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Abstract—Gender and language education studies have multiplied in the past one decade. However, it does not 

appear that any state-of-the-art article has reviewed the various undertakings. This paper attempts to fill this 
gap by focusing on gender representation in learning materials and classroom interaction studies globally 

within gender and education literature. Selected studies from the 70s to date are reviewed under three phases 

and suggestions for further investigation are made with the anticipation that learning materials and classroom 

interaction studies would help facilitate the achievement of the goal of gender equality in and through 

education. 
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I.  INTRODUCTION 

Since Holmes's (1991) and Sunderland's (2000) state of the art articles on gender and language studies, it appears that 

no similar undertaking (nor a follow-up art icle) has been published till date, at least to cover the gap. In this present 

review, I plan to fill this gap by focusing on a narrower area of gender and language education studies, that is, gender in 

learning materials and classroom interactions research. 

Holmes and Sunderland among others provide state of the art  art icles on gender and language studies up to the latter 

part of twentieth century. While Holmes (1991) provides a b road view of gender and language s tudies, Sunderland's 

dwells on specific areas and reviews studies within the wider area that Holmes (1991) addresses. Thus while Holmes 

dwells on language and gender and lists many references, Sunderland (2000), starting from the previous works, narrows 

her review to language and gender in second and foreign language education highlighting on areas such as - gender and 

language learning; gender, language learning and ability,; second/foreign language acquisition and the four skills; 

motivation/investment; language learning styles and strategies; classroom interaction; the 'what' o f teaching: English as 

a non-sexist language?; teaching materials; language testing; teachers, professional organisations and gender, what can 

teachers do? teacher action and teacher education; new theorisations of language and gender; language learners' 

identities; masculin ities: boys, men and language learning; and future research. 

Interestingly, one of the areas that Sunderland reviews in her article - gender and education has attracted so many 

studies that any exhaustive review of studies in the area  might yield volumes and might triple what Sunderland (2000) 

did. Thus, in  this present review, I shall focus on gender representation in learning materials and classroom interactions  

across languages which parallel Sunderland's (2000) "the what of teaching: English as a non -sexist language''. 

Sunderland's (2000) state of the art  article particularly  addresses gender and language education covering large areas 

(though she notes that it is not comprehensive comparing what had been done in the area with the coverage of her 

article). However, it might be near impossible to attempt another of its kind today after a decade since the review was 

published in Language Education in 2000. Yet as Sunderland rightly observes, her review is quite selective and 

restrictive to second and foreign language education although in passing she lists some works on first languages (e.g. 

German, French, and Spanish). In this present review, I shall extend my coverage to include studies in first languages 

such as German, French among others. Thus my review covers some first languages but shall be restricted to one area 

out of the many areas that Sunderland (2000) addresses and shall include studies from the 70s t o the present. 

Although there are studies in the social sciences that have addressed gender in education, I shall concern myself with  

those that are domiciled in language studies. This restriction is necessary because of the fast growing number of 

research being done on the subject matter in response to recurrent calls from and funding by government agencies, 

international organisations (UN, World Bank, Commonwealth o f Nations among others) and other non -governmental 

organisations. 

II.  BACKGROUND 

Studies in this area (with in gender difference and identity paradigms) have mult iplied and are still growing for a 

number of reasons. One of the reasons is that government bodies in Europe, America, and Asia and in some developing 

countries including some international organisations have picked interest in the area. This interest is in response to 

United Nations declarations under its human rights programmes that are geared  towards bringing about gender equality  
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in and through education for males and females …not only in terms of parity (gender-balance in enrolment) but also in 

the quality of education on offer for boys and girls. In fact, UN, Commonwealth of Nations, Ford Foundation among 

others have called fo r and sponsored research undertakings in the area. For example, the Ford Foundation funded the 

research project into gender representation in textbooks used for learners in China and also funded the follow-up actions 

that saw the publications of gender-fair textbooks for its education sector (Ross and Shi, 2003; Zhang, 2003; Zhao, 

2002). 

Another reason is closely associated with the activities of the femin ist movement. According to Cameron (1998), 

research in this area was sparked off by feminist movement in the 1960s when what they might contribu te in linguistic 

sphere dawned on its members. Feminist researchers' demand for a combination of reflection and practice that they refer 

to as 'praxis' Freire (1970) and a need for experts in various areas of language teaching to expose and transform socia l 

injustice through research and pedagogical practices within classroom, schools, communities, and society at large 

(Davis and Skilton-Sylvester, 2004, p. 398 cited in Mukundan and Nimehchisalem, 2008, p. 156) were welcomed and 

taken up with attendant studies that abound in the literature.  

