Gutierrez and
Cervantes (2011), elaborates on the nuanced challenges faced by women teachers drawing
upon Bourdieu's (1998) theories. It posits that female educators are not only agents within the
educational system but also bearers of diverse habitus shaped by their unique socio-economic

and political positions. They engage in a continuous struggle for both material (e.g., equitable
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salaries) and symbolic (e.g., recognition of their professional endeavors) resources,
highlighting the systemic inequities that pervade the educational landscape. Griffin (1997)
refers to this as the “gendered experience” of teaching, adding teacher isolation and problems

in career advancing to these systemic inequities.

Still, these negative passings are not greatly explored in research. Grumet (1988) and
Llorens (1994) argue that it is because female teachers do not speak up about their
experiences: they either, as Grumet (1988) states, keep their teaching lives private because of
the inherent intertwine between their careers and personal lifes or, as Llorens (1994) mentions,
have no voice and do not even notice it because of them being females under the patriarchal
system that taught them to not complaint and be “good girls” (p. 9). The consequences of this
system ruling over education can be empirically seen in Keng (2020), with female instructors,
despite being younger and grading more leniently, receive lower student evaluation scores
compared to their male counterparts resulting in less opportunities to aim for tenure or STEM

faculty positions mainly due to imperfect information or stereotypes (Conclusion section, para.

).

The landscape for female teachers has been complex, their experiences (blemished by
instances of discrimination and harassment) underscore the systemic barriers that persist for
them in the educational sector. Moreover, existing literature shows that they also face bigger
health issues than their male counterparts (Ansah, et al., 2023), being, for example, at a higher
risk for several major cancers (Bernstein, et al., 2002) and long-term diseases (Scheuch, et al.,
2015). A health scenario that even calls for more future attention by researchers, like
Gunnarsdottir, et al., (2006) when researching the health and habits landscape of workers in
feminized careers and Brutting, et al., (2018) when investigating the health status of female

teachers while working or on long-term sick leaves.

4.4. Women’s mental health.

Health and mental health are basic human rights for all people. The World Health
Organization (2023) declares that “Everyone, whoever and wherever they are, has a right to
the highest attainable standard of mental health” (para. 2). Undoubtedly, women are entitled to

said right. However, according to Ussher (2010), “We are consistently told that women are
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more ‘mad’ than men” (p. 9), which infuses the topic of mental health with negative
connotations, demonizing women’s struggles. Further on, females are held with harmful
stereotypes, and “neurodivergent women also face the oppressions linked with being placed on
either side of the sane/insane dichotomy and stigmatization of ‘mentally ill” knowledge”
(Murphy, 2018, p. 38-39). Stigmatization could be one of the greatest factors as to why some

neurodivergent females will not access or accept their diagnosis.

Tania Woods (2012) exposes that, historically, women have been associated with
deviantness, and there was a phenomenon of associating women’s sexuality to their
psychological disorders. Particularly, hysteria or “wandering womb”, explains that “women
are more susceptible to irrationality and hysterical conditions” (p. 2) because the woman who
suffered it had a displaced womb. In addition, Carl Jung proposed (1915) “Electra complex”
as an outdated psychoanalytic term to describe a mother-daughter conflict for the attention of
the father. Therefore, with these perspectives at hand, women were subjected to stay at home
and be mothers, since their sexual organs were made to “bear children” and their brains were
“ill-suited to effort” (Fauvel, 2013) to protect them from this madness. And, of course,
penalties were imposed to those women who dared to contrarize these beliefs as “those who
were ‘deregulated’ risked passing on their abnormalities — a danger made greater by the fact

that ‘defects’ were most easily transmitted from mother to child in utero.” (idem. p. 9).

Nowadays, and taking ASC as an example, in comparison to males, females have a
much higher risk of not being diagnosed with ASC, often due to the mislabeling of their
difficulties (Lai, et al., 2011; Lai & Baron-Cohen, 2015; Bargiela, et al., 2016) and, even when
diagnosed, women tend to receive their diagnosis and consequent support in their adulthood
(Giarelli, et al., 2010). In addition, females need to show greater cognitive and behavioral
difficulties than their male counterparts in order to meet the ASC criteria showing a persistent
gender bias in diagnosis that has serious consequences for their health and wellbeing

(Bargiela, et al., 2016).

4.5. Autism and women.

In contrast to autistic men, autistic girls and women exhibit stronger levels of social

motivation and greater capacities to establish friendships (Head, et al., 2014; Sedgewick, et al.,
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2021). The ratio of females versus men who have received a diagnosis is 1:4 respectively
(Loomes, et al., 2017). Due to these capacities, ASC in women is often mistaken with
behaviors assigned as characteristics of womanhood and “femininity”. Professor Amanda
Kirby (2021) proposes that a late or misdiagnosis is also related to the lack of professional
awareness, and the “understanding and knowledge of female presentations and traits

associated with Neurodivergent conditions” (p. 6).

It has been proposed that a crucial characteristic of female Autism is the ability to
‘camouflage’ social difficulties (Holliday Willey, 2014; Allely, 2018) or ‘put on a mask’ or
‘masking’, (Baldwin & Costley, 2016; Cridland, et al., 2014; Bargiela, et al., 2016): “Females
may be more likely to mask their traits to fit in more within society and gain a greater
understanding and acceptance from their peers due to a perceived dissociation between their
gender and diagnosis” (Brickhill, et al., 2023). Females may have acquired a more developed
sense of awareness and cognitive abilities related to self-understanding in social contexts.
Lombardo et al. (2007) suggest a link between self-referential and social-cognitive traits
which counterpoles with the fact that questionnaires for ASC diagnosis are validated mostly in
autistic males, which “might not be sensitive enough to pick up features that are only present
in autistic females” (Bargiela, 2019). Attwood and Grandin (2006) found that girls can be
quite effective at providing themselves with “a superficial social competence” (p. 4) by
imitating and modeling the mannerisms, voice, and personality of individuals who are socially
skilled. Gendered expectations mistake autistic traits in women (shyness or passivity, for

example) for gender-associated traits.

Regarding socialization, “Engagement in same-gender friendships and attending to
same-gender modeling could serve to strengthen conversational or empathizing abilities
among females with ASD” (Kreiser & White, 2014). However, they often feel confused about
defining a friend and not knowing how to navigate the nuances of friendly interactions
(Bargiela, et al., 2016). Furthermore, according to the study made by Bargiela et al. (2016),
their desire to be accepted and fear of conflict can make them vulnerable to manipulation or
abuse as this perceived passivity, linked to their ASC, often results in these women being in
relationships where they are not treated as equals and where their needs and boundaries are not

respected, meaning that even with such criteria (social motivation, establishing friendships)
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the understanding of socialization continues to be an inner and major struggle. Besides, they
may not readily identify red flags in relationships or social interactions -such as workplace

interactions-, leading to situations in which they are taken advantage of inside social circles.

Following the same study, the constant vigilance and effort that autistic women exert to
maintain their masking facade can lead to significant mental and emotional exhaustion. Thus,
it is necessary to understand the female autism phenotype and its implications, primarily
focusing on the late diagnosis of autism in women. The study, based on qualitative data, aims
to inform the development of measures, address the challenges faced by autistic women, and
recommend ways to improve recognition and inclusion. Autistic women expend a significant
amount of mental and emotional energy monitoring their actions, analyzing social situations,
and adjusting their responses accordingly as they are applying “observational learning of how
to act in a social setting and by adopting social roles and following social script” (Lai, et al.,
2011). This information can be valuable for an academic investigation into the labor

development of autistic teachers in Chile.

This ongoing state of heightened alertness and performance can lead to chronic fatigue,
stress, and even burnout. More fundamentally, masking can lead to a profound loss of identity
and self-esteem. When autistic women continually disguise their true selves, they may start to
lose touch with who they are, what they genuinely feel, and what they truly enjoy or need.
This loss of self can manifest as confusion about their personal identity, feelings of being fake

or inauthentic, and a disconnection from their own emotions and preferences (Bargiela, et al.,

2016).

Autistic women face the same societal struggle as their neurotypical counterparts, but
the search for validation and the need to please others influence deeply into their own
identities. With this, it is important to note that “Women on the AS [Autistic Spectrum] may
require extra practical and emotional support during transitional times in their life, such as
relationships, motherhood and employment” (Seers & Hogg, 2021). Thus, the need for further
exploration on autism in women may increase the strength in the support provided for women

in all stages of life, closing the gap between females and males diagnosed with ASC.
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CHAPTER 3:
Methodology

In this section, the methodology used to document and analyze the working experience
of autistic female teachers in Chile is detailed. Aspects related to the paradigm, to which this
research ascribes, will be discussed while describing its design, methods, and analysis. Also,
descriptions of the participants will be presented, with the intention of understanding from

where information was produced.

3.1. Research Design

The type of investigation presented is an exploratory investigation. Exploratory
investigations develop when there is limited or unexplored data behind the literature. (Dankhe,
1986) This is in concordance with the limited research on Autistic teachers and, significantly,

Autistic female teachers’ experiences in the educational system.

On the other hand, this investigation is cross-sectional as “the investigator measures
the outcome and the exposures in the study participants at the same time” (Setia, 2016),
meaning that the study is done in a single moment without influencing variables. And lastly, it

is defined as a non-experimental study.

3.2. Research Paradigm

The research paradigm is understood as the framework or guide that defines a model,
based on assumptions, beliefs, and/or values, to be followed throughout an investigation, in
which it employs principles, methods, and procedures followed to gather information, analyze

data, and draw conclusions.

A paradigm is a set of assumptions and perceptual orientations shared by members of a
research community. Paradigms determine how members of research communities
view both the phenomena their particular community studies and the research methods

that should be employed to study those phenomena. (Given, 2008, p. 591)
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This study is inscribed in the qualitative paradigm. According to Creswell (2008),
“qualitative research is a means for exploring and understanding the meaning individuals or
groups ascribe to a social or human problem” (p. 22), which involves questions and
procedures that provide information regarding the participant (and often his or her
environment), and that the analysis of this information may be subject to the interpretation of

the researchers.

Following the above-mentioned, the researchers of this study are focused on the
personal experiences, emotions, perceptions, and life experiences of autistic female teachers.
These experiences are fundamental to exploring the intersection of disabilities, gender, and
education, and how this intersection is at play in educational settings. However, it is important
to disclaim that this study cannot define the reality of its participants as a general rule, so the
analysis of these experiences will be carried out from an interpretative perspective where the
researchers’ subjectivity fulfills the role of articulating the themes discussed by the

participants.

3.3. Research Methodology

The research methodology for this investigation is qualitative research with a narrative
approach. “Qualitative research is intended to approach the world ‘out there’ (...) and to
understand, describe and sometimes explain social phenomena ‘from the inside’” (Kvale,
2007). This means that to understand a research issue, it is necessary to explore deep into
experiences and context, which leads to further analysis and survey of a subject's response. To
explore and comprehend a female autistic teacher’s point of view of the educational system, it
is necessary to expand on their narratives and go further with their perceptions and

impressions.

Considering the impact and relevance of this study, the research was carried out with a
narrative approach, as “The researcher needs to collect extensive information about the
participant, and needs to have a clear understanding of the context of the individual’s life”
(Creswell, 2013). The given information and the narrated experiences of the teachers were
used to comprehend the phenomenon studied here beyond the pre-existent literature and

regulations on inclusion that revolve around children rather than including adults and
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workspace, and the necessities that come with adulthood being a neurodivergent person in

educational settings.

3.4. Participants

For this study, the participants selected were women with a degree in pedagogy who
either were or are still teaching in an educational establishment, with a diagnosis or suspected
diagnosis of ASD, and who were in agreement to answer an in-depth interview regarding their

experiences with Autism.

The research team wanted to learn about the experiences of these teachers in various
areas of their lives, mainly in their work environment, so they focused on the perceptions,

emotions, and interactions with others that these teachers have faced.

We will briefly describe the participants, delving into their differences and similarities.
In the Results section there will be an in-detail description of their characteristics and realities,
as they are relevant to this analysis. To preserve the anonymity of the participants, they will be

called by the pseudonyms Melissa, Mariana, and Paulina.

Melissa: She is a special educator, with 10 years of experience working in education;
also participating in co-teaching practices. This teacher is involved in autism activism.

She was diagnosed at the age of 37.

Mariana: She has a degree in Arts, and she is preparing herself in the pedagogical
area; she has been working in education for 3 years, and she has developed workshops

focused on Art. She was diagnosed as an autistic person in her early thirties.

Paulina: She is an English teacher, with 6 months of experience working in education;
currently she is not working as a teacher. She is still waiting for a professional

diagnosis.

3.5. Data Collection

In order to carry out this investigation, participants were called to sign up voluntarily
through open calls via social media. A digital poster was used to inform prospective

participants of the study's objective. This poster included a link to a survey on Google Forms,
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which was created with a short and quick questionnaire to collect some information about
prospective participants, such as their ages, time as teachers, their access (or lack of) to an
official diagnosis for their condition, and an E-Mail address to which the team could establish

communication with them.

The research team contacted everyone who filled out the survey, but ultimately only 4
people replied and consented to participate in the study. Narrative interviews were used as data
collection instruments. These interviews were designed as a set of open-ended questions for an
in-depth interview with each participant, answered orally through online meetings following
the disposition of each participant. Three of the participants have been characterized in the
previous subsection, while the fourth person participated in the pilot interview carried out as a
first interview. This person was chosen as a subject for the pilot interview instead of the study
because she was a preservice teacher, with little teaching experience, at the time of

recruitment.

3.5.1. Instrument: In-depth interview.

The instrument designed by the research group originally consisted of a set of 35
questions divided into seven different sections that comprehended from the teacher’s
information (such as age, working years as a teacher, diagnosis or lack of diagnosis) to their
experience with ASC and their surroundings. Following up, redundant questions were omitted,
and non-documented questions emerged in the process to fathom the teachers’ experiences and

gather more profound pieces of information.

The modality of the interviews was online, as it could accommodate the teachers’
necessities and schedules, as well as the research team’s University and practice schedule. The
interview document is included in Appendix 1. Each interview lasted an interval of 45 minutes
to 2 hours, and the interviews were carried out via Meet, in order to accommodate the
teacher’s circumstances and schedules. Each interview was coordinated via E-mail, as the

participants provided their e-mail addresses for further communication.

During the application of the interviews of teachers Melissa and Mariana, technical
difficulties occurred; halfway through the interview with teacher Melissa, the recording

stopped for 10 minutes and then continued until the end of the interview. Four questions were
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missing due to that, so the researcher team decided to send an e-mail to Teacher Melissa with
these questions for her to answer via e-mail. In the case of teacher Mariana, she was not in
Chile during the interview, so there was a 4-hour time difference between the researchers and
her; she was still willing to answer even though it was nighttime at her location and she was a
bit sleepy, therefore the interviewers decided to cut the interview short so she could rest, and
the same method of sending the 10 missing questions via e-mail was applied so she could

answer them at a more convenient time for her.

3.6. Data Analysis

In this section, there will be an in-depth description of the process of analyzing the data
acquired in order to express, ultimately, the results of this thesis. After obtaining the
interviews, the transcription process began. A document was created for each interview in
which the teachers were identified numerically according to the order in which the interviews
were recorded. In terms of the transcriptions, these initially sought to maintain the message of
the participants as integral as possible; nonetheless, later in the process, the transcriptions
focused on maintaining the central message of each response, so filler words were omitted. In
addition, during the transcription process, some common experiences were noted and

recorded.

Subsequently, the coding process (Butina, 2015) began, where experiences relevant to
the study were selected and entered into emerging categories (Hernandez, et al., 2010). The
selected and categorized segments were recorded in a new document where they were
constantly being compared and analyzed (Hernandez, et al., 2010; Butina, 2015) by the
researchers. During the coding process, the interpretation process also took place, and it is in
these processes that the teachers obtained identifications with fictitious names in order to
maintain the humanity in their narratives and so that, at the same time, they could identify

their opinions within the research in the future.

Finally, the categories and segments were analyzed to find common themes which will
be exposed in the results. It is relevant to understand the rationale behind the themes that
emerged while studying, conceptualizing, and codifying the data from the interviews. These

emerging themes or categories were elaborated based on the information that denoted more
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prominence in the interviewees' narratives and were related to aspects such as their identity,

connection with the condition, and relationship with the educational community.

There were three main themes or categories generated from the information produced

in the interviews: Identity, Validation and acceptance, and Gender. Each of these categories is

comprised of a set of subcategories, that were conceptualized after reviewing the interviewees’

discourse. Table N° 1 provides explanations for each subcategory and an example taken from

the interviews’ transcripts. There was no hierarchical relationship between the main

categories, nor among the subcategories determined for each category.

Table N° 1

Thematic Categorization, Sub-Themes Classification, Respective Meanings, and Examples.

Category  Sub- Meaning units Examples
categories

Identity Seeking Seeking autism knowledge is “We had some training in the
autism understood as the pursuit of a school, first year on autism, on the
knowledge broader understanding of the integration project and I started to

condition and its characteristics in
order to gain insights and a deeper
level of knowledge.

see these patterns that
characterized boys and girls, or
children too, within the autism
spectrum. (...) And then I started to
investigate, I started to go to
lectures, 1 started to look for
information. There is an academic
from Peru, Ernesto Reafio, who
speaks from the (...) New
Paradigm of Neurodiversity, which
contradicts the paradigm of
ableism.”

Self-awareness
within the
condition

Self-awareness within the condition
1s understood as the person’s level or
depth of consciousness about their
own condition, which gives them the
capability to recognize when the

“Within the patterns I have is that [
process information in a
completely different way, I arrive
at results in an alternative way, and
I can think of many things
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condition influences their behavior
in a specific context.

simultaneously. It is also very
difficult for me to keep my eyes on
people, 1 force myself to do so,
and it is also difficult for me (...) to
speak in public”.

Stereotype of
the condition

Stereotype of the condition is
understood as the prejudices and
judgments neuro-typical
people about the person’s condition.

from

«When I have discussed this with
some people who are not up to
date with the new paradigm of
neurodiversity, they tell me: “You
are too functional to be autistic”,
“there is an over diagnosis now”,
“everyone is autistic because it is
fashionable”, “we are all a little
autistic”’. Those who don't know
me tell me: "you don't look
autistic".»

Validation
and
Acceptance

Sense of
belonging

Sense of belonging is understood as
how the teachers relate to and
empathize with other women and the
condition(s) of other people and/or
act accordingly.

«With the neurodivergent people
I'm interacting with now, they see
it as: “Ah, the same thing
happened to me”, “Ah, this is
completely normal”, “Yeah, it
happened to me too”. So, I can feel
more identified.»

Realization

Realization is understood as the
moment in which the person became
aware or knowledgeable about their
condition, at a sensation or feeling
level.

“I came to the diagnosis because,
in the 3 years that I taught classes,
I saw myself reflected in my
students, especially in those who
were more withdrawn (...) and I
decided to look for a professional
who could do that exam for me.”

Confirmation

Confirmation is understood as the
moment in which the person became
aware or knowledgeable about her
condition, at a clinical level,
especially when the person knew
about the diagnosis.

“I think the diagnosis was
important to accept that I was not
crazy, that [ had different
characteristics, that I processed
information differently and that
acceptance with  the

diagnosis.”

came

61



Struggling
while
socializing

Struggling while socializing is
understood as the
socio-psychological barriers present
at the moment of interacting with
other people and how these
moments impact, influence, or shape
an individual's worldview, values,
behavior, and future interactions.

“I have always had a hard time
with social interactions. It happens
to me that I don't know when to
stop talking, or I interrupt people,
or I try to get into a conversation, I
interrupt and I don't know when is
the right time to talk or, well, to
bring up a topic, or sometimes I
say something and people don’t
listen, and that frustrates me.”

Learning
socialization
rules

Learning socialization rules is
understood as the process in which
the person acquires, whether
consciously or unconsciously, hints
about how neurotypical people

interact with each other.

“I try to understand patterns and
the way [people] move, proxemics
[unintelligible] and kinesics. I try
to do it, I try to decipher them
through paralanguage, but it is still
complex.”

Masking

Masking is understood as the
process in which the person
assimilates or attenuates

autism-related  characteristics  to
adapt to environmental norms and
expectations.

“It is also very difficult for me to
keep my eyes on people, I force
myself to do so, and (...), even
though I have been taking classes,
it is very difficult for me to speak
in public, but I try to get into a
character, like putting on a mask
over myself.”

Feeling or
being judged
by others

Feeling or being judged by others is
understood as both the sensations or
moments in which the teacher senses
and experiences some type of
judgment or, even, discrimination
against  their condition and/or
gender.

«[Social interactions] are very
difficult because one is very literal.
(...) You notice things that no one
else notices and you notice that.
(...) And when I try to discuss it
with someone else, it doesn't seem
like: “Oh, how strange”, “oh, how
peculiar”, “oh, how interesting”...
oh, it's horrible. I mean, it's not
that it's horrible, what's horrible
for me is that the first look that
other people give you is like:
"What are you talking about?"
Then it's like: “Ah, I said
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something inappropriate.”»

Struggling
while adapting
to the school

Struggling while adapting to the
school is understood as the work or
effort it takes for the teachers to
adapt to the work environment while
facing different obstacles related to
interpersonal  and  professional
aspects.

“Students can make your life very
difficult no matter how
well-intentioned you are, no matter
how many tools you have learned
about emotional intelligence and
adolescent development, but when
you are there in the classroom you
enter a dimension where you can
never let your guard down and it is
very exhausting.”

Lack of
(internal and
external)
adaptation at
work

Lack of adaptation at work is
understood as the insufficiency in
adjustments or modifications from
the person’s side towards the school
environment and vice versa.

“When I was doing my practicum,
there was almost a teacher's
council in which it was a problem
that I called the students cabres, in
the sense that it was inclusive
language, and also because I didn't
call them students, like OK, OK, I
mean [ understand but...”

Gender

Late diagnosis
in women

Late diagnosis in women is
understood as the phenomenon of
women being
under-diagnosed

impacts their development, social
interactions, and self-understanding.

commonly
and how this

“Boys do not have to mask, which
is why it is becoming quite
common for us to be diagnosed
late at around the age of 30. There
is also a stigma from previous
generations. [ think that if I had
been diagnosed as a child it would
have been fatal and extremely
stigmatizing, from treating me
differently or making my parents
feel ashamed, perhaps my
development would have been
completely different.”

Gender gap

Gender gap is understood as the
differences in experiences lived by
women in contrast to the gendered
experiences of men.

«When I make an intervention in
the teachers' council, and it is
relevant, but a male teacher
replies, they seem to say: "Yes,
you're right." (...) About three
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times repeating the same thing, but
a man had to come, regardless of
whether it was professional or
extracurricular, he had to come and
validate what I was saying. And
it's frustrating.»

Source: Own creation based on interviews.
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CHAPTER 4:
Results and Analysis
The findings of this investigation are presented and elaborated in three distinct sections
that account for each of the main categories generated based on the data. The first section
explores the teachers’ relationship with their condition and how it reshapes their understanding
of themselves in society. The second section delves into the nuances, challenges, and
opportunities of understanding and knowing themselves within autism while developing
professionally. Lastly, the third section proposes a gender perspective to further problematize

their experiences.

1. Identity

As discussed in the theoretical framework, identity comprises two main notions: (1) it
is understood as a process, so, as such, it develops throughout life and implies a cycle of
constant change, and (2) it is a process influenced by individual and collective factors —such as

socially accepted structures and stereotypes that derive from such structures.

In addition to the above, this section expands on the consideration of elements
influencing identity formation that are both inner and outer of the individuality, in this case, of
female teachers. The study of the data led to considering the presence of an internal perception
and an external perception of identity. On the one hand, internal or inner perception refers to
the teachers’ subjective and conscious awareness regarding the relationship with their
condition and gender, taking into consideration their experiences and internal processes and
how these have shaped their understanding and perception of themselves. This type of
perception makes the person reflect on and be mindful of her cognitive, emotional, and
psychological processes. On the other hand, outer perception refers to the school community’s
judgments regarding the teachers’ condition and gender that are perceived by the individual. In
other words, it denotes how the actions of external people affect the internal perception of the
person. This concept is crucial in understanding the experiences of autistic teachers as it
affects how they relate to their students, colleagues, and the educational system at large, as

well as how they are perceived and treated by their community and workplace.
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From this category, the following sub-categories emerge, which are essential for the
process of identity construction and development. These sub-categories refer to a sense of
search or self-knowledge. This search process is nourished or informed by theoretical sources,
sources of personal exploration, and, in addition, by sources from the outside world.
Furthermore, it is important to note that this same conceptualization process is repeated in the

following categories, such as Validation and Acceptance and Gender.

1.1. Seeking autism knowledge.

A first thought-provoking element that appeared in the interviews is that the teachers
who had already received their diagnosis managed a certain level of knowledge about the
literature on autism. They demonstrated a broad basis of understanding, for example, not only
by supporting some of their ideas with authors but also by recommending literature or videos
to the investigators. In that sense, the sub-category “Seeking autism knowledge” emerged,
which alludes to a continuous pursuit of a broader understanding regarding the condition and

its characteristics in order to gain insights and a deeper level of knowledge.

To illustrate, the present quote is given within the context in which the teacher Melissa
overheard a conversation between an educator and an education assistant, who were talking
about a student who was referred to a neurology specialist. During this process, she highlights
that the educators ignored a possible autistic diagnosis since the student did not show the most
recurrent signs of the condition, so the teacher tries to break down stereotypes present in
society, since she being herself autistic and having studied about the subject could better
describe or know the characteristics of the spectrum. That is why Melissa expresses feeling

that other people do not pay attention to her and devalue her knowledge on the subject:

I have even read papers in English about autism and diagnosis in the female area, so
you know that: “the gene in men translates into autism and in women into anxiety”,
(...) So I kind of try to educate the rest and they see it as (...) if [ were evangelizing. It

is awful.

On the other hand, during her interview, Mariana suggested, on several occasions,

different types of studies, research, and even authors, with which, in addition, she
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demonstrated a level of reflection around that same information. This is reflected in the

following quote:

Well, this man, Ernesto Reafio -I suggest you look for him, because he has a lot of
studies and papers on autism- he talks about a new paradigm of neurodiversity, which
is what is being discussed now, which is treating autism as a condition, not as a
disorder, although medically it is still treated as a neurological disorder, because the
brain, well, turns on different lights than that of people who are neurotypical. Well, the
previous paradigm of ableism classifies people by high functioning and low
functioning, but that should no longer be the case. In fact, if I had taken the test earlier
and appeared on the spectrum, I would surely have been classified as Asperger's,

because I am high functioning, but high functioning for what? I am not an object.

When asked about the factors that may have influenced the non-acquisition of her

diagnosis, Paulina mentions it may be due to various factors, both economic and accessibility.

I think there are several factors that have to do with the misinformation, mainly, that
exists around... like neurodivergences more than anything (...) and (...) at the time
when the one [specialist] that I kind of realized that really fit the profile, (...) now more
than anything it has to do with an issue of accessibility to the diagnosis in terms of

economics, and also in terms of professionals...

Nevertheless, it is important to mention that this lack of accessibility is due to the fact
that she was living in Valdivia at the time of the interview. This suggests the difficulty of
receiving a diagnosis in areas outside the capital of Chile, which adds another impediment

factor or another obstacle to obtaining a diagnosis.

With the above, it is possible to conclude that the teachers demonstrate or present a
focus when seeking information about autism. This search seems to be based on strategies for
coping and teaching, personal development to better navigate social and professional
environments (Sedgewick, et al., 2021; Hull, et al., 2017), and gaining insights from both
academic research and personal experiences, in order to help them better understand their
actions as individuals on the spectrum, to understand their social interactions, and how to

improve them —as interpreted from the interviews—, and also to understand and help their
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students who may also be on the spectrum to either obtain their diagnoses and/or improve their
understanding of their identities at an earlier age. However, despite their knowledge and
studies concerning the condition, the teachers express difficulties when teaching or passing on
the information to their colleagues, since the latter maintain positions based on stereotypes of

the autistic condition, or even seem dismissive in the eyes of the teachers.

1.2. Self-awareness within the condition.

The second emerging sub-theme is called “Self-awareness within the condition”. This
element refers to the teachers’ depth of consciousness about their own condition, which gives
them the capability to recognize when the condition influences their behavior in a specific
context. This idea converges with one of the findings by Lai, et al. (2011), who identified that,
due to the necessity that autistic females feel for masking, they have acquired a more
developed sense of awareness and cognitive abilities related to self-understanding in social
contexts. To rephrase, how the condition influences the way in which the teachers adapt to

various situations or navigate through different circumstances.

In the following interview excerpt, it can be observed how teacher Mariana identifies
interaction traits that she describes as influenced by her condition, which provoke in her

struggles that neurotypical people could probably overcome with ease:

Within the patterns [ have is that [ process information in a completely different way, I
arrive at results in an alternative way, and I can think of many things simultaneously. It
is also very difficult for me to keep my eyes on people, I force myself to do so, and it is
also difficult for me, even though I have been taking classes, it is very difficult for me

to speak in public, but I try to get into character.

In addition, she comments on certain difficulties she encounters when engaging in
social interactions, which demonstrate a process of reflection and reconsideration of her

actions and behaviors when dealing with these social interactions:

I have always had a hard time with social interactions. It happens to me that I don't

know when to stop talking, or I interrupt people, or I try to get into a conversation, I
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interrupt and I don't know when is the right time to talk or, well, to bring up a topic, or

sometimes I say something and they don’t listen, and that frustrates me.

Melissa states that, although it took some time for her to receive her diagnosis, she
already was able to develop a conception or comprehension of what it is like to be on the

spectrum for her:

I remember a lot because I received my diagnostic report in March of this year, but a
year ago, before I received it, for example, in July I already had the concept of being
autistic. So, it was like I needed to go through the due process to get the diagnostic
certificate, and because of the studies, the sessions, the therapies, the intervention[s], it

took as long as it took to get the certificate.

Nevertheless, after learning about the findings from the teachers' narratives, it is also
important to note a second process that occurs simultaneously, which is related to the
limitations of the teachers' depth of consciousness about their own condition, which hinders
their ability to recognize how or when the condition influences their behavior in a specific
context. As mentioned earlier, it is in social interactions that teachers re-analyze themselves in
conjunction with their condition; therefore, it is not the person with the condition who realizes
or comes to the understanding that she is part of that condition, but rather it is society that
glimpses those differences (Tajfel & Turner, 1986; Stryker, 1968; Foucalt, as cited in
Valenzuela Flores, 2018).

It is in this sense that Melissa shares that it is her husband who remarks to her, with a
certain degree of conviction, that she is autistic, mentioning some characteristics that are
shared within the spectrum, thus making her consider such a possibility, as can be seen in the

following excerpt:

It was because my husband, in a conversation after lunch, said: “But you're autistic”
and I was like: “What?” He told me: “Yes, but I was more than clear that you were
autistic”’. When he told me that, and started (...) to name certain things and it is like it
could be, like the pedagogical part that one has when one has a student and one

suspects that they might be autistic and one has to refer them to a professional and a
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multidisciplinary team to make the corresponding evaluation, it was like I couldn't see

it in myself.

