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Abstract
Gender equality has long been an issue for gender and language research from as early as
the 1970s to the contemporary era in the 2010s, and gender stereotyping in textbooks is
an issue in many different countries (Davis, 1995; see also Blumberg, 2007, 2008). While
secondary English Language textbooks published in Hong Kong have already been
investigated by Lee and Collins (2008), primary English Language textbooks have rarely
been investigated (but see Au, 1992; Au, 2004). Therefore, the present study investigates
gender representation in two widely-used primary English Language textbook series, Step
Up and Primary Longman Express, by examining two subgenres that can be widely
found in all language textbooks: reading passages and dialogues, and visuals. In other
words, textual (lexis and grammar), discourse and visual representations of gender are
analysed. A combination of different methods is used in this study. First, to answer the
research question of how gender is represented in the reading passages in the Step Up and
Primary Longman Express series in terms of lexis and grammar (Research Question A),
content, linguistic and discourse analyses are conducted. Then, pragmatics and
conversation analysis are used to analyse how the discourse of male and female speakers
is represented in the dialogues in the two textbook series (Research Question B). Finally,
to analyse the representation of gender in the visuals in the two textbook series (Research
Question C), the method of visual analysis is used. To make sure that the quantitative
results obtained are significant, the chi-square test is also used and log-likelihood values
are calculated. The results of this study are encouraging in that males and females are

represented similarly and fairly, and show an improvement over previous textbook



studies in gender representation. In textual representation of gender, at the lexical level,
though males were represented more often than females in terms of having a higher
frequency of occurrence of node words, nomination, and pronouns when counted as
‘tokens’ in the two series, both males and females were portrayed as having jobs outside
home and engaging in household chores (even if only playing a supportive role for males).
At the formal grammatical level, the ‘generic’ use of masculine pronouns to refer to
human beings in general could not be found in the two textbook series either. As regards
gender representation in dialogues, the results vary between the two textbook series and
across different dialogue subgenres. Male/female invisibility and domination in dialogues
do not exist, and there are no instances of gender stereotyping in the analysed dialogues
of the two series. Finally, in visual representation of gender, though males were
represented more than females in the illustrations in the two textbook series, the
phenomenon of gender stereotyping in terms of occupations and activities engaged in the

illustrations in the selected books of either textbook series is not prominent.
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Chapter 1

Introduction

1.1 Background to the Study

Gender equality is a relatively recent policy concern in Hong Kong. The Equal
Opportunities Commission (EOC), a statutory body in Hong Kong, was set up in 1996.
One of its responsibilities is to implement the Sex Discrimination Ordinance to promote
the attitudes and behaviour of “equality” and “equal opportunities for all” (Equal
Opportunities Commission, n.d.). The Sex Discrimination Ordinance was enacted on 14
July 1995. Under this Ordinance, “it would be unlawful to discriminate against a person
because of his or her sex” (Constitutional and Mainland Affairs Bureau, 2007). Despite
this, people in Hong Kong still have strong perceptions of stereotypical gender
differences: according to a 1997 survey conducted by the Equal Opportunities
Commission, based on the masculine and feminine traits in the Bem Sex Role Inventory
(BSRI) (Bem, 1981), in which a cross-sectional household of 2,020 Hong Kong Chinese
were interviewed, people perceived being willing to take risks, having leadership abilities,
possessing a strong personality, defending one’s own beliefs, independence, being willing
to improve, being aggressive and assertive as stereotypical personality traits of males. For
females, the respondents considered being “fond of children, shy, sensitive to the needs of
others, gentle, compassionate, affectionate, sympathetic, and understanding” as their
personality traits (Equal Opportunities Commission, 1997, p. 13). (I discuss the notion of
stereotype in Chapter 2.) The BSRI used in this survey may be problematic because it is

based on a list of sixty fixed personality traits to determine one’s degree of masculinity or



femininity. However, Holt and Ellis (1998), in assessing the validity of the masculine and
feminine adjectives in the Inventory, suggest that the BSRI may still be a valid
measurement for assessing gender roles, though its validity is decreasing because of the
changing roles of males and females in modern society. In another survey conducted
more recently by Women’s Commission (WoC) (2009), through interviews with 1,530
Hong Kong people (53.5% were female and 46.5% were male), it could be found that
about half of the respondents (50.1%) strongly agreed and somewhat agreed that women
should put more emphasis on family than career. Based on the results of the EOC and
WoC surveys, it seems that gender stereotypes still exist in Hong Kong people’s minds.
Therefore, one of the key focuses of the present study is to investigate if gender
stereotyping can still be found in the analysed textbook series.

Law and Chan (2004) argue that people’s internalised views of gender stereotypes
are formed by different socialisation agents (e.g. schools) and other social processes.
Though different contemporary media (e.g. television, films, music, video games, and
Internet) may play a role here, in schooling, textbooks “represent the everyday for
children” (Kereszty, 2009, p. 3) because textbooks provide content that is delivered to
pupils at all but the earliest levels of their learning (Kobia, 2009). They may be one
source of influence on people’s values and attitudes, and an important socialisation agent
that shapes people’s view of gender in society (Kereszty, 2009). Scott (1980) claims that
books may have a considerable impact on children’s attitudes, values, and behaviour as
children spend a great deal of time reading them at school. Kizilaslan (2010) claims that
sexism and gender stereotypes which exist in textbooks may impact on children’s

affective and cognitive development. More cautiously, Sunderland (1992, p. 86)



highlighted that representations of gender in textbooks “potentially affect students as
language learners and users” in three different ways: 1) as socialization agents which
influence the learners unconsciously; 2) students become demotivated and their learning
is adversely affected, if, for example, the female students find that only a few characters
in their textbooks are female who have only limited roles; and 3) models of language are
used as classroom practice. More strongly, Kereszty (2009) suggests that gender-specific
expectations, norms and behaviours portrayed in textbooks may contribute to social
inequalities in the society. Lastly, children’s reading materials are more broadly a widely
available resource through which children can learn positively about how a male or a
female should be like or behave (Jackson & Gee, 2005). For example, the Curriculum
Development Council (2004) considers that students can develop positive values (e.g.
equality) and attitudes (e.g. open-mindedness) with the use of quality textbooks. The
attitudes learnt within their own cultures will then be “reinforced and/or transformed with
what is conveyed in textbooks” (Luk, 2004, p. 3). (See also Section 2.4.2 for texts,
textbooks and their potential influence)

Of course, children do not only read textbooks at schools but also readers/books
from reading schemes, as well as (children’s) fiction more generally, and there are issues
with gender representation here too. First, there was a phenomenon of
underrepresentation of females in children’s readers. In examining gender representation
in a sample of thirty Caldecott Medal and “honours” books for the period 1984-1994,
Turner-Bowker (1996) found that male characters were mentioned significantly more
often in titles and were seen significantly more often in illustrations than female

characters. Also, Hamilton, Anderson, Broaddus, and Young (2006), who analysed gender



representation in 200 top selling children’s picture books in 1995-2001 (including 30
Caldecott award-winning books), found that males outnumbered females as title
characters or main characters, with a ratio of 1.8:1 in these two measures, and more males
were represented than females in pictures, with the mean number of pictures for each
book being 42.9 and 28.1 respectively for males and females. Females were thus again
underrepresented, and there was not much change in the gender representation in the
books published in this 7-year period compared with those published in the 1980s and
1990s.