It might be added that the responses that have attended the findings of many of these studies (as follow-up activ ities) 

in Europe, America and some parts of Asia such as the reformation of gender-biased texts, the production of guidelines 

and plan of actions, the co-operation of authors and publishers that followed guidelines that ensure gender-fairness in 

textbooks also encouraged further studies in  under-researched sites. Gender fairness in learning materials advocates for 

equal treatment and opportunities, and representation of both sexes. It discountenances every form of gender -

stereotypes, discrimination against any sex group in any form of invisibility and domination by the other sex group. It  

seeks to present both female and male characters as complementary members of society each capable of making 

meaningful contributions towards local and national development.  

One common denominator in all these studies is the belief that learn ing materials are laden with gender-biasness, a 

feature that is inimical to the achievement of gender equality in human society. At the centre of these undertakings are 

the arguments about and discontent with the ways the sexes (females and males) are represented which are rather 

imbalanced or unfair especially to women. And the kind of biased representation reported in the literature might directly  

or indirectly  shape gender identities that will not augur well with  the educational goals of our contemporary  society, 

especially the need for gender equality in qualitative education and empowerment of women for social, economic and 

national development. In addit ion, teachers' role (their talk around the text) in the classroom has been brought under 

scrutiny as their part in entrenching the dominant culture (gender unfairness) of society also contributes towards gender 

inequality. 

However, it appears that 'text' studies has occupied the centre stage as there are more 'text' studies than 'talk' studies, 

the latter being a follow-up of the former. The important role that school activities and materials play in socializing 

learners is underlined in Holmes's (2009, p. 3) observation that "social institutions such as family, school, the workplace 

and the media teach us that girls should act in certain ways, such as being caring and boys in different ways, such as 

being strong and independent". 

III.  THE IMPORTANCE/ROLES OF TEXTBOOKS 

The place of textbooks in socializing learners cannot be overemphasized, especially  as textbooks are often vie wed  by 

learners as authoritative, and therefore have the potential to influence a significantly large and impressionable audience 

(Foshay, 1990; Robson, 2001). In addit ion, textbooks serve as a "means to facilitate the integration of content about 

ethnically, racially and cu lturally d iverse populations" (Sileo  and Prater, 1998, p. 05). To Mustedanagic (2010), 

whenever a text  is read, an interpretation is made by the reader and meaning is constructed. Comparing language 

teaching with build ing a house, she says that "the text represents our material … therefore, bad material, bad building". 

Stressing the place of textbooks, Mukundan and Nimehchisalem (2008) noted that the textbooks…young people 

focus on repeatedly during the classroom practice, fo llow-up assignments or projects, and preparation for examination 

exert influence on the learner in terms of the quality of education they receive, their understanding of social equality  

and national unity. Putting it very strongly, both Poulou (1997) and Treichler and Frank (1989) reported that linguistic 

sexis m in textbooks creates deleterious real-world and damaging pedagogical consequences especially for women and 

girls. 

The role that textbooks play in educating learners has attracted the attention of other scholars.  For example, 

Stromquist, Lee and Brock-Utne (1998) noted that 

educational institutions are powerful ideological institutions  that transmit dominant values, and function as 

mechanis ms of social control…schools transmit values that not only reproduce social class but also main gender 

structures…the formal school system contributes to the reproduction of gender inequalities  through such mechanisms as 

selective access to schooling, the content of what is being taught and what is not and how it is taught  and the kinds of 

knowledge men and women (and boys and girls) get (p. 83).  

Their paper drew attention to what goes on in the educational system/process and how this impacts on the learner. 

Stromquist, Lee and Brock-Utne (1998) claim that the formal curriculum covers the knowledge and skills school 

officially seeks to transmit via their program of studies, courses and textbooks. To them, not many studies have 

explored the effects textbooks have on learners; consequently they call for longitudinal research tracing influences over 
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time. They conclude that observers and educators acknowledge that textbooks and curricular content leave lasting 

influences in our memories, as phrases and stories heard, read and written about men and women condition our minds 

(Stromquist, et al.. 1998, p. 83-97). 