Following the idea of being able to identify certain autistic traits in herself as well as in
other people, Melissa comments on how different it is to be able to identify those traits while
playing an external role, such as a teacher with her students, or playing a closer role as a

mother with her son -who was also diagnosed with autism-, or with herself:

It also happened to me with my son, I have a 12-year-old son who is also autistic and
the process of diagnosing him (...) was not late, it was at an early age, but it was
difficult, because as he is highly capable, he was camouflaged with attention deficit, so
it was as if they did not want to say that it was his diagnosis. So, a mother's eye is
different from a teacher's eye, because with a teacher's eye I see and very coldly I say:
“Yes, this student is autistic”, but with my son, it was hard for me and with myself it

was worse.

Meanwhile, Paulina, who until the day of the interview was not certain of a diagnosis
and still only had a conception of being on the spectrum, was asked if she had told anyone at

work about her condition, to which she responds as follows:

At the time I was working as a teacher, I didn't even have an idea of the situation [of

being within the spectrum], so I couldn't even mention it.

From this, it is possible to deduce that at the beginning of her teaching career, Paulina
had not developed a concrete conception about autism, but over time her observations or
uncertainties have given her the possibility of forming ideas that allow her to consider herself

on the spectrum and, in this way, to seek a formal diagnosis.

Following the sense of these parallel processes (self-awareness and lack of
self-awareness), Mariana presents a situation in which her colleagues make jokes about the
naivety they perceive in her, making jokes that they "know" she will take literally and,
although Mariana is aware that there are moments in which she is not able to understand or

enjoy those jokes, which could be seen as self-awareness, she is still not able to recognize
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these events at the exact moment in which they occur, which could be seen as lack of

self-awareness:

I feel that they think I am too naive for certain things. Sometimes they tell a joke and I
ask: "Why is it funny?" (...) Like, I don't know, "we have to finish these documents by
now" and I start to do the documents, but it turns out that they had given us the
afternoon off; then, afterwards they tell me: "No, no, no, no, we are joking". I feel that,
all of a sudden, it's like some people are having a little fun with this, like, naivety,
which I feel they think I have, but sometimes it's not... I don't think it's naive, but that
I'm just not paying enough attention to these things, because I'm doing something else:
making guides or checking my stuff. So, I kind of miss a lot of things sometimes, I end

up finding out about things much later.

It is interesting to consider that the degree of awareness of their condition and their
person is greatly influenced by the amount of information they handle. In addition, external
comments or input also play a role in the teachers' information management, which contributes

to the idea of how external perceptions influence their internal perceptions.

Within this analysis, it can also be observed how social interactions in their
communities influence teachers’ self-awareness (Jimenez, 1999; Tajfel & Turner, 1986, as
cited in Hammack, 2015; Foucault, 2009, as cited in Valenzuela, 2018). Interestingly, it is also
during and after these social interactions that the teachers are confronted with the need to
re-think, re-understand, and even re-position themselves from their condition in contact with
society. Thus, the information provided in the interviews suggests how both internal and
external perception play a paramount role in the process of forming their self-awareness and,

therefore, their own perception (inner perception).

1.3. Stereotype of the condition.

The third and last sub-theme related to identity has to do with the stereotype of the
condition, which denotes the prejudices and judgments from neuro-typical people about the
teachers’ condition. When asked whether people saw a before and after in her life, Melissa
notes that when she received her diagnosis, although she had already been pre-figuring herself

in the spectrum, she also received different comments from the people with which she
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interacts; some perceived it as a drawback and others thought about it as an opportunity to

embrace the diagnosis:

The people I interact with also see a before and after and many times they see it as a
setback. (...) The neurotypical people I have to deal with see it as a setback and with
the neurodivergent people I'm interacting with now, they see it as: “Ah, the same thing
happened to me”, “ah, this is completely normal”, “yeah, it happened to me too". So, I
can feel more identified. On the one hand, I feel identified and, on the other hand,

judged.

Conversely, Melissa adds that, before receiving her diagnosis and before she even
considered herself as autistic, her husband assured the idea of her being within the spectrum

during a conversation, as can be observed in the following excerpt:

It was because my husband, in a conversation after lunch, said: “But you're autistic”
and I was like: “What?” He told me: “Yes, but I was more than clear that you were

autistic.” (...) It was like I couldn't see it in myself.

On a related note, teacher Melissa remarks on an occasion when she discussed with
work colleagues about a student who was referred to a specialist but showed no signs of
difficulty in social interactions, so the specialists ignored the suspicion of autism, leaving the

student with less chance of obtaining an early diagnosis if it were useful:

Yesterday they were talking about a girl who was referred to a neurologist for sensory
sensitivity and other things, and nowhere in the diagnosis of the impression it said
'suspected autism', and the educators, the speech therapist [said]: "No, it is not ASD",
"it does not seem to be ASD", "she talks", "she looks at people’s eyes". Oh, and to me
it is like they are poking me with a bug, it is like: "it is not necessary not to look at
people’s eyes to be autistic", "Oh, but...", "It is not necessary to have communicative
intention to be autistic", "Oh, then we are all autistic". And it's like [inhales], "Breathe,

Melissa, breathe, breathe, breathe, breathe, breathe."

Another relevant point to highlight has to do with a critique of the functionality made

by teachers Paulina and Mariana, who allow a glimpse on how society is approached from an
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ableist position, since they discard or question the condition of those autistic people who do
not need some degree of support (see DSM-5). This idea can be perceived in the following

idea of Paulina:

It 1s still very much in the collective imagination that a neurodivergent person looks a
certain way, is disabled in a certain way... and that it has much more to do with the
functional[-ity] (...). I still see myself as a functional person, you know, and I wear
make-up, I have dyed hair, what do I know, I don't look like a neurodivergent person

according to the collective imaginary.
The same idea is evidenced in the following excerpt from the interview with Mariana:

In fact, if I had taken the test earlier and had shown up on the spectrum, I surely would
have been classified as Asperger's, because I'm high functioning, but high functioning
for what? I'm not an object. It's high functioning academically. That’s it, more than

anything else.

As can be seen in the set of fragments, stereotypes related to ASC do not represent
only negative prejudices. Even so, it is more recurrent for the teachers to think of or remember
moments in which these stereotypical comments -coming from neurotypical people- made
them feel judged or questioned for the way they looked, acted, or even "functioned" within
society. In this sense, it can be glimpsed the possibility that the different stereotypes that can
be found around the condition do not have an a priori value judgment, but rather, the effects
caused by such stereotypes will depend on the assertiveness and context in which they are

made explicit.

2. Validation and Acceptance

In the same way that the first category addresses the process of formation of the
teachers' identities, this second category will deal with the teachers' interpersonal
relationships. Therefore, the sub-categories of Validation and Acceptance will be developed.
These concepts refer to the way in which the teachers feel when facing judgments about their

condition and about themselves as people.
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On the one hand, Validation is understood as the recognition or affirmation that the
teachers’ condition, professionality, or their individualities are valuable or valid. That being
said, it is worthy to appraise that that recognition or affirmation can come from a two-way
source, that is to say, either the communities (outer perception) or the teachers themselves
(inner perception). Although, ultimately, it is in the inner perception where the process of

accepting or rejecting the information stemming from outer sources occurs.

On the other hand, Acceptance refers to either feeling or being connected through a
sense of belonging to an educational community and internally accepting the condition. From
this category, the following sub-categories are developed, which inquire about not only the
process of questioning of the teachers concerning their condition but also their processes of

socialization and adaptation in certain contexts.

2.1. Sense of belonging.

Firstly, from the analysis of the interviews, the subcategory Sense of belonging
emerged, which develops the idea about the teachers’ bonding with other women and/or
neurodivergent people. This bonding can be developed based on a relationship of common
experiences, that is, from the experiences that both parties (in a relationship) have in common,
a bond of understanding or relatability of those same experiences is able to be generated,
which can be related to their views regarding the diagnosis, late diagnoses, masking, barriers,

forms and/or types of interpersonal relationships with neurotypical people, among others.

When asked about her relationship with autism, Mariana recalls that she realized and
reached the diagnosis after 3 years of teaching. It is in this context that she sees herself

reflected in her students, especially in those who are more reserved or introverted:

I came to the diagnosis because, in the 3 years that I taught classes, I saw myself
reflected in my students, especially in those who were more withdrawn. (...) I was the

silent girl who drew in a corner, who was bullied or had her drawings torn up.

When asked whether social interactions are easier or more difficult being within the
spectrum, in Mariana's answer it is evident, on the one hand, that social interactions with

neurotypical people are uncomfortable for her due to a discordance in the ways of interacting

74



with them, while, on the other hand, when interacting with people who have neurodivergent

traits, she feels in a comfort zone:

I have always had a hard time with social interactions. It happens to me that I don't
know when to stop talking, or I interrupt people, or I try to get into a conversation, |
interrupt and I don't know when is the right time to talk or, well, to bring up the topic,
or sometimes I say something and they don’t listen and that frustrates me. (...) But it
happens to me that I identify certain characteristics in certain people and I feel
comfortable with these people, who tend to have certain neurodivergent traits, too, and

it's something that comes naturally.

Likewise, in response to the question about whether she felt a before and after in her
life since she realized or learned about her condition, Melissa's answer correlates with
Mariana's previous answer about the differences in the moments when she interacts with

neurotypical people and when she interacts with neurodivergent people:

The people I interact with also see a before and after and many times they see it as a
setback. (...) The neurotypical people I have to deal with see it as a setback and with
the neurodivergent people I'm interacting with now, they see it as: “ah, the same thing
happened to me”, “ah, this is completely normal”, “yeah, it happened to me too". So, I
can feel more identified. On the one hand, I feel identified and, on the other hand,

judged.

Similarly to the previous excerpts, when asked about the role that her condition plays
in her labor field, Melissa stresses that, since she positions herself from autism, she has
achieved a deeper level of understanding that allows her to have even more respect and

empathy for her neurodivergent students.

From that point, I respect diversity more and generate more empathy with my students,
understanding from my own experience what it is like to think from a neurodivergent

brain.

Interestingly, although the content and context of Mariana's and Melissa's answers are

different, where they talk about their relationship with neurotypical and neurodivergent
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people, it can be observed that the discomfort that emerges when interacting with neurotypical
people could be due to not being in accordance to the forms of interaction and not sharing the
same codes. On the contrary, at the moment of interacting with neurodivergent people,
whether it is identification or comfort that the teachers express to feel, this could be due to this
sense of belonging when sharing ways of understanding and interaction among neurodivergent
people (StEvens, 2022). The latter can also be reflected when reviewing the first and last

excerpt presented in this sub-category.

2.2. Realization.

In this category, the moments or acts in which the teachers became aware or
knowledgeable about their condition at a sensation or feeling level are addressed. In addition,
it can be observed that Realization is presented as a first moment of two, in which the teachers
identify or recognize certain traits or aspects of their personality, either by external comments
or by other people's experiences. Those aspects lead them to stop and explore the possibility
that they could be part, in this case, of the spectrum. Therefore, it could be said that a variety
of questionings related to the teachers’ identity emerge in this moment of Realization. In the
next sub-category, it will be seen that those inquiries could be further clarified in the second

moment, identified as “Confirmation”.

The above can be seen in the following fragment, where Mariana, in a first moment,
wondered about the possibility of her being within the spectrum when she saw herself

reflected in her students:

I came to the diagnosis because, in the 3 years that I taught classes, I saw myself
reflected in my students, especially in those who were more withdrawn. (...) I was the
silent girl who drew in a corner, who was bullied or had her drawings torn up. (...) |
started giving a comics workshop, and kids came to take refuge in that workshop, in
some way, because they felt calmer. (...) and, well, most of them were in the
Integration Program. So, I saw myself reflected in them. (...) and I decided to look for a

professional who could do that exam for me.

Moreover, Melissa also shows that it was an external person who stimulated in her the

pondering of being within the spectrum:
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It was because my husband, in a conversation after lunch, said: “But you're autistic”
and I was like: “What?” He told me: “Yes, but I was more than clear that you were
autistic. When he told me that, and started (...) to name certain things and it is like it
could be, like the pedagogical part that one has when one has a student and one
suspects that they might be autistic and one has to refer them to a professional and a
multidisciplinary team to make the corresponding evaluation, it was like I couldn't see

it in myself.

That is how, once again, it can be observed how the input seems to light a fire around
the possibilities of re-discovery. Under the gaze of a new characteristic in the lives of these
teachers (i.e., the condition), the opening of new ideas about their understandings of
themselves as people is motivated, which provides them with the foundation to explore the
possibility of reaching some greater degree of certainty in the next sub-category,

“Confirmation”, where some of the teachers obtain a clinical diagnosis.

2.3. Confirmation.

Confirmation is understood as the moment or act in which the teachers became aware
or knowledgeable about their condition at a clinical level, especially when they knew about
the diagnosis. In other words, it can be observed that Confirmation is presented as that second
moment, in which the teachers can reach that higher degree of certainty regarding their
condition, which even allows them to visualize themselves within the spectrum with greater

conviction.

When asked whether her condition had caused her to have a different experience being
a woman in her childhood or adolescence, Melissa expresses that thinking or feeling herself on
the spectrum was not enough: "I felt that perceiving myself as being on the spectrum without a
certificate was less valid. I didn't like that." This is how she comments on the importance she

attaches to the diagnosis:

I received my diagnostic report in March of this year, but a year ago, before I received
it, for example, in July I already had a conception of being autistic. So, it was like I
needed to go through the due process to get the diagnostic certificate, and because of

the studies, the sessions, the therapies, the intervention[s], it took as long as it took to
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get the certificate. So, when I received it, it was like: "Now I have the paper that tells

me that [ am autistic", and I started to recapitulate my whole life.

As Melissa mentions in the above quote, the diagnosis was useful to her not only as a
certificate or paper that confirms her condition, but also grants her a point of security and a

starting point in which she recapitulates her life and re-signifies it.

In the same line of thought, Mariana also shares the importance and the possibilities
that the diagnosis opened for her to reconceiving herself as a person: “I think so, I think the
diagnosis was important to accept that I was not crazy, that I had different characteristics, that

I processed information differently and that acceptance came with the diagnosis.”

All in all, it is this moment that allows them to revisualize or reconfigure the
understanding they had about themselves, where they rethink their lives and come to
understand why some things developed or happened the way they did. Therefore, within this
process of acceptance, the teachers obtain the possibility to mitigate and overcome the
pressure that society imposes upon them to respond to societal canons or standards, from a

Foucauldian perspective.

2.4. Struggling while socializing.

With respect to the challenges when it comes to socializing or interacting with other
people, the results from the interviews lead to the emergence of the present sub-category:
Struggling while socializing. These struggles refer to the socio-psychological barriers present
at the moment of interacting with other people and how these moments impact, influence, or

shape the teacher's worldview, values, behavior, and future interactions.

On the one hand, in addition to commenting on how difficult or exhausting social
interactions can be, Melissa comments on the reactions she receives from other people when
noticing things that no one else does and, on the other hand, what the interactions imply or

mean to her, as they involve or require significant mental effort for them:

You notice things that no one else notices and you notice that. (...) And when I try to
discuss it with someone else, it doesn't seem like: “oh, how strange”, “oh, how
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peculiar”, “oh, how interesting”... oh, it's horrible. I mean, it's not that it's horrible,
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what's horrible for me is that the first look that other people give you is like: "What are
you talking about?" Then it's like: “ah, I said something inappropriate.” (...) Social

interactions are something that is difficult for me and drains a lot of my battery.

Although the teachers have mentioned that social interactions are exhausting for them,
the following excerpt suggests that, while Melissa places the difficulty of social interactions in

others, Mariana poses those difficulties as internal challenges:

It is also very difficult for me to keep my eyes on people, I force myself to do so, and it
is also difficult for me, even though I have been teaching classes, it is very difficult for
me to speak in public, but I try to get into a character, like putting on a mask over

myself.

Furthermore, Mariana comments on the barriers she encounters when interacting with
other people. Barriers that, as she describes, lead to frustration due to the standards

neuro-typical people present in their interactions:

I have always had a hard time with social interactions. It happens to me that I don't
know when to stop talking, or I interrupt people, or I try to get into a conversation, I
interrupt and I don't know when is the right time to talk or, well, to bring up a topic, or

sometimes I say something and people don’t listen, and that frustrates me.

Moreover, Paulina, aware of the fact that she has to respond to the context or to her
responsibilities, mentions how she has to prepare herself mentally when it comes to interacting

with other people, whether they are unknown or close to her:

Eh, well, my personal experience is very difficult for me, like I have to prepare myself
psychologically for the situation. (...) It has a lot to do with my disposition to the
situation, if it were up to me I would love not to interact with unknown people ever,
but I still understand that it is a bit like, like that is the process of interacting with
people, like first an unknown person (...) and then you become a person I can feel more
comfortable with... but even with people with whom I feel very, very comfortable there
are times when I feel like "No, no, no, no, don't talk to me, I don't want to talk to you,

no, let's not even look at each other", and it doesn't have to do with a bad vibe, like
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that, or that I'm like fussy or what do I know, but like I would prefer... I would prefer
not to, and everything is fine, but... but I still find it very difficult in the social

situation.

On another note, when asked about their school experience, Melissa and Paulina share
distinct points of view on the matter. Those perspectives also differ from the ones they
currently have regarding social interactions, since, as shown in the previous examples, they
have come to accept that social interactions happen and, thus, they have had to develop ideas
and tools to deal with those situations. Melissa, on the one hand, recognized that going to

school was a responsibility, but she detested interacting with other people nonetheless:

I didn't like my school years, neither in elementary school, in middle school, nor in
university. | hated it. I did not like it. Having to live with other people, understand
them, know them, see their process... no, I didn't like it at all (...) I went anyway

because I knew it was a responsibility, but I hated it.

And, whereas, Paulina avoided interacting with her classmates but did not deny or

reject the idea of socializing:

Eh, well, as I mentioned, I was quite introverted. No, I didn't have many friends, |
didn't really know how that worked, so I didn't talk much to anyone, but there was
always someone who approached me and asked me things, and in the end we ended up
becoming friends, and that really happened to me, like I had a friend, and it was

usually a woman, that's the truth, I was a girl. But I did like to be alone a lot...

In sum, from this sub-category, a point can be deduced from which to consider how the
socialization process may be given by both external and internal or personal factors. This
consideration and the teachers’ testimonies can be exemplified by what Jones (2023) proposes,
“Challenges in expressive communication included difficulty finding the right words,
expressions and tone of voice; being expected to respond spontaneously; knowing how to start
and end conversations; and a frequent feeling that others don’t understand their

communication” (p. 827).
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2.5. Learning socialization rules.

Together with the previous sub-category, “Struggling while socializing”, there is
another process that occurs during social interactions, as well, which is Learning socialization
rules. In that sense, this sub-category is understood as the process in which the person
acquires, whether consciously or unconsciously (Bargiela, et al., 2016), hints about how
neurotypical people interact with each other. For the interviewed teachers, acquiring those
hints imply involving themselves into the different processes of socialization to learn (by

observing, for example) how to hide or veil some autistic behaviors (Jones, 2023).

After mentioning that she has identified that she feels more comfortable with people
who share neurodivergent features, Mariana details how she focuses on some aspects of social

interactions:

I tend to observe people a lot and try to understand patterns and the way they move,
proxemics [unintelligible] and kinesics. I try to do it, I try to decipher them through
paralanguage, but it is still complex because in the end I end up making ideas and

maybe they are not like that. But it's a kind of defense mechanism.

Additionally, even when Paulina would rather not to interact with unknown people, she
expresses that she has accepted the idea of how interacting with other people evolves through

time:

It does have a lot to do with my disposition to the situation, if it were up to me, [ would
love not to interact with strangers ever, but I understand that it's a bit like, that's the
process of interacting with people, like first it's a stranger, and then they become

known, and then it's a person with whom I can feel more comfortable.

From this concept it can be inferred that, even when relationships or social interactions
involve some kind of difficulty, a task that requires some kind of mental or psychological
effort, or an activity that they would prefer to avoid, teachers understand and accept that they
occur and, therefore, some teachers adapt to the situation and seek to understand how they

develop according to neurotypical standards.
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To illustrate, engaging in these types of activities (i.e., interacting with others) requires
them to attenuate their autistic characteristics, read the context, see how neurotypical people

interact, and acquire or imitate these types of features or behaviors (Lai, et al., 2011).

Ultimately, this is consistent with one of the findings of Jones (2023), who states that
interacting not only implies them spending some degree of emotional energy, but also
“understanding and following social rules, interpreting others’ actions and reactions, masking
autistic behaviors, and combining ‘professional’ and ‘personal’ interactions are effortful
activities for many autistic people” (p. 824). This is reflected in the teachers' testimonies,
when they mention that they perceive interactions, both laboral and personal, as exhausting
and, at the same time, they assume them as inevitable events or experiences inherent to life in

society.

2.6. Masking.

This section elaborates on the findings regarding the idea of Masking, also known as,
camouflaging, which will be understood as the process in which neurodivergent people or,
more specifically, the autistic teachers attenuate autism-related characteristics and assimilate
compensatory strategies in order to deflect what is not socially accepted and adapt to social
interactions, norms, and expectations (Lai, et al., 2011). Although the consequences of
adopting ‘superficial social skills’ have been argued, as it affects in the identification or
diagnosis of autism (Hull, Mandy and Petrides, 2017; Hull, Petrides, Allison, Smith,
Baron-Cohen, Lai and Mandy, 2017, as cited in Allely, 2018), masking or camouflaging may
consist of “conscious, observational learning of how to act in a social setting and (...) adopting

social roles and following social scripts” (Lai, et al., 2011, p. 6).

With respect to her school experience, Mariana comments how her good academic
performance did not get her categorized as a "problem student"; however, that good
performance meant that she had to constantly remind herself that she had to act in a certain
way (Bargiela, et al., 2016), which, in turn, relegated or sacrificed her development in the

social sphere:

I performed very well academically, so the social side did not matter, (...) if I

performed academically I was not a problem at school. Generally, in schools, the
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problem kids are the ones who need more attention, but... I was the opposite, and I was
trying to, all the time, look normal. So, in my head, there was always the idea of "act
normal", "act normal", "act normal". And, I don't know, to this day, I have a little bit of

a hard time... socializing or understanding certain things.

In the following case, Mariana shows that she is aware of the efforts she has made or is
making in order to adapt and represents those actions under the guise of putting on a mask.

This also shows that she has searched for information regarding autism:

Within the patterns I have is that I process information in a completely different way, I
arrive at results in an alternative way, and I can think of many things simultaneously. It
is also very difficult for me to keep my eyes on people, I force myself to do so, and it is
also difficult for me, even though I have been teaching classes, it is very difficult for
me to speak in public, but I try to get into a character, like putting on a mask over

myself.

Besides, when Mariana was asked whether she felt any difference in the way she could
perform her job in comparison to male colleagues who may be considered neurodivergent, she
adds to the previous quote the idea of staying consistent so as not to collapse. This,

nonetheless, has consequences on her by the end of the day (Lai, et al., 2011):

Regarding neurodivergent male colleagues, I have seen that they don't have a very
good time, not that neurodivergent women have it easier but masking sure helps a bit
on top, like wearing make-up or maybe a mask so they don't see you collapse... It's
rare that I let myself look bad... as soon as I get home from a hard day of classes I tend
to fade from over-stimulating or over-exerting myself, repressing what I'm feeling or

pretending everything is fine.

On the other hand, when she comments on one of the aspects that recognizing herself
within autism has implied for her and for her life, Paulina states that she is making
connections and understanding things that she did not understand before. She adds that she has
been able to identify characteristics or elements within herself that did not seem so visible

before (Lai, et al., 2011):
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It has to do with how your brain really works, so in that sense it's like... these
characteristics just come out and sometimes it can be very contradictory because they
are things that I didn't do before, or I could hide them much more easily, but since
some time ago I don't, so it has been a change in me, and how it has affected all the

areas of my life.

From the interview excerpts, although the reasons for the teachers to mask are different
(whether they are to work or not to stand out), all of them suggest that they are a kind of
defense or adaptation/normalization mechanism (Bargiela, et al., 2016; Head, et al., 2014;
Sedgewick, et al., 2015). While Mariana masks not to stand out and to respond to labor
liabilities, Paulina realizes -when seeking confirmation- how she has been internalizing these
mechanisms unconsciously. Thus, it can be seen that this acquisition or internalization process

is given both consciously and unconsciously.

2.7. Feeling or being judged by others.

Another relevant aspect that emerged from the analysis of the interviews refers to both
the moments or sensations in which the teachers experience some type of judgment or, even,
discrimination against their condition or gender (Lawrence, 2019; StEvens, 2022; Baird,
2020). It is for this reason that this sub-category acquires the denomination of: Feeling or

being judged by others.

One of such moments was illustrated by Melissa, who mentions an episode in which a
colleague harassed her. She says that she prefers using a specific spot that allows her to work
according to her comfort level. However, she points out that said colleague pressed her to

provoke a reaction from Melissa and try to prove a point:

The barriers that I have encountered are due to people's attitudes or personal
appreciations. Because I had a difficulty with a person who is from the mental health
area, like a psychologist from the PIE, [with whom] I expressed with a lot of respect
that I like to sit in such and such a place to have lunch. (...) "I sit on this side because
there are fewer people passing behind, the noise from the door is far away. So I can be
calm and I can see everything that is going on and not have any unpleasant surprises."

Then this person goes, and he comes and finds it funny to sit on my side as a
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provocation. And he says to me, "But why do you think it's a provocation?" (...). And
knowing how I feel about it (...). It was super violent, and to this day I still can't get up
to go to work. I go anyway, but I go very badly. My mental health is on the floor
because of that, because it is horrible that a person who supposedly knows you and is

in the mental health field has exposed you to that situation to prove a point.

Likewise, Paulina remarks on a similar situation, where she discusses her suspicions
regarding her condition to a psychologist in order to confirm the situation. Nevertheless, this
psychologist disregards her suspicions, before helping to resolve or address Paulina's

uncertainties:

I was undergoing psychological treatment, and I commented this to my psychologist,
like: "Hey, you know what? I think I have an attention deficit" (...) and he said to me:
"Yeah, but why do you think you think this? I mean, why do you think this? What's
behind all that?", and I started to... I literally made a list of all the things that I thought
classified as being a person with attention deficit, and I read it to him and I said: "Hey,
I think this is all this", and like he started to discredit the situation and I said: "Hey, no,
it doesn't help me", I mean "I'm asking you something that is actually important"... and

he was not really able to deal with it.

In the following excerpt, although Mariana does not express that she has, in fact, gone
through any situation that has made her feel judged or discriminated against, this opinion
suggests, implicitly, that the experiences she has lived through or seen make her reflect or

conclude what would have happened if she had received a diagnosis at an early age:

Boys do not have to mask, which is why it is becoming quite common for us to be
diagnosed late at around the age of 30. There is also a stigma from previous
generations. I think that if I had been diagnosed as a child it would have been fatal and
extremely stigmatizing, from treating me differently or making my parents feel

ashamed, perhaps my development would have been completely different.

On the contrary, Paulina comments on a situation of a different kind. She

problematizes a moment when she was rebuked because of her clothing at school. Although
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she states that she does not know clearly or with certainty the reasons why she was

reproached, she thinks it may be due to either her gender or her status as a novice teacher.

Yes... I guess it also has to do with appearance. I do remember that once I was
reproached because of the way I was dressed. And I think, I mean, I couldn't say in my
particular case if it was because my colleagues were men, or because of their
permanence. As the time of permanence and the trust that this generates, it seems that
there were more royalties regarding me. I would not dare to say if it was precisely and

absolutely because of a gender trait.

The fact of feeling judged or discriminated against was mainly due to or depended on
the dispositions of colleagues, more than by any norm present in the community. In this sense,
an element that stands out in this sub-category is that, according to Melissa’s accounts, the
feelings of judgment/discrimination came even from a person with academic training in

mental health.

2.8. Struggling while adapting to the school.

Another element that emerged from the accounts of the teachers interviewed is related
to the work or effort it takes for the teachers to adapt to the work environment while facing

different obstacles related to interpersonal and professional aspects.

One of the dynamics that Mariana identifies is related to moments that are generated
between colleagues and that she, because of her condition, is not able to distinguish in those
occasions, which translates into difficulties with her work environment and, thus, as a

difficulty to develop herself:

They say things or make jokes with me, like... something that I take very seriously (...)
but it's a joke. Like, I don't know, “We have to finish these documents by now” and I
start to do the documents, but it turns out that they had given us the afternoon off. So,

afterward, they tell me: “No, no, no, we're joking.”

Mariana also comments that an element that hinders her in her teaching work regards

certain dynamics that take place inside the classroom and that, more specifically, is related to
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the behavior of the students, in their adolescent stage, which generates mental and emotional

exhaustion or fatigue:

Students can make your life very difficult no matter how well-intentioned you are, no
matter how many tools you have learned about emotional intelligence and adolescent
development, but when you are there in the classroom you enter a dimension where

you can never let your guard down and it is very exhausting.

In the following quote, it can be observed that Melissa, despite having expressed and
explained why she prefers a certain spot for lunch, found that a colleague deliberately took

that place as a provocation:

I expressed with a lot of respect that I like to sit in such and such a place to have lunch.
(...) "I sit on this side because there are fewer people passing behind, the noise from the
door is far away. So I can be calm and I can see everything that is going on and not
have any unpleasant surprises." Then this person goes, and he comes and finds it funny
to sit on my side as a provocation. And he says to me, "But why do you think it's a

provocation?" (...). And knowing how I feel about it.

One of the difficulties that arise when starting to work in a school is related to the
expectations or assumptions regarding what a professional should handle in order to work as a
teacher. From this perspective, Paulina criticizes, first, an adult-centric view of the teaching
profession and, as an example, how, because of her age, she is treated with condescension or
disdain, accompanied by a certain abandonment in the face of her doubts or lack of knowledge

about her job:

I feel that within the teaching staff itself there is a lot of adultcentrism, so it was like I
was a girl and nobody explained anything to me, but they expected me to know how to
do everything, and if I didn't know or if I asked, it was like "The little girl who doesn't
know how to do things", and it was like "Why can't you just explain to me, as your

colleague that [ am?"

Although Jones (2023) focused her research on autistic people working in academia,

she identified a number of aspects "that can be exacting for autistic people [which] include
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rigid processes, breadth of activity, lack of autonomy and "performance' standards" (p. 825). In
the same way, the extracts presented and analyzed in this sub-category suggest or point to the
role of some external agents, be they colleagues, performance standards, or norms. Thus, these
elements are presented as barriers, despite the efforts or willingness of the teachers to perform

their job.

2.9. Lack of (internal and external) adaptation at work.

This last sub-category makes reference to the insufficiency in adjustments or
modifications from the teachers’ side towards the school environment and vice versa (Jones,
2023). These modifications (in terms of social dynamics, practices, attitudes, among others)
are intended to improve the working conditions of the teachers and make the environment

comfortable.

As an example, Paulina shares a situation that she experienced during her professional
practicum, in which a lack of reading and adaptation to the context from her is evident, in this
case with respect to the use of language, where Paulina deals with an unpleasant situation only

because she decides to refer to the students in an informal manner:

Yes, in fact, [ don't know, when I was doing my practicum there was almost a teacher's
council in which it was a problem that I called the students cabres, in the sense that it
was inclusive language, and also because I didn't call them students, like that, [ mean I

understand but...