Apart from the underrepresentation of women/girls, gender stereotypes are also
present in children’s readers. Turner-Bowker (1996) found that the adjectives used for
describing female and male characters in the analysed children’s picture books were
different, with female characters being most commonly described as beautiful, frightened,
sweet, weak, and kind, and fat, big, fierce, brave, and proud more commonly used to
describe male characters. Evans and Davies (2000), in investigating the portrayal of
masculinity and femininity in first, third and fifth grade reading textbooks in the United
States, in particular the personality traits of the main characters in the stories, found that
males were portrayed as significantly more aggressive, argumentative and competitive
than females, and significantly less likely to be described as affectionate, emotionally
expressive, passive or tender. In a study of illustrations specifically, Jackson and Gee
(2005), in analysing children’s early readers used in New Zealand, found that there was
not much change across 50 years (from 1950 to 2000) in the way males and females were
represented, with boys being visually positioned mainly “within a discourse of traditional

masculinity” (p. 126) as adventurers or sportsmen, despite the significant social changes



of the past 50 years. Crabb and Bielawski (1994), in examining how gender is
represented in the illustrations in Caldecott Medal and ‘honors’ picture books published
from 1937 to 1989 for preschoolers, found that a larger proportion of female characters
was shown using household objects (e.g. cooking utensils), but a larger proportion of
male characters was shown using production artifacts (e.g. plow), suggesting that females
are more often illustrated engaging in household chores. Hamilton et al. (2006), apart
from discovering underrepresentation of females in the analysed Caldecott award-
winning books, found that female main characters were more than three times more likely
than males to be pictured performing nurturing and caring behaviours, and more female
than male characters (59% and 41% respectively) were found in indoor scenes.
Regarding occupations, both female and male characters were usually portrayed in
stereotypically feminine and masculine occupations, but it was the female characters who
were significantly more likely than the male characters to be shown with no occupation
outside the home.

However, in another study in which the content of a set of picture books listed in
The Horn Book' for the years 1967, 1977 and 1987 was analysed, Peterson and Lach
(1990) found the prevalence of gender stereotypes decreased somewhat. Girls were as
likely to have adventures as to be shown in a domestic setting, and boys and girls were
equally likely to be the main characters in both socially-oriented and family stories.
Peterson and Lach (1990), however, point out that this apparent shift in trends was not
statistically significant. Gooden and Gooden (2001), in their examination of eighty-three

Notable Children’s picture books from the period 1995-1999, in which they looked at the

' The Horn Book is a guide which includes reviews about books for children and young adults.



gender of the main character, illustrations and titles, however, suggest that while gender
equity has greatly improved, with an increase in females represented as the main
character, gender stereotypes are still prevalent.

As shown above, underrepresentation of females, gender stereotypes, and
differential gender representations exist in readers and children’s literature (including
picture books). While some primary schools in Hong Kong do use storybooks as English
Language teaching materials and students are also exposed to stories in different reading
schemes, e.g. Primary Literacy Programme - Reading (Key Stage 1) (Education Bureau,
2007a), textbooks are still the most commonly used teaching materials and hence are the

focus of this study.

1.2  Purpose of the Study

The purpose of this study is to examine two recently published textbook series which are
used in most primary schools in Hong Kong in English Language teaching, specifically to
examine the extent to which gender representations in the textbooks are consistent with
social ideals of equality and equal opportunities, and whether the textbook writers and
illustrators differentiate between male and female characters more or less. The analysis of
gender representation includes content analysis, linguistic analysis (including nouns,
adjectives and verbs), and visual analysis, as well as an investigation of the use of gender-
biased language (i.e. sexist language) in the textbooks. This is because it has been found
that the key vocabulary presented in textbooks plays an important role in influencing
ESL/EFL learners’ language usage and may make a strong impression even in their first

encounter (Maehara, 2010).



Over the past decades, there have been increasing educational and job
opportunities for females in Hong Kong, along with greater awareness of gender equality.
According to the figures of Census and Statistics Department (2013a), the labour force
participation rate for females in Hong Kong continued to increase from 2010 to 2012
(51.9%, 53.0% and 53.6% for females in 2010, 2011 and 2012 respectively, compared
with 68.5%, 68.4% and 68.7% respectively for males). Also, among all the people
engaging in different industry sectors, the number of females and males engaging in
professional and business services in 2011 was similar, 165,338 females and 163,455
males (Census and Statistics Department, 2012a). Nevertheless, the Hong Kong
Federation of Women (2006) claims that “gender stereotyping and gender-based biases
are still in existence, and ... gender stereotyping is commonly found in teaching materials
and textbooks”. Most teaching aids used from kindergarten to tertiary education,
including textbooks, have been found to show gender bias, with the representation of
females not being an accurate reflection of their many social and economic activities in
Hong Kong society (Community Development Division, 1997).

Though teachers are advised to use a wide range of teaching resources to broaden
students’ learning experiences (Curriculum Development Council, 2004), textbooks,
including “commercially produced course books” (Chien & Young, 2007, p. 155), are the
major source of teaching materials used in most primary and secondary English
classrooms. Textbooks are still used in a majority of English classrooms nowadays,
despite digital materials (e.g. e-books) being more commonly used than previously. And,
of course, language textbooks are important for their provision of language models for

ESL/EFL learners (Sakita, 1995), and the models of discourse may be gendered. Given



the centrality of textbooks in teaching and learning, in the present study, I analyse gender
representation and gendered discourse (Sunderland, 2004) in the two chosen Hong Kong

primary English Language textbook series, Step Up and Primary Longman Express.

1.3 The Importance of English in Hong Kong

English Language textbook series were chosen in this study because of the important role
and high status of English in Hong Kong and because it is one of the core and major
subjects in Hong Kong schools, with pupils having at least one English lesson (of about
35 minutes) every day. The importance of English in Hong Kong can be traced back to
1841 when Hong Kong became a British colony. Because of colonialism, English came
to be considered as a key to economic prosperity and therefore, a language for
international business communication and academic study (Kan & Adamson, 2010). In
Hong Kong, the majority of the population are ethnic Chinese who speak Cantonese (a
Chinese dialect) and Chinese is used in a range of domains in Hong Kong such as family
and social activities (Bolton, 2000). However, it does not have an equal status to English.
English (British English) was the sole official language of the government and law until
1974 (Education Commission, 1995), with Chinese only functioning as a co-official
language (Bolton, 2000). English is seen as an essential tool for study, career and
economic success (Education Commission, 1995), and a ‘lingua franca’ for cross-cultural
communication. Chinese, as an official language, in contrast, is reportedly under-valued
by many Hong Kong people and lags behind English, especially in education and
business correspondence (Pierson, 1998). From the mid-1970s to late-1990s, English was

the language of textbooks and the medium of instruction in the majority of secondary



schools in Hong Kong. Many schools were only in fact so-called English-medium
schools, although ‘code-switching’ and ‘code-mixing’ (Bolton, 2000) were common
phenomena in those classrooms. In most primary schools, however, Chinese has long
been used as the medium of instruction, except for the subject of English Language,
which is taught as a second language.

With the provision of the nine-year free, compulsory ‘mass education’ from the
1970s, there were a large number of students whose English standard was inadequate to
cope with English-medium secondary education. Therefore, in 1997, the government
announced firm medium of instruction guidance and published the document Medium of
Instruction Guidance for Secondary Schools. Secondary schools then had to teach in the
mother tongue of most Hong Kong students, which for most schools was Cantonese.
Only 114 chosen schools could continue to use English as the medium of instruction
(Mol) because they could satisfy the following requirements set by the Education
Department (1997, p. 5) for the effective use of English as Mol:

(1) student ability to be an average percentage of not less than 85% of Medium of

Instruction Grouping Assessment (MIGA) of Groups I and III students in Secondary

17 intake for the past three years;

(i) teacher capability to be based on the principal’s assessment and certification; and
(i11) support strategies and programmes (such as bridging courses) to give sound school-

based assistance to students.