IV.  THE HIDDEN CURRICULUM 

These observations opened up what had hitherto been hidden to many researchers. Thus studies that gave serious 

attention to the influence of textbooks on learners suggest that such influ ences are subtle… thus the term 'hidden 

curriculum'. Talking about hidden curriculum, Stromquit et al. (1998, p. 398) noted that the informal curriculum, 

popularly called hidden curriculum is the set of knowledge that is transmitted through the roles men a nd women play in  

the staffing of schools, the way teachers treat male and female students, and the manner in which adults interact with  

others. Some scholars have added another dimension to the hidden curriculum, which is the expectations teachers have 

of boys and girls regarding occupational and family  roles, the differential vocational advice g iven to boys and girls, the 

behavioural norms and disciplinary sanctions enforced at school, and the re -creation within the school of norms and 

values concerning masculinity and femin inity by the peer group. Stromquit, et  al (1998, p. 401) further distinguished 

between two kinds of curriculum from feminist perspective - non-sexist curriculum - one that is free of gender 

stereotypes and other forms of distortions and an antisexist curriculum - one that seeks to destroy stereotypes and to 

build a new way of perceiv ing and establishing social relat ions between men and women.  

Zeroing in  on textbooks, Stromquit et al. (1998) affirmed that textbooks are significant mechanis m for the 

transmission of the informal curriculum. In addition to certain subjects, knowledge, and skills, books disseminate sexual 

bias, prejudice, and discrimination through the ways in which men and women are depicted in stories and from 

illustrations. By focusing on some and ignoring others, the identity of persons may be strengthened or weakened 

accordingly. Responses to these observations resulted in serious attention being directed at how textbooks help to foster 

imbalance gender education in the formal setting of learning. 

Setting the agenda, a group of scholars set the goal, which was to produce gender-balanced curriculum/textbooks 

(which requires collaborated effort and co-operation) that will alter the contents of the present gender-biased 

curriculum/textbooks so that males and females can see each other as sources of help and support, share their learn ing 

experiences, and learn to be responsible for one another's learning. 

Working towards gender equality in education should not only focus on equal access to or provision of education to 

males and females (gender parity), the content of schooling should be given attention.  Improv ing on school enrolment 

among boys and girls should be pursued especially in developing countries where enrolment gap between boys and girls 

has been very wide. However, considering the way "school narratives are constructed in basic terms that contrast and 

oppose masculinity and femin inity" particularly "the oppression of women by men  should not be seen as a nonissue" 

rather they are crucial issues that demand urgent attention. Therefore, because "the formal curriculum, through textbook 

content and instructional dynamics, continues to promote the creation of gendered identities of asymmetrical nature… 

textbooks should continue to be a prime target in strategies to modify the curricu lum (Stromquit et al., 1998, p. 405). 

For Renner (1997), it  is important to eliminate sexis m in  the language use in order to provide an environment where 

every pupil can learn  on equal terms.  Essentially, the need to change the structure that supports sexis m in language use 

became important. Stressing the need to reform and gain thereby, Mills (1995, p. 95) mentioned that a gender-free 

language contributes to the acceptance of each human being, without dominance from one group. Similarly, Stromquit  

et al. (1998, p. 405) note that the creation of a new social identity by means of school interventions necessitates the 

recognition of the value of endogenous culture, but it also requires the courage to d iscard traditional elements that are 

conducive to the oppression of women, whether in the name of cu lture or religion.  

It is noted that prior to these discussions many studies have been done beginning from 1946. One of the earliest 

studies on record known to the writer was carried out by Child, Potter and Levine (1960) which discovered that primary  

textbooks are often portrayed rather negatively and stereotypically e.g., manipulative. According to Blumberg (2007), 

with the advent of second wave women movement, studies mult iplied and in 1971, act ivist Marjo rie U'Ren published a 

content analysis of the 'The image of woman in textbooks' in an iconic feminist reader where she analyzed 30 of the 

newest textbooks adopted or recommended for use in  second to sixth g rade Californ ia schools. However, these 

discussions prompted increased interest in empirical studies of gender representations in textbooks in order to draw 

attention to gender imbalance and call fo r reform in the discriminatory representation of men and women in textbooks, 

reforms that will bring about equality or gender fairness - a way of engendering equality not only in the way we view 

both sexes but also in the way they are treated or given opportunities in human society. In what follows, we shall review 

three phases of research works that have been done together with methodological issues that have arisen before we 

suggest areas for further research and improvements. 

