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a b s t r a c t

Theoretically anchored in Butlerian and Baradian approaches to gender performativity, this study
scrutinized Athenian elementary pupils' understanding of gender-normative discourses in textbook il-
lustrations and their teachers' capacity to identify such discourses. The findings revealed that educators
were unaware of the prevalence of gendered discourses in textbooks and did not make substantive ef-
forts to diminish their harmful effects on pupils’ perceptions of gender. Children, however, are agentic
subjects who negotiate gender discourses idiosyncratically. This study argues that introducing non-sexist
curricula is not sufficient for combating sexism in education; textbook revisions need to be accompanied
by in-service gender-training courses for educators.

© 2023 The Author. Published by Elsevier Ltd. This is an open access article under the CC BY license
(http://creativecommons.org/licenses/by/4.0/).
1. Introduction

Since the genesis of second-wave feminism, the education sys-
tem has garnered significant attention in feminist critiques
(Freedman, 2003). Specifically, feminists' assertions that pedagog-
ical practices propagate women's inferior societal position (Skelton
et al., 2009) have propelled education research on gender repre-
sentations in textbooks, which are often at the heart of classroom
activities. Additionally, in the centralized Hellenic education sys-
tem, curriculummaterials are critical features of formal educational
strategies, as textbook content is overseen by the Hellenic Ministry
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of Education and required to be taught in all state and private
schools (Stamelos et al., 2015).

Nevertheless, feminists have argued that these Hellenic teach-
ing materials fail to deconstruct patriarchy, despite several major
revisions since 1982 (Hopf & Hatzichristou, 1999; Maragoudaki,
2007) as part of wider educational reforms to promote gender
equality in education. Analogously, scholars have internationally
argued that despite positive developments in recent publications
(see Lee & Collins, 2009; Namatende-Sakwa, 2019a, 2019b), cur-
riculum materials continue to present children with antiquated,
culturally idealized renditions of gender. These gender represen-
tations could harm the development of children's gender identities
(McCabe et al., 2011) by re-inscribing gender in binary terms and
encouraging pupils to endorse such binaries (De la Torre-Sierra &
Guichot-Reina, 2022).

Much previous feminist-oriented educational research, in Hellas
under the CC BY license (http://creativecommons.org/licenses/by/4.0/).

http://creativecommons.org/licenses/by/4.0/
mailto:marios.kostas@canterbury.ac.uk
http://crossmark.crossref.org/dialog/?doi=10.1016/j.tate.2023.104052&domain=pdf
www.sciencedirect.com/science/journal/0742051X
http://www.elsevier.com/locate/tate
https://doi.org/10.1016/j.tate.2023.104052
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1016/j.tate.2023.104052


M. Kostas Teaching and Teacher Education 125 (2023) 104052
and internationally, on the effects of sexist texts on children's un-
derstanding of gender has been predicated on social-learning ap-
proaches to gender identity development (Chardalia & Ioannidou,
2008; Jackson 2005) that regard pupils as uncritical recipients of
preordained meanings rather than as active learners. Accordingly,
the introduction of non-sexist curricula was perceived as a panacea
for gender equality in the classroom (Namatende-Sakwa, 2021).
Consequently, educators' mediation of texts has been overlooked in
much previous research (Tantekin-Erden, 2009), even though
teachers can prevent uncritical acceptance of textbook gendered
messages by teaching against sexist texts (Barton & Namatende-
Sakwa, 2012, pp. 173e190) and “adapting and complementing the
material” (De la Torre-Sierra & Guichot-Reina, 2022, p. 11).

This qualitative study aimed to scrutinize primary teachers'
perceptions of gender and the impact of teachers' attributes (i.e.,
gender, age, and in-service or pre-service gender-training) on their
capacity to recognize gendered discourses in curriculum materials
and conduct gender analyses of textbooks. Drawing on Butler's
(1990) theory of gender performativity to explore how children
negotiate gender-normative discourses in textbook illustrations, it
conceived of children as agentic subjects endowed with various
degrees of power and capable of positioning themselves within
discourses in idiosyncratic ways (Foulds, 2013). Further, this study
takes a novel theoretical approach to children's agency by utilizing
Barad's (2007) theory of agential realism to explore how gender
intelligibility emerges through the intra-actions of non-human
agents (i.e., clothes, hair, and muscles) and heteronormative dis-
courses with children's bodies.

This study extends the author's previous work on the influence
of gendered discourses in textbooks on children's understanding of
gender (see Kostas, 2021; Kostas, 2022a) by illuminating teachers'
capacity to conduct gender analyses of curriculum materials.
Furthermore, it builds on and expands the author's work on chil-
dren's agency (see Kostas, 2018, 2021), offering new insights into
Butlerian notions of discursive subjectification. Specifically, it
retheorizes agency within a post-humanist context by shifting
attention away from human intentionality to the relations between
humans andmatter throughwhich gender intelligibility emerges in
specific space-time-matterings. Ultimately, the study's findings are
expected to provide policymakers at the national and international
levels with a framework for establishing policies to effectively
improve educational practices and support educators to mitigate
the pernicious effects of gendered discourses on pupils' gender
development.

The remainder of this paper is organized into five sections. The
following two sections review the findings of previous research on
teachers' treatment of texts and children's negotiation of gender
discourses and outline the theoretical underpinnings of the study.
The methods section describes the methodological approach and
provides information on the data collection and analysis methods
used. The study findings are then presented in the next section, and
the paper concludes with a discussion of the findings and sugges-
tions for future research.

2. Teachers' mediation of gendered texts and Children's
sense-making of gendered discourses

Second-wave feminists averred that rewriting textbooks from a
gender perspective and exposing young readers to egalitarian
gender representations offered a panacea for deconstructing pa-
triarchy and combating sexism in education (Namatende-Sakwa,
2021). This strategy was problematic because it was based on
sex-role socialization theories that presupposed a passive reader/
learner who uncritically absorbs the gender messages they
encounter (Davies, 2021a). Scholars have empirically confirmed
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that children are endowed with various degrees of agency and
interpret stories according to their existing ideas of gender
(Bartholomaeus, 2016). For example, Davies's (1989) seminal study
of pre-school children's responses to the feminist fairy tale “The
Paper Bag Princess” and a follow-up study (Davies & Banks, 1992)
demonstrated that children's preconceived ideas of gender roles
precluded a feminist hearing of stories. Analogously, Foulds’s
(2013) study in Kenyan primary schools argued that students
upended the gender-egalitarian discourses promoted by textbook
illustrations because they fell outside their cultural experiences.

Further, pupils' negotiation of gendered discourses is catalyti-
cally influenced by their gender (€Anggård, 2005). In particular, girls
tend to be more predisposed than boys to challenge gender-
normative discourses (Davies, 1989), presumably because by
upending the hegemonic gender order, girls negate the dis-
empowerment associatedwith it (Paechter, 2006). Conversely, boys
typically engage in “category maintenance work” through which
they cast out “the ‘other’” in an endeavor to “establish the I”
(Davies, 2006, p. 73). By deprecating characteristics associated with
femininity (e.g., emotionality), boys constitute “the coherence and
legitimacy of the dominant male” (Davies, 2006). For instance,
Westland's (1993) study of British primary-school students docu-
mented crucial gender differences in pupils' responses to dominant
fairy tales: Unlike boys, who upended female characters' untradi-
tional positioning in fairy tales, girls preferred autonomous
heroines.

These studies indicate that non-sexist curricula in schools are
insufficient for challenging pupils' views of gender (Davies, 1989;
Foulds, 2013; Namatende-Sakwa, 2018, pp. 609e629). Hence, ed-
ucators have a crucial role in developing children's critical literacy
skills (Barton & Namatende-Sakwa, 2012, pp. 173e190). In partic-
ular, teaching children to read critically requires a story that chil-
dren can identify with and an opportunity to critically discuss the
gendermessages it contains under the teacher's supervision (Wing,
1997, pp. 491e504). In such discussions, educators can use role
reversal to teach against sexist texts and prevent an uncritical
acceptance of traditional gender roles (Willeke& Saunders 1978; as
cited in Sunderland et al., 2001, pp. 251e286). Moreover, where
possible, teachers ought to use supplementary materials with
gender-egalitarian stories to broaden students' understanding of
gender. For example, Yeoman (1999) found that by providing stu-
dents with critical reading activities involving disruptive storylines
(e.g., feminist fairy tales), teachers enhanced their ability to critique
traditional gendered texts.

Previous studies in Hellas and internationally, however, have
underscored that many educators do not make substantive efforts
to counteract the negative effects of sexist materials on pupils'
perceptions of gender, as they are unaware of the preponderance of
gender-normative discourses in schoolbooks (Dimitraki, 2017;
Namatende-Sakwa, 2019a). Specifically, despite a major revision of
the Hellenic curriculum materials, male characters continue to
dominate illustrations and texts in the reading schemes
(Maragoudaki, 2007) and anthology textbooks (Kostas, 2021) of
primary education. Particularly, depictions of “the two genders, as
far as specific roles, skills, and abilities are concerned, in the family,
professional and social spheres” (Gouvias & Alexopoulos, 2018, p.
657) in the revised Hellenic textbooks have remained traditional,
with women relegated to so-called low-status occupations, such as
teachers and nurses (Kostas, 2021). Gouvias and Alexopoulos
(2018) further report that educators were unaware of these pat-
terns of gender asymmetries and thus often failed to controvert the
normative discourses contained in textbooks. Moreover, educators
frequently undermine progressive texts through their instructional
practices, as documented in previous international studies
(Cushman, 2010). For example, Namatende-Sakwa's (2021) study in
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an Ugandan school showed that progressive texts did not “neces-
sarily inform a progressive classroom” because the teachers did not
“necessarily take up gender as constructed in texts” (p. 19).