Additionally, Melissa contrasts how, from a colleague who perceives himself as part of
the spectrum, she positions herself with respect to the process of assimilation or adaptation to

the work environment, from where she seeks to break with stereotypes or societal standards:

Yes, I have a colleague who is autistic and he sees my TikTok and says to me: "The
same thing happens to me" and we start talking: "That's it. I'm autistic, then”. And he
is... as if he is self-diagnosed and he perceives himself as autistic, but he is very ableist,
as if he tries to integrate himself to the rest and I try to break the rules, to such an
extent that it has caused me severe mental health problems because he exhausts me,

but he is like he tries to flow with the current and I say: "No, I don't have to go with the
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same current, if I am not like that, I go the other way... and that's where I'm going". It

works against me, but yes, I do have colleagues who can understand me.

Finally, in conjunction with the reluctance to comment on her condition to the school

administratives, as she thinks that ultimately no major changes would be made, Mariana

recalls a series of extracurricular activities in which the common factor is loud music coming

from loudspeakers placed in the center of the school. This causes both teachers and students

with some level of hearing sensitivity to experience a moment of discomfort. As a result,

teacher Mariana contacts other members of the community to try to subvert the situation, yet

without response:

Another [colleague] told me, she recommended that it was not necessary to mention it,
because, in reality, the administrators are not really going to do anything. And it
happens that at the other school (...), every time there are events, such as the Day of the
Book, National Holidays, or whatever (...) they put on huge loudspeakers that resound
throughout the whole place (...) and there is nowhere to hide, and it is very annoying.
And there are some kids who are very sensitive aurally (...). So, I open the Art room,
(...) and although the noise is still heard (...) it is less because there is nowhere to hide.
And the last time they did an event where I was [present] (...), I started to write on the
school's chat, of the teachers: "Please, take into account both colleagues and students
with different sensitivities (...)", because (...) the equipo de convivencia' is not taking

charge.

As shown in the teachers' testimonies, the lack of adaptation can be due to various

reasons, which can be either on the part of the teachers themselves or on the part of the

educational community. In some cases, in the absence of a response from the community,

some teachers felt the need to take measures on their own. On the contrary, there are some

cases where the teachers themselves adopt a rigid stance when they identify an idea or point

worthy of recognition, which represents another level or type of lack of adaptation.

! According to Superintendencia de Educacion, the equipo de convivencia is “in charge of planning,
implementing and monitoring the activities agreed upon in the coexistence management plans

approved by the respective School Councils or Good Coexistence Committee”.

www.supereduc.cl/contenidos-de-interes/plan-de-gestion-de-convivencia-es
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3. Gender

In regard to the concept of gender, two important aspects are highlighted. One of them
is related to one of the conceptions of gender, in which gender is understood as a social
construction, which has an impact on the assimilation of binary standards of behavior and
performance (CIHR, 2023; WHO, n.d.). The other aspect refers to how gender, in its
dimension of characteristic, provides more concrete information by being proper to a specific
historical and cultural context (Hegarty et al., 2018). Thus, this section develops
sub-categories that provide a glimpse of how differences in relation to or permeated by gender

affect women and female teachers.

3.1. Late diagnosis in women.

Late diagnosis in women is understood as the phenomenon (Howlin & Moss, 2012;
Kirby, 2021) in which women are commonly under-diagnosed and how this impacts their
development, social interactions, and self-understanding. It is for this reason that both
obtaining and not obtaining a formal diagnosis becomes relevant in this sub-category. Among
the various roles that diagnosis plays, Paulina comments on how having a diagnosis would
help her to have an official support and/or document that accredits and validates her condition

in the presence of the invalidations or questioning that people who self-diagnose receive:

Clearly having a diagnosis would have significant changes... Right now I can think
maybe in a positive way that I would have at least a backup, so to speak, because there
is a lot of invalidation within the self-diagnosis, so... I could say: "My doctor told me
s0", so I'm in the situation, so... like yeah, like in the end, anyway... unfortunately that's

how the world works a bit and we need external validation of certain situations...

Then, when asked about the relationship they have with respect to their condition,
Melissa and Mariana, who have a formal diagnosis, explain that, before receiving the
diagnosis, they had already been conceiving ideas or conceptions of themselves in relation to
the condition and that, in addition, when they received it, this allowed them to re-shape their
identities (as discussed in point 2.3, Confirmation). On the one hand, Melissa highlights that

having the official paper allowed her to recapitulate her life:
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I received my diagnostic report in March of this year (37) but a year ago, before I
received it, for example, in July, I already had a conception of being autistic. (...) So,
when I received it, it was like: "I have the paper that tells me that [ am autistic", and |

started to recapitulate my whole life.

On the other hand, Mariana also adds that, as she performed well academically, which
she considers as being socially expected for a girl, she did not raise any suspicion, in contrast
to boys who, in the case of being neurotypical, are expected to show an extroverted social
behavior (Lai, et al., 2011; Lai & Baron-Cohen, 2015). Therefore, from the perspective of

adults, checking or examining the possibility of her being autistic was not considered:

I received the diagnosis at the beginning of this year, when I was only 31 years old.
But I always had a suspicion. The problem is that when I was little, the only ones who
had autism were the boys, and there was this stigma that they... well, that they are not
functional, they have this additional support, they have certain characteristics... that,
well, it prevents them from developing normally with the other students. But, in my
case, which I have discussed with other girl friends who are also diagnosed within the
spectrum, is that... I performed very well academically, so the social side did not
matter, it mattered more... uh, well, if I performed academically, I was not a problem at

school.

Following with her personal analysis of autism and gender roles, Mariana continues
with her statements, noting her ideas regarding late female diagnosis, possible causes, along
with judgements respecting diagnosis from previous generations, highlighting the
repercussions that it would have had on her, that is to say, if she had been diagnosed at an

early age, she would have felt stigmatized during her school years:

Boys do not have to mask, which is why it is becoming quite common for us to be
diagnosed late at around the age of 30. There is also a stigma from previous
generations. I think that if [ had been diagnosed as a child it would have been fatal and
extremely stigmatizing, from treating me differently or making my parents feel

ashamed, perhaps my development would have been completely different.
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Another expression of late diagnosis can be identified through the prejudice that people
possess on how a neurodivergent person, in this case, Mariana, should be like or act according
to the social presets (previously configured) regarding autism in the context of not having been

diagnosed during childhood:

When I have discussed this with some people who are not up to date with the new
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paradigm of neurodiversity, they tell me: “You are too functional to be autistic”, “there
is an over diagnosis now”, “everyone is autistic because it is fashionable”, “we are all a
little autistic”. Those who do not know me tell me: "You don't look autistic"... and I am
sure that this is directly related to the fact that the tests were designed for boys at early
ages because as we commented in the zoom interview, women mask (here is John
Berger's reference in Ways of Seeing about women in art because it applies), children

don't have to mask, so it is becoming quite common for us to be diagnosed late in our

30s.

From the interviews and this sub-category, the different roles played by the diagnosis
(Bargiela, et al., 2016; Hull, et al., 2017; Baird, 2020) in different situations are highlighted.
On the one hand, from what the teachers share, it is possible to infer a sensation or feeling of
tranquility or liberation when they receive the diagnosis. This allows them to see and explain
with greater certainty that the behavior they had been showing had a justification and that it
did not mean that something was "wrong" with them. And, at the same time, the diagnosis
provides them with an official document that allows them to respond to the invalidations that
accompany self-diagnosis. All of this, ultimately, provides the person with the possibility to

reconfigure themselves and their own understanding in consideration of their condition.

While several studies justify the difficulty in detecting the condition due to the
camouflage of autistic behaviors or traits in females (i.e., masking) (Lai, et al., 2011; Lai &
Baron-Cohen, 2015; Seers & Hogg, 2021), since "being quiet and passive within a group was
seen as more socially acceptable for females than males, leading to their symptoms' remaining
hidden" (Bargiela, et al., 2016, as cited in Brickhill, Atherton, Piovesan, & Cross, 2023);
however, the genesis of this phenomenon can be found by considering that, according to
Butler (1990), the construction of gender is an imposition of the hegemonic culture and that

"becoming a woman is a set of intentional and appropriative acts, the gradual acquisition of
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certain skills, (...) to assume a culturally established bodily style and significance" (as cited in

Lamas, 2013, p. 303, loosely translated by the authors).

In line with the aforementioned, depending on the sex with which a person is born is
that the attitudes or behaviors that are socially expected are reproduced (Bourdieu, 1998),
according to the male-female binary vision (Ellemers, 2018). This is how, from this point, it
can be understood that if a girl -as in the case of Mariana- does not perform badly
academically and meets expectations or norms of the gendered behavior (Entwisle, et al.,
2007, as cited in Owens, 2016), she will not be considered as being part of the autism

spectrum or if she is part of some other condition at an early age.

For this reason, just as it has been observed that the diagnosis of the condition of
autism is based on male standards (Bargiela, et al., 2016; Bargiela, 2019), the role or function
of gender roles can be observed and how these "have been found to impact hormonal
regulation, self-regulation, and social regulation, which ultimately elicit different thoughts,

feelings, and behaviors in men and women" (Eagly & Wood 2013, as cited in Ellemers, 2018).

3.2. Gender gap.

A final element that arises from the interviews is that which refers to the differences in
the gendered experiences lived by women in contrast to the experiences of men (Griffin, 1997,
Gutierrez & Cervantes, 2011). As will be presented in the following cases, these ideas refer, in

one way or another, to the workplace or professional environment.

One of the aspects that comprised the questions about their development or, more
specifically, their labor insertion seeks to know the perceptions of the teachers about their job
placement from their experience as women. In response to this, the 3 teachers comment on
situations of friction between them and a male colleague or male member of the community.
To exemplify, Melissa makes the observation of how her contributions or her interventions
during the teachers' councils are invisibilized or diminished because of her being a woman, in

contrast to the same contributions made by a male colleague or teacher:

Yes, to this day I notice them, and they are more related to gender than to my work

abilities. Because... when I make an intervention in the teachers' council, and it is
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relevant, but a male teacher replies, they seem to say: "Yes, you're right." (...) About
three times repeating the same thing, but a man had to come, regardless of whether it
was professional or extracurricular, he had to come and validate what I was saying.

And it's frustrating.

Mariana and Paulina elaborate similar ideas but extend them to other areas. Mariana,
for example, illustrates that male students do not give the same level of respect to her as they
do to male teachers or colleagues. In light of the facts, this can be considered an action or

behavior based on her gender:

There are some cases where men in class can behave as if you have no authority, be
defiant, or ignore you, and as soon as a male teacher or inspector appears they change

their attitude completely.

And Paulina, on her part, comments on her work experience during her practicum at a
boys' school, where both being a woman and being young made her subject to flirtatious

comments:

I remember when I started to have practicums, and well, some of them were in boys'
schools, and that makes it a little bit heavier because I was younger, we could have
been a little bit... I mean, I was 4 years older, or 3 in some cases, so I didn't like the
idea that, for many male students, they felt that they could like me, or that they could,

like, I don't know, tease me in some way.

Adding another nuance, Paulina, shares experiences related to gender gap during her
school years, making reference to her confusion regarding her experience during this process,
describing behaviors that she perceived as annoying by her peers, even more so she felt that
these were accepted according to gender standards within the classroom socializing,

comparing the reactions around similar behaviors when exhibited by her classmates:

And it was like that happened to me a lot as a child, like "Why are they yelling, why do
they always talk and have to be noticed?", and I noticed that difference a lot, that boys
talked a lot, and yelled a lot and they were allowed a lot... and it was like, when girls

did something similar, or I had classmates who were like boys, they were punished a
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lot more. I wasn't like that, I was always like very, like inward, like I didn't like to talk

to anyone, I lived in my head, I didn't care about anything.

In consideration of the foregoing, the teachers go as far as to mention some of the
community’s conceptions regarding their job and role as female teachers. Melissa, for
instance, describes the feelings or intentions she sees in her students when bonding with
teachers, making the distinction between the bond that students develop with female and male

teachers:

Yes, I feel that being a woman, the students see that one is more maternalistic, closer,
more caring, more protective; on the other hand, in men, the students do not see
themselves reflected, they do not see themselves contained, much less understood.
They look for the female figure in order to establish a bond. I have seen that they
establish bonds with men, but it is when I see that the father figure is absent, and it is a

little more difficult, but I believe that there is more attachment in the female area.

Moreover, Mariana relevates how she has experienced the expected leadership that
women are supposed to assume when organizing or decorating get-togethers or gatherings,

according to the roles constructed and reproduced in society:

On the gender pattern, I can make it very clear that there is a tendency to expect us
women to be the ones to organize the get-togethers or decorate (especially if we are in

the art department). Many male teachers are used to women being in charge.

Following with the previous idea, the expectations concerning women behavior ought
to be portrayed or identified in numerous ways, as in the excerpt below, Paulina comments on
the feeling she has about not being taken seriously or, even, reaching the point of being subject

to objectivization:

Eh, yes, yes... I guess in the sense of what I mentioned, that there is the great

possibility of being objectified by students, and therefore not being taken seriously.

In that sense, when asked whether she perceives any gender pattern in the recognition
or acceptance of neurodivergence, Melissa shares the distinct vision or perspective that

contrasts the perceived validation between neurodivergent men and neurodivergent women:
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If there is a man who is neurodivergent, he will be much more accepted; as if there is a
neurodivergent woman, she is going to be hysterical, she is going to be alaraca, she is

going to be everything wrong.

On another note, as it was similarly mentioned in 3.1. Late diagnosis, it can be said that
a misdiagnosis in women is associated with the professional training of specialists in the area
and how it hinders the recognition of the multiplicity of forms in which autism can be
manifested in women (Kirby, 2021). In that line of thought, Paulina, who at the time of the
interview was living in Valdivia, presents the lack of dissemination of information about the
autism spectrum condition in populations that, on the one hand, are not cis boys and men and,

on the other hand, are located in sectors outside the capital:

I'm living in Valdivia and here there really isn't much, eh, like diffusion in that sense
about how a diagnosis is for people who are not cis men and boys, eh, so in that sense
it has been complicated like finding professionals who have like, eh, a little bit of the

will also to want, like, to treat a person.

As a last element, Mariana identifies another expression of gender gap that intersects
with the condition as she mentions that both male and female teachers endure complex
moments when performing teaching tasks. However, without disregarding the consequences of
masking in women discussed previously, Mariana mentions that masking does help, to a

certain extent:

Regarding neurodivergent male colleagues, I have seen that they don't have a very
good time, not that neurodivergent women have it easier but masking sure helps a bit

on top, like wearing make-up or maybe a mask so they don't see you collapse.

When observing the narratives presented by the teachers, it is possible to note that all
of them could recall situations in which they experienced a friction with a male member of the
educational community, either a colleague or a student. This leads to the inquiry of why these
situations came to their minds more frequently or why they did not comment on an opposite

situation, in which, for example, there had been friction with female colleagues.
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Another element to highlight is related to gender roles within the teaching career, in
which a maternal role (Gutiérrez & Cervantes, 2011) or character is expected, related to care
tasks, as mentioned by the female teachers. A role in which they are foreseen and made
responsible for the fact of being women, either at the level of society or at the level of the
school or educational community. This, therefore, adds gendered social expectations as

another obstacle, in addition to their own autistic difficulties (Bargiela et al., 2016).

Last but not least, female teachers recognize a gender bias in the recognition and
acceptance of their condition that is more prevalent in men than in women. This lack of
validation may possibly be explained by the ability of women and, more specifically, the
female teachers to camouflage their autistic behaviors and adapt to a socially accepted type of
behavior (Ehlers & Gillberg, 1993; Gillberg, 1993; Attwood, 2006; Mattila et al., 2007;
Goldman, 2013; Haney, 2016, as cited in Allely, 2018). This can also be evidenced in the
comments that they report having received from neurotypical people that they know (outside
and within their work career), who have questioned their behaviors, ideas, and even
appearances with respect to their stereotypical ideas about people who are "traditionally" part

of the spectrum.
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CHAPTER 5:
Discussion
In this section, based on the analysis of the three categories and subcategories, the most
relevant results in relation to the experiences of the female teachers are mentioned and
developed. The narrative or construction of these results will focus on how these three factors
(autism condition, gender, and working conditions) contribute to or influence the teachers'

identity development.

Based on the results, the influence of the social interactions becomes salient in the
teachers’ perceptions and, therefore, in their identities development. This becomes evident
when, for example, Melissa’s husband mentioned to her, in a casual manner, that he already
thought that she was autistic, something she had not considered until then. For that reason,
taking into consideration what is proposed by social identity theory (Tajfel & Turner, 1986), it
is possible to ask how influential society is and its reflections in the generation of identity and
ideas about oneself. Although this research does not have the necessary tools to answer this
question in its entirety, what is certain is that according to what the teachers stated, the
reflections of society and their sense of belonging in these produce a beginning in the process
of identity crisis and reinvention, as Mariana reflects when she says that, after a few years
teaching classes and workshops in schools, she saw herself reflected in her neurodivergent

students.

From this situation, the teachers open the possibility to, or even feel they must,
re-think, re-understand, and re-discover themselves in consideration of their condition and
gender, thus beginning a reflective process or, to a greater extent, an identity crisis (Erikson,
1968; Marcia, 1966). With these inquiries in mind, these teachers reach a process that Marcia
(1966) proposes as Moratorium, in which, in order to concretize their suspicions, the teachers
decide to seek help and guidance from professionals, obtaining their diagnoses, which allows
them to reach a higher level of security to be able to address questions such as "Who am 1?" or
"Why do I behave the way I behave?", thereby reaching a greater stability in their personal
conceptions, also known as identity achievement -process that, in consideration of the scope of
the present study, will not be further developed. This is evident in the words of both Mariana

and Melissa, when they express that the diagnosis document allowed them to confirm that
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several of their actions could be explained with this new concept in them, that is, the autistic

condition.

Although, with the diagnosis in hand, the teachers felt that they could be more
confident about their attitudes and actions with respect to the world, there are other or new
challenges and questions from the people around them. Several of these questions are related
to their behavior, some referring to their condition, while others are linked to their gender. In
their testimonies, the teachers commented on situations in which they question their
knowledge of the autism spectrum. Melissa detailed situations in which special educators
ignored the possibility of an autistic diagnosis for one of their students, assuring that she had
behaviors that are not consistent with the condition, such as talking to other classmates or
talking while looking into their eyes. From this information, it can be illustrated how
stereotypes perpetuate misinformation that can lead to misclassifications of their difficulties
and thus reproduce phenomena such as late diagnosis, which can also be found more
commonly in women than in men (Lai, et al., 2011; Lai & Baron-Cohen, 2015; Bargiela, et al.,
2016), contributing to the ratio of diagnosis of women versus men to be 1:4, respectively

(Loomes, et al., 2017).

Due to the stereotypes imposed by social structures and the way in which these are
reproduced by individuals (Amo, 2022), female teachers find themselves in situations where
they feel judged because of their behavior and the presentation of their identities, as well as
feeling misunderstood by their colleagues. The chaotic feelings stemming from stereotypes
and prejudices related to their condition and behaviors make the teachers feel that the
socialization processes are exhausting, complex, and misunderstood. These feelings are
applied in their personal and work socialization processes, which is evidenced, on the one
hand, in situations such as those of Mariana, who comments that she had difficulties when
having a conversation, and, on the other hand, in situations such as those of Melissa, who
mentions a complex moment with a colleague, who pushed the personal boundaries exposed
by her, leading Melissa into a difficult situation in relation to her mental health. Due to these
and other situations, female teachers regard social interactions as situations that must be
carried out when living in a society, so they end up resigning themselves to look for ways in

which to adapt to their environment. This is in line with Goffman's (1963) theory of stigma

99



and identity management, which proposes that a person with a stigmatized identity (as could
be considered a person on the autism spectrum, as in this case), chooses which parts of their
identity to show to others. This analysis can be furthered by considering the place of

vulnerability added by being women trying to survive in adverse circumstances.

The teachers stated that social interactions are difficult and complicated. Based on this
problem, in light of their diagnoses and the challenges identified from this new perspective,
they assimilate, understand, and assume that social interactions are inevitable moments,
especially within pedagogy. That is why teachers comment that they have to prepare
themselves psychologically and emotionally for such moments. Hence, they seek to learn
socialization rules through research of concrete studies and, in turn, through the translation,
interpretation, or imitation of behaviors of neurotypical people with whom they relate;
assuming, therefore, a role, according to the role-identity theory (McCall & Simmons, 1966).
To exemplify, Mariana also made reference to this process when she described that she
identified both the gestures and the ways in which people acted and behaved in order to

imitate them, which, however, led her to assume the behavior of other people.

Consequently, when looking for ways to overcome the difficulties of social
interactions, masking appears as a defense or adaptation/normalization mechanism. Masking,
which is acquired both consciously and unconsciously, helps female teachers deal with social
interactions and work (Sedgewick, et al., 2021); although, it carries consequences that can be
evidenced by the end of the day (Hull, et al., 2017). Similarly, Mariana comments that,
although masking helps her to cope with the workday, at the end of the day she feels the
consequences of over-stimulating or repressing her feelings. This situation raises several
questions regarding this mechanism: If masking, at the end of the day, produces
counterproductive effects, why do the teachers choose to use it anyway? Why do these
teachers make an effort so that the people around them do not see them as tired or collapsing?
And, finally, is it reasonable for these teachers to expose their physical and mental health to
these consequences so that they are not seen to collapse? Do they want to continue to function

so that the neurotypical society in which they are embedded does not disable them?

In relation to the above, masking helps to ameliorate some autistic features so that the

condition does not appear as noticeable or evident when interacting or socializing with
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neurotypical individuals. This camouflage is regarded as one of the reasons why the
phenomenon of late-diagnosis may occur (Kirkovski, et al., 2013), this being obtained by
women at an adult age. Within this research, two of the participants were part of this
phenomenon, receiving their diagnosis after their 30 years of age. For them, receiving it
represented an enlightening or insightful moment. For instance, Mariana makes a reflection
regarding the diagnosis, in which she states that having been diagnosed early in her childhood
would probably have been unfavorable, noting that, in the society in which she lived during
her school years, the autism diagnosis would have been somehow "fatal". This is how the
diagnosis can present a dichotomy in the people who receive it, as Melissa explains when she
says that those close to her accepted it, while others saw it as a setback. Apparently, the
diagnosis not only clarifies and explains behaviors of those who present the condition, but also

stigmatizes and makes them fit into a place of disability.

When examining the phenomenon, it is possible to observe that it occurs more
frequently in women. While several factors allow to address this problem, undoubtedly one of
the major contributors are gender roles, by taking into account that diagnoses have been
developed considering mainly male behaviors, signs, or standards (Bargiela, et al., 2016;
Bargiela, 2019). Likewise, gender expectations make the signs for a diagnosis to be more or
less visible. As an example, a female with a reserved profile or demeanor and with a limited
social circle is much more accepted and expected within society than a male with the same
characteristics (Bussey, 2011), so the more stereotypical characteristics of the autistic
diagnosis would be less noticed in a girl than in a boy of the same grade. This goes in the same
line as what was exposed by Mariana who says that during her life no one suspected her
possible condition since she was a good student and performed well academically.
Interestingly, it is worth noticing how these gender expectations and male standards have been
preponderant long enough as to maintain a significant number of autistic women in an under-

or misdiagnosis status until the present time.

Within the area subject to stereotyping is where we can find problems linked to gender
roles and gaps, which cause men and women to have different experiences throughout their
developmental stages. As presented above, Bussey (2011) states that when these expectations

are not addressed or performed in the manner expected by the individual, social sanctions are
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expressed, which may come from those close to them such as family, friends, or peers. This is
clearly exemplified when Paulina comments that she did not understand her male classmates
who always tried to be noticed, but when her female classmates performed the same acts they

were reprimanded or, in her words, "more punished".

Another aspect marked by gender roles is that, according to Bailey (1996), there is a
greater number of female teachers in educational establishments, which is one of the major
factors in the feminization of teaching, clashing with the fact that education tends to be
male-oriented. In consideration of this focus on education, teachers express that expectations
vary notoriously depending on what is expected by gender and its patterns. For example,
Mariana explains that women tend to be expected to organize extracurricular activities or take
care of aspects such as decorations during events. She also mentions that male teachers are
used to women taking on these roles and responsibilities. However, extrapolating the gender
gap to a problem that Paulina comments on, in her experience as a teacher she felt objectified

by some male students who tried to exceed her professional boundaries.

Within these gender roles designated by society, there is a conception that women hold
values such as care and responsibility for others at the base of their moral scales (Gilligan,
1982). It is under this view of women that education is thought of as a feminized career, using
their moral values as an essential rationale for work. This role has been expressed during the
interviews, where, for example, Melissa explains her perception that, being a female teacher,
students tend to see her as someone "closer, more caring, more protective". On the contrary,
this perception on the part of students seems not to be the same towards male teachers, not
seeing them as someone who can contain and understand them. Apparently, she mentions,
students are looking for a "female figure to be able to create this bond". Thus, the following
questions arise: Can female teachers detach themselves from the maternal factor of their
profession? How to make this maternal/paternal role evenly fall on the shoulders of male

teachers?

Taking into consideration that this investigation focuses on the experiences of female
autistic teachers within the workplace, the role of supporting programs made by entities,
whether governmental or from the educational institutions in which they work, is not explored

in depth. Therefore, the interview instrument does not explicitly address this in its questions.
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However, the fact that these women, within their knowledge related to their condition, made
no mention of supporting programs suitable for them nor any accommodation usage. On the
contrary, Melissa and Mariana mention that the accommodations have had to be made by their
own means, suggesting the scope or limitations existing in educational institutions to and for

their employees.

In addition to the above, the teachers, being part of two oppressed groups —women and
autistics—, express a significant invisibilization of their condition as autistics, since, when they
exposed their diagnoses, the rest of the people did not comprehend nor assimilate, or they even
questioned that they would be part of the autistic population due to the way in which they

function in society.

To end this discussion, it is relevant to highlight that these women live with the
constant questioning from those around them, both for being women and for being
neurodivergent individuals. This is where the following questions remain: Is the treatment that
these teachers receive appropriate, without having accommodations within their work areas?
On the other hand, their non stopping efforts to camouflage those traits linked to their
condition that may be problematic when socializing, alongside with subduing their needs
—either by not expressing them with their colleagues/employers or by simply being diminished
by them—, contribute to a constant invisibilization from these people within the workplace.
Schools prepare their workers to be able to deal with students with special needs and integrate
them with those students who are neurotypical by adjusting their academic demands or
requirements. However, they seem to have a deficiency in understanding that these students
with special needs will become adults and could be working under similar conditions. In this
regard, since there is still no way to have official information from a census that provides a
specific number of ASC individuals, rather than estimates (Lampert, 2018), would the
visibilization of this population be feasible? How can gaps or perspectives that categorize or

equate disabilities with special needs be overcome?

In conclusion, the identity of female teachers is characterized by a complexity that
considers diverse factors that adjust and shape their behaviors and ideas about how they are
seen by their surroundings, how they see those around them and how they feel within their

environments in their daily lives. Within these factors, both internal and external elements can

103



be considered. Among the internal elements are their own perceptions, inquiries, the new
perspectives provided by the diagnosis, along with their ways of masking their autistic
characteristics and, also, their tools for coping with work and social relationships. On the other
hand, external elements include stereotypes and social rules, together with questionings and
affirmations by exogenous people. Furthermore, it is important to indicate that these factors
were recurrently mentioned, albeit with different emphases, by the teachers, which, more than
indicating a behavioral norm, contribute to glimpsing and suggesting how this phenomenon

manifests itself in different ways in the lives of female autistic teachers.
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CHAPTER 6:
Conclusion
The main objective of this investigation was to analyze and understand the professional
development experiences of female autistic teachers in Chile. For this, the research approach
was based on a qualitative narrative analysis, where the experiences narrated by three autistic
teachers regarding their work process were compiled and taken into consideration. To achieve
this, in-depth interviews were elaborated and applied, which sought to cover and collect their

life experiences through their extensive narrative.

The rationale behind this approach was to explore in depth the experiences of the
teachers and thus give them the space to narrate their experiences. At the same time, it was
expected that this investigation would show the reality or situation in which female teachers
also need accommodations for their adequate professional development, since these
approaches have been created mainly for students, leaving the teaching staff in the
background. In this way, it aimed to characterize the difficulties and barriers with which they
have to deal on a daily basis, since, despite being education professionals, they are still being

questioned in their professional roles.

This path led to the clarification that the female teachers' experiences are complex or
multi-faceted. This complexity was evidenced through the narration of different situations by
the female teachers, from which it was possible to account for different points -related to their
condition and gender, on the one hand, and to internal and external factors, on the other hand-
that influence both their professional development in the educational community and the

development of their identities.

From a theoretical perspective, this study sought to illustrate the current state of affairs,
contributing to a basis that allows people to find a comprehensive and meaningful solution. In
such a way, the lack of literature that covers or focuses on the challenges that female autistic
teachers face is detrimental to fully understanding this phenomenon. Consequently, it
contributed to the recognition of a knowledge gap and, therefore, to literature. Moreover, it is
essential to highlight that this research instance contributes to the visibility of the teachers'

experiences, by providing additional evidence for a current problem, consequently making a
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contribution to the literature, underscoring the motivation, commitment, and willingness to

participate in this study on the part of the teachers.

From what has been exposed and developed in this investigation, the salient work of
certain governmental entities responsible for elaborating, implementing, and providing
projects and tools for the insertion and support of novice teachers has been noticed. However,
as the participant teachers themselves have pointed out, these projects and tools must be made
effective and guarantee the necessary accommodations and appropriate adjustments for
autistic teachers and those teachers who are part of other neurodiversities. On this basis, it
could be observed that the paradigms and policies related to inclusion are still in their initial
phases, where there are inclusive views; although, these policies, that aim at inclusion, do not
cover all members of the educational framework. These views, as aforementioned, have
focused mainly on students. From this, extending these paradigms or visions beyond the

scholarly setting or a particular age stage becomes necessary.

As regards the tools and programs, these instances could be considered as moments
where, additionally, the gender gap and bias regarding autism are made visible. Inasmuch as
previously evidenced, the gender aspect forms a component that is found in various situations
and difficulties experienced by female teachers, demonstrating that, even in the current era,
gender continues to be a determining factor in experiences. This proposal aims to contribute a
greater acknowledgment and diffusion of this type of occurrence, in the interest of working
towards the abatement of sexist practices within educational communities, as schools are
recognized as spaces of socialization and reproduction of stereotypes (Leaper & Brown,
2014). The reproduction and perpetuation of prevailing gender patterns could impede both the
promptness of a diagnosis and the amenity of the workspaces for both teachers and students,

who will interact, in the future, with their colleagues.

Along the same lines, it becomes relevant to maintain a certain level of sensitivity to
cases of autistic colleagues just as it is maintained towards autistic students, and thus
demonstrate an inclusive disposition towards neurodivergent teachers. Overlooking the need
for different working conditions (or supports) for neurodivergent educators, on par with those
provided for neurotypical teachers, creates barriers to their professional development. These

barriers may be masked by the pressure to conform to established workplace standards.
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As closure, this dissertation firstly proposes the topic of workplace insertion for novice
autistic teachers for a future and further investigation, as it could help clear and identify the
systematic difficulties that new autistic teachers face and the appropriate accompaniments to

face them as a community and as individuals.