V.  PHASES OF RESEARCH 

In this paper, I have identified  three phases of studies for review - first phase studies that create awareness of gender 

imbalance in  learning materials; second phase studies that served as follow-up studies by assessing responses and 
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reforms in learning materials and the third phase - studies that extend the focus beyond textbook representations to talks 

around the text in classroom. 

A.  First Phase Studies 

The need to reform language use and consequently change people's view about men and women moved gender and 

language researchers (especially feminists) to consider not just gender differences in language use (in day - to-day 

interactions) but also in language use in textbooks which is thought of as a form of social practice that is used by 

patriarchal society to entrench (as a way of gendering learners into stereotype masculin ity and feminin ity) gender parity  

and inequality to the detriment of women in society. 

Consequently in the 1960s, 1970s and 1980s (Cincotta, 1978;  Hellinger, 1980;  U'ren, 1971) many studies were 

carried  out and their findings indicate that texts, especially language textbooks were biased against femin inity. Males 

were portrayed in the bright of importance in  occupations, public/social life, and decision makers in companies, 

corporations and government bodies. On the other hand, wo men were rendered invisible, or at lowest representation far 

less than men. For example, Cincotta (1978) revealed that both males and females perform gender stereotypical 

activities; Hartman and Judd (1978) showed that men were made more visib le than women ; women on the other hand 

tend to be stereotypically emot ional and are more likely than male characters to be the butt of jokes. Hellinger (1980) 

found that males are over-represented while Porecca (1984) reported that men tend to occupy both more powerfu l and a 

greater range of occupational roles than women.  There are other studies that reported similar findings.  

From the studies carried out thus far in Jamaican, Malaysia, Greece, Spain and other places (Bailey & Parkes, 1995;  

Cerezal, 1991;  Chandran and Abdullah, 2003; Kanemaru, 1998; Mukundan, 2003; Poulou 1997;  Seng, 2003;  Talansky, 

1986; Whiteley, 1996) gender imbalance in textbooks includes invisibility (fewer males than females or vice versa), 

occupational stereotyping (females in fewer and more menial occupational roles); relationship stereotyping (women are 

more in relation with men than men with women); personal characteristic stereotyping (women as emotional and timid);  

disempowering discourse roles (more males talking first and dominating roles in interactions) degradation (blatant 

sexis m to the point of misogyny) (Sunderland, 1994, p. 55-56). Some other areas of gender imbalance in language have 

been highlighted from femin ist perspective. For example, Mills (1995) noted that phallocentrism prevai ls in  gender and 

literature since generic sexism usage in language at the morphological, phrasal and sentential levels abounds e.g., 

affixes in occupational terms and generic pronouns in literature betray the lack of fairness to womenfolk.  

Subsequently, as follow-up actions on the findings of many studies at this phase, guidelines for effecting corrective 

recommendations were produced.  For example, McCormick‟s (1994) guidelines which were intended for stakeholders 

in the teaching sphere offer what Mustedanagic (2010) calls theoretical and practical guidelines for implementing a 

non-sexist classroom environment. UNESCO produced guidelines for text authors and publishers. Mills (1995) also 

provided guidelines for gender-free language. Government bodies and their education sectors were tasked with ensuring 

that gender balance in the process of curriculum development, text production and teaching/learning activities for 

educating the child. For example in Sweden, the country's LPO 94 under the Swedish National A gency for Education 

stipulates that "The school should promote an understanding for others and the ability to empathize. Activit ies should be 

characterised by care of the individual's well-being and development. No one should be subject to discrimination a t 

school based on gender, ethnic belonging, religion or other belief, sexual orientation or disability, or subject to other 

degrading treatment" (cited in Mustedanagic, 2008, p. 3). It appears that most of the first phase studies are largely  

content-based (analysis of the linguistic and non-linguistic representations in the textbooks) that did not address subjects 

of interactions between teachers and learners in the classroom.  