An array of individual characteristics (i.e., gender, age, and pre-
service and in-service training) affects teachers' instructional
practices and their capacity to recognize the gender-normative
discourses in textbooks. Primarily, a categorical relationship has
been established between teachers' age and their gender attitudes,
with senior educators typically holding more anachronistic gender-
role beliefs than their younger confr�eres (Cushman, 2010;
Ifegbesan, 2016). Similarly, salient differences have been observed
(in Hellas and internationally) in male and female teachers' re-
sponses to anachronistic gender representations in textbooks, with
men typically less determined than women to ameliorate them
(Psilou, 2015). For instance, Gouvias and Alexopoulos (2018)
asserted that, unlike male teachers, who did not methodically
challenge gender-normative representations in Hellenic textbooks,
female teachers made substantive efforts in their teaching to
diminish their harmful effects on pupils' perceptions of gender.
Finally, studies have demonstrated that pre- or in-service gender-
training optimizes educators' capacity to identify gendered dis-
courses in textbooks (Bhana, 2009; Malins, 2016) and enables
teachers to develop and use gender-responsive pedagogical ap-
proaches and teaching methods that mitigate the effects of
gendered representations on pupils' understanding of gender roles
(Pollock et al., 2021). For example, Jones's (2022) study of Ugandan
pre-primary and elementary educators' perceptions of gender
revealed that gender-training courses could equip teachers with
the skills, strategies, and knowledge required to promote gender
equality.

In short, teachers' implementation of a hidden curriculum
transmits hegemonic and prescriptive gender discourses (Barton &
Namatende-Sakwa, 2012, pp. 173e190; Dimitraki, 2017), which
may have a negative impact on children's learning opportunities
and future professional aspirations (Kostas, 2014; Sunderland et al.,
2001, pp. 251e286). Hence, it is crucial to ensure that educators
teach against sexist texts and equip pupils with the necessary skills
to thwart gender-normative discourses (Cushman, 2010).

3. Humanist and post-humanist gender performativity

The idea of gender and sex as unproblematic natural categories
has been vehemently repudiated by post-structuralist theorists
(Sunderland & Litosseliti, 2008). Butler (1990) theorized gender as
“a set of repeated acts” that produce the illusion of gender as a
static and congealed bodily effect (p. 45). Hence, Butlerian discur-
sive performativity purports that gender is performative, consti-
tuted and reconstituted in and through the amalgamation of
discourses. Discourses are “historically specific organizations of
language” (Butler, 1990, p. 145) that offer individuals variousdand
often contradictorydsubject positions or ways of being in the
world. Although these conflicting discourses beget a plurality of
gender performances, successful masculinity and femininity are
firmly ensconced within the heterosexual matrix, which Butler
(1990) defined as “the grid of cultural intelligibility through
which bodies, genders and desires are naturalized” and are “hier-
archically defined through the compulsory practice of heterosex-
uality” (p. 151).

Seen through this theoretical prism, textbook illustrations are
critical discursive sites within textbook discourse, and supple-
mentary to text-based content that “produce broader social dis-
courses and practices related to gender” (Jackson & Gee, 2005, p.
117). Thus, iconography offers pupils a range of modes of subjec-
tivity, as gender representations therein “can extend meaning
beyond the written text or the reader's imagination or they can
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even recast the story” (Wason-Ellam, 1997, p. 6). Nevertheless,
children's responses to gender-normative discourses cannot be
presumed.

Butler's (1990) theorization of discursive subjectification pro-
vided new ways of comprehending how discursive powers operate
to produce individuals' subjectivity. Nevertheless, her conceptual-
ization of subjectivity attenuates the significance of the nexus be-
tween material phenomena and discursive practices in the
production of knowing (Ringrose & Rawlings, 2015). The Butlerian
approach to gender was broadened by Barad's (2007) theory of
post-humanist performativity, which suggests that “discourses and
material phenomena do not stand in a relationship of externality to
one another” but rather intra-act (p. 149). “Through intra-actions or
relations within, rather than ‘inter-actions’ or relations of exteri-
ority, human and non-human phenomena are … co-constituted”
(Pomerantz & Raby, 2020, p. 987). Intra-activity denotes the
entanglement of matter with discourse, regulating the construction
of meanings (Barad, 2007). Hence, by attributing agency to matter,
Barad (2007) radically redefined the idea of performativity as not a
mere discursive-linguistic notion limited to human intentionality,
but as an act that “incorporates important material and discursive,
social and scientific, human and non-human and natural and cul-
tural factors” (Barad, 2007, p. 808). Therefore, Baradian post-
humanist performativity emphasizes how gender is constituted
through non-human agentic matter (e.g., objects) and discursive-
material practices (Ringrose & Rawlings, 2015). It is important to
note that post-humanist performativity does not unfold in a void,
but rather is emplaced in a space-time-mattering (Davies, 2021b), a
concept that denotes how “time and space are produced through
iterative intra-actions that materialize specific phenomena, where
phenomena are not ‘things’ but relations” (Barad, 2007, p. 149).

Theoretically predicated on Barad's (2007) post-human per-
formativity, this study offers a novel understanding of how gender
intelligibility emerges through the practices of mattering, and of
how heteronormative gender performances come into being as
specific discursive and material phenomena intra-act (Ringrose &
Rawlings, 2015); this is a domain that remains understudied (in
Hellas and internationally). Specifically, this study scrutinizes how
successful gender performances materialize through the agential
intra-actions between sports, bodies, and non-human agentic
matter, such as clothes, hair, and muscles, in two Athenian
elementary schools.

4. Methods

Situated within the post-modernist paradigm, this qualitative
study examines teachers' perceptions of gender and capacity to
identify gender-normative discourses in the curriculum materials
for the third and fourth grades. Complementary to the above, it
explores pupils’ understanding of the gendered discourses pro-
moted in textbook illustrations. The data were collected from two
state-funded elementary schools in Athens, whose catchment areas
comprise primarily whitemiddle-class families. The school Horizons
consisted of six classes (141 students in total), while the school
Lighthouse comprised eight classes (189 students in total). The two
schools were chosen from a list provided by the Hellenic Ministry of
Education. I decided to focus only on the 8e10-year-old pupils of
each school because this age group is under-represented in research
in this field (Chardalia & Ioannidou, 2008). Accordingly, 80 third-
and fourth-grade pupils (40 boys and 40 girls) aged 8e10 years
participated in the study. The second phase of the study involved
teachers (two women in the school Horizons and two women and
one man in the school Lighthouse). Equitable participation of in-
dividuals from both genders was not achieved as they were selected
because they taught the specific age group (see Table 1).



Table 1
Summary of participants.

Athena Costas Vicky Catherine Maria

Sex F M F F F
Age 37 40 26 29 42
Teaching experience 14 16 3 4 11
Ethnicity and nationality Caucasian/Greek Caucasian/Greek Caucasian/Greek Caucasian/Greek Caucasian/Greek
Qualifications University degree University degree University degree University degree University degree
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A semi-structured interview protocol was employed in inter-
viewing the pupils and teachers, as it provided the opportunity to
probe and ask follow-up questions (Hitchcock & Hughes, 1989;
Kostas, 2022b). All interviews were administered in the partici-
pants' native language (modern Greek). The one-on-one interviews
with the educators were conducted over one week, owing to the
small sample size, and each lasted approximately 1 h. The teachers
selected the interview setting (e.g., school principal's office, empty
classrooms), depending on what was most convenient for them.
The interviews focused on educators' perceptions of gender, their
treatment of textbooks and capacity to identify the gendered dis-
courses contained therein. Sample questions included.

� What do you think about the gender representations in the
revised textbooks?

� Do you discuss gender-equality issues in the classroom?
� Have you received any training on gender-equality issues?

Semi-structured group interviews were organized with the
children to facilitate gathering large amounts of data (Lankshear,
1993). This type of interviewing promotes interactions among in-
terviewees (Kitzinger, 1994) and “may well prevent the routinised
responses by one child sometimes obtained in individual in-
terviews” (Lewis, 1992, p. 417). Further, in group interviews with
children, the presence of the group's other members may coun-
teract any trepidation attributable to the researcher's presence
when interviewed individually (Lewis, 1992), encouraging children
to communicate their ideas spontaneously and candidly. The
groups were co-organized with the teachers considering the chil-
dren's camaraderie with the other members. The interviews were
conducted in the headteacher's office during normal school hours
(at times conducive to the students) and lasted approximately
50 min. Altogether 20 mixed-gender group interviews were held
over six weeks, with each group comprising two girls and two boys
(8 group interviews in school Horizons and 12 in school Light-
house). A mixed-gender composition typically makes a group more
task-oriented and encourages free-flowing conversation (Sikes,
1991), enabling researchers to study participants' beliefs “as they
operate within a social network and to explore how accounts are
constructed … and changed through social interaction” (Kitzinger,
1994, p. 159). Nonetheless, dominant voices in the group can
periodically supersede/marginalize the opinions of others (espe-
cially the girls'). Therefore, I strove to ensure that pupils' ideas were
challenged in a courteous/respectful manner that fostered debate.

During the interviews with the pupils, their perceptions of the
characters’ roles, responsibilities, and play activities in selected il-
lustrations from the revised anthology textbooks for the third and
fourth grades were explored. These textbooks were published in
2006 and are mandated across all government-funded and private
elementary schools in Hellas. They are compendiums of literary
works (e.g., poems, novels) by different authors that include a range
of themes (e.g., history, family life, environment, religion, culture,
sports, and technology). Previous studies of gender representation
in the revised Hellenic textbooks of primary education focused
almost exclusively on the reading schemes (Gouvias& Alexopoulos,
4

2018; Maragoudaki, 2007), with only one study analyzing the
revised anthologies from a gender perspective (Kostas, 2021).

Specifically, during the interviews, I showed the pupils two il-
lustrations. The first depicted a group of childrenwhose gender was
not identifiable playing football (see Anthologies, 2006, p. 143) and
the second showed two girls playing quietly with fruit (Anthol-
ogies, 2006,p. 155). The illustrations formed the basis for a wider
discussion about children's perceptions of gender and their play-
ground experiences. Sample questions included.

� Who is this person?
� What are they doing?
� Would a girl/boy be interested in this activity?
� Do you ever engage in such activities?
� What kind of games do you play with your friends?