2 Group I: able to learn effectively in either Chinese or English
Group II: able to learn more effectively in Chinese

Group III: able to learn better in Chinese but may also learn effectively in English



However, many schools used English as the Mol only in the upper forms. English is the
main medium of instruction in most tertiary institutions (So, 1989).

From mid-2008 onwards, the Government conducted an extensive public
consultation about the Mol policy to solicit views from stakeholders, that is, teachers,
students and their parents. Consensus on formulating an effective framework for fine-
tuning the Mol was reached and arrangements for fine-tuning the medium of instruction
for secondary schools were then announced in May 2008 (Education Bureau, 2010).
Under the fine-tuning arrangements, starting with Secondary One from 2010/2011
academic year onwards, secondary schools may choose to supplement mother-tongue
teaching with English as the Mol in up to 25% of total lesson time (excluding the subject
of English Language) across different subjects, in consideration of teachers’ readiness to
teach in English. Again, the ultimate goal is to enhance students’ English proficiency and
to prepare them to meet the new challenges for Hong Kong as an international city
(Education Bureau, 2010).

The Education Commission (1984, p. 35), in its Report No 1, suggests that “(f)or
Hong Kong to retain its position as a leading international centre of finance, trade and
industry”, students must be educated to be competent not only in Chinese but also in
English. It is believed that the mastery of English can provide students with opportunities
for career and educational advancement in the future. Thus, in addition to education in
the mother tongue, students in Hong Kong are offered the right to study a second
language, English, to enable them to meet the changing socio-economic demands in the

twenty-first century (Curriculum Development Council, 1999).



1.4 Significance of the Study

The present study is significant as a contribution to the study of gender representation in
textbooks specifically, and hence the field of gender and language more broadly.

First, gender stereotyping in textbooks is an issue in many different countries
(Davis, 1995; see also Blumberg, 2007, 2008) but primary English Language textbooks
published in Hong Kong have rarely been investigated (see Au, 2004). Au (2004)
analysed three primary English Language textbook series used in Hong Kong. The main
focus of her study was student and teacher responses to the dialogues of the textbooks
which she found to be sexist. This study, however, investigates gender representation in
the selected monolingual primary English textbook series by examining two textbook
subgenres, reading passages and dialogues, and the visuals in selected units.

Being comprehensive in scope in analysing the reading passages, dialogues, and
visuals in the present study, corpus analysis (Meyer, 2002; Stubbs, 1996) was used to
analyse the written texts. Besides conducting frequency counts of male and female terms,
the collocates used for males and females, which tell us how gender is represented, were
also examined by the use of a corpus method. Aspects of van Leeuwen’s (2008) Social
Actor Network, Social Action Network, and Visual Social Actor Network were used for
analysing textual and visual representation of gender in a selection of textbooks from the
two textbook series. To the best of my knowledge, van Leeuwen’s networks have never

been used to analyse textbooks.

1.5 Research Questions

As indicated above, in this study I investigate gender representation in the two English



Language textbook series used in most primary schools in Hong Kong, Step Up and
Primary Longman Express, with content, linguistic, and visual analyses. To achieve the
research purpose, i.e. to investigate if the phenomena of gender representation and of
gender stereotyping found in earlier textbooks and textbook studies (e.g. Cincotta, 1978;
Stern, 1976), still exist in the two analysed recently published Hong Kong primary
English Language textbook series, the following research questions, which are divided
into three groups, with each group of research questions focusing on the analysis of one
subgenre, were addressed:

A. Textual representation of gender

How is gender represented in the reading passages in the Step Up and Primary Longman
Express series in terms of lexis and grammar’?
1.  Are males and females comparably represented in terms of:
a) frequency of occurrence (both ‘types’ and ‘tokens’);
b) names and titles, or ‘nomination’*;
C) pronouns;
d) ‘categorization’ (family relationship and occupational roles);
e) associated adjectives; and
f) associated verbs, or ‘social action’?

2. What is the frequency of (a) the ‘generic’ use of he, man and man-compounds and

(b) the ‘generic’ use of she, woman and woman-compounds when the sex of the

? Lexis here refers to words or vocabulary (Barcroft, Sunderman, & Schmitt, 2011), while grammar simply
refers to the linking of words together (Swan, 2011).

* Terms in single quotes refer to van Leeuwen’s (2008) functional grammatical categories.



3.

referent is not specified, and are there any patterns here?

What is the frequency of ‘male/female firstness’, and are there any patterns here?

All the reading passages of the two selected textbook series were analysed, with a corpus

method together with content analysis, to investigate textual representation of gender (in

terms of lexis and grammar).

B.

Discourse representation and gender

How is the discourse of male and female characters represented in the dialogues in the

Step Up and Primary Longman Express series?

1.

How many dialogues are (a) between males, (b) between females, and (c¢) mixed-
sex?

How many male and female speakers are there in the single-sex and mixed-sex
dialogues?

How many utterances are there in the single-sex and mixed-sex dialogues?

How many words are uttered by male and female speakers in the single-sex and
mixed-sex dialogues?

Who initiates and who concludes the mixed-sex dialogues?

In a sample of mixed-sex dialogues in the Step Up and Primary Longman Express series:

6.

7.

Are the speech acts of the dialogues related to speaker gender?
Are certain features of conversation between male and female speakers, i.e. (a)
adjacency pairs, (b) overlapping speech, and (c) hesitations and other non-fluency

features, related to speaker gender?

The dialogues, as a major ‘subgenre’ in English Language textbooks, from the two

textbook series, were analysed by using content analysis, linguistic analysis (pragmatics)



and notions borrowed from Conversation Analysis.

C. Visual representation of gender

How is gender represented in the visuals in the Step Up and Primary Longman Express

series?

1.  Are male and female characters comparably represented in the illustrations in terms
of frequency?

2. What are the different visualised occupations of the adult male and female
characters?

3. How are male and female characters represented in selected illustrations in terms of
involvement in activities?

4.  How are male and female characters represented in selected illustrations in terms of:
a) size/height;
b) hair length; and
c¢) clothing?

As well as conducting content analysis of the visuals, aspects of van Leeuwen’s (2008)

Visual Social Actor framework were used to analyse the visual representation of gender

in the selected textbooks.

1.6 Structure of the Thesis

With an understanding that the English Language textbooks used in Hong Kong primary
schools have rarely been investigated, the purpose of this study is to examine two widely-
used and currently published English Language textbook series, Step Up and Primary

Longman Express, to find out how gender is represented in these two textbook series to



see if it mirrors the social reality of Hong Kong as far as possible. Gender representation
in this study is analysed from different perspectives: textual, discourse, and visual
representations. The remaining chapters of this thesis cover the following:

Chapter 2 - Literature Review

In this chapter, I first distinguish between ‘sex’ and ‘gender’. I then review two concepts
relevant to the study of gender and textbooks: gender representation and gender
stereotyping. The next part of this chapter is about sexist language, and different forms
and levels of linguistic sexism. The third part of the chapter is about textbooks and their
influence, and EFL/ESL textbooks. Then, I review frameworks used for evaluating
gender representation in the past. The last two sections of this chapter are reviews of
previous EFL/ESL textbook studies on gender representation and gender stereotyping,
and gender and language studies in Hong Kong.