B.  Second Phase Research 

Interestingly findings and recommendations from studies  in the United States and Europe (where the studies kicked  

off) and in some parts of Asia yielded some desirable results although there are areas that are yet to be addressed or 

rather thinly  investigated. For example, Sunderland (1994b) (pedagogical and o ther filters) reported changes in some of 

the textbooks she examined in Britain where newer grammar books from 1988 upwards encourage readers towards the 

avoidance of gender-specific language. 

According to Blumerg (2007) by 1990s various second generation studies began to analyze the persistent (or not) of 

gender bias in a variety of substantive fields. Most showed modest improvements (sometimes very  modest) handling 

texts at the high school, children‟s illustrated books and teacher training textbooks. For example, Zittleman and Sadker 

(2002) fo llowed up Sadker and Sadker's (1980) study of gender bias in teacher training materials. The re -study, 

according to Blumerg (2007) involved 23 textbooks published from 1998-2001. Using the 1980 study evaluation 

methods, they found progress to be „min imal‟ and disappointing. But despite the quantitative data showing that 

textbooks are far from gender-equitable, they also found that „today‟s‟ textbooks are less offensive than those published 

more than 20 years ago. 

Similarly, Mukundan and Nimehchisalem's (2008) is a follow-up on earlier studies by Seng (2003) and Chandran and 

Adbudllah (2003) in  Malaysia while Healy (2009) is a fo llow-up on studies done in the 1960s, 1970s and 1980s (Byrd, 

2001; Hartman and Judd, 1978; Jones et al., 1997; Porecca, 1984). These studies fall within what we have categorized  

as second phase studies. They assessed progress made in ensuring gender balance in textbooks and further suggested 

areas that have not been covered by authors/publishers. For example, Healy (2009) reported that in the textbook that she 
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examined the authors have managed to represent both sexes fairly evenly in the amount of talk - thus avoiding gender 

bias. Similarly, Sano, Iida and Hardy (2001) notes that although recent mo ves toward gender equality might have 

changed lexical choices made in Japanese EFL jun ior h igh school textbooks, and might have prompted the exclusion of 

explicit representations of stereotypical assumptions from previous editions, regarding gender roles, however, implicit  

and metalinguistic messages in the existing texts suggest the need for a thorough analysis to evaluate the balance of 

gender representation. Their study reported that: "obviously, gender-imbalanced language has been substantially  

eliminated from EFL textbooks since 1990. There are no occurrences of gender-biased language such as chairman…. 

(however)…reading through the texts reveals prominence in the number of features focusing on male characters" (Sano, 

Iida & Hardy 2001, p. 903-904). 

Sweden and China appear to have achieved a higher measure of success. Blumerg (2007) noted that the initiative in  

China (funded by the Ford Foundation resulted in the development of 49 sets of non -biased primary and secondary 

school teaching materials, covering 20 subjects). The overall findings, according to Blumerg (2007, p. 22) showed that 

China‟s road to eliminate gender bias in textbooks and curricula will not be a short one, despite an official state of 

policy of achieving gender equity in education. (see Hui, 2003; Ross and Shi, 2003; Yi, 2002; Yi, 2003; Zhang, 2002;  

Zhang, 2003; Zhao, 2002). Similar success has been reported in Latin America (see Drayton, 1997; Gozalez, 1990).  

In addition, it has been reported that the Nordic countries have been success ful in decreasing male stereotypes and 

improving male parenting skills through various school interventions (see, Carlson, 2007; SIDA, 2007) These studies 

led to the production of what has been described as 'progressive texts' although two major questions have been asked for 

which satisfactory answers are yet to be provided. The questions are whether gender representations in texts should 

reflect the goings in their contemporary society or the desired/expected gender balanced society that is far from what 

learners experience in their day-to-day life. The production of progressive texts that was reported in  the West and in 

some parts of Asia, however, has not been reported in many parts of Africa, since p ioneering studies (that would create 

awareness) are yet to be carried out.  However, the shortcomings of the use of progressive texts were soon highlighted 

and taken up in subsequent research that characterise the third phase studies. 

C.  Third Phase Studies 

Following the success recorded from studies on representations of gender in textbooks in  Europe, America and some 

parts of Asia, researchers' attention has been drawn to some of the limitations of reformed or progressive textbooks. It 

has been argued that gender-balanced textbooks might still be turned around in the classroom by teachers or rather 

opposed by sexist female and male teachers who see themselves as agents of patriarchal society. These teachers tend to 

perpetrate the dominant culture they are used to thereby rendering reformed texts ineffective s o that rather than 

reinforce the system of progressive texts they inhibit them.  