The interviews with the teachers and the children were recor-
ded using notetaking as stipulated in the ethical approval by the
Hellenic Ministry of Education. At the end of each day, handwritten
interview notes were developed into full typed transcripts.
Discourse Analysis (DA) was used to explore how the participants
used language to construct gender meanings. This approach to data
analysis is based on the premise that a pre-discursive self does not
exist as meanings and identities are constructed and regulated
through discourses. DA also underscores participants’ active
involvement in meaning production and focuses on the contra-
dictions in talk about gender. These incongruities are symptomatic
of the “discursive resources available to the narrator…” and as such
“… offer valuable insights into the wider social and cultural context
within which particular experiences are given meaning and the
power relations in operation in the process of meaning production”
(Throsby, 2004, p. 51). Hence, DA can lay “bare the power relations
through which exclusion and its exclusionary effects are achieved”
(Throsby, 2004, p. 51).

However, the researcher's interpretation of the data may be
influenced by their subjectivity, personal background, and role in
the research process (Creswell, 2009). Thus, it is crucial to make my
role in the research process and positionality explicit for readers.
Specifically, to minimize the potential impact of my subjectivity on
the data gathered, I recursively engaged in reflexivity throughout
the research process to consider personal biases by examining and
reporting on my own “conceptual lens … preconceptions, and
values and how these affect [ed] research decisions in all phases of
… the study” (Korstjens & Moser, 2018, p. 121). Specifically, I
approached this project as a researcher and academic who is
sensitized about gender-equality issues, but also as a native Greek
speaker who was born, raised, and educated in Hellas. In accor-
dance with my epistemological position, this first-person
perspective of navigating schooling enabled me to build a rapport
with participants and adopt an emic (insider) perspective on the
culture group I studied. My understanding of the cultural and social
context allowed me to sketch out participants' perspectives and
experiences and understand how they attributed meaning to their
experiences. Nevertheless, I espoused an etic (outsider) perspective
in the data analysis process by using Butlerian and Baradian
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performativity approaches as scientific frameworks for under-
standing participants' perceptions of gender, practices, and be-
haviors. Consolidating the emic and etic perspectives increased the
trustworthiness of the findings.

Other strategies used to ensure credibility in this study included
prolonged engagement with participants to build rapport, invest-
ing time in familiarizing myself with the specific settings, and
member check by feeding data back to adult participants and
incorporating their suggestions for adjustment (Korstjens &Moser,
2018). A potential threat to trustworthiness, however, stems from
notetaking during the interviews, which can introduce bias and
compromise the credibility of the data (Morse, 1999, pp. 435e436).
Notes were taken unobtrusively without breaking eye-contact with
the participants (Kadushin & Kadushin, 1997). Additionally, I
cultivated thick description by setting down key phrases that
served as reminders of blocks of interview content (Creswell,
2009). All field notes were developed into full transcripts imme-
diately after the interviews to avoid memory lapses.

Last, before beginning the study, ethical clearance was obtained
from the Hellenic Ministry of Education and the relevant university
ethics committee. The British Educational Research Association's
(BERA, 2018) ethical guidelines were also followed throughout the
research process. Specifically, access to the settings was obtained
via the headteachers. Next, participants and parents/guardians of
the children were informed in writing about the study's aims and
the voluntary basis of participation. Participants and parents/
guardians were assured that withdrawal from the study would not
affect them or their children negatively. Written informed consent
was obtained from the teachers and students' parents/guardians,
and the children's assent was obtained verbally before starting the
interviews. To protect participants' confidentiality, all potentially
identifying information about the participants (e.g., school name)
was removed from the transcripts before being stored in a
password-protected computer. Lastly, pseudonyms are used
throughout this article for illustrative quotes (BERA, 2018).

5. Findings

5.1. Teachers’ perceptions of gender

During the interviews, the educators unanimously contested the
binarity of the private/public spheres and the identification of the
public realm as a male-dominated topography and male bastion of
patriarchal privilege.

Researcher: “Women's place is the home.” How far do you
agree/disagree with this statement?

Catherine: … women should work and get help from their
husbands with household chores …

Maria: Women make an important financial contribution to the
household …

While the teachers subverted the discourses of female domes-
ticity, they upheld the binary typology of the masculine/feminine
personality, resonating with hegemonic gendered discourses.
Costas's response is typical of this finding.

Researcher: What traits characterize men and women ?
Costas: Independence, boldness, leadership skills, competi-

tiveness, ambition, and sloppy appearance are masculine traits …
Costas: Docility, [a] dreamy nature, and sensitivity are feminine

traits …
For Costas (a 40-year-old male teacher) and three of the female

participants (Vicky, aged 26, Catherine, aged 29, and Maria, aged
42), successful masculinity comprises traits such as autonomy,
leadership skills, athletic dexterity, unemotionality, and disheveled
attire. Conversely, femininity is characterized by submissiveness,
emotionality, sartorial elegance, and sporting incompetence. These
5

findings corroborate those of previous studies (e.g., Bhana, 2009 in
South Africa; Blaise & Taylor, 2012 in the UK; Ifegbesan, 2010 in
Nigeria), suggesting that educators tend to regard girls and boys as
two distinct and homogeneous groups. For instance, Smith et al.
(2019) reported that New Zealander primary teachers considered
boys more aggressive and less prosocial than girls, while the
Ugandan teachers in Namatende-Sakwa's (2019a) study unwit-
tingly positioned students “as gendered subjects informed by a
logic of gender difference which predominantly constructed the
active, intelligent, courageous, disruptive boy vis-a-vis the passive,
shy girl” (p. 89).

Moreover, the adamant gender binaries that regulated the par-
ticipants' understanding of “boyness” and “girlness” were harmo-
nious with those promoted by the revised textbooks for the third
and fourth grades. For instance, in the reading schemes and an-
thology textbooks for the third and fourth grades, male characters
assume leadership roles in most of the stories (for a detailed
analysis see Gouvias & Alexopoulos, 2018; Kostas, 2021). Addi-
tionally, in anthology textbooks, contrastingly to male characters
being positioned as unemotional, female characters are portrayed
as conforming, sensitive, and caring (see Kostas, 2021). From this, it
can be hypothesized that the educators' perceptions of gender
might negatively affect their capacity to recognize gender-
normative discourse in curriculum materials (Allana et al., 2010;
Namatende-Sakwa, 2021), ultimately culminating in teachers un-
wittingly reinforcing gendered discourses through their treatment
of texts and illustrations (a point that will be picked up again later).
If we turn to post-human performativity, the teachers' responses
divulge the intra-actions between the agential forces of athleticism
and sartorial elegance, heteronormative discourses, and children's
somata through which successful masculinity and femininity come
into being (this aspect will be discussed later).

Unlike her confr�eres, Athena upended these rigorous gender
binaries by asserting that “these traits can be either masculine or
feminine.” Athena was a 37-year-old womanwith 14 years of work
experience. While she had never attended any formal in-service
gender-training programs organized by the Hellenic Ministry of
Education, she sporadically attended seminars and workshops on
gender equality, which might somewhat explain why she upended
the binary construction of masculinity and femininity. By contrast,
the other participants (apart from Vicky, who had pre-service
training during her undergraduate studies) had not attended any
gender-training programs, suggesting that informal in-service
training might have a gender-equalizing impact on teachers'
views of gender. This conjecture is supported by previous research,
reaffirming the significance of gender-training in sensitizing
teachers (de Lange & Mitchell, 2014; Malins, 2016) and increasing
their capacity to conduct gender analyses of textbooks
(Namatende-Sakwa, 2019a). For example, Jones (2022, p. 1) has
argued that gender-training courses provided the Ugandan
elementary teachers in her study with the knowledge and skills to
“explore and gain deeper insight into understandings of gender and
gender-based issues …” Nevertheless, despite having received pre-
service training, Vicky upheld the traditional categorization of
personality traits into masculine and feminine. While this does not
discount the gender-equalizing effects of pre-service training
(Tantekin-Erden, 2009), it might be indicative of the endemic
problems that undermine the success of educators’ pre-service
training courses (Airton & Koecher, 2019; Blair & Deckman, 2019).

Although the participants were sensitized to the importance of
galvanizing girls to pursue male-dominated professions, they
supported the traditional division of the labor market when asked
to recommend appropriate professions for two of their highest-
achieving male and female pupils.

Athena: one of the boys … something related to education …



M. Kostas Teaching and Teacher Education 125 (2023) 104052
the other economics … one of the girls … something related to
languages … the other … social services.

Costas: The boys … one doctor and the other … computer sci-
ences … The girls … education, I think …

Athena thwarted dominant discourses of so-called male-
appropriate professional roles by positioning boys in a traditionally
female-dominated domain. However, the girls' positioning in the
topography of the labor market was rather conventional, given that
the roles of social workers and teachers can be regarded as mani-
festations of women's caring nature in the public sphere (Ullah &
Skelton, 2013). Costas presented a more outmoded gender divi-
sion of occupations, positioning boys in high social prestige pro-
fessions (such as doctors) and envisioning girls in teaching roles
(this was rather remarkable, considering that Costas was a male
teacher). This finding corroborates previous international research
postulating that male teachers hold more traditional views of
gender than female teachers, especially regarding professional
roles (Almutawa, 2005; Osman, 2021; Tatar & Emmanuel, 2001).

Analogous ascriptions of certain occupations as more masculine
than others are propagated through the textbooks for the third and
fourth grades (Gouvias & Alexopoulos, 2018). For instance, Kostas
(2021) posited that the anthology textbooks “normalize males'
superior … intellectual capabilities and relegate women to low-
status, traditionally female occupations …,” while the “only intel-
lectual role permitted, for women… [is] that of the teacher” (p. 60).
Since educators’ perceptions of gender-appropriate roles conform
with the discursive positioning of femininity and masculinity in
textbooks, it can be hypothesized that their views of gender might
negatively affect their capacity to recognize the gendered dis-
courses contained therein, precluding a critical appraisal of text-
book content (Cushman, 2010; Namatende-Sakwa, 2021).