Secondly, the experiences collected in the accounts of these teachers could be the
commonality for many other women late diagnosed within the spectrum, whereby, as
mentioned in the theoretical framework, a longitudinal investigation for further exploration of
autism in women may strengthen the support provided for women in all stages of life, helping
to close the gap between females and males diagnosed with ASC. Nonetheless, late diagnosis
cases in women seem to limit the available age range to investigate; therefore, including cases
of women who obtained their diagnosis at different life stages would enlarge or deepen the
research area for autistic women, overcoming the age barriers that emerged throughout the

development of this research.

Lastly, and to conclude this series of recommendations, during the analysis of the
testimonies from the teachers, Melissa mentioned her bias in recognizing the condition of his
son. This observation evidences the close relationship between a mother and her child, and
how she was unable to recognize the child’s signs of ASC. We believe that such situations
require further knowledge and analysis that go beyond this research’s scope. This can be seen
as a suitable occasion for more research regarding family units that share an ASC diagnosis

and their experiences/perceptions.

During the process of this research, several challenges or limitations arose. The first of
these was the lack of information or literature development on some elements, such as
neurodivergent or, more specifically, autistic teachers, as well as information developed in the
Chilean context. Concerning autistic teachers, a difficulty was identified at the time of finding
participants for the study, which resulted —by coincidence— in the teachers being from a
specific geographic area, which can be translated into a lack of heterogeneity of experiences.
Although it is possible to elaborate ideas as to why (such as lack of knowledge of a diagnosis,
lack of time of the teachers, or even fear of admitting the diagnosis), this reflects the problem

itself related to late diagnosis and its consequences in the recognition of the condition.
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Appendix 1

Instrumento de Investigacion: Entrevista Semi-Estructurada

Dimensiones

Trabajadora
1

Trabajadora
2

Idea fuerza

Dimension 1:
Preguntas
biograficas.

Pregunta 1.1. ;Qué edad tiene?

Pregunta 1.3. ;Cudntos afios lleva
trabajando en el area de educacion?

Pregunta 1.4. ;Cémo le gustaria que le
identifiquemos en nuestro estudio?
(Como “persona con autismo”, “persona

dentro del espectro”, o “autista”?

Pregunta 1.5. ;Cuantos afos/Cuanto
tiempo lleva en su establecimiento?

Dimension 2:
Acerca de la
neuro

Pregunta 2.1. ; Tiene un diagndstico de
especialista?

divergencia.
*Persona No Pregunta 2.1.1. En caso que no, ;qué
Diagnosticada* | factores crees que han influido en no

tener un diagnostico?

Pregunta 2.2.
(Siente esa condicidon como parte de su
identidad?*

Dimension 3:
Vivencias
generales con
respecto a la
neuro
divergencia.

Pregunta 3.1. Desde que se dio cuenta o se

enterd de su condicion, jsiente que hubo
un antes y un después en como
llevaba/vivia su vida?

Pregunta 3.2. ;Qué
caracteristicas/signos/acciones le llevaron
a pensar que tenia [neurodivergencia]?
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*Persona No
Diagnosticada*

Pregunta 3.2.1. ;Cree que en caso de tener
diagnéstico su realidad/experiencia seria
distinta?

Pregunta 3.3. ;Siente que las interacciones
sociales son mas faciles o mas dificiles al
ser neurodivergente?

(De qué manera?

Pregunta 3.4. ;Siente que su
condicion/neurodivergencia le hizo tener
una experiencia diferente siendo mujer
durante su nifiez/adolescencia?

(De qué manera?

Pregunta 3.5. ;Cémo su experiencia de
vida o escolar le llevo a estudiar algo
relacionado con la educacioén?

Dimension 4:
Influencias de
la
neurodivergen
cia.

Pregunta 4.1. ; Cémo fue su experiencia
durante su etapa escolar?*

Pregunta 4.2. ; Cémo caracterizarias su
experiencia en la escuela en comparacion
a la de sus compafieros masculinos?

Pregunta 4.3. ;Crees que su
neurodivergencia/condicion jugd un rol
importante en su etapa escolar?*

Pregunta 4.5. ;Cree que su
neurodivergencia jugo un rol en su
decision de trabajar en el drea
educativa?
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Dimension 5:
Experiencia
con la
neurodivergen
cia en el area
laboral.

Pregunta 5.1. ;Como describiria su
insercion laboral desde su experiencia
como mujer?*

(Podria describir su insercion laboral
desde su perspectiva femenina?*

Pregunta 5.2. ;Ha comentado sobre su
condicion a su comunidad laboral?

En caso que si, ;como fue su recepcion?
En caso que no, ;hay alguna razén para
ello?

Pregunta 5.3. ; Tiene colegas
neurodivergentes, ya sea con o sin
diagnostico?

En caso que si, ;con qué género se
identifican?

Pregunta 5.4. ;Cree que su comunidad
escolar ha hecho gestiones de apoyo?

Pregunta 5.5. ;Cree que su comunidad
escolar le ha presentado barreras?

Pregunta 5.6. ;Podria describir su
percepcion con respecto a la
neurodivergencia en la escuela?*

que percepcidn tiene su escuela hacia la
neurodivergencia

Dimension 6:
Influencias de
la neuro
divergencia y
en el ambito
laboral.

Pregunta 6.1. ;Siente que su
neurodivergencia juega un rol en su area
laboral?

Pregunta 6.2. ;Siente que el rol
pedagogico es mas facil o mas dificil al
ser neurodivergente?

;De qué manera?
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Pregunta 6.3. ;Como caracterizaria el
trato con estudiantes, colegas y
apoderadas/os?

6.3.1. ;Considera que es distinto en
relacion a sus colegas neurotipicos?

Pregunta 6.4. ;Ha sentido que sus
capacidades profesionales se han visto
cuestionadas por sus caracteristicas?
diagnostico*

Dimension 7:
Neurodiverge
nciay
diversidad de
género.

Pregunta 7.1. ;Cree que su género influy6
en su decision de estudiar y trabajar en el
area educativa?

Si es asi, ;de qué forma?

Pregunta 7.2. ;Reconoce alglin patron de
género en los roles de su ambito laboral?

Pregunta 7.3. ;Reconoce alglin patron de
género en el
*diagnostico/reconocimiento/aceptacion™®
de la neuro divergencia?

Pregunta 7.4. ;Siente que su género juega
un rol en su area laboral o en su labor
docente?

(De qué manera?

Pregunta 7.5. A diferencia de sus colegas
varones, ;considera que al ser profesora
hay una mayor dificultad en el manejo del
aula?

En caso de que si, ;considera que su
neurodivergencia cumple un rol en
aquello?

Pregunta 7.6. Durante su
desarrollo/insercion laboral, ;ha sentido
alguna diferencia en como puede
desempeiiar su trabajo respecto a colegas
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varones que puedan considerarse
neurodivergentes?
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Appendix 2

Ficha Descripcion Entrevista

Nombre entrevistada Melissa

Fecha de entrevista 11 de octubre de 2023
Lugar o Medio de la Google Meet
entrevista

Nombre de investigador/a Inv. 1: Elisa Sanchez

Inv. 2: Carla Hernandez

Duracion 00:38:22

Archivos Entrevista Melissa ptl.m4a, duracion 00:23:18
Entrevista Melissa_pt2.mp3, duracioén 00:15:04

Inv. 1: Bueno, vamos a partir con la primera dimension de preguntas biograficas.

Pregunta 1. ;Qué edad tiene?

Melissa: 37 afios.

Inv. 1: Pregunta 2. ;Con qué género se identifica?

Melissa: Con el femenino.

Inv. 1: Pregunta 3. ;Cuantos afios lleva trabajando en el area de educacion?

Melissa: 10 afios. Si, 10 afos.

Inv. 1: ;Como le gustaria que le identifiquemos a nuestro estudio como persona con

autismo, persona dentro del espectro o autista?

Melissa: Autista.
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Inv. 1: ;Cuantos afios o cuanto tiempo lleva en el establecimiento actual que trabaja?

Melissa: 10 anos.

Inv. 1: ;10 afios?

Melissa: Si, parti trabajando ahi y todavia sigo ahi.

Inv. 1: Bueno, ahora vamos a la dimension 2 acerca de la neurodivergencia. ;Tiene un

diagnostico de especialista?

Melissa: Si.

Inv. 1: ;Siente esa condicion como parte de su identidad?

Melissa: Ahora si. Muy propia.

Inv. 1: Gracias. Ahora vamos a la dimension 3: Vivencias generales con respecto a la
neurodivergencia. Desde que se dié cuenta o se enteré de su condicion, ;siente que hubo

un antes y un después en como llevaba o vivia su vida?

Melissa: Si, totalmente. Es horrible. Es como yo la llevo y como el resto, como las personas
que me acompaian en mi dia a dia... o sea, es como decir que me acompafian, €s como si
fueran personas de secundarios... no, es como que las personas con las que me relaciono
también ven un antes y un después y como que muchas veces lo ven como un retroceso,
entonces es como que... con las personas neurotipicas con las que me tengo que enfrentar lo
ven como un retroceso y con las personas neurodivergentes que estoy relacionandome ahora,
lo ven como: “ah, me paso6 lo mismo”, “ah, esto es completamente normal”, “si, a mi también

me paso”. Entonces, me puedo sentir mas identificada. En una parte me siento identificada y

por la otra juzgada.

140



Inv. 1: Gracias. ;Qué caracteristicas signos, acciones le llevaron a pensar que tenia

autismo, o que era autista?

Melissa: Mias propias, ninguna. Fue porque mi marido en una conversacion, después del
almuerzo dijo: “pero si tl eres autista” y yo como: “;qué?” Me dijo: “si po, pero yo tenia mas
que claro que eras autista” y yo... yo no, cuando me dijeron eso, y me empez6 a nombrar, a
nombrar como ciertas cosas y es como que ... podria ser, como que la parte pedagogica que
uno tiene cuando tiene un estudiante y como que uno tiene sospecha que pudiese ser autista y
hay que hacerle derivacion para que un profesional y un equipo multidisciplinario haga la
evaluacion correspondiente, fue como que no lo pude ver en mi. También me pasé con mi hijo,
yo tengo un hijo de 12 afios que también es autista y el proceso de diagndstico de €l fue tardi-
o sea, no fue tardio, fue a edad temprana, pero costd, porque como es de altas capacidades, lo
camuflaban con deficit atencional, entonces como que no se queria decir que era su
diagndstico. Entonces, ojo de madre es distinto al ojo de profesora, porque yo como ojo de
profesora veo y muy friamente yo digo, si este estudiante es autista, pero con mi hijo me costo
y conmigo misma peor. O sea, fue a través del testimonio de otras personas que decia: “puede
ser, a mi también me pasa lo mismo, voy a consultar con un profesional”, ya si después de
como 7, 8 meses llegué como la certificacion diagnostica, y ahi me dijo que si, soy

autista...Un proceso largo igual.

Inv. 1: Me imagino, gracias. La siguiente pregunta, ;siente que las interacciones sociales

son mas faciles o mas dificiles al ser neurodivergente? ;Y de qué manera?

Melissa: Son muy dificiles porque uno es muy literal. Por ejemplo, me acuerdo mucho que
una colega estaba diciendo como que: “no, y estd de cumpleafios ahora, muy cerca”, yo decia:
“estd como en tres dias mas”, y me decia: “yo también estoy de cumpleafios cerca”, y le decia:
“;estas de cumpleafios esta misma semana?”’ y me decia: “no, a fin de mes”, y es como que
€so para mi no es cerca, como me dicen que estamos a 1 de junio y estas de cumpleafios el 1
de julio, eso no es cerca. Entonces, es como que ‘;de qué estas hablando?’ y ese tipo de cosas
me-me-me abrumaban, y es como que “eso no es cerca”’ y me molestaba mucho. Es tanto...

que es una cuestion tan infima que yo sé que mi colega todavia ni siquiera se debe acordar

141



pero yo todavia me acuerdo de eso. Entonces, uno se fija en cosas que nadie mas se fija y ti
notas eso y comentas algo sobre eso para interactuar con otra persona y la otra persona es
como que: “;Por qué me estd hablando de cuantas vigas hay en el techo?”” Que yo como que
de repente estoy en la sala de clases y comienzo a contar: “ah, y hay 7 por acé, hay 7 por aca,
ah, 7...7,14... 14, 28. Ah, hay un multiplo de 7” y asi me voy. Y cuando intento comentarlo
con alguien mas, como que no le parece como: “ay, que extraino”, “ay, que peculiar”, “oh, que
interesante”... oh, es horrible. O sea, no es que sea horrible, lo que para mi es horrible es como
que la primera mirada que te lanza la otra gente es como que: “;de qué estas hablando?”
Entonces es como que: “ah, dije algo inapropiado”. Entonces como que ... tiendo a no hablar.
Y cuando el tema es de interés profundo es peor. Porque yo tengo, por ejemplo... ayer mismo,
si, ayer estaban hablando sobre una nifia que la derivaron a neurélogo por... eh... sensibilidad
sensorial y otras cosas mas, y en ninguna parte del diagnostico de la impresion decia ‘sospecha
de autismo’, y las educadoras, la fonoaudiologa: “no, es que no es TEA”, “es que no parece
TEA”, “es que habla”, “es que mira a los 0jos”. Oh, y a mi es como que me-me estan como
que pinchando con un bichito, es como que: “no es necesario no mirar a los 0jos para ser
autista”, “Ay, pero es que...”, “No es necesario tener intencion comunicativa para ser autista”,
“Ay, es que entonces todos somos autistas”. Y es como que [inhala]: “respira, Melanie, respira,
respira, respira, respira”. Entonces, me cuesta mucho las interacciones sociales, porque cuando
hay un interés profundo... yo me he leido hasta papers en inglés sobre autismo y en
diagnostico en el area femenina, entonces como que... es como que, sabes que: “el gen de los
hombres se traduce en autismo y en mujeres en ansiedad”, “hay mujeres que...” Entonces
como que intento educar al resto y lo ven como que, como que si estuviese evangelizando. Es

horrible. Las interacciones sociales es algo que me cuesta y me agota mucha bateria.

Inv. 1: Gracias. Pregunta siguiente, 3.4. ;Sientes que tu condicion o neurodivergencia
hizo tener una experiencia distinta siendo mujer durante la nifiez o adolescencia? ;Y de

qué manera?
Melissa: Si. Sobre todo... porque cuando... Me acuerdo mucho porque recibi mi informe

diagnostico en marzo de este afio, pero yo hace un afio, antes de recibirlo, por ejemplo, en

julio yo ya tenia concepcion de ser autista. Entonces, era como que necesitaba hacer el debido
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proceso para tener el certificado diagndstico, y por los estudios, las sesiones, las terapias, la
intervencion, se demora el tiempo que se demor6 para tener el certificado. Entonces, yo
cuando ya lo recibi es como que: “ya, tengo el papel que me dice que soy autista”, que empecé
como a recapitular toda mi vida. Y dentro de eso llegu¢ a la parte de cuando estaba como en
quinto basico y yo no entendia si éramos tres amigas, muy amigas como éramos, las tres
mejores amigas, ;por qué cuando yo me juntaba con una amiga, mi amiga hablaba mal de la
otra que no estaba? Y cuando estaba con la otra hablaba de la otra con la que no estaba, y
después decia: ;por qué hacen esto? Entonces, cuando yo no estoy, ;hablaran mal de mi? Y
esas cosas no las entendia. Y como que tendria no relacionarme con la gente porque no sabia
coémo hacerlo o como que no tenia interés para hablar. Y era muy poca gente que tenia como el
mismo interés que yo, con las cuales si podia establecer una comunicacion o una... o entablar

algtin vinculo, pero costaba harto...

Inv. 1: Siguiente pregunta. ;Como su experiencia de vida escolar le llevo a estudiar algo

relacionado con la educacion?

Melissa: Porque cuando estaba en cuarto medio... bueno, cuando estaba en segundo medio
llegd un profesor nuevo a la escuela que ensenaba de una manera diferente, y me di cuenta que
poniendo atencidn yo era capaz de saber mucho mas de lo que pensaba. Empecé a sacar notas
en historia de 4, empecé a sacar 6.3. Sin estudiar, solo poniendo atencion y después decia:
“1qué pasa si pongo atencion?” Saqué promedio 7 en Historia, Filosofia, Plan Regular y
Electivo, tercero y cuarto medio. Y me di cuenta que era porque de puro pesa que yo no me
queria sacar buenas notas porque ‘“‘ah, el profesor me cayd mal, no pesco”. Empecé a prestarle
mas atencion a un profesor y como que: “ah, me iba mejor”. Con un profesor de quimica que
tenia promedio 4, 3.6.. era como que “ya, voy a pescar este caballero que me cae mal” ... 6.3,
6.5, 6.7”. Entonces, era por una cosa de disposicion. Entonces los profesores, sobre todo el
profesor de historia, veia que yo sabia mucho y mis compafieros me preguntaban y cuando me
preguntaban me entendia. Entonces me vi en un momento, en la tarde, con una pizarra como
que haciendo los mismos monitos que hacia ¢l explicandole sobre historia a mis compaieros
para que les fuera bien en la prueba y mi profesor va, ve y se caga larisay se va. Y fue como

que: “oye, se me da bien ayudar a otros” y habia una compaiera que le costaba harto entonces
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es como que: “mm, podria ayudar a las personas que les cuesta mas. Vamos a ver qué podria

hacer”, y ahi terminé estudiando educacion diferencial.

Inv. 1: Eh, gracias. Ahora vamos a pasar a la dimension 4, influencias de la

neurodivergencia. Pregunta 4.1, ;como fue la experiencia durante su etapa escolar?

Melissa: No me gustd mi etapa escolar, ni en la bésica, ni en la media, ni en la universidad, lo
odié. No me gusto. Tener que convivir con otras personas, entenderlas, conocerlas, ver su
proceso... no, no me gusto para nada. Yo no soy de las personas que recuerda “Ay, ojala
volver a los tiempos del colegio”. No, que asco. No tengo nada que me recuerde, mas que
ciertos profesores que como que fueron un hito importante, pero no me gustaba el colegio. Iba

igual porque sabia que era una responsabilidad, pero lo odié.

Inv. 1: Gracias, pregunta 4.2. ;Como caracterizarias la experiencia en la escuela en

comparacion a la de tus compaifieros masculinos?

Melissa ;La mia? ;La escuela? [silencio 00.00.04] Es que siento que como que mis
compafieros masculinos como que iban a pasarla bien, a conversar, a disfrutar y... y como
que... yo no s¢ que iba, como que siento que como que estuve toda esa etapa como en piloto
automatico: Como que tenia que ir porque tenia que ir, pero es porque es una obligacion, es
porque es un deber, pero no iba por otro fin, asi como que: “oh, voy a ver a mis compafieros,
vamos a hablar, vamos a jugar, vamos a pasarla bien”. No, para nada. Pero yo siento que mis
compaiieros como que iban, la pasaban bien, que era como un momento de recreacion, pucha,
ya estan estos viejos leseando, vamos a aprender, pero yo me siento como super distante y

super ajena a eso.

Inv. 1: Pregunta 4.3. ;Crees que la neurodivergencia jugé un rol importante en la etapa

escolar?

Melissa: Si, totalmente, porque eso dict6 y distd todas mis interacciones, y también coémo yo

me desenvolvi en el entorno. Yo repeti quinto basico, porque estaba en un colegio donde tenia
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como 45 compaiieros y no tengo nocion antes de eso. Como que desperté en un momento que
una profe mat6 una mosca en la pizarra y fue como que: “oh, se esta terminando el afio y me
dicen los profesores que estoy repitiendo”. Y como que el concepto de repitencia para mi en
quinto basico era como super ambiguo, como que: “;qué quiere decir que repitencia?”’ Y
cuando me dijeron que repeti de curso me acuerdo que mi papa me llevé y me compré un
perro de peluche, entonces como que... tan malo no es, entonces cuando pasa eso ahora en mi
vida adulta yo le digo a mis estudiantes: “yo repeti quinto basico y soy profesora. No se te
acaba el mundo, pero ojala no lo hagas”. Pero yo no s¢ qué paso en ese lapso de tiempo para
que quedara asi. Yo creo que fue mi neurodivergencia que estuve como mucho... estuve muy
disociada. Que no estuve concentrada con mi entorno, que estuve en mucho tiempo un piloto
automatico sobreviviendo en la etapa escolar y los profesores no tenian las herramientas para
dar respuesta a lo que me pasaba. Porque un profesor, pucha, se da cuenta que un estudiante
esté repitiendo, no responde, que le habla, si parece que no est4, entonces ;/qué pasa? Entonces

como que no tenian las herramientas para poder ayudarme en ese momento.

Inv. 1: Pregunta 4.5. ;Cree que su neurodivergencia jugé un rol en su decision de

trabajar en el area educativa?

Melissa: Creo que no, creo que no. Yo senti como que me gusto ayudar a una compafiera y
ayudar al otro, como que lo encontré asi como: “bacan”. Entonces fue como “ah, vamos a
[inteligible]”, como que “se me da bien esto, vamos a ver que pasa”. Pero nunca fue algo
como asi... muy planificado. Siento asi, como que, a mi me interesaba estudiar era el cuidado
de los animales, porque a mi me gustan mucho los animales, pero si tiendo a ser muy
escrupulosa. Entonces veia sangre y era, como que, me ponia nerviosa... ya no me pasa,
puedo reaccionar bien en una situacion de crisis, o algo asi, pero como que decia: “quizas no

va por alla. Quizas va por otro lado”.

Inv. 1: Muchas gracias. Ahora Carla va a seguir con las otras preguntas.
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Inv. 2: Ya. Si me escucho mal, de repente, por favor me lo comentan. Vamos a ver la
dimension 5, que es sobre la experiencia con la neurodivergencia en el area laboral.

. Como describiria su insercion laboral desde su experiencia como mujer?

Melissa: Como... jpodria ser un poco mas especifica?

Inv. 2: Si. Si al momento de comenzar su trabajo, empez6 a notar ciertas situaciones mas

asociadas a su género que a sus capacidades laborales.

Melissa: Si, hasta el dia de hoy las noto, que hay mas relacionadas al género que a mis
capacidades laborales. Porque... cuando hago una intervencion en el consejo de profesores, y
es atingente, pero lo replica un profesor que es del género masculino como que dicen: “si,
tienes razon” y es como que: “acabo de decir la misma Auevd”. Pero me paso, o fui consciente
de eso, de antes de recibir mi diagndstico de autismo. Entonces como que... pero me pasaba...
me paso eso muchas veces. Y si, siento que pasa lo mismo. Pasa con situaciones tan cotidianas
como para organizar un dia del profe, que me toco hacerlo el afo pasado, que ibamos a ir a
Los Buenos Muchachos, y me decian: “;pero hay parrilladas?, ;las parrilladas son buenas?”
“No, y vamos a ir al Olivo Limon” Me decian: “;las parrilladas son buenas?”” -yo soy soy
vegetariana-, entonces por eso preguntaban tanto, y yo decia: “si, son buenas” -”;pero estdy
segura?” “si, son buenas” -”;estay segura?” “si, yo he ido. Y he ido con personas que comen
carne, y dicen que son muy buenas” - "ah, ya. Pero ;estay segura?”. Y le tuve que decir a otro
hombre: “oye ;te acorday’ cuando fuimos a tal lugar?” - ’Si” - “; Le puedes decir como eran
las parrilladas?” -”ah, muy buenas” -”ah, ya, gracias”. Como tres veces repitiéndole lo mismo,
pero tuvo que llegar un hombre, independiente si sea plano profesional o extracurricular, tenia

que llegar a validar lo que decia. Y es frustrante.

Inv. 2: Me lo imagino... ;Ha comentado su condicion en su comunidad laboral?

Melissa: Solamente con mi director y mi equipo de trabajo del programa de integracion

escolar, y mis estudiantes. Si hay otros profesores... bueno, con el profesor de matematicas

con el que hago codocencias, si, se 1o he comentado porque con el puedo tener un rol mas
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activo en el aula, porque la profe de lenguaje es muy cuadrada. Entonces como que no le gusta
que uno intervenga mucho, pero si lo permite. Pero, entonces, como hago codocencia con este
profe y es como mas abierto en las intervenciones en el aula, era importante que lo supiera en
casos de que fuese muy concreto, muy literal para algunas cosas. Y los otros profesores -que
yo creo que lo saben- es a través de las redes sociales, o porque han visto mi perfil en
Instagram o en Tiktok. Pero no-no me da como la [silencio 00.00.05] la seguridad o no me da
la... no me nace tener que decirles: “;sabes que? Soy autista”. Como que, ah... es como que
decirle: “jsoy heterosexual!” como que siento que no viene al caso. Pero si, con personas que
son de mi circulo cercano, con las cuales interactian mucho conmigo, y que quizas vean

cambios en mi.

Inv. 2: En relacion a esto, ;como fue la recepcion de estas personas hacia su diagnéstico?

Melissa: La misma que mi marido. Como que sabian antes que yo. Entonces era como que
“ah”, yo no tenia idea. Lo que pasa es que dentro de mi estructura como que necesitaba el
certificado de un profesional, certificado que dijera que soy autista. Entonces si antes no tenia
€s0, como que sentia que yo percibirme dentro del espectro sin un certificado, como que era

menos valido. Eso no me gustaba.

Inv. 2: ;Tiene colegas neurodivergentes?

Melissa: Si, tengo un colega que es autista y que ve mis tiktok y me dice: “a mi me pasa lo
mismo” y comenzamos a conversar “ya estd. Yo soy autista, entonces”. Y estd como se
autodiagndstico y se percibe como autista, pero es muy capacitista, como que ¢l intenta
integrarse al resto y yo intento romper normas, a tal punto que me ha generado problemas asi
de salud mental severos porque me agota, pero €l es como que intenta fluir con la corriente y
yo digo: “no po, yo no tengo porqué ir con la misma corriente, si yo no soy asi, yo voy pal’
otro lado... y pa’ allad voy nomdas”. Me juega en contra, pero si, si tengo colegas que me

puedan entender.

Inv. 2: ;Cree que su comunidad escolar ha hecho gestiones de apoyo?
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Melissa No. O sea, de manera extra oficial si, porque mis colegas como que saben que tengo
un tema con el orden de mis cosas o mi espacio de trabajo, como que no se sientan en la silla
que yo me siento, a menos que yo no esté en la sala, es como que: “yo no estoy en la sala”, da
lo mismo. Ocupa la mesa, ocupa el lugar de trabajo, porque para eso esta. No va a estar asi sin
ocuparse porque yo esté ahi, no. Pero si me toca trabajar, me gusta trabajar en el mismo lugar,
en la misma silla, en esta mesa, en esta ubicacidn, por favor, no me muevan de aca. Eso. “Pero
hay espacio en la biblioteca” - “No, yo no quiero trabajar en la biblioteca” y lo respetan stuper
bien y hacen acomodaciones para que yo me sienta bien. Entonces, si, pero son como de la

disposicion de la persona, no es porque algo esté normado dentro de la comunidad educativa.

Ent 2: Y también, ;cree que le han presentado algin tipo de barreras también?

Melissa: Depende de la persona. Las barreras que se me han presentado son por las actitudes o
las apreciacio- apreciaciones personales de las personas. Porque tuve una dificultad con una
persona que es del area de la salud mental, como un psicologo del PIE, el cual, como que... yo
decia... expresaba con mucho respeto que me gusta sentarme en tal lugar para almorzar y
como que esta persona llegaba con un discurso de otra escuela donde habian persona que sin
ser neurodivergentes, y por puro pesados decian: “ah, es que a mi me gusta. Es mi asiento, es
mi asiento, y aqui te fuiste de aca, porque yo soy mas vieja’” -asi como viejas pesd 5. Entonces
yo entendia, pero esta persona del area de la salud mental entiende mi neurodivergencia, esta
informado sobre eso. Yo lo expresaba asi como con respeto: “es que, ;sabes qué? Yo me siento
en este lado”. Es muy Sheldon Cooper la cuestion que voy a decir: “yo me siento en este lado
porque hay menos gente que pasa por detras, el ruido de la puerta esté lejos. Entonces puedo
estar tranquila y puedo ver todo lo que pasa y no llevarme sorpresas desagradables”. Entonces
esta persona va, y llega y encuentra gracioso sentarse en mi lado asi como-como una
provocacion. Y me dice: “pero ;por qué piensas que es una provocacion?” - Porque yo le he
dicho a esta persona, abiertamente, porque es como de un grupo de confianza, como que siento
al respecto. Y sabiendo como me siento al respecto, y soy la unica como que dice: “Por favor,
aqui no, a mi no... que me... me... me causa... me abruma, me siento mal” -Lo hace. “;Como

no puedes... como no puedes pensar que yo sienta que es algo mal visto?”” Fue super violento,
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y hasta el dia de hoy no me puedo levantar para ir a trabajar. Voy igual, pero voy pésimo.
Estoy con mi estado de salud mental por el suelo por eso, porque es horrible que una persona
que, supuestamente, te conoce y es del area de la salud mental te haya expuesto a esa situacion

para probar un punto. Por tozudez, por tener que ser...

FIN DE ARCHIVO Entrevista Melissa ptl.m4a.

[Parte de la grabacion se corto, y las 4 preguntas faltantes se respondieron mediante un correo]

- Pregunta 5.6. ;Podria describir la percepcion que tiene su escuela hacia la

neurodivergencia?

Melissa: Orientacion inclusiva, pero capacitista, tiene una vision de trabajar las necesidades
antes que potenciar las habilidades, sin embargo, es un espacio seguro para estudiantes
autistas.

- Pregunta 6.1. ;Siente que su neurodivergencia juega un rol en su area laboral?

Melissa: Si, desde ahi respeto més la diversidad y genero mas empatia con mis estudiante,

comprendiendo en primera persona lo que es pensar desde un cerebro neurodivergente.

- Pregunta 6.2. ;Siente que el rol pedagogico es mas facil o mas dificil al ser

neurodivergente? ;De qué manera?

Melissa: Dificil en algunos ambitos, es muy ambiguo el lenguaje utilizado en las comunidades
educativas, entonces tener que pedir que se utilice lenguaje simple es agotador, a veces dan
por entendido que uno debe enterarse cosas que no son dichas de manera directa.

- Pregunta 6.3. ;Como caracterizaria el trato con estudiantes, colegas y apoderadas/os?

Melissa: Con mis estudiantes un trato cercano, existe vinculo y entendimiento mutuo.
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Colegas, mucha envidia, pero un trato siempre profesional, pero envidian que una persona
destaque en algun area, siempre comparan.
Apoderadas/os, cautela, porque dependiendo de lo que requieren es que si estdn contigo o

contra ti.

INICIO DE ARCHIVO Entrevista Melissa_pt2.mp3.

Melissa: ... Apoderados? como algo de cautela porque los apoderados como yo siento que son
como un arma de doble filo, te pueden apoyar y querer mucho pero si algo no les gusta
respecto a sus hijas, hijos, hijes, es como que son tu peor enemigo. Entonces, como que soy
cercana a ellos, tenemos una comunicacion fluida, pero siempre tengo mis resguardos y mis
reparos; como que dejo: usted es apoderado, desde aqui somos solo apoderados. Tengo colegas
que, pucha, han salido a carretear con apoderados, y es como que, eso después en algiin punto

me puede jugar en contra, y me cuido mucho al respecto.