Thus, Sunderland (2000) raised a germane question that suggested that research on gender representations in 

textbooks should not mark the end of the road.  She did ask whether gender bias in textbooks does matter.  In her 

answer, Sunderland (2000) observed that "it may not matter as much as these studies assumed - not because gender bias 

is unimportant (it will always matter to those who have principled objections to sexism in a ny shape or form), but 

because to focus on gender bias in a text  may be to miss the point as far as learners and learning are concerned" (p. 153).  

She went further to buttress this position with the claim that:  

…we cannot predict what a teacher will do fro m a text  itself. A  focus on gendered text alone, which assumes teacher 

treatment of the text is somehow evident from the text, would thus seem misguided. A text is arguably as good or as bad 

as the treatment it  receives from the teacher who is using it; in  particu lar, a text  riddled with gender bias can be rescued 

and that bias put to good effect, pedagogic and otherwise (Sunderland, 2000, p. 155).  

Sunderland's (2000) position, to us, rather than discredits what has been done on texts, pointed the way forwa rd in  

gender and language education research. And that way forward is often tagged 'teacher talk around the text'. That means 

studies in some countries (excluding under-researched sites) should focus on how teachers use texts in learn ing 

environment. Sunderland (2000) observed that empirical studies are needed for teachers' use of texts. This new area is 

important for achiev ing the balanced or quality education that is at the centre of the whole efforts of gender equality. 

The focus on the teacher - what they do with texts in the classroom is important judging from what has been reported in 

the literature. For example, Bonkowski (cited in Alderson, 1997, p. 12) reported that language teachers often distort 

textbook authors' intentions, interpreting those intentions through their own models of language, language learning and 

language teaching. Similarly Shattuck (1996) (cited Sunderland, 2000, p. 155) also found that at a British Council 

School in Portugal, the teacher chose not to stick to the text but went b eyond it, contributing observations of his own 

about the topic of discussion. Therefore teachers' treatment of gendered texts and learners' interpretations or handling of 

gendered texts should be researched. 

Although this new area has been taken up by a number of researchers but it has been noted that gender and language 

learning in classrooms has under-researched sites in developing countries in Africa, Islamic countries, Eastern Europe, 

South America, and China (Sunderland, 2000). Interestingly, in the past decade, some studies have emerged from some 

of these under-researched sites (Ansary and Babaii, 2003; Birjandi and Anabi, 2006; Gharbavi and Mousavi, 2012;  

Hamdan, 2010; Jafri, 1993; Khurshid, Gillan i & Hashmi, 2010; Lee and Collins, 2008; Lee, 2007; Madu and Kasanga, 

2005; Sabir, 2008; Zhang, 2003; Zhao, 2003).  
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Thus, research activities in the third phase studies indicate advancement and budding scholarship in  the area 

especially in Europe. Concern with talks around the text  is expected to complement th e use of progressive texts in order 

to avoid loopholes in achieving elimination of every form of d iscrimination against any sex group either in text  or in  

talk. However, it appears that while we look forward  to seeing more studies on talk in some parts of Asia where 

progressive texts have been produced en masse, it does not appear that textbook research has attracted scholars' 

attention in Africa (barring South Africa and some parts of East Africa).  

With the volume of studies on gender and learning materials and the largely common findings from the various 

studies across Europe, America, Asia and Latin America, one would anticipate a proposal for universals in gender and 

language education although more studies are still needed from Africa. Any proposal for universals, (barring the dearth 

of studies in some parts of Africa) might be hampered not only by the dearth of studies in Africa but also by the 

consideration that heterogeneity characterise the modes of data collection and analysis most of the studies do ne thus far 

are far. Thus the subject of methodology has attracted the attention of some scholars (Brugeilles and Cromer, 2009;  Lee, 

2011) 

VI.  ISSUES OF METHODOLOGY 

One aspect of gender representations in textbook studies that has been very thorny has to do with methods of data 

collection and analysis. The argument surrounds heterogeneity of methods (content analysis, linguistic analysis, 

narrative approach, systemic functional approach, computer concordancing, collocation, t ransitivity, d iscourse analysis, 

critical discourse analysis, role analysis, critical image analysis, elicitation method task method among others. Some 

scholars have argued that this is quite unwholesome. For example, Lee (2011) noted that focusing on different aspects, 

various researchers around the globe have used their own methodology in analysis. To Lee (2011, p. 149), in the past 

two decades, the research literature assessing gender role portrayal in school textbooks has continued to be markedly  

heterogeneous and has failed to achieve any noticeable improvement.  