However, Vicky and Catherine (the youngest among the par-
ticipants, aged 26 and 29 years, respectively) endorsed a more
egalitarian organization of the labor market that subverted the
traditional gender categorization of occupational roles by envis-
aging female students in high-skilled professions, such as lawyers
and scientists.

Vicky: Both boys… something related to education and the girls
one law and the other something related to sciences.

While this finding cannot be extrapolated and should be inter-
preted with caution owing to the small sample size, it suggests that
in addition to the participants' gender, age might be a predictor of
gender biases. This finding aligns with previous research, which
postulates an inverse synergy between age and egalitarian per-
ceptions of gender roles (Ginsburg & Kamat, 2009). For example,
studies on Ghanaian (Osman, 2021) and Nigerian (Ifegbesan, 2016)
pre-service teachers’ perceptions of gender have revealed that se-
nior educators typically hold more gender-normative perceptions
than their younger colleagues. Nonetheless, this was not a consis-
tent finding in this study.

5.2. Teachers’ capacity to recognize gender-normative discourse in
curriculum materials

Previous studies of Hellenic textbooks have reaffirmed that the
revised curriculum materials predispose children to accept an
anachronistic gender order (see Kostas, 2021; Maragoudaki, 2007).
For instance, Gouvias and Alexopoulos (2018) pointed out that in
the revised reading schemes for the third and fourth grades,
women are permitted a limited number of low-status occupations,
while men are given roles that carry power and authority. Despite
these gender asymmetries and the symbolic obliteration of female
characters in the narratives, which are outnumbered 3:1 (Kostas,
2021), the participants unanimously stated that the revised text-
books promoted a gender-balanced view of the world.
6

Costas: In the anthologies, male and female characters are
represented in a positive way …

Athena: I have not spotted any [stereotypes] …
Catherine: … men and women are portrayed positively …

These examples demonstrate the educators' inability to recog-
nize the gendered discourses in the textbooks, corroborating pre-
vious studies that found that teachers use textbooks uncritically in
the classroom (Barton & Namatende-Sakwa, 2012, pp. 173e190;
Biemmi, 2015). For example, previous Hellenic research has shown
that educators were unaware of how gender is cited in the revised
elementary reading schemes and could not recognize gendered
discourses “even in their most conspicuous form [s]” (Gouvias &
Alexopoulos, 2018, p. 653). It can be hypothesized that a critical
appraisal of the textbooks' discursive content may have been pre-
cluded since the Hellenic Ministry of Education oversees the text-
booksdthat is, as textbooks are mandated by the government, this
can shut down critical appraisal. The participants accepted the
gender representations at face value (especially following the
ministry's latest revision), reflecting previous findings that teachers
regard textbooks as authoritative and ignore gender portrayals in
them (Namatende-Sakwa, 2019a; Sikes, 1991; cited in Barton &
Namatende-Sakwa, 2012, pp. 173e190).

In parallel, the dearth of in-service gender-training courses for
educators might have hindered participants' ability to recognize
sexist bias in textbooks (Gouvias& Alexopoulos, 2018; Namatende-
Sakwa, 2021). Athena was also unaware of these patterns of gender
asymmetry, notwithstanding her periodic attendance of gender-
training programs, which were notably neither organized by the
Hellenic Ministry of Education nor focused on sexism in education.
Hence, although Athena was sensitized to gender-equality issues,
she was not more equipped than her confr�eres to identify sexist
bias in textbooks. Nonetheless, while this finding cannot be
extrapolated to all primary teachers and might be limited to this
sample, it suggests two hypotheses: (1) sporadic attendance of
gender courses might have a limited impact on developing edu-
cators’ capacity to conduct a gender analysis of curriculum mate-
rials; and (2) for gender-training programs to be effective, emphasis
must be placed on providing teachers with the skills required to
identify gender stereotypes in textbooks.

Further, the participants reported without exception that
gender-equality issues were not covered in the classroom, pre-
dominantly owing to time constraints:

Researcher: Do you discuss gender-equality issues in the
classroom?

Maria: Unfortunately, there is no time to discuss gender issues
…

Athena: Sometimes … but not really in depth …

Remarkably, despite having attended some informal gender-
training courses and being more sensitized to gender inequality,
Athena only periodically and superficially challenged the gendered
discourses in the textbooks through classroom discussions/activ-
ities. This finding is consistent with previous studies in Hellas and
internationally, implying that educators do not discuss gender-
equality issues in the classroom (Biemmi, 2015; Gouvias &
Alexopoulos, 2018). For instance, Barton and Namatende-Sakwa
(2012, pp. 173e190) found that Ugandan elementary teachers
failed to use texts critically in the classroom and “as a vehicle for
promoting gender-inclusive attitudes” (p. 184). Similarly,
Namatende-Sakwa (2019a) postulated that pre-school and primary
educators in a New York elementary school focused exclusively on
the “storyline and themes in the curriculum” and ignored gender as
constructed in the texts (p. 88). This lack of classroom discussions
might have limited the opportunities for teachers to critically
engage with textbook content, which might constitute further ev-
idence why the participants were unaware of the gendered
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discourses promoted by the textbooks. The findings highlight not
only the need for a revision of textbooks from a gender perspective
(Maragoudaki, 2007), but also the need for tangible guidelines to
address gender-equality issues in the classroom (Malins, 2016).
Nevertheless, the dearth of such guidance, in conjunction with the
absence of formal in-service gender-training programs, might have
greatly hindered teachers from sufficiently embracing measures to
promote gender equality (Pollock et al., 2021).

Despite this, the participants unanimously believed that the
schools and current educational policies effectively mitigate the
pernicious effects of gendered discourses on young readers’ per-
ceptions of gender. For instance, Vicky maintained that: “The
textbook revision has addressed the issue of gender stereotypes in
textbooks …” Only Athena emphasized the void in contemporary
educational policies, and stressed the pressing need to organize in-
service gender-training courses for educators: “They should orga-
nize seminars on gender equality for teachers … many [teachers]
have never attended any …”

Despite the educators' self-professed sensitization to gender-
equality issues, the data showed that the participants were un-
aware of the prevalence of gender-normative representations in the
textbooks and did not foster classroom discussions on gender-
equality issues (Gouvias & Alexopoulos, 2018; Namatende-Sakwa,
2019a). This might be symptomatic of the participants' conscious
attempt to express egalitarian views of gender as a matter of
principle (Pollock et al., 2021). In addition to the absence of specific
policies to address gender-equality issues and the lack of provision
for in-service gender-training opportunities, teachers' individual
characteristics (i.e., age and gender) might also influence their
perceptions of gender (Ifegbesan, 2016; Osman, 2021). Specifically,
the two participants in their 20s subverted a gender-normative
categorization of professional roles into masculine and feminine
to a greater extent than the three participants in their 40s. More-
over, the male teacher endorsed a less egalitarian labor market
organization than the females. However, teachers' gender or age
does not appear to affect their capacity to recognize gender-
normative discourses in textbooks, for without exception, the
participants were unaware of how gender was cited in them.
Furthermore, the participants unanimously refrained from facili-
tating discussions about gender issues in the classroom. Since none
of the participants had attended formal in-service gender-training
courses, these findings reaffirm the importance of gender-training
in sensitizing teachers (de Lange & Mitchell, 2014; Malins, 2016)
and increasing their capacity to conduct gender analyses of text-
books (Stake, 2006). However, these findings should be interpreted
with caution because, given the study's small sample size, they
might be limited to the specific population.

5.3. The pupils’ perceptions of gender-appropriate activities

Analyses of the pupils' responses to the gendered discourses
promoted by iconography revealed some crucial gender asymme-
tries concerning boys' and girls' understanding of gender-
appropriate play activities. In addition, the findings revealed the
role of corporeal agents (i.e., hair) and sports in the construction of
successful masculinity and femininity. Specifically, the pupils were
shown an illustration depicting a group of children playing football
(Anthologies, 2006, p. 143). Despite the characters’ genders not
being discernible in the illustration, the boys (18 third- and 16
fourth-grade boys) almost unanimously believed that the players
were male.

Researcher: What makes you think they are boys and not girls?
Nikitas: They are boys … because they have short hair … girls

can't play football …
Theodore: Boys play football and run … girls just talk …
7

Manolis: … from the trousers and the hair.
These boys drewon normative discourses of gender-appropriate

sports and picked some ostensible markers of masculinity (i.e.,
athleticism, hair length, physical strength, and trousers) to make
sense of the illustration. This finding is consistent with previous
research, suggesting that texts and illustrations are polysemous, for
children actively participate in constructing meaning and subjec-
tively negotiate gender discourses (Foulds, 2013). These boys’ re-
sponses corroborate previous studies showing that masculinity is
discursively constructed around physicality (Bhana, 2008; Bhana &
Mayeza, 2016) and “athleticism, which is inextricably linked to the
body in the form of strength, power, skill, fitness and speed”
(Swain, 2003, p. 302).

Similarly, the boys rejected sedentary activities when shown an
illustration of two girls playing quietly with fruits (Anthologies,
2006, p. 155).

Researcher: Would a boy be interested in this activity?
Manos: No … boys wouldn't like this … This is boring …

Theodore: Girls play these silly games …
By drawing on discourses of physicality and the gender binary of

sensibility/silliness, the boys upheld the gendered division of
games/activities to demarcate their differences from girls. This
signals that most third- and fourth-grade boys constructed the two
genders as oppositional categories. Specifically, femininity was
viewed as the antipode of masculinity and defined in the absence of
physicality, strength, and football skills. Therefore, the girls'
exclusion from football (where speed, athletic dexterity, and
strength are required) was considered natural, probably because
their participation would endanger the game's association with
masculinity (Swain, 2000). For example, studies conducted in South
African elementary schools (Mayeza, 2018) and in Portuguese and
Spanish pre-schools (Martínez-García & Rodríguez-Men�endez,
2020a, pp. 199e212; 2020b) have argued that girls' ostracism
from football serves the purpose of maintaining the sport's asso-
ciation with masculinity.