Inv. 2: ;Siente que este trato es distinto en relacion a sus colegas neurotipicos?

Melissa: Por supuesto, porque asi mismo, como yo digo, que yo no voy a salir a tomarme una
cerveza con un apoderado, yo he visto en estados de WhatsApp a profesores saliendo con
colegas— o sea, con apoderados a carretear, incluso relaciones que pasan mas alla de lo
profesional, que hay profesoras que estan abiertamente que: “no, sabes que estoy en una
relacion sentimental con tal apoderado”. Ya, bien. La cuestion es que cada uno es libre, pero
digo: yo no me expondria a ese punto con un apoderado; eh, con un estudiante yo tengo
mucho vinculo, me dice: “profe, lléveme a tal parte, que no me llevan”, yo le digo que: “con
mucho gusto te llevaria, pero no puedo porque usted es mi estudiante, y yo no puedo
[ininteligible] sin autorizacién”, como que soy muy cuadrada en ese proceso. Pero tengo
profesores que se han ido a meter durante la pandemia a la casa de un estudiante para
ensenarle. “No, es que yo voy igual”. Es como que “pero después esta diciendo que te puedes
contagiar del COVID, que pasa esto” - “No, es que mi estudiante lo necesita”. Entonces como
que yo digo: “no es porque el estudiante lo necesite, es que tu estds como queriendo ser mas

que alguien, porque siempre lo hacen por apariencias. Entonces, yo me dedico a hacer mi
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trabajo, y a hacerlo bien y no hacer mas de ello buscando reconocimiento, y eso es lo que yo
veo que lo hacen muchos de mis colegas. O como que pasan la linea de lo profesional a lo

personal.

Inv. 2: Entiendo. ;Ha sentido que sus capacidades profesionales se han visto cuestionadas

por su diagndstico?

Melissa: Una pura vez, y pasé con este mismo profesional del area de la salud, porque
teniamos un estudiante autista que era muy disruptivo, violento, agresivo fisicamente,
verbalmente, y veia la sala del PIE como un refugio. Y llegd un momento alla. Entonces yo,
con los estudios que tengo de autismo, yo le decia: “OK, cuéntame, ;qué pas6?”. Entonces,
llegd cansa’: “No, es que-" - ;Y con quién estas? ;Pediste permiso? ;Tienes permiso para
estar aca?” Es como que... y no alcancé ni siquiera a intervenir y lleg6 la profesora jefe:
“vuélvete a la sala”, porque le avisan inmediatamente, le avisan a la profesora cuando se salia
de la sala, porque el chiquillo igual era violento, entonces no podia andar solo fuera de la sala.
Y por eso mismo llegd, entonces decia: “ya, tengo dos opciones: Escucho a su estudiante para
que baje los niveles y se intente regular, o soy oposicionista— soy desafiante para que ¢l
desafie mas”. Entonces, decidi tomar la otra via, ir mas calmada, respirar y todo eso, y esta
persona del area de salud dijo que no, que tenia que hacerlo en otra ocasion. ;Por qué? Porque
esta persona, en ese momento, yo creo que no podia tomar las decisiones mas asertivas,
porque estaba pasando... porque fue invalidada profesionalmente en otro establecimiento.
Entonces, como que decia: “OK, no puede dar las mejores respuestas este momento, porque
no esta bien, voy a ir a disculparme por esta dificultad”, porque yo en un momento le dije: “No
quiero hablar contigo ahora. Yo encuentro que tienes razén, pero yo decidi abordarlo en una
manera distinta”. Yo le iba a preguntar al estudiante si tenia los permisos, pero primero lo que
hice fue lo mas basico: escuchar. “i{No es que esta mal!” que aqui, que alld; como que: “no
quiero hablar contigo, déjame tranquila”. - “No, pero es que...”. - “Déjame tranquila”. A ese
punto. Porque me seguia acosando y yo no podia hablar en ese momento, y lo mejor que podia
decir es que me dejara tranquila, si no iba a terminar en una discusion que se que se iba a
escapar de las manos. Y ahi me vi como invalidada y como cuestionada, sobre todo cuando

uno habla sobre neurodivergencia, como que sienten las personas que cuando uno conoce
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tanto, es como que perjudicial, pero no s¢, ;perjudicial para quién? Para mi no, porque yo sé
harto, pero (quizas perjudicial para ellos porque queda en evidencia que no saben tanto?
Entonces, no sé. Esas son cosas que todavia no entiendo. Pero en ese momento, por ejemplo,
por esta persona de la carrera de la salud yo si me senti cuestionada profesionalmente y no me
gusto. Y fui condescendiente al hablar y disculparme por como respondi, y ahora que volvid a
pasar me han dicho: “;Pero no has pensado en hablar con esa persona?” Y le dije: “No, porque
ya me paso esto, no fue capaz de hacer un analisis a su propia practica profesional o personal,
entonces yo no estoy dispuesta a prestarme para hablar lo mismo”. ;Para qué? Para decir: “Yo
me equivoqué al sentirme mal por lo que td hiciste. Perdoname por sentirme mal”. No, no, me

estas leseando. Asi que en ese punto como que fue... ha sido como terrible.

Inv. 2: Muchas gracias de nuevo por compartir. Ahora vamos a pasar a la Gltima

dimension, que es de la neurodivergencia y la diversidad de género.

Melissa: Ya.

Inv. 2: ;Cree que su género influyo en su decision de estudiar y trabajar en el area

educativa?

Melissa: [Silencio 00.00.08] Eh, no lo sé, no lo sé, no sé si siendo hombre hubiese tomado un
camino diferente. No, porque no me gustaban mucho las matematicas, estoy tratando de
pensar como hubiese tomado esas mismas decisiones si hubiese sido hombre, pero no me
interesaba mucho un ramo por el area cientifica, o no, me gusta esto de la ensefianza. Creo que

hubiese tomado el mismo camino.

Inv. 2: ;Reconoce algun patron de género en los roles de su ambito laboral?

Melissa: Mmm, principalmente hay... hay, es que depende mucho de la comunidad educativa,

porque conozco muchos donde hay principalmente hombres o mujeres, y en este caso en mi

escuela si, son principalmente... hombres.
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Inv. 2: ;Reconoce algun tipo patron de género en el reconocimiento/aceptacion de la

neurodivergencia en el establecimiento?

Melissa: Si, por supuesto, o sea, si es que hay un hombre que es neurodivergente, va a ser
mucho mas aceptado; que si hay una mujer neurodivergente, va a ser histérica, va a ser, eh,
alaraca, va a ser todo lo malo. Como mientras que uno... “no, que es frio, es calculador,
piensa”, y como uno al ser mujer es como que ven todo lo malo. Igual eso lo que estaba
hablando del género entre... en las escuelas, estaba pensando a nivel de todas en la comunidad
educativa, porque a nivel de educacion diferencial, principalmente son mujeres, totalmente.
Teniamos tres compaiieros hombres de educacion diferencial. He visto dos practicantes...
tengo un compaiero de la U acéd en Santiago de educacion diferencial, y he visto dos
practicantes masculinos de educacion diferencial, y conozco a dos profesores de educacion
diferencial en una, pucha, en un... no sé como de cudnto... de mil profesoras, de mil docentes.

Entonces, es insignificativa la cantidad de hombres en la carrera en comparacion a las mujeres.

Inv. 2: ;Siente que su género juega un rol en su area laboral o en su labor docente?

Melissa: Si, siento que al ser mujer, los estudiantes ven como que una es mas maternalista,
mas cercana, mas cuidadora, mas protectora; en cambio, en los hombres, los mismos
estudiantes no se ven reflejados, no se ven contenidos, ni mucho menos entendidos. Como que
buscan la figura femenina para poder llegar a establecer el vinculo. Igual yo he visto que
establecen vinculos con hombres, pero es cuando veo que la figura paterna estd como ausente,

y cuesta un poco mas, pero creo que hay mas apego en el area femenina.

Inv. 2: Muchas gracias. A diferencia de sus colegas varones, ;considera que al ser

profesora hay una mayor dificultad en el manejo del aula?

Melissa: ;Como? Otra vez.

Inv. 2: Si. A diferencia de sus colegas varones, ;considera que al ser profesora hay una

mayor dificultad en el manejo del aula?
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Melissa: No, para nada, pero si lo que veo como una dificultad es que al ser cercana a mis
estudiantes como que creen que pueden hacer y deshacer lo que quieran. Entonces cuando me
pongo asi como estricta, es como que: “Ay, profe, se enojo”, y le dije: “No, no estoy enojada,
pero es que igual es una falta de respeto que cuando estemos solos ustedes creen que es juego
o es circo, cuando nosotros tenemos que hacer una clase. Si yo les dije a ustedes chiquillos,
ustedes saben, si yo tengo que venir a suplantar a un profesor que no esté, y esta el material
para hacer la clase, se hace la clase; si la terminan antes, yo no les voy a dar mas tarea porque
si, porque esta es la actividad que hay, si la terminan antes y la terminan bien, tienen el tiempo
libre para ustedes, porque yo no les voy a estar inventando cosas de lo que no nos dejaron,
pero la regla es clara”. - “Ah, ya, profe”. Como que lo entienden bien. Y cuando hay algunos
que como que abusan de la confianza, les digo: “Ya po’, ‘tan grandes, estan peludos, ‘tan
hedi— y comenzamos la clase. Pero por ser mujer no, es mas que todo por el... por el vinculo,
como que hay algunos que les cuesta establecer como esa linea, de que: “A la profe le puedo
contar, eh, de mis encuentros sexuales con mis compaiieras o con las pololas que tengo, y le
puedo preguntar sobre hormonas, test de embarazo, que un compaiero llevo droga, que llevo
una cuchilla”. Me han dicho cosas que yo no quiero escuchar, y tengo que activar los
protocolos, sin dar nombres de quién me dijo, mi informante, porque no te lo cuentan para
acusar, sino que lo cuentan porque: “profe, pasé esto...”, y despues como que se articula de tal
manera para que no se den cuenta de que yo les hice caso, que tengo que dar aviso. Pero eso
mas que todo, porque en el area de hacer una clase, no, no me veo con un... como que muy

distinto de lo que hacen los hombres.

Inv. 2: Y como tltima pregunta: Durante su insercion laboral, ;ha sentido alguna
diferencia en como puede desempeiiar su trabajo respecto a colegas varones que puedan

ser neurodivergentes?

Melissa: No, porque de verdad la insercion laboral que hay en mi escuela... bueno, cuando yo
entro a trabajar, es horrible, es paupérrima, cuando yo le he explicado a otra persona que no
hubo ni siquiera una entrevista psicoldgica, nada al respecto, sino que fue como una persona

que estaba contratando, que fue como que: “Oh, yo te vi, que estuviste en la practica

154



profesional en tal escuela, que bueno, anda a trabajar acd” y listo. “Que son tantas horas que te
van a pagar”, y listo, eso fue la entrevista. No esta como normada la induccion de mi
establecimiento educacional, y debiese estar, porque imaginate, un profesor que tiene que
llenar el libro de clases, y aun hay unas escuelas que todavia esta en papel, mi escuela es una
de ellas, y hay escuelas donde te piden que se llene todo con lapiz negro, después con lapiz
azul, que no puedes tener notas rojas con el lapiz rojo, tienen que ser todas azules. Entonces,
ese tipo de cosas si no se dicen al ingresar al establecimiento educacional, se genera un

problema después administrativo, y eso no pasa en mi escuela.

Inv. 2: Perfecto. Muchas gracias, Melanie, por esta entrevista. Con esto la finalizamos. Te
queria comentar que, como dijo Elisa, esto es de caracter confidencial, y preguntarte si te

gustaria agregar algo.

Melissa: No, siento que no, no es necesario agregar nada mas. O sea, ;qué pudiese agregar?
Si, hay algo que siento que se pudiese agregar, que dentro de las comunidades educativas se
esta hablando mucho de la desinformacion con respecto al autismo, sobre todo con la entrada
en vigencia de esta ley. Y yo siento que las comunidades educativas no aprovechan el recurso
humano que tienen como para capacitar al resto. Yo, ademas de ser autista y profesora de
educacion diferencial, diplomada en autismo, soy también parte de la red de maestros del
CPEIP. Entonces, yo puedo capacitar a otros docentes. Y cuando informé de eso en mi
comunidad educativa fue como: “Ah, bacan”. Entonces, como que tienes un profesor que
puede capacitar al resto y no estas aprovechando ese recurso humano. Es como que: “ah, ya,

£
1

eri... estudiai més que el resto. Bien por ti.” Y siguen haciendo més de lo mismo. A nivel
comunal, pucha, contratan a personas de fundaciones que son de autistas hablando de autismo
y dicen: “ay, es que hay que hablar de las habilidades ahora” y hablan todos, y yo digo: “Si,
qué bueno que estén diciendo eso. Es como que es lo que vengo diciendo yo hace rato y no sé
por qué no me escuchan”. Entonces, como que dicen que uno no es profeta adentro de su
mismo rebafio, no sé€. Pero como que me frustra que tengan una persona con tanto potencial y
no la aprovechan y busquen personas de afuera. Independiente que esto sea a nivel de equipo

de gestion, también va entre pares, porque nosotras, el afio pasado, como PIE, dimos una

capacitacion, informamos sobre qué eran los diagndsticos, del decreto 170, como trabajas de
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manera colaborativa, dimos estrategias para tener atencion en el aula, como la pausa activa, la
ensefiamos, fuimos ludicos... Profesores pidieron permiso administrativo esos dias, estaban en
el celular, no pescaron y después esos mismos profesores nos decian: “Es que nadie nos
ensefia”’. Es como que: “Nosotras hicimos todo eso el afio pasado y ti decidiste estar en el
celular y no prestar atencién”. Entonces, como que lo ven como un tramite, estan asi con el
tremendo caracho, como que: “Ya, termina luego para que nos vayamos”. Entonces, ese tipo

de cosas, yo siento que se debiesen cambiar en las comunidades educativas.

Inv. 2: Muchas gracias, Melanie. Te queriamos preguntar también, en caso de que

necesitaramos otra segunda entrevista, ;estarias dispuesta a participar?

Melissa: Si, claro.

Inv. 2: Ya, eso. Estamos listas nosotras. Muchas gracias de nuevo. Elisa, no sé si quieres

decir algo.
Inv. 1: Nada, que muchas gracias por compartir tu experiencia y también por dar tu
vision como profesional. De verdad que nos ayuda mucho tu testimonio y todas tus

respuestas.

FIN DE ARCHIVO Entrevista_ Melanie pt2.mp3.
FIN DE LA ENTREVISTA
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Appendix 3

Ficha Descripcion Entrevista

Nombre entrevistada

Mariana

Fecha de entrevista

31 de octubre de 2023

Lugar o Medio de la
entrevista

Google Meet

Nombre de investigador/a

Inv. 1: Fabian Lopez
Inv. 2: Carla Hernandez

Duracion

01:23:27

Archivos

Entrevista Mariana.m4a, duracioén 01:23:27

Inv. 2: Esta entrevista es de caracter confidencial y se grabara el audio para tenerlo de

respaldo para nuestra tesis.

Mariana: Si.

Inv. 2: ;Estas lista?

Mariana: Si.

Inv. 2: Ya. Voy a comenzar a grabar. Ya. Ya, Fabian, puedes comenzar.

Inv. 1: De partida, queriamos agradecer tu participacion, ya que entendemos que por

alla igual es tarde. Entonces-

Mariana No es muy tarde

Inv. 1: Entonces, lo agradecemos profundamente ... el esfuerzo que estas haciendo.
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Mariana No es tanto. Yo creo que... Yo quiero agradecerles a ustedes porque, bueno, es una

oportunidad interesante para visibilizar la condicion del espectro autista.

Inv. 1: Perfecto. Las preguntas que tenemos preparadas para esta entrevista se dividen...
tienen ciertas categorias. Entonces, para comenzar, este primer set de preguntas son
protocolares, principalmente, o de contextualizacion, informacion que luego se podra ir
viendo reflejada a lo largo de lo que sigue de la entrevista. Entonces, para partir, ;cual es

su edad?

Mariana 32.

Inv. 1: ;Cuantos afios lleva trabajando en el area de educacion?

Mariana 3 afios.

Inv. 1: ;Coémo le gustaria que le identifiquemos en nuestro estudio? ;Como “persona con

autismo”, “persona dentro del espectro”, “autista”, o algun otro término?

Mariana Creo que “dentro del espectro” ... “persona dentro del espectro”.

Inv. 1: ;Cuantos afios o cuanto tiempo lleva en el establecimiento donde esta trabajando?

Mariana Llevo los 3 afios. Es que ... bueno, ahora tengo un permiso sin goce de sueldo, pero
estuve en CORMUN de Rancagua, Corporaciéon Municipal de Rancagua, por al menos...
bueno, desde el 2021, estuve con clases online, después hibridas, y después ... en dos colegios
distintos, entonces a veces me mandaban a uno y después al otro. Y esos eran municipales. Y

estuve la mitad del tiempo, el 2022, en uno particular.
Inv. 1: Ya veo. Mas adelante, si no me equivoco, podremos llegar a profundizar en la

experiencia que ha tenido hasta ahora. Las siguientes preguntas apuntan a poder

identificar a la persona, o a preguntar como es la relacion de identificacion que tiene la
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persona con la condicion. Como por ejemplo, ;tiene usted un diagndstico de algun

especialista?

Mariana Si, tengo un diagnostico de un especialista. Me hicieron el exdmen ADOS-2, mddulo

4 y saqué 13 puntos sobre 10.

Inv. 1: ;Podria llegar a elaborar un poco mas? Porque ahi si que yo, por lo menos, me

pierdo con respecto a lo... a lo que me acaba de comentar.

Mariana ;jAl exdmen?

Inv. 1: Mmhm.

Mariana Bueno, el exdmen ADOS-2... eh, bueno, fue disenado para detectar... eh, bueno, la
condicion del espectro autista, antes como un trastorno, como estaba en el DSM-5, me parece.
Y... eh, bueno... eh, este modulo esta hecho para adultos, el médulo 4, desde los 18 afios en
adelante. Eh... y la profesional que me hizo el exdmen... eh, también tenia en cuenta la
perspectiva de género y que en las mujeres... bueno, es comun que se diagnostique de forma

tardia o que no se diagnostique por el masking, por el enmascaramiento social.

Inv. 1: Ya veo. Y cual... ;justed comentaba unos... unas clasificaciones, si no me

equivoco, que obtuvo en ese examen?

Mariana Si. Yo pregunté si significaba mas o menos, pero me dijeron que... bueno, me dijo
ella que no, que no es que sea mas o0 menos, sino que estoy simplemente dentro del espectro.
Que son tre-, por lo menos, 13 puntos sobre 10, que podria ser cualquier puntaje sobre 10 y
estaria dentro del espectro.

Inv. 1: Ahi yo creo que ya es tarea nuestra poder investigar un poco mas sobre eso.

Mariana ;/No han investigado sobre los examenes?
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Inv. 1: No, porque eso ya llega a ser... como que va mas alla de nuestra... de nuestro
foco, como ese espacio mas... eh, no sé si psiquiatrico, llamarlo, pero mas medicinal,

como mas del area de la salud. Ahi como que igual-

Mariana Mas clinico.

Inv. 1: Mas clinico, muchas gracias. Exacto. Y como que nos sobrepasa en nuestro
conocimientos. Pero, por supuesto, que podriamos llegar a investigar un poco mas sobre

€80.

Mariana Creo que igual podrian... si, tenerlo ahi, porque, bueno, es ese el diagndstico que se
aplica a adultos, y hay otro, me parece. Eh... eso. Y me habias hecho la pregunta de: ;cémo

me identificaba yo?

Inv. 1: Mmhm.

Mariana Bueno, es que me... el diagndstico lo recibi a principios de este afio, recién con 31
afos. Pero siempre tuve una sospecha. El problema es que cuando era pequeiia, los inicos que
tenian autismo eran los nifios, y estaba este estigma de que los nifios... bueno, que no son
funcionales, tienen este apoyo adicional, presentan ciertas caracteristicas... que, bueno, les
impide desarrollarse quizds con normalidad junto con los demas estudiantes. Pero, en mi caso,
que lo he conversado con otras amigas que también estan diagnosticadas dentro del espectro,
es que... yo rendia muy bien académicamente, entonces el lado social no importaba,
importaba mas... eh, bueno, si yo rendia académicamente no era un problema en el colegio.
Generalmente, en los colegios, los nifios problema son los que necesitan mas atencion, pero...
yo era lo contrario, y trataba de, todo el tiempo, parecer normal. Entonces, en mi cabeza,
siempre estaba la idea de “actia normal”, “actia normal”, “actiia normal”. Y, no sé, hasta el
dia de hoy, me cuesta un poco... socializar o entender ciertas-ciertas... conductas o ciertas

bromas, o0... cosas asi.
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Inv. 1: Mas adelante, van a haber unas preguntas que apunten a tu experiencia mas

escolar. Entonces, ahi podriamos llegar a profundizar un poquito mas.

Mariana Perfecto. Perdon.

Inv. 1: No, no se preocupe, dele no mas.

Mariana Es que... me pongo a hablar y hablar y no s¢ cuando parar, entonces me tienen que

decir.

Inv. 1: Por nuestra parte no hay ningin problema con que se explaye lo que quiera. Eh...
eh, pero si, mas adelante podremos, como, ir mas al punto de algunos elementos. Otra

pregunta. ;Siente... eh, el autismo como parte de su identidad?

Mariana Actualmente, si. Es que, al principio, estaba un poco abrumada, porque... a ver, yo
llegué al diagndstico, porque, en los 3 afios que hice clases, me vi reflejada en mis estudiantes,
especialmente en aquellos que eran mas retraidos... yo soy profe de artes, entonces, yo era la
nifia silenciosa que dibujaba en un rincon, a la que le hacian bullying o le rompian los dibujos,
entonces... eh, o que me gustaba el animé¢. Y, de pronto, empecé a ver un patrén, y empeceé a
dar un taller de comics, y llegaron chicos a refugiarse a ese taller, de alguna forma, porque
estaban mas tranquilos, em... porque podian dibujar, porque podian ser ellos mismos, eh... y,
bueno, la mayoria de ellos estaba en el programa de... en el Programa de Integracion.
Entonces, yo me vi reflejada en ellos y dije: “vaya, aqui estd pasando algo, eh... algo que
quizas no-no habia estado tomando en cuenta” y decidi buscar una profesional que pudiera

hacerme es- ese examen.

Inv. 1: Interesante como lo cuenta. Ahora, las siguientes preguntas van a estar enfocadas
como para poder conocer y saber como llego6 a la idea de que tenia cierta condicion, antes
de estar ahora trabajando. Entonces, ahi podremos como tomar un poco de los elementos

que nos comentaba ahora al final. Como, por ejemplo, una pregunta: desde que se dié
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cuenta o desde que se enter6 de su condicion, ;siente que hubo un antes y un después en

como llevaba su vida o en como vivia su vida?

Mariana Creo que si, creo que el diagndstico fue importante para aceptar que no estaba loca,
que tenia caracteristicas distintas, que procesaba la informacion de forma diferente y esa

aceptacion vino con el diagnostico, que para mi no es para nada estigmatizante. Eh... no sé.

Inv. 1: Muchas gracias. Siguiendo con aquello, nos comentaba antes como cuando se veia
reflejada en sus estudiantes, pero particularmente en usted, ;qué caracteristicas o
acciones o signos la llevaron a pensar que tenia cierta condicion o cierto patron de

caracteristicas?

Mariana A ver, primero que, bueno, tuvimos unas capacitaciones en el colegio, primer afio
sobre autismo, sobre proyecto de integracion y empecé a ver estos patrones que caracterizaban
a los nifios y nifias, o nifies también, dentro del espectro, eh... habian muchos que, bueno, que
eran también, de alguna forma, disidencia LGBTQ+, eh... a ver, déjame ver, ;donde me
quedé? Ah... espera, no, ;dénde me quedé?

Inv. 1: ;Que estaba en unos talleres?

Mariana Eso mismo. No, no, es que- es que me-

Inv. 1: Capacitaciones.

Mariana -de repente se me fue el hilo. Eh... las capacitaciones, si. Y, luego, empecé a
investigar, empecé¢ a ir a charlas, empecé a buscar informacion. Hay un académico de Pert,
que es Ernesto Reafio, que habla desde el paradigma- Nuevo Paradigma de la

Neurodiversidad, que contradice al paradigma del capacitismo. [ininteligible]

Inv. 1: ;Coémo? Ahi, lo ultimo, te perdimos un poco.
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Mariana La diferencia entre el capacitismo y el nuevo paradigma de la neurodiversidad.

Inv. 1: Siento que tenemos algunas concepciones con respecto a eso.

Mariana Vale. Es que, a ver... bueno, este sefior, Ernesto Reafio -les sugiero que lo busquen,
porque tiene un monton de estudios y papers sobre autismo-, ¢l habla de un nuevo paradigma
de la neurodiversidad, que es lo que se esté tratando ahora, que es tratar el autismo como una
condicion, no como un trastorno, aunque medicamente se sigue tratando como un trastorno
neurologico, porque el cerebro, bueno, enciende lucecitas distintas al de las personas que son
neurotipicas. Bueno, el anterior paradigma del capacitismo te clasifica a las personas por alto
funcionamiento y bajo funcionamiento, pero eso ya no deberia ser asi. De hecho, si yo me
hubiera hecho el fest antes y hubiera aparecido dentro del espectro, seguramente hubiera sido
clasificada como Asperger, porque tengo alto funcionamiento, pero ;alto funcionamiento para
qué? No soy un objeto. Es alto funcionamiento académicamente. Es eso mas que nada. Porque
estoy aqui [en Espafia], becada, me han dado como cuatro becas... y es por eso. Y dentro de
los patrones que tengo es que proceso la informacion de forma completamente distinta, llego a
resultados de forma alternativa, y puedo pensar en simultdneo muchas cosas. También me
cuesta mucho mantener la mirada con las personas, me fuerzo a ello, y me cuesta también, a
pesar que he estado haciendo clases, me cuesta mucho hablar en publico, pero intento meterme
COmo en un personaje, como ponerme una mascara encima de la mascara, y me ha dado un
poco de resultado. Pero, ahora que vuelvo a ser estudiante, me siento un poco abrumada, asi

que estoy con terapia psicoldgica aqui también, por la universidad.

Inv. 1: ;Y como ha podido desenvolverse a partir de ahi?

Mariana ;De donde?

Inv. 1: De que comentaba que ahora estaba con terapia para poder seguir avanzando.

Mariana Ya, es que necesito, quizas, reafirmacion en algunas cosas, o que me hagan ver las

cosas de forma distinta, porque yo interpreto, no sé, lo que dicen los demas de cierta manera, y
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a veces los espaioles tienden a ser un poco hostiles con los latinoamericanos, pero no por una
cuestion racial, sino porque son dos mentalidades-mindsets distintos. Ellos son muy
individualistas y ellos se salvan solos, resuelven sus cosas asi. Entonces cuando, bueno,
nosotros estamos acostumbrados a pasarnos los apuntes, a estudiar, o apoyarnos cuando
tenemos problemas, aqui alguien pide ayuda a los demas, es como: “;alguien tiene los
apuntes?” y hay un silencio total. Es como que es una competencia brutal, intelectualmente
hablando y académicamente, y como que esa mentalidad choca un poco con la de los latinos
-que eso estabamos conversando con un grupo de latinos que también estan dentro del Master-
y yo interpreto muchas actitudes, quizas, como negativas hacia mi persona, pero en realidad
no son hacia mi persona, entonces la terapia aqui me ha ayudado a ver las cosas de forma

distinta, como tratar de no tomarme las cosas personal, y esas cosas.

Inv. 1: Me parece excelente. Ya, es que estaba viendo en qué pregunta habiamos
quedado. Siguiente pregunta: ;siente que las interacciones sociales son mas faciles 0 mas

dificiles al ser autista, o al ser neurodivergente, al encontrarse dentro del espectro?

Mariana A ver, siempre me han costado las interacciones sociales. Me pasa que no sé cuando
dejar de hablar, o interrumpo a las personas, o intento meterme en una conversacion,
interrumpo y no sé cuando es el momento preciso para conversar o, bueno, para meter el tema,
o0 a veces digo algo y no me escuchan, y eso me frustra. Me cuesta mucho levantar la mano en
clase, a pesar de que quiero hacer muchas preguntas, porque me preocupa decir algo tonto o
algo que suene como descabellado. También porque yo vengo del campo de las Bellas Artes y
aqui ya son historiadores los que estan haciendo como el quinto afio, pero es el Master de
historia del arte. Y eso me pasa, bueno, con frecuencia, tratar de hablarle a alguien. Pero me
pasa que identifico ciertas caracteristicas en ciertas personas y me siento comoda con estas
personas, que tienden como a tener ciertos rasgos neurodivergentes, también, y es una cosa
que se da natural. Entonces, me he dado cuenta que tengo muchos amigos que presentan
rasgos neurodivergentes, ya sea TDAH, o también autismo, o TOC, o bipolaridad, también,
que entran dentro del espectro de la neurodivergencia, porque procesan la informacion de

forma diferente, procesan la informacion tanto formal como sensorial, para eso también existe
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un examen que lo hacen las terapeutas ocupacionales... ;como se llama? El perfil sensorial,

como recibes los estimulos, como recibes la informacion... y no s¢ donde estaba.

Inv. 1: Estaba comentando como que ha podido identificar ciertas caracteristicas en

personas que la hacen sentir un poco mas comoda, al interactuar socialmente.

Mariana Como compartir lo que es el hiperfoco de algo, y es como hablar, hablar, hablar,
hablar, hablar, y que la otra persona no se moleste ni se incomode, porque a veces intento
interactuar con personas y les hablo mucho y se alejan, o creen que estoy loca por tener una
fijacion en algo, por ejemplo, los gatos negros, tengo muchas cosas de gatos negros. Y asi.
Entonces, a veces me puedo ir de un tema a otro, y saltarmelos. Bueno, eso. Me cuestan las
interacciones sociales, si, pero generalmente, cuando me siento comoda, puedo expresarme

mucho mejor.

Inv. 1: Habia un momento donde comentaba que con ciertas personas con quienes, de
repente, no se compartia un cierto interés se alejaban, pero ;de qué manera se alejaban?
.Se alejaban, como, fisicamente, en el momento? ;O se alejaban, como, relacionalmente

con usted?

Mariana Creo que son ambas cosas, una mezcla, porque... bueno, como yo dibujo, tiendo a
observar mucho a las personas, y trato de entender los patrones y la forma en que se mueven,
la proxémica [ininteligible] y la kinésica. Intento hacerlo, intento descifrarlas a través del
paralenguaje, pero igual es complejo, porque al final me termino haciendo ideas y quizas no
son asi. Pero es una especie de mecanismo de defensa. Por ejemplo, si me pongo a hablar de
gatos y la persona empieza a hacer caras o gira el cuerpo hacia el lado contrario es porque ya
quiere irse, o si... bueno, lo mismo, preguntarle a alguna compatfiera espafiola si me puede
pasar unos apuntes o decirme qué libro habian pedido para leer y ella se aleja o dice que no
tiene idea, porque no quiere interactuar, es como eso, sentir el rechazo constante. Y parte de...
dentro de mi diagndstico, también, tengo un tema con el rechazo, importante, que se llama

disforia sensible al rechazo: cuando me siento rechazada, me aislo y colapso un poco.
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Inv. 1: Se entiende. Entonces, ha sido un trabajo constante de estar observando y
aprendiendo ciertos, ya sea, gesto o... ;como se le puede decir? Pistas, como, sociales, si

es que se le puede decir asi.