While some studies (Graci, 1989; Gupta and Lee, 1990; Hunter and Chick, 2005; Lee and Collins, 2008; Leskin, 

2001;) have concentrated on quantifiable features for analysis - the number of female and male characters is a common 

feature of analysis, others (e.g., Johansson & Malms jo, 2009;  Poulou, 1997;  Stockdale, 2006) have examined less 

quantifiable features, such as the extent to which male or female characters are primarily responsible for "requesting", 

"seeking information", and "giving directives", Leskin (1998) applies 'systemic function grammar in analyzing EFL 

textbooks. Thomson and Otsuji (2003) examined business Japanese textbooks from both macro (social pract ices) and 

micro  (linguistic discourses) level perspectives, using critical discourse analysis as the framework of their study. 

Another development in methods of gender analysis in school textbooks is computer concordancing (e.g., Carrol and 

Kowitz, 1994). Lee (2011) concluded that if indiv idual res earchers continue to use their own research methods, it will 

be difficu lt to make a scientific comparison of studies across different disciplines; thus the call for a standardized  

evaluative instrument in the concerted effort to combat sexism.  

However, it is noted here that this call for a standardised method would have been inevitable if the goal were to  

propose gender in language learn ing universals as we have in other branches of linguistics e.g., language universals, 

gender and language universals. However, where the objective is to spotlight the undesirability of gender 

insensitiveness in learn ing materials and classroom interactions and call fo r revision, the empirical nature of every  

investigation and its data should determine the method. A new researcher might prefer the method used by earlier 

researchers just as Schmitz's (1975) proposed four categories for detecting sexis m exclusion (proportion of content 

about males and females); subordination (roles or occupations assigned to women);  distortion (reinforcement  of gender 

stereotypes); and degradation (condescending statements or generalizat ions about women) have been used by other 

researchers. 

The difficult ies that Graci (1989) (reported in Lee, 2011) encountered in the comparat ive study of 20 studie s of 

foreign language textbooks from 1975 and 1984 might be difficult to generalise to all the other studies that have been 

done till date. Time-frame, funding, research tools and other materials available to a researcher or group of researchers, 

the expertise of the researcher and the choice of data to work with might determine methodology. Thus it might be 

difficult to place a bar on methods or impose a particular method on researchers as doing so would be counter -

productive. Perhaps, we should consider heterogeneity of methods as a healthy scholarship phenomenon. Therefore, 

Brugeilles and Cromer's (2009) contributions to textbook gender analysis should be welcomed and adapted just as any 

other method that is systematic should be recommended for use by other researchers.  In fact, Brugeilles and Cromer's 

(2009) method addresses one aspect of textbooks - character "a new approach to capturing social representation through 

the character".  This involves detailed examination of characterisation techniques in t ext passages and dialogues. In 

addition, with such undertaking, I would suggest other areas of social representation in sentence structures by looking at 

elements of transitivity, collocation, discourse patterns, image representation among others. 

VII.  AREAS FOR FURTHER STUDIES 

In her recommendations, Blumerg (2007) suggested that after decades, it is time to move beyond studies that describe 

gender bias in textbooks to research that evaluates the level and type of impact of such bias on female – and males.  She 
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added that the place to start this gender sensitization is during  teacher training... therefore it is recommended that 

wherever teacher training includes some form of practice teaching, exercises of the sort designed in such profusion by 

Kalia (1986) be incorporated into their train ing. 

Coming to developing countries (Africa), it is on record that the World Bank between 1990–2005 funded educational 

sector initiat ives with specific gender components or an exclusively female clientele (Tembon, 2007). The programme 

targeted (i) prov ision of infrastructure to increase educational access (constructing rehabilitating schools and classrooms, 

building separate latrines for girls and boys) and (ii) learn ing interventions (increasing the numbers of female teachers, 

curriculum and textbooks reform, provision of textbooks and other educational materials and gender sensitization of 

personnel.  The p rogramme covered Nepal, Bangladesh, Chad, Guinea and Ghana. These educational initiat ives were 

claimed to have had explicit components or activities aimed at eliminating gender bias from curricu la and or textbooks.  