Chapter 3 - The Present Study: Research Design and Methods

This chapter starts by reviewing the main focus and the research questions of the study.
Then, I explain how and why the data of the study were selected, the preparation of data
for subsequent analysis, and the ethical issues involved in the study. The major part of
this chapter is devoted to explaining the methods of data analysis used in the study. The
last two parts of the chapter concern the reliability and validity of this study, and the
insights of the pilot study for the main study.

Chapter 4 - The Main Study: Textual Representation of Gender - Lexis and
Grammar in Reading Passages

This chapter presents the findings of the analysis of textual representation of gender in

the reading passages of the two selected textbook series. I present the results in two



aspects: (1) lexis: the frequency of occurrence of males and females, names and titles (or
‘nomination’), pronouns, ‘categorization’, adjectives, and verbs (or ‘social action’)
associated with males and females; and (2) formal grammar: the ‘generic’ use of he, man
and man-compounds and the ‘generic’ use of she, woman and woman-compounds, and
frequency of ‘male/female firstness’.

Chapter 5 - The Main Study: Discourse Representation - Gender in Textbook
Dialogues

First, the results of the pilot study regarding gender representation in the dialogues are
reviewed. Then, the number of between-male and between-female (i.e. single-sex) and
mixed-sex dialogues, and the number of speakers in these dialogues are reported. After
that, I count the number of utterances and words produced by male and female speakers,
and male or female ‘firstness’ in dialogues is determined by who initiates and concludes
the mixed-sex dialogues. In the last two parts of the chapter, a selection of mixed-sex
dialogues are analysed to examine the functions of the utterances, and features of
conversation between male and female speakers (adjacency pairs, overlapping speech,
and hesitations and other non-fluency features).

Chapter 6 - The Main Study: Visual Representation of Gender

As in Chapter 5, the relevant results of the pilot study are reviewed first. Then, I present
the numbers of human and non-human males and females illustrated in the visuals in each
book of the two textbook series, followed by frequency counts of the number of different
occupations and activities engaged in by the males and females in the illustrations. I also
analyse how males and females are represented in selected textbooks in terms of

size/height, hair length, and clothing.



Chapter 7 - Discussion

After presenting the results of the main study in Chapters 4-6, I discuss this study by
comparing the results of this study with previous studies on gender representation in
EFL/ESL textbooks. After that, some possible explanations for the findings are suggested,
and the significance and contributions of this study to the field of gender and language
are suggested.

Chapter 8 - Conclusion

In the last chapter of the thesis, I start by summarising the major findings of the study,
according to the research questions. Then, implications for teachers, teacher educators
and textbook writers are drawn. There are limitations in all research studies and this study
is no exception. Therefore, the limitations of this study are identified and implications for

further study are suggested.



Chapter 2

Literature Review

2.1 Introduction

Gender and language is an interdisciplinary field of study originating from a wide range
of academic disciplines, including sociology, education, anthropology, psychology,
women’s studies, and linguistics (see Tannen, 1994). There are three important past
approaches of gender and language, which focused on language use: deficit, dominance,
and difference approaches. The ‘deficit’ approach considers that women’s language is
deficient when compared with that of men’s (Jespersen, 1922). The second approach, the
‘dominance’ approach, is based on the belief that “the male is the superior sex” (Spender,
1985, p. 1), which leads to “women’s powerlessness and subordinate status” (Speer, 2005,
p. 32). For the ‘difference’ approach, Tannen (1991, p. 18) found that there are
differences in the styles of language use in conversations for males and females, because
males and females “grow up in what are essentially different cultures”. As the field of
gender and language developed, more consideration was given to written texts (e.g.
textbooks and children’s books), and gender representation in those texts. Before
accounting for the focus and design of this study in detail, some key concepts involved in

the study, and relevant literature on representation and textbook studies are reviewed.

2.2 Gender

2.2.1 Sex and gender

The term ‘gender’ needs to be defined first, before I define gender representation (see



Section 2.2.3). ‘Sex’ and ‘gender’ are frequently considered as synonyms and used
interchangeably by the general public. However, conceptually, these two terms are
different, with the former concerning the biological differences that distinguish men and
women (Butler, 1990; Eckert & McConnell-Ginet, 2003; Holmes, 2001; Litosseliti, 2006;
Talbot, 1998), whereas the latter is “a cultural or social construct” or “the traits assigned
to a sex” (Litosseliti, 2006, p. 10-11). To put it another way, people are considered as
either male or female (i.e. sex) based on their sex organs and genes (Basow, 1992; Talbot,
1998), while gender is “culturally constructed” and is the means by which a ‘natural sex’
is produced (Butler, 1990, p. 6). This view of gender reflects the notion of sex roles being
“learned” (Sunderland, 2006, p. 29; Talbot, 1998, p. 7), through a process in which an
individual learns how to become a ‘boy’ or a ‘girl’ (Yule, 2006) and acquires
characteristics which are considered as masculine or feminine. Therefore, in contrast with
‘sex’, ‘gender’ is “not binary” (Talbot, 1998. p. 7). Besides being socially constructed,
Eckert and McConnell-Ginet (2003, p. 10) claim that ‘gender’ “exaggerates biological
difference”.

The term gender is also used when someone makes judgment about ‘masculinity’
and ‘femininity’ (Manstead & Hewstone, 1995) within a particular context. Mills and
Mullany (2011) emphasise the expectations in certain contexts about what a boy or girl or
man or woman should be like. Gender was previously seen as something acquired by an
individual through the socialization process (e.g. Tannen, 1994). However, the
contemporary perspective has changed to consider gender as something which is

‘performed’ (Mills & Mullany, 2011). Mills and Mullany (2011) add that this kind of

‘performed’ act is not fixed but varies according to different contexts.



In linguistics and social sciences, there are different uses of the word ‘gender’
(Hellinger & BuPmann, 2001; Yule, 2006): lexical gender, grammatical gender, and
social gender. For lexical gender, Hellinger and BuPmann (2001) suggest that it can be
reflected in the different human nouns for males and females, for example, hoy and girl,

father and mother, son and daughter in English, or %/ and %, #/# and %% in Chinese.

Swann (1992, p. 35) believes that such kind of linguistic distinction may “highlight the
importance of gender as a social category”. Grammatical gender, which exists in
languages such as Spanish and German but not in English, is a fixed property of nouns
which determines the articles and adjectives that can agree with the gender of the nouns
(Hellinger & BuPmann, 2001; Yule, 2006). Lastly, social gender is the classification of
individuals based on their social roles (Yule, 2006). Hellinger and Bupmann (2001)
suggest two situations to illustrate this in language. One of these is the use of the
masculine pronoun /e to refer to the ‘high-status’ occupational terms such as lawyer or
doctor when the sex of the referent is unknown. Another situation is related to the
“stereotypical assumptions about what are appropriate social roles for women and men”
(p. 11), and any deviation from these expectations will be ‘marked’. Examples of this are
male nurse, female doctor (see more about sexist language in Section 2.2).

Regarding social gender, Sunderland (2011, p. 22) writes that it can be understood
in different ways and proposes two models: one is ‘people-based’ and the other is ‘ideas-
based’. ‘People-based’ refers to the differences between men and women or boys and
girls (i.e. the ‘who’ of gender). She proposes that gender is considered as ‘social’. That is
to say, any biological differences of men/boys and women/girls are “mediated by social

considerations”. For example, literacy practices (such as the books boys and girls read)



may reflect and shape one’s gender socially (i.e. social construction). Gender is however
always a matter of tendencies instead of absolute differences between men and women or
boys and girls. Such gender-differential tendencies also vary with different cultures,
contexts, or communities of practice. ‘Ideas-based’ gender refers to ideas about
men/women or boys/girls. These can be expressed in spoken language about gender, or
an individual may be linguistically constructed (i.e. represented) in a certain way in
written texts, for example, Peters behaviour is unlike a man. Related closely to ‘ideas-
based’ gender are the concepts of ‘agency’ and ‘constructing gender’ (Sunderland, 2004).
The sense of ‘agency’ implies an active role to ‘perform’ being masculine or feminine
which varies in different contexts and such kind of ‘performances’ may be
intentional/unintentional or conscious/unconscious. For example, a man might ‘perform’
being a gentle father of his young children at home but being an aggressive manager in
his workplace. Constructing gender, which is related to gender representation, means

using language to ‘position’ oneself to be masculine/feminine (Sunderland, 2011).