Mariana Si. Igual, también, los imito, y me he encontrado imitando a las otras personas, como
cuando cruzan los brazos, cuando ponen muecas. De hecho, es muy curioso, porque cuando
dibujo y hago expresiones a los personajes que dibujo, yo las replico también, como un espejo,

y esa también es una caracteristica del espectro.

Inv. 1: No, interesante, muchas gracias. ;Como es que siente que su condicion o
neurodivergencia le hizo tener una experiencia distinta siendo mujer, durante su nifiez o

durante su adolescencia? Algo nos estaba comentando anteriormente.

Mariana Si. Basicamente el sentirse vigilada socialmente. Hay un libro muy interesante de
John Berger, también podrian ver el capitulo 2 del programa de television del que sali6 el
libro, que es “Ways of Seeing”, “Modos de Ver”, esta en Youtube, es de los ‘60, pero te habla
de como la mujer ha sido objeto de escrutinio constante de la sociedad, porque, bueno,
nosotras estamos mas habituadas a enmascarar, porque debemos portarnos bien, debemos ser
seforitas, debemos quedarnos calladas. Entonces, para complacer, de alguna forma, a las
figuras adultas, tratas de portarte lo méas normal posible o seguir las reglas, y eso también
fastidiaba a los compafieros que no querian seguir las reglas, eh... eso, creo. Ah, bueno, John
Berger. Es un libro muy corto y es muy facil de leer, y es el capitulo 2 de... bueno, creo que en
el libro es el capitulo 3, es: “La mujer en el arte”, pero en la serie de television hablan de,
bueno, como se ve la mujer en el arte: como un objeto que se ve siendo mirada, entonces cada
vez que pasamos por una vitrina y nos vemos reflejadas, intentamos arreglarnos, pero es,
basicamente, para... por una presion social, de imdgen, tanto publicitaria como del
inconsciente colectivo que esta también en el arte, y eso se repite en las peliculas, en los
iconos de la moda, en todo eso. Entonces, esa presion social hace que tengamos que
enmascarar bastante. No s¢ si estoy respondiendo a las preguntas, en realidad, porque creo que

me estoy yendo por otro camino.

166



Inv. 1: No, si ese fuera el caso, por supuesto que le hariamos como otra pregunta o le
diriamos: “;De qué manera?” No, pero, ha estado excelente, hasta ahora. Entonces, en
conjunto con lo anterior, ;c6mo pensaria que su experiencia de vida o su experiencia
escolar la llevo a estudiar lo que... algo relacionado con la educacion, o lo que esta

estudianto ahora mismo, por ejemplo?

Mariana O sea, a ver. Yo no estudi¢ la pedagogia. Yo estudié¢ licenciatura en arte, hice un
diplomado en educacion artistica, y ahora estoy estudiando historia del arte, porque me
interesa la docencia universitaria, es un master en historia del arte -en Chile, con un master ya
es suficiente. Pero, igual, me gustria seguir con la carrera académica, a ver si hay alguna
oportunidad de llegar a ser doctorando de aqui de la universidad. Es que aqui es muy
competitivo. Pero, bueno, la experiencia de nifia. Es que mi refugio eran los dibujos, mi
refugio era observar y dibujar. Entonces, observaba todo lo que pasaba a mi alrededor y
dibujada, de alguna forma, como para estudiar lo que habia y lo mezclaba un poco con ficcion,
y creaba historias porque eso me ayudaba a escapar un poco del agobio de todo. Ademas que
terminaba muy rapido las tareas, comprendia las cosas... veia patrones en las cosas y las
comprendia mucho mas rapido que los demads. Asi que terminaba pronto y me ponia a dibujar
y, luego, mis compaiieros me acusaban de que yo estaba dibujando, pero yo ya habia
terminado la tarea; entonces, era un poco complejo. Y, bueno, el arte siempre estuvo presente,
siempre dibujé, desde que tengo memoria, desde que pude agarrar un lapiz, dibujaba en las
paredes, dibujé en un par de biblias, dibujé en, bueno... en todo lo que encontraba, en una
mesa también, en puertas. Y lo bueno, y en este sentido puedo decir que soy privilegiada
culturalemente, porque mi padre es profesor, ¢l tenia muchos libros, enciclopedias, y a mi me
fascinaban las enciclopedias, y tenia como una especie de aire a Matilda, estaba esperando a
que llegaran mis poderes psiquicos, pero nunca llegaron. Me la pasaba, a veces, escondida en
las bibliotecas y veia ilustraciones -me gustaban mucho las ilustraciones-, y yo queria dibujar
asi, queria dibujar animales, serpientes, gatos, plantas, y me encontré, la primera vez que supe
que un cuadro era un cuadro, una pintura, como a los 4-5 afos en una biblioteca, era un cuadro
de Degas, de “Las Bailarinas” de Degas, y era més que nada un libro ilustrado de “Las
Bailarinas” de Degas. Y, también, estaba rodeada de comics, y eso me ayudd a seguir

dibujando, dibujando, y veia las historias de los animés y yo queria hacer historias igual,
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también, y empecé a ver como estaba estructurada la historia. Cosa que a ninglin nifio le
interesaba, y si me ponia a hablar de eso, en realidad, no les importaba, solo les importaba
quién peleaba contra quién. Veia como habian dibujado las cosas, si a veces habia errores en
los dibujos. O el doblaje, el doblaje fue un hiperfoco importante para mi también, hice un
curso de doblaje, también. Eso. Entonces, como que el arte me ha ayudado mucho para poder
ser quien soy y como para buscar mi camino, de alguna forma. Y, bueno, encontré también
un... bueno, aunque es como una especie de relacion toxica con los colegios, pero no con los
estudiantes, encontré algo muy bonito haciendo clases, que, bueno, si no hubiera hecho clases,
quizas no me hubiera dado cuenta que estaba dentro del espectro, aunque lo sospechaba desde
antes. Bueno, eso. Como que me gusta mucho lo que es la educacion artistica, porque siento
que puedo ayudar o apoyar a esos nifios que eran como yo, o0 que presentan otros problemas de

los que los otros profesores no tienen, quizas, la sensibilidad para entenderlos.

Inv. 1: Eso mismo que nos comentaba ahora, de que ha podido encontrar como un... no
sé como referirme a ello, pero como un rinconcito, como un espacio en el que se ha
podido encontrar haciendo clases, era lo que nos comentaba antes de unos talleres que

hacia de... arte, si no me equivoco, o de comics-

Mariana De comics.

Inv. 1: -y ahi iban, como, chicos, chicas ha refugiarse como usted nos decia.

Mariana Si, si, si. Si. Generalmente, ellos se sienten fuera de los grupos sociales que se arman
dentro del colegio -este, particularmente, era un colegio vulnerable-, entonces estos nifios
como que no se sentian parte del grupo, de sus cursos, porque eran de distintos cursos, eran de
7°,8°,1°,2°, 3°y 4°... 4° medio. Y ellos, bueno, se reunian alli y a veces ni siquiera
dibujaban, yo los hacia leer comics, que los analizaran, que empezaran a observar mas que
mirar las cosas, y como que, de alguna forma, como que se les abrié un poco el mundo y se
sintieron que pertenecian a ese espacio, entonces como que hay un sentimiento de pertenencia
que no tenian antes de ingresar a este taller y es porque, bueno, los hacian sentir aparte o no se

sentian comodos con las tendencias de los demas.
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Inv. 1: Me intereso la idea, como, de ese taller. ;Como pudo llegar a desarrollar ese

taller? ;Fue como un taller extracurricular?

Mariana Si, eso era un ACLE [Actividades Curriculares de Libre Eleccion], aunque con

fondos SEP [Subvencion Escolar Preferencial], creo que era distinto. Era un taller, taller SEP.
Inv. 1: Entiendo.

Mariana Pero lo solicité, porque antes habia tenido un taller de arte, y fui muy feliz en ese
taller de arte, lo tuve por 3 o 4 meses, pero dejaron de... bueno, me mandaron al otro colegio y
tuve que dejar este taller, que me gustaba mucho. Pero, al menos, s¢ que dos estudiantes
llegaron a estudiar arte, porque querian estudiar lo mismo que yo.

Inv. 1: ;Vaya!

Mariana Eso me hizo muy feliz, muy feliz. Y a una de ellas le hice una carta de
recomendacion, le ayudé¢ a construir su portafolio para que ingresara por admision especial a
la UPLA, que es donde yo estudié.

Inv. 1: Qué potente. Qué fuerte. Qué emocionante, también.

Mariana Si. Senti que me quitaron a esos nifios, que... bueno, llegu¢ a hacerle clases a los de
4° medio, que estuve con ellos el 2021, que eran de 2°, y ahora en 4° medio me dieron un
electivo -de vuelta en el otro colegio-, un electivo de disefio y arquitectura y estaban ahi 4-5 de

ellos en el electivo de disefio y arquitectura. Y fue muy bonito.

Inv. 1: Un ultimo momento antes de que sigan, como, el camino que ellos piensen seguir.
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Mariana Si, si. O sea, y tampoco es como que les meta en la cabeza que estudien arte, sino
que vean el arte como un espacio donde se pueden desenvolver, que les puede ayudar a hacer

las cosas, también, de forma distinta, a mirar el mundo de forma distinta.

Inv. 1: Ya nos hemos ido adentrando, como, en la experiencia escolar y también como
usted ha podido vivenciar eso haciendo clases, pero quisiera llevarla un poco, un poco
atras en el tiempo, a su experiencia en el colegio. Y por supuesto que ya nos ha estado
adelantando algunos elementos, pero, de todos modos, le queriamos preguntar: ;Como

fue su experiencia durante su etapa escolar o su vida escolar?

Mariana Bueno. Yo siempre me metia a talleres de deportes o de literatura o de arte, también
estuve en uno de periodismo. Es que me interesaban muchas cosas, pero... a ver, llegué al
taller de arte en 1° medio, en este colegio, y eso me marco mucho, porque la profesora era
muy querida por todos, bueno, es muy querida por todas, por todos, ahora esta jubilada, pero
yo llegué a tomar ese taller que ella hacia, o sea fue como una especie de pasar la antorcha, y
eso también fue muy bonito. Ella era como un angel, no sé¢, como que a veces habian
estudiantes que ni siquiera iban al taller de arte porque si, sino para buscar un lugar donde
sentirse bien, y yo quise replicar eso después en los talleres. Eso. Fue un taller de arte, en la
Academia de Arte del liceo Oscar Castro, en Rancagua. Aunque, bueno, ese colegio... bueno,
es que estan los dos colegios. Ese fue el colegio donde yo estudi€, que es un colegio
bicentenario, tiene categoria de colegio de excelencia y por eso nos dan un bono jugoso, pero
el otro colegio es todo lo contrario, y es un contraste... es un contraste muy complejo, para
manejar ciertas cosas, pero siento que me ayudo el otro colegio para tener un poco de carne de

perro.

Inv. 1: Estupendo.

Mariana Bueno, eso. Creo que los talleres fueron importantes. Si.

Inv. 1: Y que bueno haber podido tener la oportunidad de poder participar en ese tipo de

talleres.
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Mariana Si.

Inv. 1: Otra pregunta: ;Cémo caracterizaria su experiencia en comparacion a la de sus

compafieros hombres o compaifieros masculinos, cuando usted estaba en el colegio?

Mariana ;En el colegio?

Inv. 1: Mmhm.

Mariana Yo siempre intentaba ser... a ver, no es que intentara ser mejor que los demas, pero
siempre intentaba estar arriba en las calificaciones, porque es esto algo [ininteligible] en
terapia, que mis padres... mi padre era profesor y mi madre era funcionaria de municipalidad,
entonces trabajaban todo el dia y yo casi nunca los veia -buenos proveedores no quiere decir
padres presentes-, nunca me falté nada, pero ellos eran bastante ausentes, entonces mi figura...
mis figuras, asi como, adultas, a seguir, o de autoridad o de respeto eran los profesores y las

profesoras, especialmente las profesoras, y... eh, bueno. Espera, ;cudl era la pregunta?

Inv. 1: ;Cémo caracterizaria su experiencia en el colegio en comparacion con la de sus

compaiieros?

Mariana Habian un par de chicos con los que competia, de alguna forma, por estas
calificaciones, aunque, en realidad, como que sentia que no habia, como, un... como algo
realmente por lo que competir, pero competia igual porque me daba satisfaccion ser
reconocida por los adultos del colegio, o sea, por los profesores. Y creo que todavia... creo
que estoy metida en esto, en la carrera académica, por lo mismo... traumas infantiles, pero... a
ver... si es cierto que sentia que los chicos, en esa época, tenian mas atencién en matematicas
y en ciencias de lo que le daban atencion al resto de las nifias de que nos daban en esas areas.
Pero, ahora, lo veo distinto. De hecho, nos hicieron hacer estos... bueno, un programa que
venia del ministerio a principios de afio -no me acuerdo si fue este afio o el afio pasado, tengo

una revoltura ahi, pero...- sobre perspectiva de género, equidad, y venian unos ejemplos que
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habia que leer en clases con los estudiantes para analizarlos y habia un ejemplo que era como
de los afios ‘90 que decia que una chica se sentia inferior en matematicas, porque como que...
(,como se dice esto? Como que alentaba mas a los chicos en matematicas y ciencias que a las
chicas, y eso, yo dije: "bueno, eso es el pasado, eso es cuando yo estaba pequefia", que eso
pasaba y lo vi, también. A mi me constaron mucho las matematicas, muchisimo. Todavia
tengo problemas con las matematicas. De hecho, esa es un area que creo que me va a dar
problemas toda la vida, pero me facilito mucho lo que era la geometria, la geometria me ayudo
mucho por el dibujo. Bueno, ahora los chicos en la clase decian: "pero esto no pasa" -los
chicos estaban mucho mas actualizados que los planes del programa- y decian: "bueno, nunca
me he sentido asi como menos en matemadticas" -habian unas chicas que les iba muy bien en
matematicas- y los chicos decian: "a mi se me da mejor el lenguaje" -que es donde
encasillaban a las chicas, en las humanidades. Y ahora yo lo noto, noto que no hay diferencias
-por lo menos, en las clases en las que yo estuve-, no hay diferencias entre los intereses,
porque siempre les pregunto al principio: ;Cudles son sus intereses? ;Qué les gustaria hacer en
la vida?, cuando los voy conociendo recién, y lo dejo anotado todo en una planilla. Cada cosa
que me van diciendo es informacion que yo recopilo. Y, realmente, hay muchas nifias que les
interesan las ciencias, las matematicas, y muchos nifios que también les interesan las artes;
entonces, ya no hay una diferencia como antes, antes si habia diferencias y era brutal. Eso,

creo. No sé si responde la pregunta.

Inv. 1: Si, totalmente. Y, desde su perspectiva, ;qué podria explicar o cual seria la razon

de ese cambio en intereses?

Mariana Yo creo que los profesores nuevos aportan una vision fresca, actualizada, una
version... tratan de ir acorde a los tiempos, porque hay muchos profesores que se quedan atras
y que no les... ya no llegan a los estudiantes. Profesores que estan formados, son profesores
normalistas que todavia estdn haciendo clases, que estan formados de otra forma, valga la
redundancia. Sin menospreciar su trabajo, porque hay muchos de ellos que son geniales. De
hecho, a mi en 4° basico me hizo clases una profesora normalista que estaba a punto de
jubilarse, en una escuela rural, y ella... bueno, era genial, porque ella daba todas las materias,

y a mi me emocionaba mucho... que, bueno, recibia mucha aprobacion de esa profesora,
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también. Bueno, siento que se ha cambiado para mejor, de alguna forma, se intenta cambiar
para mejor la forma en la que se ensefian las cosas o, bueno, las materias, las asignaturas. Creo
que eso ha cambiado. Eso. Porque yo veo... de pronto, me toca ver las pizarras... creo que
nunca he estado en una clase de otros colegas, pero veo las pizarras y veo que son formas
distintas de llegar a los estudiantes, y a mi también me gusta hacerlo. También me toco, aparte
de dar arte, me toco dar tecnologia; entonces, les hacia dibujos, en vez de esquemas. Eso
también los entretenia, les llamaba la atencion. Trato de participa- de hacerlos participar, a
pesar de que a mi me cuesta mucho y me cansa mucho la interaccion social, y luego solo
quiero encerrarme. Intento que sea, de alguna forma, significativo para ellos, y creo que
muchos colegas estan optando por esto, porque... bueno, en el diplomado de educacién
artistica también nos decian que para que el aprendizaje sea significativo tiene que provocar
alguna emocién. Entonces, intento que ellos participen, intento darles ejemplos que ellos
puedan conocer, no sé, que se involucren, que puedan integrarme tareas dentro de sus... del
mundo que ellos manejan, que me entreguen tareas por Instagram o por TikTok, o ya sea, lo
que sea, videos de Youtube, los que quieran ser Youtubers, o... no s¢€, o les pongo ejemplos de
la vida cotidiana, porque esto se hace mucho en las artes: se contextualiza mucho para que

ellos puedan relacionarse con el contenido. No sé si eso responde la pregunta.

Inv. 1: No se preocupe por eso. Unas ultimas dos preguntas por mi parte, antes de que

Carla pueda seguir con la entrevista-

Mariana Perfecto.

Inv. 1: -que si bien usted ya nos ha estado dando algunas pistas, aun asi por supuesto que
lo queriamos explicitar y preguntarle, por ejemplo: ;Cree que su neurodivergencia o

condicion -no sé como... si es que usted tenga una preferencia- ;Cree que su

neurodivergencia o su condicion jugo6 un rol importante en su etapa escolar?
Mariana Si. Si, porque me daba cuenta que llegaba a estos resultados de forma diferente, que

de alguna forma mi cerebro hacia conexiones que los otros nifios no hacian. De hecho, aprendi

a leer antes, como a los 4 afios. Empecé a ver cosas, no sé€, como patrones que los trataba de
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explicar pero no tenia, como, las herramientas o... no sé, el conocimiento conceptual de las
cosas, pero desde pequefia empecé a ver estos patrones. Entonces, para mi era mas facil
terminar los trabajos, porque era mas facil entender lo que decia la profesora, y seguia el
patrdn, también, de la profesora, y eso también me ayudé mucho en la universidad: estudiar el
contenido que el profesor... en el que el profesor tiene hiperfijacion. Es como, basicamente,
de alguna forma es como manipular al profesor, porque, bueno, te aprendes sus patrones,
aprendes la forma en que da la clase y qué es lo que espera de ti; entonces, de alguna forma,
yo hacia lo que queria en la clase, porque aprendia estos patrones y cumplia con los trabajos, y
era, de alguna forma, satisfactorio, porque también recibia esta aprobacion de los profesores,

tanto en el colegio, en el liceo, en la universidad.

Inv. 1: Hubiera yo aprendido eso... haber manipulado a mis profes cuando fue mi
momento. Ya, pero, ultima pregunta, para volver y para terminar con esta parte, ;cree

que su neurodivergencia jugé un rol en su decision de trabajar en el area de educacion?

Mariana No sé si de forma directa, porque... a ver, dijimos que yo llego al arte por
[ininteligible] a ver, es que esto lo tengo que explicar y es un poco largo, porque creo que no

lo he explicado.

Inv. 1: Adelante, por favor.

Mariana Bueno, cuando me hablan de “talento”, suena como super, como, magico, como que
es un don divino que recibes y que estas destinado a hacer, a desarrollar, pero yo no creo en
eso, porque, aunque tengas el talento, de alguna forma, la sensibilidad, podriamos decirlo, la
sensibilidad... naces con la sensibilidad, porque también existe este rasgo en las personas, las
Personas Altamente Sensibles, personas PAS, no sé si lo conocen. ;P.A.S.? Personas
Altamente Sensibles. Es un rasgo que tiene la mitad de la poblacidn, por una cuestion de
supervivencia, también. Creo que es un 40% de la poblacion, hay algun paper por ahi. Ernesto
Reafio también lo explica. Si bien naces con una sensibilidad particular, ya sea porque... por
genética, porque tienes los estimulos a temprana edad, no sirve de nada si no lo desarrollas y si

no le das una correcta guia. Puedes dibujar muy bonito, pero solo vas a dibujar muy bonito si
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no tiene contenido, no va a ser trascendental, de alguna forma. Y la gente tiende a catalogar
esto, asi como: “bueno, para ti es stper facil hacerlo, haces un dibujo en dos minutos”. Y no es
asi, es un camino que recorres y que trabajas. Yo creo que todas las personas pueden
desarrollar esa sensibilidad. No es que estén privadas de esta sensibilidad particular. Siento
que todos pueden desarrollarla, pero a su ritmo. Por eso, también, son importantes los
estimulos desde pequefios, y si... no sé, de alguna forma, descubrir este interés y apoyarlo y
alentarlo, eso es importante. Porque a mi, por lo menos, me apoyaron en esta parte artistica,
como que nadie se sorprendié que les dijera que iba a estudiar arte, como que era una cosa que
se esperaba, porque yo pasaba dibujando -aunque mucho tiempo quise estudiar japonés en la
USACH. Bueno, siguiendo con eso. Bueno, llegué con esta sensibilidad particular, que pude
desarrollar, a la universidad a estudiar arte y, en cuanto me gradué... o sea, publiqué unas
fotografias de que habia rendido mi examen, que me habian calificado con la nota maxima, y
recibi una llamada de la [jefa de] UTP del colegio, que antes habia sido mi profesora jefe en el
liceo, y me dice que empiezo el lunes, y yo dije: “bueno”. Le pregunté si podia, porque yo soy
licenciada, no tenia la pedagogia. Me dijo que si, que podian pedir el permiso hasta por 3 afios
y, después, ver si no habia otro profesor, se podia volver a renovar y asi. Entonces, yo dije:
“bueno, ;a qué licenciado en arte le ofrecen trabajo a penas se gradiia?”. Es como: “voy a
aceptar”. Ademas que pretendia postular a esta beca -que ahora tengo, que postulé 3 afos
seguidos hasta que me la dieron-, y esta beca, es sus requisitos era deseable realizar docencia;
entonces, dije: “bueno, esto me sirve para esta beca”. Y funciono. Y, de alguna forma, me
quedo gustando, a pesar de que siempre le dije a mi padre que no iba a estudiar pedagogia,

porque ¢l me insistia en que tenia que estudiar pedagogia.

Inv. 1: Qué estupendo que se haya podido concretar eso.

Mariana O sea, no he estudiado pedagogia, todavia, pero... clases.

Inv. 1: Oh, no, me referia a su camino mas desde el lado del arte, que haya podido ir

concretando desde ahi.
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Mariana Entonces, siento que fue como una cosa indirecta. De alguna forma... que si, la
sensibilidad particular que me da el rasgo de la condicién del espectro, de alguna forma, me
llevo a estudiar arte y, de alguna forma, hizo que me reconocieran en esa parte, que me
reconocieran académicamente, y que fuera capaz de dar clases. Entonces, de alguna forma,

bueno, se pudo.

Inv. 1: Se logro. Bueno, eso ya seria como de mi parte, ahora Carla procedera con la

entrevista, con las siguientes preguntas.

Mariana Perfecto.

Inv. 2: Ya. Con esta siguiente parte de la entrevista, nos vamos a enfocar un poco en el

area laboral.

Mariana Si.

Inv. 2: Ya. ;Como describiria su insercion laboral desde su experiencia como mujer?

Mariana ;Mi insercion laboral?

Inv. 2: Si.

Mariana ... ;como?

Inv. 2: ... desde su experiencia como mujer.

Mariana Mi insercion laboral desde mi experiencia como mujer. Ehm... a ver. Ustedes saben,

ustedes estudian pedagogia, que los colegios son muy variados, tienen profesores de distintas

mentalidades politicas, tienen profesores de distintas épocas; entonces, a veces, €s un poco

complicado llegar con propuestas nuevas y mucha emocion de “quiero hacer esto, quiero hacer

esto otro”. Y los profesores que ya estan apernados en el trabajo, que ya tienen su rutina
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hecha, que tienen su seguridad... de vida, de alguna forma, ahi, no quieren hacer esto, porque
implica agotarse, implica un cansancio. Entonces, cada vez que yo u otras colegas nuevas
queriamos proponer cosas que hacer, de alguna forma, lo negaban o ponian excusas para no
hacerlo, dentro de lo que es [el] Departamento de Arte. Cuando los profesores son de distintas
generaciones. Pero, cuando los profesores son mas jovenes, quizas hay un poco més de
presion, a menos de que... bueno, me paso el afio anterior que llegué a este colegio particular
y habia una profesora que era de lenguaje, pero que la habian evaluado mal en lenguaje, y que
estaba haciendo tecnologia y que era la coordinadora del departamento de arte, por eso. Y ella
queria hacer muchas manualidades con los chicos y todo el tiempo me estaba criticando,
porque yo les estaba entregando contenido tedrico de artes, se los estaba acercando, de alguna
forma. Y ella decia: “es que nunca [ininteligible] en arte aqui”, “es que las cosas no se hacen
asi aqui”. Por ese lado fue super pesado trabajar en ese colegio, porque sentia como que ella
pensaba... bueno, esto es un supuesto, pero asi se sentia y asi también me lo dijeron, ahi
mismo, que, de alguna forma, esa persona me veia como una amenaza, porque yo traia estas
ideas nuevas, metodologia nueva, estaba llegando mas a los estudiantes, y ella, basicamente,
no tiene conocimientos de artes y estaba siendo la coordinadora del departamento. Entonces,
cuando me dicen que ella va a seguir como coordinadora, siendo que me puso un montén de
trabas, esperé un rato, acepté trabajar el siguiente afio, pero como me llamaron de vuelta al
otro colegio, dejé ese trabajo super toxico. Siento que el ambiente en los colegios pequetios
puede ser super, super, super toxico, pero cuando se trata, no sé€, quizas de un colegio mas
complejo -aunque ese también era un poco complejo-, por ejemplo, este colegio que es
tecnoldgico-minero que, bueno, es mas vulnerable, siento que cuando llego a la sala de
profesores es como que todos nos damos apoyo, es como que me ven la cara y me dicen:
“(Estuviste en el 7°B?” - “Si, estuve en el 7°B”. Es como que nos apoyamos, €s como que en
la guerra, porque tl vas a la guerra con algunos cursos, como que te apoyan, de alguna forma,
te dan apoyo moral, y te dicen: “No, esta bien lo que hiciste”. Te reafirman, te ayudan, te
apoyan, cuando hay una especie de, bueno, conexion, cuando hay un buen ambiente laboral,
eso es bonito. Pero cuando te ponen trabas, porque sienten que eres una amenaza o porque
simplemente no quieren tomarse las molestias de hacer las cosas distintas, es complicado para
mi, por lo menos, como mujer también, sobre todo, también, si hay... un profesor mayor

-también, que me paso-, que era el coordinador y que estaba todo el tiempo criticando y que
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cuando le hice unas guias le cambié el formato del trabajo a una cosa mas rapida, me dijo: “ah,
bueno, mira, esto sirve. Ah, ;y te lo puedo tomar prestado?”’. Cuando le sirven las cosas que
yo hacia, bien, pero cuando las cosas que yo proponia le... removian el gallinero, por asi decir,
o tenia que ocupar materiales, como que chocaba, chocaba mucho. Si, es... complejo

adaptarse al mundo laboral, asi. Pero siento que todos los trabajos son asi, al final.

Inv. 2: Y, en relacion a tu diagnéstico, ;lo comentaste con tus colegas en los colegios o...?

Mariana Lo... no publicamente asi como decirle a todo el mundo, pero... a ver, fui probando.
Se lo dije a unos colegas de confianza de este departamento de arte, donde si nos apoyabamos,
me validaron bastante, me validaron, me dijeron: “bueno, qué bueno que haya decidido buscar
esto” y asi, me senti muy bien. Pero, en una conversacion que salio el tema de la
neurodivergencia, estaba una chica [ininteligible] del... que hay un carrito de... no sé si esta
en todos los colegios, pero estaba en este colegio, y estdbamos almorzando en el patio del
colegio, ya no estaban los estudiantes, y sale el tema, y me dice: “ah, es que ahora hay un
sobrediagndstico”. Yo: “bueno, pero es que antes no se diagnosticaba a las mujeres vy,
generalmente, estaba pasando que se diagnostican, que nos diagnostican de forma tardia por lo
mismo, porque los exdmenes estaban hechos para nifios; nifios varones, no para nifas.
Entonces, me senti cuestionada,de alguna forma, con esto de: “es que hay un
sobrediagndstico”, “es que todos somos un poco neurodivergentes”, que dicen eso, “‘es
que...”, un monton de excusas. Entonces... no sé, por un lado, me senti juzgada y cuando
también mencioné un poco lo de la neurodivergencia, que estaba dentro del espectro, un par de
profesoras me empezaron a ver distinto, y eso lo senti, porque desde pequefia, como tengo este
mecanismo de defensa ante el rechazo, lo siento, [ininteligible] tengo un detector, y... eso, eso
pasoé. Pero, por otro lado, las [ininteligible] si me importaban, que eran mas cercanas a mi me
validaron totalmente y, de hecho, con amigas que son profesoras, una me dijo: “ya lo sabia”,
como que en su experiencia, como “ya lo sabia”, y otra... bueno, fue la que me paso el
contacto para hacerme el zest, ella también me validé desde el primer momento, y asi. El
circulo, como, cercano me validd, y las personas que realmente no tienen idea de esto me
cuestionan o invalidan la postura, de alguna forma. Como dicen que “estd de moda”, o qué sé

yo. El mismo... este mismo profesor del otro colegio que me ponia trabas también me dijo:

178



“pero ... ;como? ;Como es eso?”, y le tuve que explicar todo lo que les estoy contando a
ustedes, del examen, de las nifias enmascarando, absolutamente todo, hasta que, de alguna
forma, como que

se convencio, pero luego me di cuenta: “en realidad, no es mi labor educarlos, pero lo voy a

hacer, de todas formas”. Eso.

Inv. 2: Me imagino. Y, en su colegio, ;tiene mas colegas que sean neurodivergentes?

Mariana ;Como?

Inv. 2: En su colegio, ;tiene mas colegas que sean neurodivergentes?

Mariana Si, o sea, que presentan neurodivergencia, si. Tengo una colega... bueno, no voy a
decir nombres, pero tengo una colega con bipolaridad, que a veces tiene unos arranques de
humor complejos, pero se estd medicando hace tiempo y tiene un diagndstico desde hace
mucho tiempo. Tengo varios colegas con depresion también. Yo también tengo depresion... y
ansiedad, quizas gatillado por lo mismo, por la [opresion/presion] social o de interaccion, no
lo sé. Tengo otros colegas que también se reconocen dentro del espectro y tengo algunos que
todavia no se hacen el examen, pero se sienten como... como que tienen la sospecha. Otros
que se sienten que no encajan, también, y que empiezan a sentirse identificados con estas
caracteristicas, especialmente cuando vamos a estos... ;como se llaman? A estas
capacitaciones [ininteligible], que lo unico que hacen es perder el tiempo cuando no tienen

tecito y galletas. Si.