Moreover, through an agential post-humanist lens, Manolis's
response shows how the discursive (masculinity) is constituted via
the material (short hair; Ringrose & Rawlings, 2015). Specifically,
the material-discursive force of short hair (an agentic matter) intra-
acts with football, muscles, speed, trousers, heteronormative dis-
courses, and the non-human aspect of the football pitch to create a
hetero-masculine embodiment (Ringrose & Rawlings, 2015). The
material-discursive effects of these corporeal materialities become
evident when considering how the absence of muscles and football
skills creates an unintelligible/non-heterosexual boyhood.

George: Boys like football … if you are not strong and can't run,
you can't play football … you are a girl.

Specifically, the absence of corporeal capacities required in
football (namely physical strength and speed) can invoke a sense of
homosexuality as they intra-act with boys' somata, football, and
heteronormative discourses (Ringrose & Rawlings, 2015). Previous
studies in the UK (Renold, 2013; Swain, 2006), South Africa
(Mayeza, 2018), Hellas (Gerouki, 2010), and Australia
(Bartholomaeus, 2012) have also demonstrated that elementary-
school-age boys who lack capacity for masculine sports (i.e., foot-
ball) are regarded as effeminate by their male classmates. This is
symptomatic of boys’ efforts to demean “the weak, the dependent,
and the feminine” to establish “the coherence and legitimacy of the
dominant male” (Davies, 2006, p. 73).

If we turn to post-human performativity, George's response
unravels the material-discursive intra-actions between speed and
the capacity for football with heteronormative discourses and boys'
somata (Ringrose & Rawlings, 2015). Through these intra-actions,
an unintelligible gender performance materializes in the specific
school space-time-matterings. Extrapolating from this finding, it
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can be hypothesized that understanding episodes of gender and
sexual bullying in school space-time-mattering requires the
adoption of a more-than-a-discursive approach, which can enable
us to grasp the effects of space and material agents in the pro-
duction of these forms of bullying (Ringrose & Rawlings, 2015).

Analogously, most third- and fourth-grade girls asserted that
the illustration depicted a group of boys playing football. Never-
theless, their explanations varied widely.

Nana: They are boys … girls don't play because it is tough.
Niki: … because boys don't let them play … they don't let us

play either.
Researcher: Why?
Xenia: Because they are silly and only want to play with boys…
Except for a few third- and fourth-grade girls (5 and 8, respec-

tively) who upheld the discursive nexus between football and
masculinity, most of the girls (12 third-grade and 8 fourth-grade
girls) argued that football is a suitable sport for girls. This is
symptomatic of girls being more predisposed than boys to partic-
ipate in the disruption of gendered discourses so as to upend the
disempowerment imposed upon them, as demonstrated in previ-
ous studies (Paechter, 2006). However, while making sense of the
illustration, these girls concurred with their classmates that all the
characters were male, as boys would not have permitted girls to
join in. Niki's and Xenia's responses suggest that the girls drew
from their playground experiences and negotiated the illustration
subjectively, making it fit into their preconceived ideas of gender
and lived experiences (Foulds, 2013; Namatende-Sakwa, 2021). The
exclusion these girls experienced on school playgrounds is well-
documented in international literature. In particular, several
studies have suggested that schoolyards are dichotomized into
rigid gender zones where boys occupy the largest area in the
playgrounds (Mayeza, 2017; Mayeza & Bhana, 2020) and use
playground spaces “… as a way of asserting dominance over girls”
(Shilling, 1991, p. 24).

Paradoxically, although most of the girls (17 and 16, respec-
tively) challenged the association of football with masculinity, they
reproduced, to a certain extent, the identification of femininity with
the absence of physicality. This was evident whenwe discussed the
girls’ activities in the second illustration, which depicted two girls
playing quietly with fruits.

Researcher: Would a boy be interested in this activity?
Nana: No this is more girly … boys are silly and play only

football.
Niki: Girls like to talk … boys are silly and don't like to be quiet

…

Drawing on the discourse of silliness, these girls reproduced the
binary of sensible femininity/silly masculinity in elucidating boys'
passion for physically demanding activities (especially football).
These girls sustained a traditional categorization of activities into
feminine and masculine and constructed girlhood and boyhood as
oppositional categories (Francis, 1998). Contrariwise, a few third-
and fourth-grade girls (3 and 4, respectively) pointed out that
although the characters' genders were unclear, the illustrationmost
likely showed a gender-heterogeneous group. Medea's response is
a typical example of this: “They could be boys and girls … I play
football with boys ….” This group of girls, like their female class-
mates, drew on their playground experiences to make sense of the
illustration (Bartholomaeus, 2016). However, since their experi-
ences differed significantly from those of the rest of the girls (as
these girls frequently played football with boys), their in-
terpretations differed. Since physicality played a central role in
these girls' performance of femininity, they negated girls' activities
in the second illustration because they were not physically
demanding.

Medea: I don't like it … I am a tomboy.
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Cleopatra: No… I like to play football and run.
By embodying physicality, these girls delineated their differ-

ences from their female classmates (and girly femininity; Mayeza,
2018; Renold, 2008) and claimed power (Bhana, 2005). Especially,
Medea's self-identification as a tomboy (an identity that, as her
response implies, was discursively constructed around physicality
in the form of speed and participation in football) captures a critical
moment that sheds light on children's varying degrees of agency.
Specifically, it is symptomatic of how some children negotiate and
perform gender idiosyncratically (sometimes even against domi-
nant socio-cultural expectations) in school settings (Mayeza, 2017).

In addition to embodying atypical qualities of girls (i.e., sporting
dexterity), these girls upended traditional binaries of clothing (i.e.,
skirts/trousers).

Medea: … I do not like dresses because I can't play football in a
dress …

Maria: I do not wear girly trousers either …
Cleopatra: … you can't run in a skirt.
We can see how these self-identified tomboys upended dis-

courses of gender-appropriate attire, as they felt trapped by the
material force of the dresses/skirts that they rejected in an effort to
throw off the yoke of disempowerment associated with them
(Robinson & Davies, 2010). In terms of post-human performativity,
these examples also underscore that skirts/dresses (or even so-
called girly trousers) constitute material-discursive phenomena,
exerting “a signifying (discursive) and real (material) force upon
the wearer” (Ringrose & Rawlings, 2015, p. 17). Specifically, the
reverberations of the intra-actions between dresses, skirts, and
even girly trousers with dominant discourses of femininity regulate
what girls' bodies can do (Ringrose & Rawlings, 2015). As such, the
performative intra-actions between skirts, girls' somata, and het-
eronormative discourses normalize girls’ exclusion from certain
activities (i.e., football). This leads to the creation of gendered zones
on school playgrounds, as found in previous studies (e.g., Mayeza &
Bhana, 2020 in South Africa; Swain, 2003 in the UK). Thus, the
material-discursive work of clothes may install “gendered prac-
tices” (Taylor, 2013, p. 699) and uphold hegemonic gendered power
relations.

Finally, the third- and fourth-grade boys and girls unanimously
liked the gender representations in the textbooks and considered
them normal. Theodore's response is typical: “I like the stories …

men and women in the textbooks are normal.” Paradoxically,
although some of the girls challenged how the female characters
were positioned in the illustrations, they concurred with their
classmates that the gender roles in the textbooks reflect women's
contemporary position in Hellenic society. According to Medea,
“Women's roles are normal.”

It can be hypothesized that the lack of classroom discussions on
gender-equality issues precluded a critical appraisal of gender
representations in the materials. However, the findings signal that
children are endowedwith various degrees of agency and canmake
sense of illustrations subjectively to make them fit into their
existing ideas of gender and lived experiences (Foulds, 2013;
Namatende-Sakwa, 2021). Nevertheless, children's gender appears
to shape their sense-making of gender discourses, for the girls in
this study were consistently more predisposed than the boys to
participate in the disruption of discourses (Davies, 1989), hypo-
thetically “because of the empowerment gained by distancing”
themselves from normative femininity (Kostas, 2021, p. 64).

6. Discussion

Despite their self-proclaimed gender sensitization, the educa-
tors almost unanimously regarded boys and girls as two distinct
and homogeneous groups as regards their personality traits and
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prospective professional roles. This could have crucial implications
for children's learning experiences, as previous studies have
postulated that teachers' differential expectations of children based
on gender frequently culminate in boys and girls being treated
differently in the classroom (Skelton et al., 2009). In line with the
above conjecture, the study's findings emphasize the lack of formal
in-service training programs for educators, and of official govern-
ment guidelines for addressing gender-equality issues in the
classroom as critical factors that could explain why the participants
failed to recognize the gender-normative discourses in textbooks.
Additionally, the dearth of such guidance could also explain why
they unanimously disregarded classroom discussions on gender-
equality issues (regardless of their gender or age). However, these
findings should be interpreted cautiously owing to the small sam-
ple size.

Inasmuch as the teachers proclaimed that they made no efforts
to mitigate the deleterious effects of the gender-normative dis-
courses contained in the textbooks, they might have deprived their
students of the opportunity to broaden their intertextual knowl-
edge of gender-egalitarian discourse (Yeoman, 1999). However, this
does not suggest that pupils are passive recipients of pre-
determined meanings, since the data show that the pupils
actively participated in constructing meaning and positioned
themselves idiosyncratically within the discourses. Specifically, the
children relied on dominant gender binaries and their experiences
of gender and/or intertextual knowledge to make sense of the
gender messages imparted in the illustrations (Namatende-Sakwa,
2021). Nevertheless, their way of negotiating gender discourses
was catalytically influenced by their gender, as the girls in this
study were more predisposed than the boys to challenge anach-
ronistic discourses of gender. Hypothetically, by upending the
hegemonic gender order, “they reject [ed] the disempowerment
that comes with it” (Paechter, 2006, p. 257). As Westland (1993)
reported, the boys engaged in “category maintenance work” to
perceive themselves meaningfully within the known gender order
(Davies, 2006, p. 73).