Aside from the above co-ordinated programmes, it appears that very little  has been done in this area in Africa, 

(barring Ansary and Babaii, 2009; Lamid i, 2009; Madu and Kasanga, 2005; McKinney, 2005;  Tembo, 1984;  

Touorouzou, 2006; Page and Jha, 2009; the Brit ish Council, 2012).  

The UBE scheme, in consonance with UNESCO gender equality goals, has amongst its goals equal accessibility to 

quality education by the year 2015. Although it is driving towards achiev ing numerical gender balance (bridging  the 

gap between boys and girls enrolment), it appears that the stakeholders are obliv ious of the other aspect of gender 

equality in  education (quality  not just quantity in education). In her recommendations, Blumerg (2007) stated that as 

countries succeed in achieving gender parity in enrolment, i.e., succeed at access, they should be encouraged to tackle –

and monitor and evaluate –  “second level” problems, such as gender bias in  textbooks and curricula. It  is at this second 

level that studies in Sub-Sahara, the far East and other countries where litt le or no work has been done in this area are 

needed before moving on to talk studies. And since reductions in the intensity of gender bias in textbooks is considered 

as a useful indicator of gender equity in society (Blumerg, 2007), it is anticipated findings would  not only create 

awareness but lead to plan of actions that will facilitate implementation (of the actions) of producing progressive 

textbooks by authors and publishers with the support of government agents who are to monitor and enforce the 

implementation. 

In addition to these gaps that are to be filled, there are other gaps that subsequent studies mig ht find interesting. 

Amongst them are collecting data from actors and stakeholders in the educational process. This includes teachers, 

learners, guardians and parents, government representatives and non -governmental organisations and authors and 

publishers of textbooks. For example, the uptakes of learners about their texts - the contents and how these contents 

affect/influence them in terms of their gender identity, gender ro les are part of the areas to be considered in the research.  

Learners should be brought into focus groups to discuss their texts in relation to themselves and their society. Similarly, 

teachers' views about gender representations in texts that they select fo r teaching in  the classroom should also be 

incorporated into future research. The usefulness of guidelines for teachers (teacher handbooks) that accompany texts 

for children should be brought to focus - they should be scrutinised for the inclusion/exclusion of gender issues. 

It won't  be out of place to  harness parents/guardians' views about gender issues in the texts that are being used to 

teach their child ren just as the printed materials used by religious bodies for teaching children/youth classes in their 

meet ings might be another source of data for investigation. Government represen tatives and NGOs who are involved in  

the education process including trainers of teachers are not to be left out in discussing gender issues in learning 

materials selected for use in the classroom just as authors and publishers' uptake on these issues migh t be topics worth 

investigating. 

Where preliminary studies of texts have reached a measurable stage with  attendant results of the production of 

progressive texts (gender-fair textbooks) studies on talk around the text in the classroom between teachers and learners 

should naturally follow. And where the latter has been done, further studies on teachers' compliance might be necessary 

in order to ensure that no stone is left unturned in achieving gender equality in and through education.  

Method-wise, it might be very difficult to be prescriptive. Textbooks contain many language and communicative 

tools - pictures, characterization, language structures, vocabulary development, speech production exercise and others.  

Researchers' chosen aspects of the text, their objectives among others should determine the method of analysis. 

VIII.  CONCLUSION 

It is interesting to note that the concern about gender in language education studies (in learning materials and 

environment) that started not many years ago has grown so large and results of the undertakings have not only impacted 

on the educational sector but also on society at large with the attendant outcome of empowering women for national 

development in some countries. Government bodies and internationa l organizations and non-governmental 

organizations recognize the contributions these studies make and have been funding research in the area with follow -up 

actions that have made tangible contributions to development. Since most studies are scattered in jo urnals, monographs 

and websites, a handy textbook of collection of materials/studies from various countries might be a welcome idea in  the 

near future. Gender in learn ing materials should continue in under-researched sites just as studies on talk around the text  

should follow text studies. However, the impact of sexist and progressive texts should also be examined together with 

the uptakes of stakeholders on text  and talks. Bar-placing on methods (data collection and analysis) might not be 

necessary if we are to promote flexibility that will create the atmosphere for robust research. 
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