Inv. 2: Y estos colegas, en su mayoria, ;con qué género se identifican?

Mariana ;Cémo?

Inv. 2: Y estos colegas, ;con qué género se identifican?
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Mariana A ver... varias son, bueno, se identifican de forma femenina... de hecho, tengo una
colega... es que no s¢ si puedo dar esta informacion, pero no doy nombres. Tengo una colega
trans, también, de ciencias, es muy simpatica, que también se... clasifica dentro del espectro.
Y tengo un par de colegas que tampoco encajan con los demas, que son de artes y de musica,

que son varones, y... asi.

Inv. 2: Perfecto. En relacion a su experiencia personal, ;su comunidad escolar ha hecho

gestiones para apoyarla junto a su diagnéstico?

Mariana ;A mi?

Inv. 2: Si.

Mariana Es que no se lo he comentado, asi, como a la parte administrativa, porque siento que,
en realidad, no va a pasar nada, como son o... lo que si ha hecho es solicitar algunas veces,
por ejemplo, cuando hacen dinamicas -a mi no me gusta el contacto fisico-, hacen dindmicas y
como, a veces, son dinamicas sorpresa y no estan en la planificacion, eso me estresa mucho,
me da mucha ansiedad, y necesito salir y no quiero tener contacto, entonces solicito permiso y,
es como: “estoy teniendo mucha ansiedad”. Y han sido comprensivos, en ese sentido, pero
ellos no saben de mi condicidn. Y, bueno, por otro lado, le pregunté a una... bueno, habl¢ de
esto con una psicopedagoga del colegio, le mostré mi diagndstico y, también, entendié muchas
cosas de mi a través de eso, le hizo mucho sentido y me agradeci6 que le hubiera compartido
el diagnostico, y, bueno, quedé de darme algunos ¢ips, pero nunca pudimos juntarnos para,
bueno, ver algunas cosas. Otra me dijo, me recomendd que no era necesario mencionarlo,
porque, en realidad, los administrativos realmente no van a hacer nada. Y pasa que en el otro
colegio -que es mas grande, el bicentenario-, cada vez que hay actos, como el Dia del Libro,
Fiestas Patrias, o qué sé€ yo... cualquier acto, el dia de la educacion fisica, ponen unos
parlantes enormes que resuenan en todo el lugar, porque es como una manzana completa y los
ponen en el centro y no hay donde esconderse, y es muy molesto. Y hay unos chicos que son
muy sensibles auditivamente... yo no soy tan sensible auditivamente, el mio es mas con los

aromas, mi sensibilidad, como, bueno, de los sentidos. Pero, aun asi, me molesta mucho el
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ruido cuando es envolvente y no puedo pensar, es como que el ruido me invade toda la cabeza
y no puedo pensar. Entonces, abro la sala de arte, con mis colegas de arte, y le digo a los
chicos, que voy encontrando, que no la estdn pasando bien, que se vayan a la sala de arte, que
aunque el ruido se sigue escuchando -alli se sigue escuchando fuerte- es menos, porque no hay
donde esconderse. Y la tltima vez que hicieron un acto donde yo estuve -creo que fue para el
aniversario-, les pedi por favor, porque tengo otra colega que es mayor -si, que ahora me estoy
acordando de ella-, que ella también siente que puede estar en el espectro, pero nunca se ha
hecho un exdmen ni nada, pero ella también es stper sensible, tanto como a las discusiones o a
los ruidos, y le duele mucho la cabeza. Entonces, me puse a escribir en el chat del colegio, de
los profesores: “que, por favor, tengan en cuenta tanto a los colegas como a los estudiantes que
presentan sensibilidades distintas, auditivas, con esto de los parlantes... que estan a todo
chancho, que necesitan un lugar donde refugiarse y que si tienen a algin chico colapsado, por
favor, que lo manden a la sala de arte”, porque, ENCOES [Equipo de Convivencia Escolar],
que es el equipo de convivencia, no se esta haciendo cargo, y eso les va a pasar [ininteligible].
Eso, eso. Porque una vez tuve que ir a buscar a la gente de ENCOES y me dijeron: “no, es que

aqui [ininteligible], de todas formas”, y no se hacen cargo.

Inv. 2: Mencionaste que hubieron docentes que, al saber de tu diagnostico, te miraron

distinto.

Mariana Si.

Inv. 2: ;Crees que, dentro de tu comunidad, otras personas te hayan puesto barreras, en

relacion a tu diagnostico?

Mariana Barreras. A veces siento que... siento que piensan que soy [ininteligible]-

Inv. 2: ;Disculpa?

Mariana Siento que piensan que soy muy ingenua, para ciertas cosas. A veces, cuentan una

broma y yo pregunto: “;Por qué es graciosa?” Aunque entienda por qué es gracioso, no me da
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risa. Entonces, a veces, dicen cosas o me hacen bromas, como de... algo que me tomo muy en
serio, no me acuerdo en este momento, y me lo tomo en serio, pero es una broma. Como, no
sé, “hay que terminar estos documentos para ahora” y me pongo a hacer los documentos, pero
resulta que nos habian dado la tarde libre; entonces, después me dicen: “no, no, no, estamos
bromeando”. Siento que, de pronto, como que algunos se divierten un poco con esa, como,
ingenuidad, que siento que creen que tengo, pero a veces tampoco es... no creo que ingenua,
sino que, simplemente, no estoy prestando suficientemente atencion a estas cosas, porque
estoy en otra cosa: haciendo guias o revisando mis cosas. Entonces, como que a veces me
pierdo de un monton de cosas, me termino enterando de las cosas mucho después... no sé,
cuando ocurren conflictos entre profesores. Una vez, bueno, una profesora se fue de licencia
porque se habia peleado con otra, y nunca lo supe. Pregunté por ella, porque no la habia visto.
Digo: “;Donde esta profesora X?”, y me dicen: “ah, ;no supiste lo que paso?, y yo: “no, no sé¢
qué pas6”. Entonces, como que, de pronto, siento que estoy como un poco aparte, porque no
estoy, como, conectada con ellos o no voy a fumar, que es algo que también pasa aqui -que
fuman mucho aqui, especialmente para mantener el peso, para no comer por ansiedad-, fuman
muchisimo y se van en grupos a fumar y a conversar, porque €s una cosa muy social, y yo no
fumo, a mi me molesta mucho el humo. Entonces, me siento como aparte, también. Y asi. O
cuando con los colegas salian a carretear un viernes o un dia antes de un feriado, también. Me
pasa que colapsaba mucho, porque era demasiada interaccion social y demasiado ruido,
aunque hacia el esfuerzo por ir, me tenia que ir antes, siempre me voy antes, antes que todos a

casa, necesito encerrarme.

Inv. 2: Claro. ;Podria describir su percepcion con respecto a la neurodivergencia en la

escuela?

Mariana Mi percepcion con respecto a la neurodivergencia en la escuela. ;Con respecto a los

estudiantes?

Inv. 2: Si.
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Mariana A ver. Yo sé¢ que no les pagan los suficiente a las y los especialistas. Yo sé que tienen
muy pocos especialistas, y sé que no dan abasto para todas las situaciones emergentes que hay.
En un colegio de la envergadura, por ejemplo, del colegio bicentenario deberia haber 10
especialistas y tenian 3. Hay, como, temas con ideacion suicida, hay temas con chicos que no
encajan bien, que tienen problemas de audicion, de sensibilidad auditiva, o sensibilidad a las
luces, o chicos que necesitan estimulos visuales distintos. Siento que, si bien se intenta hacer
esto del DUA [Disefio Universal para el Aprendizaje], del Disefio Universal del Aprendizaje,
no se termina de aplicar bien, asi como cuando uno planifica una clase perfecta, pero nunca
sale como la quieres, es eso. Siento que esta la intencidon por entender a las neurodivergencias,
por entender también a las disidencias, pero se hace bastante poco, porque no hay recursos
para ello. Siento que, por lo menos, los especialistas que hay hacen todo lo que esta en sus
manos, pero a veces no dan abasto; entonces, no logran atender a todos los nifios. Y siguen
funcionando de acuerdo al capacitismo. O sea, si estos nifios son capaces de rendir
académicamente, no necesitamos darle apoyo. Entonces, van a darle apoyo solamente a
aquellos nifios que estan con muchos, muchos problemas, que son no verbales, 0 que necesitan
constante estimulo para que no pierdan la atencion, o los chicos que necesitan tener cuidado.
Entonces, yo también he estado tratando de, como, fomentar que bajen la voz, porque hay
estudiantes que presentan sensibilidades diferentes. Entonces, la pasan mal, la pasan muy mal.
Y tuve un chico, que tuve en el colegio que era particular antes, que estaba muy tranquilo,
porque era un curso muy tranquilo. Y llegd a un 1° medio, a este colegio vulnerable, porque,
bueno, es un colegio que tiene... es tecnoldgico-minero, porque Rancagua es una ciudad
minera; entonces, tiene especialidades para darles titulos técnicos de nivel medio, y este chico
se metio aqui, porque le interesaba la geologia y la electricidad, y sufre mucho, mucho,
muchisimo en clase, se tapa los oidos. Se supone que hay audifonos para bloquear el sonido,
pero aun asi sufre mucho, tanto por el entorno cadtico, como porque no agarra el ritmo de la
clase, por lo mismo. Entonces, este chico... yo pido asistencia y no hay gente disponible para
asistirlo. A veces, si, hay chicos a los que los van a acompanar a la sala, pero son casos muy,
muy, muy... ;,como les dicen ellos? Permanentes, como permanentes. Entonces, por ejemplo,
tenia un chico que, bueno, desde los 12 afios se identifica como no-binario, que queria cambiar
su nombre de Angelina a Angel, y yo le estuve apoyando en el proceso, validando, de alguna

forma y, cuando cumplio los 14 afios, lo acompaiié a que cambiara su nombre social. Porque
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estd la norma -creo que es la 812- que, a partir de los 12 afios, por lo menos en Rancagua, no
sé como funcione en otras partes- No, perdon, a partir de los 14, 14, dije 12, 14 afios, ellos
pueden tomar su nombre social, sin necesidad de avisar a los padres. Tiene muchos dramas, yo
creo que tiene un drama depresivo intenso, pero no le toman en cuenta, porque rinde
académicamente, porque rinde bien; entonces, eso es parte de la vision capacitista: si rinde
bien académicamente, entonces no es un problema para las clases, a pesar de que se esté
cortando los brazos. Entonces, es un tema... que, bueno, lo puedo definir asi: existe la
intencion de apoyar, pero se sigue trabajando desde esta mirada capacitista, porque no hay

recursos y porque no hay suficientes especialistas, entonces se tienen que reducir al minimo.
Inv. 2: Muchas gracias por- Muchas gracias por la respuesta. Nos quedan, al menos, 11
preguntas y, con Fabiin sabemos que, por temas de horarios, nuestra entrevista era un
poquito mas corta, y te queriamos consultar si te gustaria seguir o nosotros podriamos,
como, compartirte el resto de las preguntas, para que las respondieras por correo.

Mariana Si, si, si les parece menos agotador, les escribo por correo.

Inv. 2: Es que nosotros, igual, somos bien conscientes del tema de los cambios de hora y

que eso igual pesa, al final, en el cuerpo.

Mariana Mmhm, si. Envienme las preguntas y yo les respondo.

Inv. 2: Ya. Entonces, nosotros vamos a dejar esto hasta aqui. Y, en unos minutos, te las
voy a mandar para que td las puedas responder dentro de tus tiempos, igual, para que
puedas descansar.

Mariana Si, es que me estoy quedando dormida.

FIN DE ARCHIVO Entrevista Maria.m4a
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[Esta parte de la entrevista se contesto de forma escrita]

- .Siente que su neurodivergencia juega un rol en su area laboral?

La neurodivergencia en mi caso juega un rol importante en el como proceso la informacion y
como la entrego, me ayuda a concentrarme en hiperfoco buscando la forma mas apropiada de
estimular el aprendizaje, teniendo en cuenta que todos los nifios aprenden de forma diferente y
también reconociendo ciertos rasgos para adaptar las planificaciones. Esto también me ayuda
con la parte administrativa a organizar las guias, planillas, pero también puede generarme una

sobrecarga.

- (Siente que el rol pedagogico es mas facil o mas dificil al ser neurodivergente? ;De qué
manera?

Creo que hay tanto pros como contras al ser neurodivergente. Los pros, mencionados en la
respuesta anterior y los contras vienen con la forma de relacionarme socialmente, que puede
ser dura cuando intento adaptarme a un grupo de trabajo, porque puedo ser algo rigida con mis
estructuras de organizacion o sobre como hago las cosas, también son muy duros los consejos
de profesores o capacitaciones cuando realizan dindmicas para "relajarse" o "liberar el estrés"
estas dinamicas me causan mucho estrés porque me obligan a interactuar fisicamente, se habla
mucho de tener consciencia con los estudiantes en el programa de integracion pero no se tiene
en cuenta que los profesores también podemos tener problemas de integracioén o sensoriales
porque se asume que no tenemos "problemas" o no tenemos los problemas de las nuevas
generaciones. Agregar que las entrevistas psicoldgicas son también muy dura y si no estuviera
enmascarando (actuando como lo que se espera de mi en el puesto) es probable que no las

pueda pasar.

- ¢Como caracterizaria el trato con estudiantes, colegas y apoderadas/os? ;Considera
que el trato es distinto en relacion a sus colegas neurotipicos?

En cuanto al trato con los estudiantes, al contrario de lo vivido cuando yo era estudiante, no
les enfrento llamando la atencion de forma confrontacional. Me acerco cuando puedo a

preguntar si hay algo que les pasa, intento registrar observaciones personales de cada uno y

185



reforzar positivamente su trabajo en clase. Me resulta més sencillo llegar a aquellos que

presentan caracteristicas neurodivergentes y comprender lo que pasan.

Cuando es necesario citar apoderados, siempre intento averiguar el contexto familiar,
asegurarme de que por mucho que haya problemas todo puede tener una salida diferente al
castigo o la violencia, en el caso del colegio vulnerable donde he trabajado los padres tienden
a ser muy jovenes y reaccionarios mas que dispuestos a hablar, a veces son tios o abuelos los
que se hacen cargo de los chicos (0 vecinos) y poco los conocen... intento ser un nexo en estos
casos. Hay algunos chicos que estan en residencias del Sename, a veces tienen conflictos y el
colegio es el unico refugio que tienen, se les puede dar més tiempo o trabajos alternativos. Es
dificil no involucrarse y como dicen tener corazén de abuelita, porque intento tratarlos como a
mi me hubiera gustado, con los apoderados mas que nada es observar e intercambiar

informacion por el bien de los estudiantes.

En cuanto a los colegas... me llevo mejor con los que también presentan caracteristicas
neurodivergentes o las comprenden lo que me hace més sencillo relacionarme o tener un grupo
de apoyo y contencion, en cuanto a los demas que podria llamar neurotipicos, sin generalizar,
mi percepcion es que soy una persona muy rara para ellos o asi me siento cuando estoy a su

alrededor, como si hubiera una barrera invisible que nos hace incompatibles.

- (Ha sentido que sus capacidades profesionales se han visto cuestionadas por sus
caracteristicas o por su condicion?

No creo que puedan cuestionar mis capacidades académicas, me he encargado de demostrarlo,
especialmente con esta beca, pero si puede que cuestionen mis métodos poco usuales para dar
las clases. Por ejemplo a veces realizamos juegos de rol donde cambio totalmente la estructura
de la sala, o los saco al patio. Una vez jugamos a ser tribus y tenian que hacer cuevas con las
mesas. Llegaron los inspectores y el director porque pensaban que los estudiantes se habian
sublevado. Pero era una forma de ensefiar sobre arte rupestre y el inicio de la tecnologia, los

primeros oficios artesanales.
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de todos modos, los directivos no tienen idea de mi condicidn, si mi jefe de departamento y las
profesionales del PIE con las que tengo confianza y a veces hablamos sobre maneras de

abordar las clases de formas mas efectivas, me dan buenos consejos ¢ ideas

- (Cree que su género influyé en su decision de estudiar o trabajar en el area educativa?
Si es asi, ;de qué forma?

He llegado a concluir que como mis padres estuvieron bastante ausentes (buenos proveedores
no quiere decir padres presentes) mis figuras adultas presentes a seguir fueron principalmente
profesoras. Hubo unas que me marcaron significativamente en las artes y humanidades y que
me alentaron bastante. Tengo dos hermanos varones. De alguna forma sentia que debia
esforzarme el doble para obtener reconocimiento también. También porque veia a mi madre
trabajar de contadora en horario de oficina, llegar a hacer las cosas de la casa y luego ir a
clases vespertinas para sacar un titulo universitario. Eso de algin modo me transmitia que si
queria obtener satisfaccion en mi vida debia esforzarme mas y no (casarme). Pero por lo
mismo veia el contraste con mi padre que ¢l llegaba de trabajar y continuaba con
investigaciones académicas y no se hacia cargo del orden de la casa (tengo el privilegio de que
se le diera bastante valor a las artes y los estudios en casa), pienso que como mujer también
desde pequefia queria demostrar que era igual de importante lo que yo hiciera académicamente
o artisticamente, porque tenia ese refuerzo positivo de mis profesoras. Ademas que poco se
hablaba de mujeres en el arte asi que la idea es poder poner en valor ese trabajo desde mi

resistencia de género.

- ;Reconoce algin patron de género en los roles de su ambito laboral?

Sobre el patron de género, puedo dejar muy claro que se tiende a esperar que seamos las
mujeres las que organicemos las convivencias o decoremos (especialmente si estamos en el
depto de arte). Muchos profesores varones estan habituados a que las mujeres se encarguen.
Recuerdo sobre todo el 2022 en el colegio particular donde trabajaba como un grupo de
profesoras corria para preparar la sorpresa del dia del padre (aunque no todos eran padres) y a
mi no me parecio correcto... las mismas profesoras después preparaban regalos para las demas

profesoras para el dia de la madre. Los hombres también hacen comentarios desubicados, pero
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intentan ser cuidadosos porque muchos tienen miedo de las funas dicen sentirse

"desprotegidos" que cualquier estudiante o colega los puede denunciar por sus dichos.

- (Reconoce algin patron de género en el diagnéstico o en el reconocimiento o en la
aceptacion del autismo?

sobre el patrén de género en el autismo claro. Cuando he conversado esto con algunas
personas que no estan digamos al dia con el nuevo paradigma de la neurodiversidad, me dicen:
eres muy funcional para ser autista’hay un sobre diagndstico ahora/ todos son autistas porque
estd de moda/ todos somos un poco autistas/ los que no me conocen me dicen "no pareces
autista"... y estoy segura que esto se relaciona directamente con que los test fueron disefiados
para nifios en edades tempranas porque como comentamos en la entrevista por zoom, las
mujeres enmascaramos (aqui va la referencia de John Berger en Modos de Ver sobre la mujer
en el arte porque aplica), los nifios no tienen que enmascarar, por lo mismo se esta volviendo
bastante comun que seamos diagnosticadas tardiamente sobre los 30 afios. También hay un
estigma por parte de generaciones anteriores. Creo que si me hubieran diagnosticado de nifia
hubiera sido fatal y sumamente estigmatizante, desde tratarme diferente o que mis padres
sintieran vergiienza, quizas mi desarrollo hubiese sido completamente diferente. Veia a los

nifios que eran diagnosticados con algln tipo de trastorno y cémo se les apartaba...

- .Siente que su género juega un rol en su area laboral o en su labor docente? ;De qué
manera?

como docente espero que realmente juegue un rol inspirando a las nifias y adolescentes a
buscar lo que quieren hacer y que nada las detenga, aunque también espero llegar a todos
independiente del género, es hermoso sentir que has influido aunque sea un poquito con una
semillita en una persona en desarrollo. Tanto académicamente, artisticamente o como ser

humano.
- A diferencia de sus colegas varones, ;considera que al ser profesora hay una mayor

dificultad en el manejo del aula? En caso de que si, ;considera que su condicion cumple

un rol en aquello?
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Sobre el manejo del aula, hay algunos casos donde los varones en clase se pueden comportar
como si una no tuviera autoridad, desafiantes o ignorarte y en cuanto aparece un profesor o
inspector de sexo masculino cambian su actitud completamente (esta documentado en mi
colegio que esto pasaba con un par de estudiantes, no solo hacia mi sino con las profesoras en
general). Si hay un tema con esto, pero viene exclusivamente del contexto de los estudiantes.
A veces viven en burbujas donde les ensefian coémo deben ser las cosas con una mentalidad
bastante retrograda y se lo graban de manera bastante violenta. A veces cuando uno de estos
estudiantes me empieza a cuestionar sobre algo intento que se cuestione el mismo dandole
otros puntos de vista. Hay otros casos en particular que cuando no se puede manejar la
situacion hayque sacar a estos chicos de la clase con apoyo. A veces también hay nifias que no
te toman en serio y eso es muy duro. A veces creen que te pueden manipular y es terrible
cuando se ponen de acuerdo para generar focos de distraccion. Es cuando hay que intervenir

de alguna manera distinta.

- Durante su desarrollo o insercion laboral, ; ha sentido alguna diferencia en como puede
desempeiiar su trabajo respecto a colegas varones que puedan considerarse
neurodivergentes?

Respecto a colegas varones neurodivergentes, he visto que no la pasan muy bien, no es que las
mujeres neurodivergentes lo tengamos mas facil pero enmascarar seguro ayuda un poco por
encima, como llevar maquillaje o tal cual una mascara para que no te vean colapsar...

Es raro que me deje ver mal... en cuanto llego a casa tras un dia duro de clases tiendo a
desvanecerme por sobre estimularme o sobre esforzarme, reprimir lo que siento o fingir que
todo esta bien.

los estudiantes pueden hacerte la vida muy dificil por muy buenas intenciones que tengas, por
muchas herramientas que hayas aprendido sobre inteligencia emocional y el desarrollo
adolescente, pero cuando estas ahi en la sala de clases entras a una dimension donde no puedes
bajar la guardia nunca y es muy agotador

Intento ser optimista, pero la realidad es que si no tienes apoyo o contencion, por muy buenas
intenciones que tengas los nifios pueden ser muy crueles y nadie te prepara para eso. Una clase

jamas saldra como la planificas porque hay 40 vectores que de pronto pueden empezar a
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chocar entre si como una reaccion en cadena y todo se vuelve cadtico. Sin animo de espantar...

cuando logras cosas con ellos después de todo es satisfactorio.

FIN DE LA ENTREVISTA

190



Appendix 4

Ficha Descripcion Entrevista

Nombre entrevistada Paulina

Fecha de entrevista 11 de diciembre de 2023
Lugar o Medio de la Google Meet

entrevista

Nombre de investigador/a Inv. 1: Elisa Sanchez

Inv. 2: Carla Hernandez

Duracion 01:08:05

Archivos Entrevista Paulina.m4a

Inv. 1: Emm, bueno eso, somos las dos que vamos a estar entrevistandote el dia de hoy, y,
para que te sientas en libertad de explayarse o preguntar cualquier tipo de cosa durante
la entrevista, y bueno, vamos a partir con la primera pregunta qué seria: ;Qué edad
tiene?

Paulina: Eh, tengo 28.

Inv. 1: ;Cuantos aiios lleva trabajando en el area de educacion?

Paulina: Eh, bueno yo egresé el 2019, y fue como igual bien accidentado porque justo como
que toco la revuelta, después pandemia y caos. Y claro, pues, yo ejerci el primer afo de
pandemia, eh yo creo que como seis meses, y después me echaron del colegio en el que estaba
trabajando, y eso, como que en realidad eso fue lo que alcancé a trabajar en colegio, eh como

mas establecidamente y lo otro fue la practica que hice para titularme.

Inv. 1: OKkey, eh, ;como le gustaria que la identifiquemos en nuestro estudio como
“persona con autismo”, “persona dentro del espectro” o “autista”?
b

Paulina: Si, persona autista. Esté bien.

Inv. 1: Okay, super. ;En este momento no te encuentras en un establecimiento
trabajando?

Paulina: No.
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Inv. 1: Okay, ;tiene un diagnostico de especialista?

Paulina: Eh, estamos trabajando en ello, pero igual esta dura la cosa.

Inv. 1: Okay, en caso de no tener diagnostico formal, ;qué factores crees que han
influido en no tener, no haber llegado a un diagndstico formal ain?

Paulina: Eh, yo creo que son varios factores como que tienen que ver con la desinformacion
principalmente que existe alrededor como de... como de las neurodivergencias mas que nada,
emm, y claro, o sea, obviamente que en en el momento en el que como que me di cuenta que
como que estaba muy calzando con el perfil, eh ahora mas que nada tiene que ver con un tema
de de accesibilidad al diagnostico como en términos de econdémicos, y también de
profesionales, como que yo estoy viviendo en Valdivia y aqui realmente no hay mucha, eh,
como difusion en ese sentido sobre como un diagndstico a personas que no son varones cis y
nifies, eh, entonces como que en ese sentido igual ha estado complicado como el encontrar
profesionales que que tengan como, eh, un poco la voluntad también de querer como, eh, tratar
a una persona.

Inv. 1: Okay, entonces estad como mas... ha sido como un tema mas de no querer, eh,
buscar asi como realmente un diagnéstico por parte de los especialistas, porque no estas
dentro de esas casillas que son las generalmente... ;ha sido como un poco de parte de
poca colaboracion, quizas?

Paulina: Eh, si, yo, o sea yo creo que que, claro tiene que ver con eso como que al final igual
es un tema un poco delicado y no es tan divertido como exponerte gratuitamente a como
profesionales que no tienen como... la especializacion mas que nada o como la informacion
necesaria como para diagnosticar a una persona como adulta y que no es un varon hetero cis,
eh, bueno no sé¢ si hetero, pero varon cis, entonces claro va como un poco de ambas partes
como que no tengo ganas de exponerme a esa situacion y tampoco existen tantos profesionales
aca que tengan ese conocimiento.

Inv. 1: Y, bueno, ahora que ya has ido identificando y metiéndote un poco en todo este, en
todo este proceso, ;sientes esta condicion como parte de tu identidad?

Paulina: Em, si, igual como que ha sido un proceso como siper nuevo precisamente porque
como que yo me empeceé, como que yo soy autista y también tengo déficit atencional, entonces
parti mas que nada por el tema del déficit atencional porque... porque si pues como que... Uy
se me olvido la pregunta, hablando del déficit atencional. Perdon.
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Inv. 1: Esta bien, lo entiendo.
Paulina: Qué¢ vergiienza.

Inv. 1: Lo entiendo mucho. Eh, era si sentias que ahora en la condicion de autismo era
parte de tu identidad.

Paulina: Ah, claro, entonces cuando como que uno empieza como a descubrir muchas cosas
que si te hacen sentido y que te han hecho sentido durante como un, lo largo de tu vida, eh,
como que estas situaciones como que se exponen un poco mas y como que te vai dando cuenta
que realmente es parte de ti mas que como que, que... que... como que algo que pueda
cambiar realmente, como que es mas parte de una personalidad, algo como que es innato de
mi, que como tener la capacidad de como adaptarme a ciertas situaciones.

Inv. 1: Comprendo. Bueno y ahora pasando a vivencias generales dentro de la
neurodivergencia, desde que te diste cuenta de esta condicion, ;sientes que hubo un antes
y un después en como llevabas o vivias la vida, tu vida?

Paulina: Eh, si, si, harto. ;Como que tengo que profundizar en eso?

Inv. 1: Como, como quieras, como te sientas comoda, lo que te sientas como explicando,
respondiendo.

Paulina: Ya, eh, o sea si, es que en realidad como, un poco tomandome de lo que dije en la
pregunta anterior, como que claro pues cuando vai como conectando ciertas cosas que... que
en

realidad como que ti considerai como diferente de ti contra el mundo, como que... y vai
pensando como que: “ya, quizas, no es que yo sea la persona como que esta mal, como que
esta defectuosa”, por asi decirlo, eh, sino que es como que, ya, es algo que le pasa a mucha
mas gente, Jcachai?, como que y tiene que ver como con algo de cémo... como esta... como
funciona tu cerebro realmente, entonces como que en ese sentido igual... como que solo va,
solo van saliendo estas caracteristicas y a veces puede ser como muy contradictorio porque
son cosas que antes no hacia, o como que las podia ocultar mucho mas facilmente, eh, pero
como que desde un tiempo como que ya no, entonces como que si ha sido un cambio como,
eh, en mi, y como ha afectado como todas mi... las areas de mi vida, como como me relaciono
con mi familia, con mis amigues, en la pega, eh, de la forma en la que hago cosas, o que no
hago cosas realmente también... Y si po, igual como que es un... es como un ir descubriendo,
mas que nada.

Inv. 1: Para ir descubriendo de qué se trata. Qué bueno, qué bueno que estés en ese
proceso, porque me imagino que hartas cosas ya las empiezas a ver. Ah, bueno, muy
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ligado con la siguiente pregunta, ;qué caracteristicas, signos, o acciones llevaron, te
llevaron a pensar que tenias autismo?

Paulina: Yo creo que igual tiene que ver como... con algo que le ha pasado supongo que a
mucha gente, ahora ultimo, que en realidad igual tiene que ver como con la masificacion de las
redes sociales y todo el tema, y obviamente que me enteré por TikTok, entonces como que
solo estaba asi como: “Ah, bueno, si”, mirando cosas y habia un montén de gente relatando
cosas y yo asi como: “A mi también me pasa eso”, asi como de todas las formas y la gente asi
como: “Bueno, tiene déficit atencional”, “Bueno, eres autista” y yo asi como: “Ah...
estupendo. Gracias por informar”. Em... si, entonces como que en ese sentido... de nuevo se
me habia olvidado la pregunta, pero la recordé. Em, en ese sentido igual, en ese momento, en
el que me estaba... como que me lleg6 esta informacion, eh, yo me estaba tratando
psicoldgicamente, y le comento esto a mi psicdlogo asi como: “Oye, ;jsabes qué? Yo creo que
tengo déficit atencional” y porque en ese... 0 sea, como que por eso nacid todo realmente, y €l
me dice: “Ya, pero jpor qué crees que piensas esto? O sea, ;por qué piensas esto? ;Qué hay
detrds de todo eso”, y como que le empiezo a... literalmente yo hice una lista de todas las
cosas que yo pensaba que clasificaban como ser una persona que tiene déficit atencional y se
la lei y le dije: “Oye, yo creo que es todo esto”, y un poco me empez6 como a desacreditar la
situacion, y yo asi: “Eh, no, no me sirve”, o sea como que: “Te estoy planteando algo,
Jcachai? Como algo que igual es importante”... Y como que en realidad no fue capaz de
abordarlo. Y, bueno, igual como que era un periodo de la terapia que era como gratuita,
entonces como que tenia un tiempo determinado y llegd este tiempo a su fin, y pos nunca mas
volvi como a... como a mencionarselo a algiin profesional, por asi decirlo, hasta este afio que
volvi especificamente por eso mismo a terapia, y con una persona que también tenia mucho
mas, eh ;como se llama? Conocimiento al respecto como de neurodivergencia. De hecho, esta
persona como que me aplico esta prueba del ADOS-2... y claro, como que obviamente ahi si
fue como un espacio mucho mas... como ameno en el que tratar como la situacion especifica,
porque claramente como que... era como, 0 sea, como que esta persona si tomo en cuenta mi
solicitud porque claramente ese fue mi motivo de consulta, y de nuevo se me olvidd, como que
me fui por las ramas creo, pero eso.