7. Conclusions and implications

The study's findings have theoretical and practical implications
for practitioners, government officials, policy makers, and future
researchers. At the theoretical level, this study offers insights into
Butlerian notions of discursive subjectification by illustrating how
this process emerges from performative repetitions of hetero-
normative discourses. Nevertheless, the children's responses
revealed that this discursive focus is theoretically and practically
limited in scope (Ringrose & Rawlings, 2015) as it disregards the
role of matter in meaning production. By adopting a post-human
performativity lens, this study builds on the Butlerian approach
to gender and attempts to open up thinking about classroom texts
and students' and teachers' talk around gender to a Barad-inspired
new materialist analysis of children's agency. Specifically, Barad's
approach rethinks agency by shifting attention away from the in-
dividual and human intentionality to a wide range of intra-acting
agents (e.g., clothes, hair, and muscles), materialities, and hetero-
normative discourses through which gender intelligibility materi-
alizes in school settings. In this sense, “… agency is not alignedwith
human intentionality or subjectivity … it is an enactment, not
something someone says or does” (Barad, 2007, p. 144).

At the practical level, this study highlighted the role of matter in
the production of gender subjectivities and sexual/gender bullying
phenomena in school space-time-mattering. Specifically, it
revealed how the absence of corporeal capacities required in
football through their intra-action with heteronormative dis-
courses and the football pitch can invoke a sense of homosexuality.
9

Furthermore, it accentuated the material-discursive force of dres-
ses/skirts upon the wearer, which intra-act with girls’ somata, the
non-human aspect of the playground, and play activities to regulate
what girls can/cannot do. Although these findings cannot be
extrapolated and should be interpreted with caution owing to the
small sample size, they suggest that efforts to eradicate sexism in
education must address multiple features and dimensions of
schooling concurrently. First, government officials should review
school policies that implicitly or explicitly idealize normative forms
of masculinity and “celebrate the fit, heroic masculine body in
physical education to the detriment of other forms of being boy”
(Ringrose & Rawlings, 2015, p. 29). Additionally, the study findings
can challenge school uniform policies that ignore the material-
discursive force of school uniforms upon their wearers and do
not accommodate diversity and inclusivity.

Furthermore, official educational policies for teaching materials
must include sufficient measures to promote gender equality. In
their current form, the textbooks considered in this study re-
inscribe gender in binary terms and encourage pupils to endorse
such binaries (Kostas, 2021). Nevertheless, introducing non-sexist
curricula is not a sufficient measure for challenging pupils’ views
of gender (Eriksson Barajas, 2008). Textbook revisions need to be
accompanied by a) formal guidelines to discuss gender-equality
issues in the classroom and b) effective gender-training programs
that expose “teachers to more theoretical and practical approaches
in attending to gender” (Namatende-Sakwa, 2018, p. 626) and
equip themwith the necessary skills to conduct gender analyses of
curriculum materials (Barton & Namatende-Sakwa, 2012, pp.
173e190). It is also crucial to ensure that progress in promoting a
gender-sensitive classroom is regularly reviewed and monitored by
school committees (Jones, 2022). Lastly, this study argues that the
post-human performativity lens can reframe research practices by
helping us re-evaluate the “agency of material actors” (Ringrose &
Rawlings, 2015, p. 11) in ways that challenge the discursive focus in
the production of gender subjectivities in school settings.

Data availability

The data that has been used is confidential.

Acknowledgements

Warm thanks to all the girls and boys, teachers, and school
heads who enabled this research to take place. Special thanks to the
anonymous reviewers for their insightful comments.

References

Airton, L., & Koecher, A. (2019). How to hit a moving target: 35 years of gender and
sexual diversity in teacher education. Teaching and Teacher Education, 190e204.
https://doi.org/10.1016/j.tate.2018.11.004

Allana, A., Asad, N., & Sherali, Y. (2010). Gender in academic settings: Role of
teachers. International journal of innovation. Management and Technology,
343e348.

Almutawa, F. A. (2005). Beliefs of pre-Service teachers at the University of Pittsburgh
about gender roles and the Role of teachers in relation to gender differences (un-
published doctoral dissertation). Pittsburgh, PA: University of Pittsburgh.

€Anggård, E. (2005). Barbie princesses and dinosaur dragons: Narration as a way of
doing gender. Gender and Education, 539e553. https://doi.org/10.1080/
09540250500192777

Kostas, M. (2022a). ‘Real’ boys, sissies, and tomboys: Exploring the material-
discursive intra-actions of football, bodies, and heteronormative discourses.
British Journal of Sociology of Education, 63e83. https://doi.org/10.1080/
01425692.2021.1999790

Kostas, M. (2022b). Ethical and practical challenges of synchronous online qualitative
interviews in SAGE Research Methods Cases. https://doi.org/10.4135/
9781529602180

Barad, K. (2007). Meeting the universe halfway: Quantum physics and the entangle-
ment of matter and meaning. Duke University Press. https://doi.org/10.2307/
j.ctv12101zq (Chapter 4)).

https://doi.org/10.1016/j.tate.2018.11.004
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref2
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref2
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref2
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref2
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref3
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref3
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref3
https://doi.org/10.1080/09540250500192777
https://doi.org/10.1080/09540250500192777
https://doi.org/10.1080/01425692.2021.1999790
https://doi.org/10.1080/01425692.2021.1999790
https://doi.org/10.4135/9781529602180
https://doi.org/10.4135/9781529602180
https://doi.org/10.2307/j.ctv12101zq
https://doi.org/10.2307/j.ctv12101zq


M. Kostas Teaching and Teacher Education 125 (2023) 104052
Bartholomaeus, C. (2012). I'm not allowed wrestling stuff: Hegemonic masculinity
and primary school boys. Journal of Sociology, 227e247. https://doi.org/10.1177/
1440783311413484

Bartholomaeus, C. (2016). ‘Girls can like boy toys’: Junior primary school children's
understandings of feminist picture books. Gender and Education, 935e950.
https://doi.org/10.1080/09540253.2015.1106443

Barton, A., & Namatende-Sakwa, L. (2012). The representation of gender in English
textbooks in Uganda. Pedagogy. Culture & Society. https://doi.org/10.1080/
14681366.2012.669394

BERA. Ethical Guideines for Educational Research. Retrieved from https://www.
bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-
online. (Accessed 22 July 2022).

Bhana, D. (2005). ‘Show me the panties’: Girls play games in the schoolground. In C.
Mitchell & J. Reid-Walsh (Eds.), Seven going on seventeen: Tween studies in the
culture of girlhood (pp. 163e172). Peter Lang.

Bhana, D. (2008). ‘Six packs and big muscles, and stuff like that’. Primary school-
aged South African boys, black and white, on sport. British Journal of Sociology
of Education, 3e14. https://doi.org/10.1080/01425690701728654

Bhana, D. (2009). Boys will be boys”: What do early childhood teachers have to do
with it? Educational Review, 327e339. https://doi.org/10.1080/
00131910903045963

Bhana, D., & Mayeza, A. (2016). We don't play with gays, they’re not real boys …

they can't fight’: Hegemonic masculinity and (homophobic) violence in the
primary years of schooling. International Journal of Educational Development,
36e42. https://doi.org/10.1016/j.ijedudev.2016.08.002

Biemmi, I. (2015). Gender in schools and culture: Taking stock of education in Italy.
Gender and Education, 812e827. https://doi.org/10.1080/
09540253.2015.1103841

Blair, E., & Deckman, S. (2019). We cannot imagine”: US preservice teachers' oth-
ering of trans and gender creative student experiences. Teaching and Teacher
Education. , Article 102915. https://doi.org/10.1016/j.tate.2019.102915

Blaise, M., & Taylor, A. (2012). Using queer theory to rethink gender equity in early
childhood education. Young Children, 88e98.

Butler, J. (1990). Gender trouble: Feminism and the subversion of identity. Routledge
(Chapter 3).

Chardalia, N., & Ioannidou, A. (2008). Emfyles anaparataseis sta sxolika gxeiridia:
Meleti bibliographikis episkopisis [gender representations in school textbooks: A
literature review]. Athens: Research Centre for Gender Equality (KETHI).

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods
approaches (3rd ed.). Sage Publications. https://doi.org/10.1016/
j.tate.2010.01.002 (Chapter 9)).

Cushman, P. (2010). Male primary school teachers: Helping or hindering a move to
gender equity? Teaching and Teacher Education, 1211e1218. https://doi.org/
10.1016/j.tate.2010.01.002

Davies, B. (1989). Frogs, snails and feminist tales. Allen & Unwin.
Davies, B. (2006). Identity abjection and otherness: Creating the self, creating dif-

ference. In M. Arnot, M. Mac, & an Ghail (Eds.), The RoutledgeFalmer reader in
education (pp. 72e92). Routledge.

Davies, B. (2021a). Entanglement in the world's becoming and the doing of new
materialist inquiry. https://doi.org/10.4324/9781003037477-1. Routledge
(Chapter 1).

Davies, B. (2021b). New lives in an old land. Re-Turning to the colonisation of new
South wales through stories of my parents and their ancestors. Brill. https://
doi.org/10.1163/9789004446717 (Chapter 1)).

Davies, B., & Banks, C. (1992). The gender trap: A feminist poststructuralist analysis
of primary school children's talk about gender. Journal of Curriculum Studies,
1e25. https://doi.org/10.1080/0022027920240101

De la Torre-Sierra, A. M., & Guichot-Reina, V. (2022). The influence of school text-
books on the configuration of gender identity: A study on the unequal repre-
sentation of women and men in the school discourse during the Spanish
democracy. Teaching and Teacher Education. , Article 103810. https://doi.org/
10.1016/j.tate.2022.103810

Dimitraki, E. D. (2017). The gender dimension in the school environment. The views of
active teachers for gender discrimination as is evident in the Literature textbooks of
the third grade of lyceum. МА Dis. Aegean University Greece.

Eriksson Barajas, K. (2008). Beyond stereotypes? Talking about gender in school-
book talk. Ethnography and Education, 129e144. https://doi.org/10.1080/
17457820802062367

Foulds, K. (2013). The continua of identities in postcolonial curricula: Kenyan stu-
dents' perceptions of gender in school textbooks. International Journal of
Educational Development, 165e174. https://doi.org/10.1016/
j.ijedudev.2012.03.005

Francis, B. (1998). Power play: Children's Constructions of gender, power, and adult
work. Trentham Books (Chapter 7).