2.2.2 The origin of gender: Theories
There are two related key theories for understanding the origin of gender: social learning
theory and social construction of gender.

Social learning theory is a psychological theory which focuses on observable
behaviours (Lindsey, 2011) and considers gender development as a kind of “learned
behaviour” (Brannon, 2011, p. 112). It emphasises the influence of social environment
(including media) and observation in the development of gender-related behaviours. In

this social environment, there are examples of male and female models (e.g. parents and



siblings) who influence a child and let the child know which behaviours are gender-
appropriate.

The concept of social construction of gender, from a sociological perspective,
refers to the idea that gender is “learned” (p. 51), and the expectations in a society about
how a male or a female should be like are acquired through different sources, for example,
parents, media (Andersen & Hysock, 2009). While some sociologists (e.g. Lindsey, 2011)
who hold a more traditional view believe that children develop an awareness of gender
stereotypes through a ‘socialization process’, Sunderland (2004) points to the theoretical
shift in the social sciences from ‘social learning’ to ‘social constructionism’. That is,
gender (for example, gender identities and gender relations) is shaped to some extent by
language and discourse, or by “what people do with language as regards gender”
(Sunderland, 2004, p. 17). In other words, discourses we use and hear/read can construct
gender in all aspects of our lives. ‘Discourses’ can be distinguished from ‘discourse’.
According to Sunderland (2004), ‘discourse’ is a broad term to refer to an extended piece
of written or spoken text, whereas ‘discourses’ are “ways of seeing the world” (p. 6). Put
another way, language users ‘draw on’ discourses in their talk (Sunderland, 2004).
However, particular forms of social construction can be resisted as people can ‘resist’
becoming a ‘stereotypical’ man or woman in a given culture, given a measure of
“agency”, which means people are able to ‘perform’ (Sunderland, 2004, p. 22;
Sunderland, 2011, p. 26) or display gender differently in different social contexts.

Etaugh and Bridges (2010) point out the importance of gender stereotypes (see
Section 2.2.4) in the social construction of gender. They mention that widely shared

beliefs about what a certain sex should be like and what behaviour a certain sex should



have make us have different expectations about people of different sexes. This in turn
affects someone’s choice of behaviours which is made according to social expectations.
For example, because of social expectations, more females than males might look for
babysitting experiences in order to develop more feminine traits such as nurturance. In
other words, gender, as Paltridge (2006, p. 31-32) mentions, is a “socially constructed
category”, which is partly determined by stereotypes.

After defining gender and reviewing two theories for understanding the origin of
gender above, I look at two key concepts relevant to the study of gender and textbooks,
and to this study, i.e. gender representation and gender stereotyping, which will be

presented in Sections 2.2.3 and 2.2.4.

2.2.3 Gender representation

As mentioned in Section 1.2, the purpose of the present study is to investigate how
gender is represented in the two selected textbook series. Representation, in general, is
referred to as talking (or writing) about something (Montgomery, 1995) by using
language (Hall, 1997). Sunderland (2004, p. 24) suggests that the term ‘representation’ is
usually used when “the subject is ‘other’ rather than self” (that is, of someone/something,
by someone).

Montgomery (1995) proposes that language is “a capacity for representation”
which allows a person to “talk about something” (p. 171). There are three approaches
suggested by Hall (1997) that can explain how representation of meaning works through
language: reflective approach, intentional approach, and constructionist approach. In the

reflective approach, Hall (1997, p. 24) assumes that language is “like a mirror”, which



reflects the meanings which have already existed. The second approach, the intentional
approach, refers to the fact that a speaker or writer’s intention is expressed through
language. However, these two approaches are problematic because they assume that the
speaker or writer is the only source of meanings in language. Therefore, the third
approach, the constructionist approach, emphasises the co-construction of meanings
through language.

Representation occurs (and can be seen) in spoken, written and visual texts. In
spoken and written texts, gender can be represented by the choice of words, for example,
adjectives, nouns/noun phrases, and verbs. Apart from vocabulary, representation in
language can be achieved by the different arrangement of linguistic items in a sentence or
a clause, as in ‘transitivity’, which means assigning either an ‘agent’ or a “patient’ role for
an entity in the sentence or clause in an active or a passive construction (Montgomery,
1995; see also van Leeuwen, 2008). For example, in the sentence 4 woman was saved by
a strong man, the strong man is an ‘agent’ who saved the woman and the woman played a
‘patient’ role to be saved. For gender, a male or a female may be assigned an agent or a
patient role in a sentence. In my study, it means that gender representation can be
explored by looking at the words used to refer to and describe males and females, and the
assignment of active or passive roles to males and females in the textbooks.

Representations are often based on stereotypes and gender representations, thus

often involve stereotyping (Sunderland, 2004, 2006).

2.2.4 Gender stereotyping

A stereotype is not simply a label (Kite, Deaux, & Haines, 2008). It is an idea



underpinned by “a set of beliefs” (Blaine, 2007, p. 27) or an assumption about the traits
and behaviours people from a certain group possess (Kite et al., 2008). Turner-Bowker
(1996, p. 461) writes that stereotypes are “powerful and enduring”. She also claims that
stereotypes may either “oversimplify” or “exaggerate” distinctions between social
categories, and differential use of descriptors in language for women and men may even
serve to maintain social inequalities between them.

Gender stereotypes have been identified as “beliefs about the characteristics and
behaviour of each sex” (Manstead & Hewstone, 1995, p. 256) which are “widely shared”
among members of a culture (Etaugh & Bridges, 2010, p. 28). People from different
cultures tend to have different gender stereotypes, that is, in particular, beliefs about how
males and females differ in terms of personality traits, interests, and behaviours (Kail,
2007) and an understanding of what ‘masculine’ and ‘feminine’ mean (Blaine, 2007).
Someone’s ideas about gender are thus influenced by his/her culture. The same ideas are
not held universally; nevertheless, many gender stereotypes have a familiar quality to
people worldwide and can be readily recognised as a list of characteristics used to
describe either men or women (Kite et al., 2008). These gender-stereotyped beliefs tell
people not only “what men and women are like” but also “how men and women should
be” (Kite et al., 2008, p. 208).

Some sociologists (e.g. Lindsey, 2011) believe that children develop an awareness
of gender stereotypes as early as the first year of their lives through different
‘socialization agents’ such as their parents, the clothes they wear, the toys they play with,
or the characters of the books they read, and the most important socialization agents for

children are their families and schools (Cheung, Lai, Au, & Ngai, 1997). The sex role



behaviours which are conventionally considered ‘appropriate’ for one’s gender are then

often internalized (King, Chipman, & Cruz-Janzen, 1994).

2.2.4.1 Different theories explaining the origin of gender stereotypes
Difterent (social) psychological theories that explain the source of gender stereotypes are
presented in this section:

First, the ‘kernel of truth’ theory assumes that gender stereotypes just
“exaggerate” real differences among males and females in their behaviours (Basow, 1992,
p. 9). In other words, gender stereotypes not just simply reflect but also overemphasise
the existing differences between males and females.