Inv. 1: No, no, se entendio super bien. Se entendié super bien. Eh, stper, si, entonces,
claro, esos fueron como los motivos en que... los motivos o las sefiales que te llevaron a
pensar que tenias neurodivergencia, y el camino que tomar; se entendio asi. Eh, y, bueno,
Jcrees que en caso de tener diagnostico formal, eh, tu realidad o experiencia de vida seria
distinta?

Paulina: Em... si, o sea si, como que claramente tener un diagnostico como que si tendria
cambios significativos... Como que ahora mismo puedo pensar quizas en lo positivo en que...
como que tendria, al menos, como un respaldo, por asi decirlo, porque igual como que hay
mucha invalidacion dentro del autodiagndstico, entonces como que... muy podria asi como:
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“me lo dijo mi médico”, entonces estoy dentro de la situacion, asi que... como que, si po,
como que al final igual... como que un poco asi funciona el mundo lamentablemente y
necesitamos validacion externa de ciertas situaciones... eh, pero de repente, por otro lado,
como viendo quizas algo mas negativo, como que si pienso que podria tener como...
repercusiones como en... supongo que mucho mas en el aspecto laboral... Igual, yo conozco
personas que son autistas y que si estan trabajando, y que regio, pero siento que igual puede
haber una suerte de discriminacion, en ese sentido, como que igual, por ejemplo, a mi me daria
un poco de resquemor llegar y, por ejemplo, estar en una entrevista y mencionarlo asi como:
“Bueno, si, soy autista”, como que quizas seria una informacién que me guardaria... eh, mas
que por el prejuicio que pueda tener la persona es que porque también yo lo entiendo como,
eh, que si voy a necesitar acomodaciones y muchas... como muchas instituciones no estan
muy... eh, como dispuestas a proveerlas, entonces como que... como que claro, o sea igual
uno es mas no s¢, como menos confrontacional a veces en ciertas situaciones, como que, eh,
me daria como lata llegar y decir asi como: “Oye, bueno, esto y necesito todas estas
acomodaciones”, quizas me gustaria hacerlo como paulatinamente, como: “Ya, estoy
contratada y, bueno, si, se me olvidéo mencionar este pequefio detalle”. Pero claro po, como
que si el mundo no fuera como es, como quizas no... no seria como un impedimento eso.

Inv. 1: Claro, con diagnéstico formal. Okay, gracias. Siguiente pregunta. ;Sientes que las
interacciones sociales son mas faciles o mas dificiles al ser neurodivergente? ;Y de qué
manera?

Paulina: Eh... bueno, mi experiencia personal me son bien dificiles, como que me tengo que
preparar psicoldgicamente para la situacion. Igual, yo ahora como no estoy ejerciendo de
profe, trabajo en servicio al cliente, como que atiendo una tienda, y realmente como que esa
situacion de enfrentarme a gente desconocida y tener que como... que estar asi como super
feliz y disponible, y resolver todos tus problemas todo el tiempo, eh, me agota de una forma
asi como demasiado, como que... como que... si tiene que ver mucho con mi disposicién a la
situacion. Si fuera por mi, a mi me encantaria no interactuar con gente desconocida jamas,
pero igual entiendo que es un poco como que... como que ese es el proceso de la interaccion
con la gente, como que primero una persona desconocida, y luego pos se va haciendo
conocida, y luego ya es una persona con la que me puedo sentir mas comoda... pero incluso
como con gente con la que me siento muy, muy comoda hay veces que como que: “No, no, no,
no, no me hables, no quiero hablarte, no, ni siquiera nos miremos”, y tampoco tiene que ver
como con una mala onda, asi como que, como que, 0 que esté como mafiosa o qué sé€ yo, sino
que como que preferiria... preferiria que no, y todo bien, pero... pero si, a mi igual si se me
dificulta harto la situacion social.

Inv. 1: Okay, gracias. Siguiente pregunta, ;sientes que tu condicion o neurodivergencia

hizo tener una experiencia distinta, diferente siendo mujer durante la nifiez o
adolescencia, y/o adolescencia?
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Paulina: Si, por supuesto bueno, igual a mi como que me cuesta bastante entender el mundo,
como eh, o sea como que igual suena como muy general como el mundo pero como que tiene
que ver con todo, como que me cuesta entender a la gente, por qué pasan las cosas como,
como que no sé€, la experiencia del colegio era muy rara, como no entendia por qué estdbamos
ahi por qué tenia que usar un uniforme, porqué habia que escribir en un cuaderno, como que
todo era asi como “;Por qué hay que hacer esto? ;Por qué estan todes estos otros ninos
aca?” como que me costaba mucho, y de hecho hasta el dia de hoy pero me cuesta mucho
entender a los varones en particular, como que no entiendo por qué son por son asi... eh que
me da risa igual porque como que estd, o sea, como que ya hay mucha informaciéon como con
respecto de por qué son asi, pero a veces como... Y como que me pasaba mucho eso de nifia,
asi como “;Por qué estan gritando? ; Por qué todo el rato hablan y se tienen que hacer
notar?”’, y yo notaba mucho esa diferencia, de que los nifios hablaban mucho, y gritaban
mucho y se les permitia mucho... y como que cuando las nifias hacian algo parecido, o tenia
compaiieras que eran como parecidas a los nifios como que eran mucho mas castigadas. Igual
yo no era asi, yo siempre fui como muy, como para dentro, como que no me gustaba hablar
con nadie, vivia en mi cabeza, no me importaba nada. Entonces como que para mi tampoco
estaba mucho la necesidad de expresarme asi como los varones... pero claramente en el caso
de que si me hubiese necesitado expresarme de esa forma, eh hubiese sido castigada por eso y
las veces que lo he hecho he sido castigada por eso, bueno obviamente ya no como un castigo
asi como: “jTe vas a tu pieza!” o qué sé yo, pero si no s¢ miradas, comentarios, cosas asi...Y
claro po, como que toda la sintomatologia, o las expresiones de la neurodivergencia son
drasticamente opuestas en en varones, y en personas que fueron como socializadas como
mujeres, entonces eh como que si crea, o sea, es como que eh siento que de repente igual es un
poco redundante como profundizar como en esas diferencias, porque igual como que son
experiencias parecidas también como a las de personas que mujeres, o socializados como
mujeres que no son neurodivergentes... eh pero claro po, como que estos factores de como por
ejemplo no entender, como que si quizas me hubiese gustado hacer mas preguntas, pero las
veces en que preguntaba como que ya, ya como que era como “Cadllate pronto”, porque, no
sé, hacia demasiadas preguntas realmente, porque no entendia nada, entonces obviamente que
eran hartas preguntas, pero, pero si, igual yo en la adolescencia fui en un colegio de mujeres,
entonces ahi como que ya un poco se fue este... como esta... como esta interaccion que, usual
que habia con varones, como que se fue, y fue muy pacifico para mi, pero eh, si me conflictua
mucho esta cultura que habia en el colegio de que... Como que habia que tener un interés por
un varo6n todo el rato, entonces como que colegio de varones se juntaba con el colegio de
chicas, entonces como que siempre tenian que ser como algo, y yo asi como “;Por qué, por
qué no podemos estar solamente aqui, tranquilas?”, pero eh, bueno, y claramente en un
colegio de mujeres como que el sesgo como patriarcal, como que si era mucho mas notorio en
ese sentido... No sé, igual yo tenia amigos de otros colegios, 0 no s¢ si eran amigos, pero
conocia eh hombres de otros colegios y claro pues, ellos tenian infinitas mas libertades y
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desarrollo... como intelectual que en el colegio en el que iba yo, entonces siempre me parecio
muy injusta esa diferencia... Eso, no sé¢ qué mas agregar en ese sentido.

Inv. 1: Gracias por... se entendio todo, y la siguiente pregunta... ;Como tu experiencia
de vida o escolar te llevé a estudiar algo relacionado con la educacion?

Paulina: Creo que... como el colegio igual era un lugar al que iba claramente todos los

dias de mi vida, y me parecia sumamente como... me daba como claustrofobia el colegio, era
como “/por qué, por qué estoy obligada a ir? No tengo opcion” eh y estaba, y como que veia
a los profes, y los miraba y decia asi como “;Pero como? ;Como?”, como que tenia muchas
preguntas sobre como su comportamiento, de por qué decian esas cosas, por qué nos trataban
de esa forma, eh por qué se enojaban, qué era lo que les enojaba, eh por qué explican esas
cosas como “;De qué me sirve esto?”, em como que mucho rato fue como... quizas también
un poco desde una vanidad o como algo del ego como que yo también pensaba asi como
“Igual yo puedo hacer algo mejor que esto”, cachai? como igual yo puedo... como que me
gustaria eso, como que pensaba en eso, me gustaria caleta como ser profe y hacerlo distinto a
estas personas, y bueno. Obviamente después estudié, ejerci y también como que entendi un
poco por qué se enojaban, por qué pasaban estas cosas, como que también fui entendiendo
mas el mundo, y claramente ahora entiendo hartas de las preguntas que me hacia, pero si igual,
como que un poco lo sigo pensando porque claramente yo soy una persona distinta, y soy una
generacion distinta a la que estas personas que me educaron a mi, entonces nuestras nuestros
problemas son radicalmente distintos, nos aprobleman distintas cosas... tenemos opiniones
sumamente

distintas, y también como que siempre pens€ en que me gustaria... como que me da pena
pensar en... o sea no me da pena asi como en un sentido de lastima, sino que en un sentido de
como de que yo también lo vivi, cachai? como eh pensar en es en eses nifies que que como que
se sienten muy fuera de lugar en en el colegio, y claramente como que no siempre se puede
hacer algo por eses nifies, cachai? como que por innumerables razones, pero como que si
puedo estar yo ahi y hacer como ese rato, como esas dos horas, o 45 minutos como para ser
como un algo que le sea al menos ameno, 0 no como tortuoso, como que me encanta esa idea,
como de pensar como que al menos en ese ratito como que fue bacan, cachai? porque al final
igual la adolescencia es un momento horrible de la vida, y entonces... y también la nifiez,
como que, como que encuentro que igual estd super romantizada pero bueno, como que siento
que eso me motiva mucho como esta idea de poder hacerlo distinto.

Inv. 1: Muchas gracias, ahora para la siguiente parte Carla va a ser la que continte la
entrevista, te dejo con ella.

Inv. 2: Me pasé lo mismo, mi gata llego de repente. Ya eh para esta parte de la entrevista
vamos, esta en relacion a tu insercion laboral, ya?
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Paulina: Ya

Inv. 2: Eh ;podrias describir tu insercion laboral desde tu experiencia como mujer?
Paulina: mm ;Como en qué sentido insercion? ;como cuando empecé a ejercer?

Inv. 2: Si.

Paulina: Ah ya, un poco intimidante... Yapo, perdon, el perro quiso salir. Si creo, que bueno
es que soy yo, yo me intimido facil, eh pero si encontraba que habian hartas cosas que nadie te
decia... Me acuerdo como cuando empecé a tener como practicas y que bueno, algunas de
ellas me tocaron en colegios de varones, y que eso igual lo hace un poquito mas pesado porque
una era chica, podriamos haber sido como un poco, o sea, me llevaba con esos estudiantes
como por 4 afios, 3 afios algunos, entonces como que no me gustaba la idea de que para
muchos alumnos estudiantes varones como que sintieran como la posibilidad de que me
gustaran, o que ellos pudieran asi como hacer asi como, no s€, jotearme de alguna forma, si
como “;qué se creen?”’ cdmo porqué, ni aunque tuviera su edad. Eso por un lado como que...
siempre me ha costado mucho lidiar con eso, con como con esa parte el ejercer, con los
estudiantes que, porque existen, que son como lanzados y te dicen cosas, y uno asi como
“squé te pasa?”, y por otro lado como que siento que dentro del mismo profesorado hay
mucho adultocentrismo, entonces como que yo era chica y nadie me explicaba nada, pero
esperaban que yo supiera hacer todo, y si no sabia o si preguntaba era asi como “La nifiita que
no sabe hacer las cosas”, y era asi como “/por qué no

solamente me puedes explicar, como ti colega que soy?”” entonces como que siento que hacen
notar mucho esa diferencia de experiencia y de edad también... eso como que lidiar con esas
situaciones como que lo hace como intimidante y como que, como que de hecho al principio,
cuando me empecé a exponer a los colegios, como que no me gustaba eso, pero obviamente
con el tiempo como que uno ya se va haciendo la como... que vai adquiriendo herramientas
igual, entonces como que... Como que también son aprendizajes y vamos pudiendo adquirir
cosas.

Inv. 2: Muchas gracias por tu respuesta. Mencionaste antes que no te, no te sientes
comoda eh conversando sobre tu diagnostico, o sobre si piensas que eres autista, pero

cuando entraste a trabajar ;se lo mencionaste a alguien en algun momento o tampoco?

Paulina: En el momento en el que estaba ejerciendo como profe, no tenia todavia ni siquiera
como una idea de la situacidon, entonces como que tampoco podia mencionarlo.

Inv. 2: Y cuando ejerciste ;piensas que tuviste colegas que abiertamente comentaban su
diagnostico? si es que tuviste colegas neurodivergentes.
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Paulina: Em, yo no me enteré de ninguno. Asi que la verdad es que no... no sabria decirlo.

Inv2: No, esta bien. ;Crees que esa comunidad escolar hubiera hecho gestiones de apoyo
en caso de que les hubieras comentado eh tu sospecha de diagnostico?

Paulina: Em, mira, del Gltimo lugar donde trabajé, lo dudo. Eh, no para nada, o quizas donde
hice la practica me hubiesen coémo escuchado, y quizas hubiesen intentado hacer algo, pero
tampoco pienso que que hubiese llegado como a algo... como algo concreto, sino que como
quizas hubiese como eh un poco mas de entendimiento de parte de las personas, o sea como,
no s¢, quizas utp, coordinadores académicos, que sé€ yo, o gente como mas alto rango, pero no
sé si hubiesen habido como... como situaciones como con asi como, no s¢, acomodacion de
horarios, o qué sé yo, no sé, porque igual no sé, no se me ocurre que tipo de acomodacién
podria necesitar, porque al final igual los colegios son lugares bien cadticos, entonces como
que imagino que... Yo pienso que hubiese sido dificil, en el lugar donde donde hice la practica
hubiese sido bien dificil, quizas hubiese empatia, divertido, bacan, y donde ejerci nada, nada
de nada

Inv. 2: Y en el lugar donde ejerciste, ;te presentaron barreras en la forma en la que
desarrollabas tus clases o tus actividades?

Paulina: Eh si
Inv. 2: ;Qué tipo de barreras?

Paulina: O sea, no sé si barreras, mas que nada, sino que yo empecé¢ a tener problemas con la
directora porque no estaba de acuerdo en la manera en que hacia clases, que no sé de qué
forma era distinta la que hacia la profesor anterior, o otros profesores pero... eem si me
empezo a comentar como... como cosas que no le gustaba de mis clases, como de una forma
super pasiva agresiva, porque ella me decia que a los profes —Ya basta— que a los —uy— que a
los apoderados no les gustaba... nada o sea como mi forma de hacer clases, pero la verdad es
que yo tenia contacto directo, o sea, como comunicacion directa con los apoderados, y
realmente eh como que nuestra comunicacion era como super cercana, y también como muy
honesta, segiin yo. Y nunca nadie me hizo ninglin comentario, es mas como que me decian
que cémo que... qué bacan, como que les gustaba, que a los niflos también les gustaba,
entonces como que eso quizas me llevé a pensar de que en realidad era la directora la que tenia
esa opinion, y no me lo queria decir como directamente, pero si... Como que de hecho yo creo
que esa fue una de las razones por las que me echaron.

Inv. 2: Entiendo,es una situacion bien compleja... Y este colegio, ;ti crees que tenia

un, como decirlo, una percepcion ya hecha sobre la neurodivergencia? ya sea en casos de
profesores o en estudiantes.
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Paulina: Yo creo que como un poco la tipica que tienen los colegios, porque yo el colegio en
el que trabajaba era particular, pero ademas era como personalizado, entonces yo en sala de
clases tenia a ocho estudiantes, de los cuales cuatro tenian necesidades educativas especiales,
entonces como que yo la clase que hacia tenia que adecuarla de cinco formas, entonces como
que en realidad nunca me hicieron un seguimiento ni me... ni me dieron como mas
antecedentes de de los estudiantes, y yo era la profesora jefe de ese curso, eh pero no habian
tantos antecedentes de estos estudiantes con necesidades educativas especiales,y como que
uno solo se las tenia que bancar, o sea, bancar entre comillas, porque para mi igual no era
como un... o0 sea, obviamente que era mas trabajo pero no era un cacho. Entonces, como que
es que eran bien cuicos, entonces como esas formas medias cuicas asi como “Es que el nifio es
especial” pero no dicen nada realmente de qué necesita.

Inv. 2: Claro. ;Siente que ahora —tomando también en consideracion su trabajo actual-
siente que su neurodivergencia juega un rol en su area laboral?

Paulina: Eh si
Inv. 2: ;De qué manera?

Paulina: Em, o sea, yo creo que tiene que ver con... con esto de que me agoto facilmente,
como que hay muchas tareas de las pegas que me sobre exigen mas, y tiene mucho que ver
como con la interaccion con gente desconocida, y claramente, bueno también tengo déficit
atencional, entonces como que no sé, horarios, manejo del tiempo, todo eso como que me
conflictua demasiado, y muchas veces no cumplo porque solo no se, solo no puedo,
entonces... Si pues, si harto.

Inv. 2: Esta bien. Ahora, ya siendo consciente de su diagnostico y de todo, ;cree que el rol
pedagogico hubiera sido mas facil o mas dificil ya sabiéndolo?

Paulina: ;Como? no entiendo.

Inv. 2: Ya conociendo que tienes posiblemente un diagnéstico, ;piensas que al haber
seguido trabajando en colegios, tu rol pedagogico se habria vuelto mas facil o mas
complejo?

Paulina: Uh, no sabria decirlo, o sea, no sé si como... no sé si facilitara o dificultaria como
que no s¢ si... como encasillarlo como algo bueno o malo, sino que como que es algo que es
relevante, y estd ahi ... Y por lo mismo como es poco probable que existan acomodaciones de
parte del mundo, como que las tengo que hacer yo, entonces... como que creo que €so, Como
que tiene que ver mas como con limitantes que yo tengo que respetar, y yo las voy a respetar,
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porque igual he estado experimentando como las consecuencias de no respetar esas limitantes,
y no son tan agradables la verdad, entonces si, si creo que deberia cambiar en ese sentido.

Inv. 2: Gracias, mencionaste antes que tuviste igual un trato cercano con los apoderados,
con los estudiantes era igual de cercano?

Paulina: Si, si, o sea como que en realidad... como que generar una cercania en ese sentido,
como que no soy muy buena con las jerarquias, por temas politicos y por temas como no sé de
comodidad también, entonces si, la verdad es que era bastante cercana y en ese sentido como
que muchas veces también se torna un poco difuso el limite, sobre todo para les estudiantes
que también todavia como que no saben que... en realidad todos estamos aprendiendo cuales
son los limite, pero ellos estan aprendiendo muchos mas limites que que yo quizas, entonces
en ese sentido igual como que es una un aprendizaje como latente todavia, el como intentar
generar Como una cercania, una no sensacion de que como que soy una autoridad, pero que
aun asi como que soy una persona, y necesito respeto y al igual que elles.

Inv. 2: ;Sientes que este tipo de trato era diferente a tus colegas?
Paulina: ;Con los estudiantes?
Inv. 2: Si

Paulina: Si, si porque mis colegas eran mayores, y eran como adulto o nifio, entonces como...
como una vision igual un poco maés limitante, mas adultocentrista quizas, igual yo, como que
tampoco quiero decir que es como no adultocentrista, porque al final igual, no sé, todas las
cosas se nos salen de alguna forma, pero obviamente que muchas veces intento no ir hacia
alla, pero claro po, como que mis colegas igual como que tienen esa forma, y si se nota
bastante.

Inv. 2: Claro. ;Has sentido que tus capacidades profesionales han sido cuestionadas?

Paulina: Si, sobre todo como por eso, como... Si de hecho, como que no sé, cuando estuve
haciendo la practica hubo como casi un consejo de profesores en el que fue problema que yo
les dijera cabres a les estudiantes, en el sentido de que era lenguaje inclusivo, y también
porque no les decia estudiantes,asi como ya, ya, o sea como que entiendo pero...

Inv. 2: Claro. Ahora vamos a pasar a la seccion que esta relacionada con el género. ;Cree

que su género influyé en su decision de estudiar en... de estudiar y trabajar en el area
educativa?
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Paulina: Uy no estoy segura realmente, porque es que en realidad yo quise estudiar de todo, lo
que si quizas pudo haber sido que de la forma en la que influyd quizas... es que como al ser
socializada como mujer, como que nadie nunca reforzé mis eh...; Como cémo decirlo? como
mis intereses, o mis fortalezas, entonces como durante mucho tiempo estuve como pensando
en que no era buena en nada, y un poco me quedé con la idea de estudiar pedagogia, en inglés
particularmente, porque era algo que sabia hacer, entonces como que era un poco el area
segura, mas que... mas que como como limitar mi pensamiento de que yo tengo que hacer
esto porque es lo que me corresponde, sino que como “Ah no quiero no tengo ganas de como
explorar en algo en que pueda fallar”.

Inv. 2: Claro. ;Reconoces algun tipo de patrén de género en los roles de su &mbito laboral?
Paulina: ;En los roles como como jefe de utp? ;como ese tipo de roles o...?

Inv. 2: Reformulando, eh si cree que en estos casos de docencia, ;existen mas marcados
los roles de género dentro de los colegios? o ahora en su ambito laboral.

Paulina: O sea, es bastante probable, porque los roles de género como que permean todo,
como todos los aspectos de la vida, y claro pues, igual como que es bastante notorio el trato
que se le da a los estudiantes versus las o les estudiantes, o incluso dentro de los mismos
colegas... como no s€. me acuerdo de situaciones dentro de la sala de profes que también era
como... como no s€, como que los profes obviamente toman todas las decisiones y las profes
como que estan ahi como acatando, eh 0 mucho més comin como que haya un director, y si no
hay un director, la directora... no s¢, como que siempre hay un varén metido en alguna parte,
entonces como que tiene, independientemente de su rango, como que tiene como mas poder y
se impone po, como que hay un profe que es més viejo y piensa que €l tiene como mas razon,
solo porque si, solo porque “Soy vardn y soy viejo”” eh Como que claramente permea en
bastantes situaciones.

Inv. 2: Claro. ;Reconoce algiin patron de género en el reconocimiento o aceptacion de la
neurodivergencia?

Paulina: Si, si, obviamente, o sea no sé si obviamente, pero si es mucho méas comun aceptar a
los hombres que son neurodivergentes, en el sentido de que a veces es complejo, pero como
que muchas de las cosas que por ejemplo nos pasa a la gente con déficit atencional como que
puede... puede como... como recaer en conductas patriarcales, entonces hay veces que es
como un limite muy fino, como que entre que se te olvidé lavar la losa y en que no la queris
lavar, y la dejaste para que la lave tu sefiora, o no sé como... Entonces en ese sentido como
que es mucho mas aceptado también como la imagen de un varén que es neurodivergente,
porque también esta como mucho mas representado en la literatura, en las peliculas, en qué sé
yo. Y también... creo que también tiene que ver que, no sé€ si tiene que ver precisamente como
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con un rasgo de género, pero como... con cOmMo uno se ve, 0 cOmMo uno se presenta, como que
esta todavia muy como en el imaginario colectivo que una persona neurodivergente se ve de
cierta forma, se ve inhabilitada de cierta forma... y que tiene mucho més que ver con la
funcional o no, cachai? Entonces como que... yo igual me veo como una persona funcional,
cachai, y no sé, no s¢, me maquillo, tengo el pelo tefiido, qué sé yo, como que no tengo una
apariencia de una persona neurodivergente segun el eh imaginario colectivo, entonces muchas
veces es como un poco mas dificil de digerir esas situaciones, porque... no po, “Si no te vei

’

como mi hijo de 5 afios que tiene autismo”, claramente no sefiora.
Inv. 2: Entiendo.

Paulina: Pero si. O sea obviamente muchas cosas tienen que ver con un rasgo de género, y
también como con una patologizacion de lo que es una neurodivergencia. Y supongo que tiene
que ver mas con como una ignorancia en el tema.

Inv. 2: Entiendo. ;Considera que en el momento de hacer clases, al ser profesora, existe
una mayor dificultad en comparacion a sus colegas varones en el tema de manejo de
aula?

Paulina: ;Por la neurodivergencia? ;O solo por no ser var6n?
Inv. 2:Eh, ambas.

Paulina: Eh, si, si... Supongo que en el sentido de como lo que mencionaba, de que esté la
gran posibilidad de ser objetivizada por estudiantes, y por lo mismo no ser como tomada en
serio,

y en temas de neurod... Y bueno, o si no es como... como por temas de autoridad yo creo,
como que los varones... como que suelen imponerse mas en un sentido, 0 como que se espera
que se impongan mas que una persona que no es varon. Y en temas de neurodivergencia. ..
como muy personalmente, yo creo que si, porque hay varias cosas de la sala de clases que
me... como que me sobre estimulan, entonces a veces como... un poco mas dificil como
concentrarse en que estoy modo profe, y tengo que ser la persona como a cargo, por asi decirlo
dentro de la sala.

Inv. 2: Entiendo. ;Sentiste alguna diferencia en cOmo desempeiiar tu trabajo en respecto
a

colegas varones?

Paulina: ;En qué sentido?
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Inv. 2:Eh, si las formas eran distintas... si a ellos les aceptaban cosas que a ti no te
aceptarian.

Paulina: Si... Supongo que también tiene que ver como con apariencia, si me acuerdo que
una vez me paquearon por como iba vestida. Y yo creo, o sea, no sabria decir en mi caso en
particular si es porque los colegas eran varones, o por su permanencia, como el tiempo de
permanencia y las confianzas que eso genera, como que si habian mas regalias con respecto a
mi, como que ahi no me atreveria a decir si es que era precisamente y absolutamente por un
rasgo de género.

Inv. 2: Gracias, eh esas eran mis preguntas, y ahora para cerrar, Elisa te hara el ultimo
pedacito de entrevista.

Inv. 1: Si, si, las ultimas preguntas, gracias. Volviendo un poquito a las influencias de la
neurodivergencia en tu etapa escolar, ;como fue relacionado con tu neurodivergencia tu
etapa escolar?

Paulina: Eh bueno, igual como mencionaba, como que yo era bastante introvertida. No, no
tenia muchos amigues, como que no sabia muy bien cémo funcionaba eso, entonces como que
yo no hablaba mucho con nadie, pero siempre habia alguien que se acercaba a mi y me
preguntaba cosas, y al final terminamos haciéndonos amigos, y realmente como que eso me
pasaba, como que tenia como una amiga, y usualmente era mujer, esa es la verdad, era nina.
Pero si me gustaba harto estar sola... Como que recuerdo mucho vivir en mi cabeza, asi como
como que inventaba cosas, inventaba juegos sola... como muy de irme, asi a veces no estaba
en el mundo, en la tierra estaba en otro lado asi. Y claro ya siendo como mas adolescente
como una desmotivacion total con el colegio, asi no me interesaba, no entendia, como que me
iba mal, y no me importaba, igual no era como muy... Yo no era como muy rebelde realmente,
pero solamente no me interesaba, y no pescaba; dormia caleta en clase, caleta, dormia mucho
en clase... pero si tenia muy buena memoria, como que retenia muchas cosas. Entonces por
ejemplo habia veces en que, no s¢€, solo escuchaba el profe, eso me pasaba como que también
tenia hiper focos, entonces como que me pasdé mucho con el inglés, a mi me iba muy muy muy
bien inglés porque me interesaba, y asi como en como asignatura super especifica y en el resto
me iba pésimo. Creo que eso mas que nada.

Inv. 1:Gracias. ;Y como caracterizarias tu experiencia en la escuela en comparacion a
tus compaiieros masculinos?

Paulina: ;Como qué?

Inv. 1: ;Cémo caracterizarias tu experiencia en comparacion a la de compaifieros
masculinos? En la basica me imagino.
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Paulina: Me cargaba que siempre ocuparan la cancha, que toda la cancha era de ellos, y
jugaban a la pelota todo el rato, y no era como que yo quisiera... o sea nunca, o sea, los
deportes como asi no, nunca me han llamado la atencidn, y yo nunca queria jugar a la pelota
entonces como que me hubiese gustado que ese espacio hubiese estado disponible para otras
cosas, entonces como que siempre me senti, me acuerdo que hace un tiempo vi un como un
esquema que que representaba

esto, que era como la sala, o sea perdon, el patio de un colegio, y cuanto espacio ocupan los
varones y el espacio que ocupan las mujeres, que era como una esquina de toda esa... ese
lugar entonces como que si, como que quizas eso caracterizaria, como esa esquina muy chica,
muy sola, como muy apartada también, como... un poco como, o sea cierto, siento que en un
sentido si era como voluntario, pero también ellos ocupaban demasiado espacio.

Inv. 1: Entiendo, entiendo, lo vi. Y bueno, ;crees que entonces tu neurodivergencia,
condicion, jugé un rol importante en esa etapa?

Paulina: O sea si, ahora en retrospectiva si. Como que igual para mi siempre fue muy
significativo eso, como que yo veia jugar a todes mis compafieres como bacan y piola,
inventaban Aueas y todo —Perdon no sé si puedo decir garabato— inventaban cosas y todo
divertido, y se divertian entre ellos, y yo nunca entendia los juegos que jugaban, o encontraban
que eran como muy brutos y me cargaba que me tocaran, y era como extrafio. Entonces como
que nunca caché, o sea, como que era asi como “Pucha, ;por qué como que ellos se divierten
tanto, y yo no puedo ser parte de esa diversion?” o por, también “; Por qué no hay nadie, o
tanta gente que se divierte como yo me divierto?”, que era como estar sola, pero igual es
medio dificil estar sola con alguien, pero eso.

Inv. 1: Si, se entiende. Y bueno, ;crees que tu neurodivergencia jugé un rol en tu decision
de trabajar en la educacion? ;Trabajando en el area educativa?

Paulina:Uy no sé¢, o sea es que claro, igual esto como del diagnostico y el reconocer como
estas cosas en mi, como que ha sido nuevo, y en este periodo no he estado especialmente
ejerciendo... Asi que no creo que haya jugado un rol en ese entonces, pero si muy
probablemente va a jugar un rol importante cuando vuelva a ejercer. O sea como que me
quedé pensando si es que de alguna forma subliminal habra jugado como alglin papel esa
situacion, cuando tomé la decision pero la verdad es que no, no sé.

Inv. 1: Okay, bueno, muchas gracias por responder toda la entrevista, de verdad muchas
gracias por tu tiempo.
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