Freedman, E. B. (2003). No turning back: The history of feminism and the future of
women. New York: Ballantine Books.

Gerouki, M. (2010). The boy who was drawing princesses: Primary teachers' ac-
counts of children's non-conforming behaviours. Sex Education, 335e348.
https://doi.org/10.1080/14681811.2010.515092

Ginsburg, M. B., & Kamat, S. G. (2009). The political orientations of teachers. In
L. J. Saha, & A. G. Dworkin (Eds.), International handbook of research on teachers
and teaching (pp. 231e241). Kluwer Academic Publishers. https://doi.org/
10.1007/978-0-387-73317-3_14.

Gouvias, D., & Alexopoulos, C. (2018). Sexist stereotypes in the language textbooks
of the Greek primary school: A multidimensional approach. Gender and
10
Education, 642e662. https://doi.org/10.1080/09540253.2016.1237620
Hitchcock, G., & Hughes, D. (1989). Research and the teacher: A qualitative intro-

duction to school-based research. Routledge (Chapter 3).
Hopf, D., & Hatzichristou, C. (1999). Teacher gender-related influences in Greek

schools. British Journal of Educational Psychology, 1e18. https://doi.org/10.1348/
000709999157527

Ifegbesan, A. (2010). Gender-stereotypes belief and practices in the classroom: The
Nigerian post-primary schoolteachers. Global Journal of Human-Social Science,
29e39.

Ifegbesan, A. (2016). Nigerian pre-service teachers' perceptions of gender roles and
stereotypes in social studies classrooms. Caribbean Educational Research Journal,
176e187.

Jackson, S., & Gee, S. (2005). ‘Look Janet’, No you look John: Constructions of gender
in early school reader illustrations across 50 years. Gender and Education,
115e128. https://doi.org/10.1080/0954025042000301410

Jones, S. (2022). Storying gender equality in Northwest Uganda: Educators develop
contextually- and culturally responsive stories in professional development
courses. Teaching and Teacher Education. , Article 103600. https://doi.org/
10.1016/j.tate.2021.103600

Kadushin, A., & Kadushin, D. (1997). The social work interview: A guide for human
service professionals. Columbia University Press (Chapter 14).

Kitzinger, J. (1994). The methodology of focus groups: The importance of interaction
between research participants. Sociology of Health, 103e121. https://doi.org/
10.1111/1467-9566.ep11347023

Korstjens, I., & Moser, A. (2018). Series: Practical guidance to qualitative research.
Part 4: Trustworthiness and publishing. The European Journal of General Practice,
120e124. https://doi.org/10.1080/13814788.2017.1375092

de Lange, N., & Mitchell, C. (2014). Building a future without gender violence: Rural
teachers and youth in rural KwaZulu-natal, South Africa, leading community
dialogue. Gender and Education, 584e599. https://doi.org/10.1080/
09540253.2014.942257

Kostas, M. (2014). Gender discourses and identities in the curriculum and classrooms of
hellenic primary schools. PhD diss. London: UCL Institute of Education.

Kostas, M. (2018). Snow white in hellenic primary classrooms: Children’s responses
to non-traditional gender discourses. Gender and Education, 530e548. https://
doi.org/10.1080/09540253.2016.1237619

Kostas, M. (2021). Discursive construction of hegemonic masculinity and emphas-
ised femininity in the textbooks of primary education: children’s discursive
agency and polysemy of the narratives. In Gender and education (Vols., pp.
50e67). https://doi.org/10.1080/09540253.2019.1632807

Lankshear, A. J. (1993). The use of focus groups in a study of attitudes to student
nurse assessment. Journal of Advanced Nursing, 1986e1989. https://doi.org/
10.1046/j.1365-2648.1993.18121986.x

Lee, J. F. K., & Collins, P. (2009). Australian English-language textbooks: The gender
issues. Gender and Education, 353e370. https://doi.org/10.1080/
09540250802392257

Lewis, A. (1992). Group child interviews as a research tool. British Educational
Research Journal, 413e421. https://doi.org/10.1080/0141192920180407

Malins, P. (2016). How inclusive is “inclusive education” in the ontario elementary
classroom? Teachers talk about addressing diverse gender and sexual identities.
Teaching and Teacher Education, 128e138. https://doi.org/10.1016/
j.tate.2015.11.004

Maragoudaki, E. (2007). Voithitiko ekpaideutiko Yliko gia ta sxolika egxeiridia
mathimaton theoritikis kateuthinsis [auxiliary training material for primary-school
textbooks of humanities and social sciences] (Ioannina: EPEAEK II).

Martínez-García, M. L., & Rodríguez-Men�endez, C. (2020a). ‘I can try it’: Negotiating
masculinity through football in the playground. Sport (pp. 199e212). Education
and Society. https://doi.org/10.1080/13573322.2018.1564653

Martínez-García, M. L., & Rodríguez-Men�endez, C. (2020b). They could be good
players if they trained: Exploring the football discourse of five-year-old boys
and girls. Journal of Gender Studies, 737e751. https://doi.org/10.1080/
09589236.2020.1811652

Mayeza, E. (2017). ‘Girls Don't Play Soccer’: Children policing gender on the play-
ground in a township primary school in South Africa. Gender and Education,
476e494. https://doi.org/10.1080/09540253.2016.1187262

Mayeza, E. (2018). ‘Charmer boys’ and ‘cream girls’: How primary school children
construct themselves as heterosexual subjects through football. Discourse:
Studies in the Cultural Politics of Education, 128e141. https://doi.org/10.1080/
01596306.2016.1235013

Mayeza, E., & Bhana, D. (2020). How “real boys” construct heterosexuality on the
primary school playground. Journal of Research in Childhood Education,
267e276. https://doi.org/10.1080/02568543.2019.1675825

McCabe, J., Fairchild, E., Grauerholz, L., Pescosolido, B. A., & Tope, D. (2011). Gender in
twentieth-century children's books. Patterns of disparity in titles and central
characters (pp. 197e226). Gender and Society. https://doi.org/10.1177/
0891243211398358

Morse, J. M. (1999). The armchair walkthrough. Qualitative Health Research. https://
doi.org/10.1177/104973299129121956

Namatende-Sakwa, L. (2018). The construction of gender in Ugandan English text-
books: A focus on gendered discourses. Pedagogy. Culture & Society. https://
doi.org/10.1080/14681366.2018.1436583

Namatende-Sakwa, L. (2019a). Gendering the text through implicit citations of
gendered discourses: The construction of gender and teacher talk around
children's fiction. Gender and Language, 72e93. https://doi.org/10.1558/
genl.34847

https://doi.org/10.1177/1440783311413484
https://doi.org/10.1177/1440783311413484
https://doi.org/10.1080/09540253.2015.1106443
https://doi.org/10.1080/14681366.2012.669394
https://doi.org/10.1080/14681366.2012.669394
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018-online
https://doi.org/10.1080/01425690701728654
https://doi.org/10.1080/00131910903045963
https://doi.org/10.1080/00131910903045963
https://doi.org/10.1016/j.ijedudev.2016.08.002
https://doi.org/10.1080/09540253.2015.1103841
https://doi.org/10.1080/09540253.2015.1103841
https://doi.org/10.1016/j.tate.2019.102915
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref20
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref20
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref20
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref21
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref21
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref22
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref22
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref22
https://doi.org/10.1016/j.tate.2010.01.002
https://doi.org/10.1016/j.tate.2010.01.002
https://doi.org/10.1016/j.tate.2010.01.002
https://doi.org/10.1016/j.tate.2010.01.002
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref25
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref25
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref26
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref26
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref26
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref26
https://doi.org/10.4324/9781003037477-1
https://doi.org/10.1163/9789004446717
https://doi.org/10.1163/9789004446717
https://doi.org/10.1080/0022027920240101
https://doi.org/10.1016/j.tate.2022.103810
https://doi.org/10.1016/j.tate.2022.103810
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref31
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref31
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref31
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref31
https://doi.org/10.1080/17457820802062367
https://doi.org/10.1080/17457820802062367
https://doi.org/10.1016/j.ijedudev.2012.03.005
https://doi.org/10.1016/j.ijedudev.2012.03.005
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref35
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref35
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref36
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref36
https://doi.org/10.1080/14681811.2010.515092
https://doi.org/10.1007/978-0-387-73317-3_14
https://doi.org/10.1007/978-0-387-73317-3_14
https://doi.org/10.1080/09540253.2016.1237620
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref40
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref40
https://doi.org/10.1348/000709999157527
https://doi.org/10.1348/000709999157527
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref42
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref42
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref42
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref42
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref43
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref43
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref43
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref43
https://doi.org/10.1080/0954025042000301410
https://doi.org/10.1016/j.tate.2021.103600
https://doi.org/10.1016/j.tate.2021.103600
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref46
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref46
https://doi.org/10.1111/1467-9566.ep11347023
https://doi.org/10.1111/1467-9566.ep11347023
https://doi.org/10.1080/13814788.2017.1375092
https://doi.org/10.1080/09540253.2014.942257
https://doi.org/10.1080/09540253.2014.942257
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref5
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref5
https://doi.org/10.1080/09540253.2016.1237619
https://doi.org/10.1080/09540253.2016.1237619
https://doi.org/10.1080/09540253.2019.1632807
https://doi.org/10.1046/j.1365-2648.1993.18121986.x
https://doi.org/10.1046/j.1365-2648.1993.18121986.x
https://doi.org/10.1080/09540250802392257
https://doi.org/10.1080/09540250802392257
https://doi.org/10.1080/0141192920180407
https://doi.org/10.1016/j.tate.2015.11.004
https://doi.org/10.1016/j.tate.2015.11.004
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref55
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref55
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref55
https://doi.org/10.1080/13573322.2018.1564653
https://doi.org/10.1080/09589236.2020.1811652
https://doi.org/10.1080/09589236.2020.1811652
https://doi.org/10.1080/09540253.2016.1187262
https://doi.org/10.1080/01596306.2016.1235013
https://doi.org/10.1080/01596306.2016.1235013
https://doi.org/10.1080/02568543.2019.1675825
https://doi.org/10.1177/0891243211398358
https://doi.org/10.1177/0891243211398358
https://doi.org/10.1177/104973299129121956
https://doi.org/10.1177/104973299129121956
https://doi.org/10.1080/14681366.2018.1436583
https://doi.org/10.1080/14681366.2018.1436583
https://doi.org/10.1558/genl.34847
https://doi.org/10.1558/genl.34847


M. Kostas Teaching and Teacher Education 125 (2023) 104052
Namatende-Sakwa, L. (2019b). Networked texts: Discourse, power, and gender
neutrality in Ugandan physics textbooks. Gender and Education, 362e376.
https://doi.org/10.1080/09540253.2018.1543858

Namatende-Sakwa, L. (2021). Are progressive texts necessarily disruptive? Inves-
tigating teacher engagement with gendered textbooks in Ugandan classrooms.
Teachers College Record, 1e26. https://doi.org/10.1177/016146812112300105

Osman, S. (2021). Preservice teachers' perception of gender-stereotype beliefs and
practices at tumu college of education, Ghana. Journal of Advances in Education
and Philosophy, 340e349.