Another theory is the social-role theory. Eagly and Steffen (1984) hypothesise that
women and men are separated into different groups in a society, at different hierarchies
and assigned different roles (e.g. it is more likely for women to hold positions of lower
status or to be homemakers than men), and gender stereotypes arise from people’s general
observation of such kind of differences between men and women. The ‘social-role theory’
assumes that stereotypes arise from the different social roles typically held by males and
females, and it is “conformity to gender-role expectations” that leads to different
behaviours of males and females (Eagly, 1987, p. 126). Therefore, males and females
tend to do different things, for example, woodwork is done by males but changing diapers
is usually done by females. This in turn leads to the formation of gender stereotypes.

One other theory is the ‘social stratification’ theory. In this theory, it is suggested
that gender roles are actually status roles, and stereotypical behaviours and traits that

appear gender-linked are actually status-linked. Therefore, any person (either male or



female) who is assigned to play a dominant role will become more dominant, while the
one who is assigned to a subordinate position will show more passive character traits

(Bascow, 1992).

2.2.4.2 Gender stereotyping in classroom materials

For all the theories presented above, gender stereotypes arise from perceived differences
between men and women. These perceived differences may then manifest themselves as
stereotypes in materials used in classrooms, including textbooks in general, and therefore,
gender stereotyping is also an aspect to be focused on in the present study. Wolpert (2005)
broadly classifies some types of gender stereotypes for evaluating teaching materials as
below:

1) Lexical choices related to gender

This type of stereotyping involves males and females usually being described differently,
with adjectives used for males being more positive while those for females being more
negative, for example, active being used for males and passive for females. Other
examples include the case that men are usually described as strong or brave whereas
females are described as weak or frightened, men are independent whilst women are
dependent. Gender stereotyping can also be found in nouns, with men playing the role of
leaders but women only as followers (Wolpert, 2005), and verbs, for example, men are
more often associated with verbs referring to physically demanding activities such as dig
and race (Pearce, 2008) (see Section 2.3 for more on sexist language).

2) Gender stereotyping related to occupations

This type of stereotyping occurs when females are seen in traditionally ‘feminine’



occupations such as nurse, teacher, flight attendant, whereas males are represented as
doctors, principals and managers, more traditionally ‘masculine’ occupations (Wolpert,
2005).

3) Gender stereotyping in illustrations

In textbook illustrations, males may be portrayed as taller than females; males and
females may wear clothes of different colours (Wolpert, 2005).

Based on the broad types of gender stereotypes suggested by Wolpert (2005) for
evaluating teaching materials presented above, gender representation in terms of nouns,
verbs, and adjectives used for males and females, male and female occupations, height,
and colours of clothing of males and females in the chosen textbook series were analysed.

For language textbooks, in particular, to explore if gender stereotyping exists in
language textbooks, Bisaria (1985) suggests the identification of “specificities” (p. 14),
that is, the specific categories or types of stereotypes involved, instead of pinpointing just
one or two instances of the use of the generic /e, for example. She argues that a language
textbook is ‘sex stereotyped’ if either males or females are given a negative image in

terms of their emotions and behaviours.

2.2.4.3 The potential influence of gender stereotyping

Gender stereotypes in books and textbooks may influence people as children, as readers,
or both. Hamilton et al. (2006) argue that stereotyped portrayals of the sexes contribute
negatively to children’s development, and influence their career aspiration and
personality development. Blaine (2007) also suggests that gender stereotypes influence

the way people evaluate the behaviour of males and females. This in turn promotes the



idea that some occupations can only be done by either males or females and may then be
valued differently. The portrayal of males and females engaging in stereotypical
occupations or activities, especially if, in a given context, this is, in fact, contradictory to
reality, may then lead to contradictions in children’s gender identity (Kereszty, 2009). It
has also been argued that gender stereotypes can have a great impact on one’s behavior
(Matlin, 2008) through self-fulfilling prophecies: people’s gendered expectations about
how someone should behave may lead him or her to act in certain ways to confirm these
expectations. For example, if females are considered as being more emotional than males,
they may view themselves in this way and then develop these characteristics. Similarly,
gender stereotypes may shape people’s ‘impression management’ (Bascow, 1992). Given
that most people presumably want to be socially accepted, we may engage in impression-
management strategies in order to be so. In other words, we present ourselves in the ways
that are acceptable to others (Bascow, 1992). These presentations may correspond to
social stereotypes of desirable gendered behaviour. The way that gender stereotypes
function may then be “to define expected gender behavior and thereby shape people’s
self-presentations” (Bascow, 1992, p. 12).

However, the influence of gender stereotypes portrayed in books or textbooks is
unpredictable. Reader-Response theory, which focuses on “the role of the reader in the
creation of meaning”, emphasises “the reader’s consciousness in relation to a text”
(Castle, 2007, p. 174). In other words, rather than suggesting the passive role played by a
reader during the reading process, for the same piece of text, there can be a variety of
interpretations made by different readers (see also Section 2.3.2 on texts, textbooks and

their potential influence).



2.3 Sexist Language: Invisibility, Asymmetry, Male Firstness, and

Derogatory Language

Representation of males and females in texts can sometimes be seen in the use of sexist
language. Before discussing sexist language, the term ‘sexism’ should be defined. Sexism
has been defined as “stereotyped attitudes” or judgement towards people that are formed
merely based on their sex (Cincotta, 1978; Holmes, 2001, p. 305), and characterised as
“an unconscious cultural bias” people learn from their childhood (Florent & Walter, 1989,
p. 180). Etaugh and Bridges (2010, p. 37) suggest that sexism is ‘“stereotypes and/or
discriminatory behaviours” through which the roles of females are trivialised whereas
male dominance is maintained. Mills (2008) believes that sexism is an issue which can
have an impact on males and females, as it affects how they perceive their identities and
their positions in society. Such attitudes can be reflected in language.

Holmes (2001, p. 305) defines sexist language as “the way language expresses
both negative and positive stereotypes of both women and men”. It is also seen as a
means by which sexist attitudes in a given culture or wider society, or the societal
attitudes to gender roles, are formed (Holmes & Sigley, 2001; Mills, 2008; Sigley &
Holmes, 2002). More specifically, sexist language refers to the language use which
“unnecessarily” differentiates between males and females, and members of either sex
(usually females) are excluded or trivialised (Etaugh & Bridges, 2010, p. 52). Sexist
language has been argued to reinforce sexual discrimination in society through
distinguishing males and females linguistically, with one as the norm whereas another
marked as the “other” (Litosseliti, 2006, p. 13).

Overt sexism, meaning that what sexism is intended is clear to hearer/reader



(Mills, 2008), is evidenced in a number of different language forms used. These include:
1) Adding a suffix to signal ‘female’

Many words in English arguably reflect a view of females being trivial (Parks &
Roberton, 2004), “deviant, abnormal or subordinate” (Holmes, 2001, p. 306) by taking
the male form as the base form and adding a suffix, such as -ess, -ette, to make the female
term, especially in occupational nouns. Examples include actor/actress and
usher/usherette. The addition of a suffix makes females “marked” (Graddol & Swann,
1989, p. 100; Pauwels, 2003, p. 553) in language and, potentially, undermines females’
professional status (Sigley & Holmes, 2002), but the males as the norm (Miller & Swift,
1988).

2) ‘Generic’ masculine pronouns and man

Another common type of sexist language is the ‘generic’ use of masculine pronouns (e.g.
he) (Mills, 2008; Mills & Mullany, 2011), the word man to refer to males and human
beings in general (Swann, 1992), and ‘generic’ man in the names of occupations such as
fireman or policeman to include both sexes (Rovano, 1991). Holmes and Sigley (2001)
and Sigley and Holmes (2002, p. 138) consider such kind of generics to be “pseudo-
generics” because of their ‘double’ meaning, which may make people think they have
male referents. Also, some generic expressions are not true generics, for example, Man
being a mammal that breastfeeds his young (Litosseliti, 2006) because it is females but
not males that breastfeed. The use of ‘generic’ masculine pronouns ke, him, and his, and
man, to refer to both males and females, promotes the image of males (Litosseliti, 2006)
and makes females “invisible” (Holmes, 2001, p. 307; Sigley & Holmes, 2002, p. 138;

Pauwels, 2003, p. 553) in such language because they are included in generic expressions



using masculine forms. Such ‘invisibility’ makes the male referent the norm (Davis, 1995;
Mills, 2008) but a marked form for the female referent (Mills, 2008). The ‘generic’ use of
he and man is not acceptable to many English speakers for this reason, and also because
it may lead to ambiguity and misunderstanding between a ‘false’ generic and the
masculine meaning (Hellinger & Bufmann, 2001).

3) Adding a modifier to an occupational noun

This form of linguistic sexism involves adding a gendered premodifier to an occupational
noun (e.g. woman doctor or male nurse), which makes us pay particular attention to that
person’s sex (Litosseliti, 2006). It also makes it normal for one sex to have that particular
job but exceptional for another sex.

4) Asymmetrical gender items

Asymmetrical gender items are some ‘pairs’ of lexical items for males and females, with
the equivalent for females carrying sexual connotations (Mills & Mullany, 2011), being
pejorative (Mills, 2008; Swann, 1992), more negative, and/or having a lower status than
the male equivalent (Etaugh & Bridges, 2010), but the male terms still keep their
meanings which show someone’s status (Montgomery, 1995). Examples include
host/hostess, master/mistress (with hostess and mistress carrying sexual connotations
because /hostess can also mean a woman whose job is to entertain men at night clubs,
apart from meaning a woman who invites guests to a party, while mistress is a woman
who is in a position of authority but also a woman who has a sexual relationship with a
married man), bachelor/spinster, wizard/witch (with spinster and witch being more
negative, and spinster is also used pejoratively to refer to a woman who is still unmarried

even though she has reached the usual age of marrying, implying that “she is old



unwanted goods” (Lakoff, 1975, p. 33)), king/queen (with queen having the meaning of
an effeminate male homosexual, apart from the meaning of a female ruler), and
governor/governess (With governess having the meaning of a female teacher who teaches
children at home).

One other example of the use of negative terms for females is that it is more
common for people to refer to adult females as girls than adult males being boys
(Hartman & Judd, 1978).

There are also more derogatory vocabulary items to refer to females. These
include bitch, slag (Montgomery, 1995). This aspect can also be found in other languages,
for example, %747 and 2£4# in Chinese.

5) Titles for males and females

The title Mr is used for males no matter if they are married or unmarried, whereas Miss
and Mrs are traditionally used for females to show their marital status, with Miss being
used for females who are single and Mrs for those who are married (Mills & Mullany,
2011). In other words, that means females’ marital status is “asymmetrically marked” by
the number of terms available (Sigley & Holmes, 2002, p. 139). Rovano (1991, p. 61)
adds that the use of Miss or Mrs implies a “male-connection”, meaning “the daughter of”
or “the wife of” respectively.

To achieve linguistic equality, some measures have been attempted by feminists
and feminist linguists. One of these is a kind of ‘gender-neutralization’ strategy, and
whether such kind of strategy is used in the analysed textbook series was investigated in
this study. One illustration of gender neutralization is the elimination of female

occupational terms with -ess or -ette suffix (Pauwels, 2003). Another example involves



selecting alternative forms. For example, the word chairman is replaced by chairperson
(attaching a different morpheme) or chair, policeman is replaced by police officer,
fireman is replaced by fire fighter. Analysing the patterns of gender-marking in the texts
drawn from five million-word corpora of edited written English in 1961-1991 (the Brown
Corpus of American English, the Lancaster-Oslo-Bergen (LOB) Corpus, the Frown and
Freiburg-LOB Corpus of British English (FLOB) corpora, and the Wellington Corpus of
Written New Zealand English (WWC)), Holmes and Sigley (2001) found a general
decrease over time in the range of occupational terms using the -man suffix. However,
Mills (2008) mentions that the generic form of some words already has another restricted
meaning that cannot be used for general reference. For example, the word worker cannot
be used as an alternative form of workman because they do not have totally equivalent
meanings, with workman being used to refer to someone who does physical work such as
building and repairing things, whereas worker is used to refer someone who does a
particular job e.g. factory worker.

‘Gender-neutralization’ also involves replacing the generic he with you, he or she,
s/he, she or he, the indefinite pronoun one (or one's for possessive) or singular they when
the sex of the referent is unknown (Davis, 1995). Sentences in which a singular
masculine pronoun is used can be rewritten in the plural form so that the singular
masculine pronoun can be avoided (Davis, 1995; Rovano, 1991). However, the structure
he or she will make the sentence rather clumsy (Mills, 2008).

Regarding the female title, Ms can replace Miss or Mrs (Davis, 1995).
Nevertheless, Graddol and Swann (1989) do not think that Ms is a neutral term for

females because while Ms can be an option for women to represent themselves as married



or not, it may cause other people’s suspicion of their status as being divorced, a lesbian,
or living with men without being married. In conversation, it is difficult to distinguish the
pronunciation of Ms from Miss. Lakoff (1975) also believes that the title Ms can be fully
accepted only if the society changes first and considers whether a woman is married or
unmarried as unimportant as that for a man. Therefore, the introduction of the term Ms
has not been as successful as feminists expected (Mills, 2008).

While nouns and pronouns are important aspects of sexism at the language level,
there are also instances of linguistic sexism in verbs and at the grammatical level (Mills,
2008). For example, some verbs, such as shout, tend to be associated with boys more
often than girls in subject position. At the grammatical level, Mills (2008, p. 69) points to
the importance of ‘transitivity’, which refers to “who does what to whom in texts”, in
which female characters are usually represented as playing a passive role as recipient of
someone’s action. For example, the lady was saved by a strong man.

However, current feminist perspectives (e.g. Mills & Mullany, 2011) consider that
sexism does not only manifest itself at the level of the word but also at the discourse level
and the context, in which negative meanings tend to be associated with women. In fact,
we cannot just simply say whether a word is sexist or not without considering the context
because the meaning of the word will vary with context. Swann (1992) also believes that

it is not the language itself but language use that reinforces gender inequalities.

2.4 Teaching Materials

After discussing overt sexism on a linguistic level (i.e. sexist language) in Section 2.3,

which is one of the aspects I looked at in my own textbook study, in this section, two



broad types of teaching materials, print and non-print, will first be distinguished. Then,
textbooks and the potential influence of texts and textbooks will be focused on, followed
by a review of the different frameworks for evaluating gender representation in textbooks

and previous studies on gender representation in EFL/ESL textbooks.

2.4.1 Print and non-print teaching materials

Both print and non-print teaching materials are available in contemporary classrooms. As
a kind of medium, print materials have the advantage that they do not require any
equipment and they are easily portable.

Print materials still function as the main medium for teaching in most face-to-face
education settings. In most primary English Language classrooms in Hong Kong, print
textbooks form the basic learning materials to support learning and teaching. Workbooks,
which are usually sold together with textbooks, are another type of printed materials that
are used in many classrooms in Hong Kong; their content parallels that of the textbooks
and provides exercises for students’ mastery of certain skills.