Paechter, C. (2006). Masculine femininities/feminine masculinities: Power, identi-
ties, and gender. Gender and Education, 253e263. https://doi.org/10.1080/
09540250600667785

Pollock, R. E., Young, D. M., Lubans, D. R., Coffey, E. J., Hansen, V., & Morgan, J. P.
(2021). Understanding the impact of a teacher education course on attitudes
towards gender equity in physical activity and sport: An exploratory mixed
methods evaluation. Teaching and Teacher Education. , Article 103421. https://
doi.org/10.1016/j.tate.2021.103421

Pomerantz, S., & Raby, R. (2020). Bodies, hoodies, schools, and success: Post-human
performativity and smart girlhood. Gender and Education, 983e1000. https://
doi.org/10.1080/09540253.2018.1533923

Psilou, E. (2015). Gender and educational processes: Attitudes and behaviours of Greek
teachers by gender in the face of students in the learning process. PhD diss. Athens:
National and Kapodistrian University.

Renold, E. (2008). Queering masculinity: Re-theorising contemporary tomboyism in
the schizoid space of innocent/heterosexualized young femininities. Girlhood
Studies, 129e151. https://doi.org/10.3167/ghs.2008.010208

Renold, E. (2013). Boys and girls speak out: A qualitative study of children's gender and
sexual cultures (age 10-12). Cardiff University, NSPCC and Children’s Commis-
sioner’s Office for Wales (Chapter 3)).

Ringrose, J., & Rawlings, V. (2015). Posthuman performativity, gender and ‘school
bullying’: Exploring the material-discursive intra-actions of skirts, hair, sluts,
and poofs. Confero: Essays on Education, Philosophy and Politics, 1e37. https://
doi.org/10.3384/confero.2001-4562.150626

Robinson, K., & Davies, C. (2010). Tomboys and sissy girls: Exploring girls' power,
agency, and female relationships in childhood through the memories of
women. Australasian Journal of Early Childhood, 24e31. https://doi.org/10.1177/
183693911003500105

Shilling, C. (1991). Social space, gender inequalities and educational differentiation.
British Journal of Sociology of Education, 23e44. https://doi.org/10.1080/
0142569910120102

Sikes, P. J. (1991). Nature took its course’? Student teachers & gender awareness.
Gender and Education, 145e162. https://doi.org/10.1080/0954025910030203

Skelton, C., Carrington, B., Francis, B., Hutchings, M., Read, B., & Hall, I. (2009).
Gender ‘matters’ in the primary classroom: Pupils' and teachers' perspectives.
British Educational Research Journal, 187e204. https://doi.org/10.1080/
01411920802041905

Smith, J., McLaughlin, T., & Aspden, K. (2019). Teachers' perspectives of children's
social behaviours in preschool: Does gender matter? Australasian Journal of
Early Childhood, 408e422. https://doi.org/10.1177/1836939119870889
11
Stake, J. E. (2006). Pedagogy and student change in the women's and gender studies
classroom. Gender and Education, 199e212. https://doi.org/10.1080/
09540250500380687

Stamelos, G., Vasilopoulos, A., & Kavasakalis, A. (2015). Eisagogi stis ekpaideytikes
politikes [introduction to educational policies]. Athens: Hellenic Academic Li-
braries Link.

Sunderland, J., Cowley, M., Rahim, F. A., Leontzakou, C., & Shattuck, J. (2001). From
bias ‘in the text’ to ‘teacher talk around the text’: An exploration of teacher
discourse and gendered foreign language textbook texts. Linguistics and Educa-
tion. https://doi.org/10.1016/S0898-5898(00)00034-6

Sunderland, J., & Litosseliti, L. (2008). Current research methodologies in gender
and language study: Key issues. In K. Harrington, L. Litosseliti, H. Sauntson, &
J. Sunderland (Eds.), Gender and language research methodologies pp 1-20. New
York: Palgrave Macmillan.

Swain, J. (2000). The money's good, the fame's good, the girls are good: The role of
playground football in the construction of young boys' masculinity in a junior
school. British Journal of Sociology of Education, 95e109. https://doi.org/10.1080/
01425690095180

Swain, J. (2003). How young schoolboys become somebody: The role of the body in
the construction of masculinity. British Journal of Sociology of Education,
299e314. https://doi.org/10.1080/01425690301890

Swain, J. (2006). Reflections on patterns of masculinity in school settings. Men and
Masculinities, 331e349. https://doi.org/10.1177/1097184X05282203

Tantekin- Erden, F. (2009). A course on gender equity in education: Does it affect
gender role attitudes of preservice teachers? Teaching and Teacher Education,
409e414. https://doi.org/10.1016/j.tate.2008.11.001

Tatar, M., & Emmanuel, G. (2001). Teachers' perception of their students' gender
roles. Journal of Educational Research, 215e224. https://doi.org/10.1080/
00220670109598755

Taylor, C. A. (2013). Objects, bodies, and space: Gender and embodied practices of
mattering in the classroom. Gender and Education, 688e703. https://doi.org/
10.1080/09540253.2013.834864

Throsby, K. (2004). When IVF fails. Feminism, infertility, and the negotiation of
normality. Palgrave McMillan. https://doi.org/10.1057/9780230505704 (Chapter
2)).

Ullah, H., & Skelton, C. (2013). Gender representation in the public-sector school
textbooks of Pakistan. Educational Studies, 183e194. https://doi.org/10.1080/
03055698.2012.702892

Wason-Ellam, L. (1997). If only I was like barbie. Language Arts, 430e437.
Westland, E. (1993). Cinderella in the classroom: Children's responses to gender

roles in fairy-tales. Gender and Education, 237e249. https://doi.org/10.1080/
0954025930050301

Wing, A. (1997). How can children be taught to read differently? Bills new frock and
the ‘hidden curriculum’. Gender and Education. https://doi.org/10.1080/
09540259721213

Yeoman, E. (1999). How does it get into my imagination? Elementary school chil-
dren's inter-textual knowledge and gendered storylines. Gender and Education,
427e440. https://doi.org/10.1080/09540259920492

https://doi.org/10.1080/09540253.2018.1543858
https://doi.org/10.1177/016146812112300105
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref67
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref67
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref67
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref67
https://doi.org/10.1080/09540250600667785
https://doi.org/10.1080/09540250600667785
https://doi.org/10.1016/j.tate.2021.103421
https://doi.org/10.1016/j.tate.2021.103421
https://doi.org/10.1080/09540253.2018.1533923
https://doi.org/10.1080/09540253.2018.1533923
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref71
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref71
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref71
https://doi.org/10.3167/ghs.2008.010208
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref73
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref73
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref73
https://doi.org/10.3384/confero.2001-4562.150626
https://doi.org/10.3384/confero.2001-4562.150626
https://doi.org/10.1177/183693911003500105
https://doi.org/10.1177/183693911003500105
https://doi.org/10.1080/0142569910120102
https://doi.org/10.1080/0142569910120102
https://doi.org/10.1080/0954025910030203
https://doi.org/10.1080/01411920802041905
https://doi.org/10.1080/01411920802041905
https://doi.org/10.1177/1836939119870889
https://doi.org/10.1080/09540250500380687
https://doi.org/10.1080/09540250500380687
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref81
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref81
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref81
https://doi.org/10.1016/S0898-5898(00)00034-6
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref83
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref83
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref83
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref83
https://doi.org/10.1080/01425690095180
https://doi.org/10.1080/01425690095180
https://doi.org/10.1080/01425690301890
https://doi.org/10.1177/1097184X05282203
https://doi.org/10.1016/j.tate.2008.11.001
https://doi.org/10.1080/00220670109598755
https://doi.org/10.1080/00220670109598755
https://doi.org/10.1080/09540253.2013.834864
https://doi.org/10.1080/09540253.2013.834864
https://doi.org/10.1057/9780230505704
https://doi.org/10.1080/03055698.2012.702892
https://doi.org/10.1080/03055698.2012.702892
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref93
http://refhub.elsevier.com/S0742-051X(23)00040-9/sref93
https://doi.org/10.1080/0954025930050301
https://doi.org/10.1080/0954025930050301
https://doi.org/10.1080/09540259721213
https://doi.org/10.1080/09540259721213
https://doi.org/10.1080/09540259920492

	Textbooks, students and teachers talk around gender: A new materialist approach to children's agency
	1. Introduction
	2. Teachers' mediation of gendered texts and Children's sense-making of gendered discourses
	3. Humanist and post-humanist gender performativity
	4. Methods
	5. Findings
	5.1. Teachers’ perceptions of gender
	5.2. Teachers’ capacity to recognize gender-normative discourse in curriculum materials
	5.3. The pupils’ perceptions of gender-appropriate activities

	6. Discussion
	7. Conclusions and implications
	Data availability
	Acknowledgements
	References