However, teachers do not have to limit themselves to textbooks. They can develop
their own teaching materials to meet their students’ needs, or make use of a wide range of
other learning and teaching print resources to arouse the students’ learning interest and
broaden their learning experiences. Magazines and encyclopedias for children, picture
dictionaries, children’s books or storybooks and other authentic materials are all
examples of print teaching materials for students at primary level (Curriculum
Development Council, 2004).

With the advancement of information technology in a modern era, teaching



materials do not only include print materials. Non-print materials, which include
multimedia resources such as audio-books, e-books, and other computer-assisted
language learning programs, often provide good resources for enhancing learners’
motivation (Curriculum Development Council, 2004). However, although multimedia
resources are commonly used in modern classrooms, they still only act as supplementary
teaching materials. Print materials are still the major teaching materials used in primary

classrooms. Therefore, print textbooks were focused on in the present study.

2.4.2 Texts, textbooks and their potential influence

Textbooks, as a kind of print teaching materials, can be defined as books produced
primarily for instructional purposes (see, for example, Flanagan, 1981). Johnsen (1993),
however, pointed out the inadequacy of this definition as those books whose authors did
not intend to produce for this purpose will be excluded. He suggests that the definition of
a textbook should be more general to include all books that are published for instructional
purposes, or even any books used in the classroom. In this study, however, textbooks are
referred to as coursebooks. Of course, in classrooms nowadays, as shown above, digital
media are also used for instructional purposes.

Textbooks have been claimed to represent the authority of knowledge in
education (Cheung et al., 1997) and to play an important role in teaching. They are a
ubiquitous part of most classroom instruction (Woodward, 1993) and the major source of
materials used by teachers in their teaching (Curriculum Development Council, 1997;
Richards, 2001). The importance of textbooks can be explained by the fact that they are

arguably the most convenient means of providing a structure for classroom teaching and



learning. They also make the lives of teachers easier because they provide inputs for
lessons in the form of texts, exercises, activities, and so on (Hutchinson & Torres, 1994;
Richards, 2001). In English Language teaching, Hutchinson and Torres (1994, p. 315)
even consider textbooks as an “almost universal element”. However, noted that
Hutchinson and Torres (1994) suggested this about twenty years ago and the importance
of textbooks may have been changed. Also, the value of textbooks arguably depends on
how they are used by teachers (Curriculum Development Council, 1997). If the textbooks
are not effectively used, lessons will be over-rigidly controlled by them. Moreover,
students in a single class may have a range of different language levels such that a
textbook simply cannot be published to suit the needs of each of them (Flanagan, 1981;
Hutchinson & Torres, 1994). Therefore, teachers are often advised to apply their
judgment to use textbooks flexibly according to the needs, abilities and interests of their
students (see, for example, Curriculum Development Council, 2002).

Flanagan (1981, p. 12) identified three major ways of using textbooks. One is to
use the textbook as the primary source of instruction which allows the structure and
content of the textbook to determine the instruction. Another method is to use textbooks
as supplementary materials and expand upon concepts previously presented through other
instructional materials. The third approach, relatively uncommon, is the “multi-text”
approach, which is to use two or more textbooks together but select contents from each of
them according to what seems to be more effectively presented. Among these three
approaches, the first method is the most common approach of using textbooks in Hong
Kong classrooms.

Textbooks may have an influence on children as they have been argued to have



the potential to change children’s minds (Chambliss & Calfee, 1998). Turner-Bowker
(1996) also mentions the importance of books (children’s literature) on children. She
suggests that children learn about what behaviour is appropriate or inappropriate from
books and in particular that such texts have served as a source from which children
acquire gender stereotypes. (One of the guiding principles for quality textbooks suggested

by the Education Bureau (2003) is that “(a)ppropriate values and attitudes are nurtured”.)

2.4.3 Second/Foreign language textbooks and ESL/EFL textbooks

In English Language teaching and learning, if English is not studied as a native language,
then it is studied either as a second language or a foreign language. In Hong Kong,
English is in some ways a second language and in some ways a foreign language (Luke &
Richards, 1982). Therefore, the English Language textbooks used in Hong Kong are
ESL/EFL textbooks.

English Language textbooks are useful for both teachers and learners. For
teachers, textbooks provide accurate language inputs which are helpful to their teaching
(Richards, 2001). Otlowski (2003) who considers the importance of textbooks for
language learners, especially English as a Foreign Language (EFL) learners, mentions
that language textbooks are one of their main reference sources for proper language use
because they may have limited or no contact with native speakers of English.

Apart from their different functions, Dendrinos (1992) pointed out a distinctive
feature of EFL textbooks, compared with other textbooks: that EFL textbooks include a
variety of different texts and text types, or genres, which are defined by Swales (1990) as

distinctive types of discourse (either spoken or written), with the aim of exposing learners



to different text types that they may come across in authentic communication so that they
know how to use language appropriately in different contexts, and presenting learners
with different associated target language patterns and vocabulary. EFL textbooks also
include visuals (drawings and photographs). The purpose of adding drawings and
photographs is to contextualise the language used in the textbooks, and, in dialogues, to
introduce the interlocutors involving in the communicative events introduced in the

textbooks.

2.5 Gender Representation in Textbooks and Subgenres within
Foreign Language (FL) and English as a Foreign Language (EFL)

Textbooks: Past Frameworks of Evaluation

Before presenting the findings of previous studies on gender representation in EFL/ESL
textbooks, different frameworks of evaluation which have been used should be reviewed,
as they are relevant to my study of gender representation. Different categories have been
used. For example, Schmitz (1984) suggested ‘omission’, ‘stereotyping’, and ‘linguistic
bias’ when reviewing gender representation in foreign language textbooks. Omission
refers to a tendency for certain groups to be either “underrepresented or omitted from
consideration in textbooks” (p. 7). Stereotyping occurs when the image of the members of
certain groups is either distorted or degraded. Linguistically, one way gender bias towards
females occurs when generic masculine nouns and pronouns are used to refer to everyone
(see also Section 2.3). Another form of linguistic bias which may lead to a kind of ‘sexual

hierarchy’ is when the male form is consistently placed in the first position and the female



form the second within a single phrase of two pronouns paired for sex, for example, /e or
she and him/her. This phenomenon is known as ‘male firstness’.

Hellinger (1980), Sunderland (2000), and Willeke and Sanders (1978) also
identified three types of gender bias based on the results of content analyses of EFL
textbooks published in the 1970s and 1980: ‘exclusion’, ‘subordination and distortion’,
and ‘degradation’. Exclusion refers to the phenomenon of females being relatively
‘excluded’ while males are over-represented (Sunderland, 2000). Hellinger (1980, p. 268),
relatedly, defined exclusion in terms of “the quantitative proportion of female and male
referents in the textbooks”, with males being significantly favoured in the texts of
German secondary English Language textbooks. Subordination can be seen as “a measure
which ranks women on lower positions on most social hierarchies associated with power
or prestige” (Hellinger, 1980, p. 270), that is, female characters are assigned a range of
occupations that are of lower levels of social prestige than those assigned to men
(Willeke & Sanders, 1978). Distortion, on the other hand, is a form of “stereotyping” that
assigns certain personality traits to men only while others to women (Willeke & Sanders,
1978, p. 63). For instance, while males are characterised as active, independent, strong,
and logical, females are described as passive, dependent, emotional, and illogical. The
last category, degradation, is present if women’s personal, intellectual or other
achievements are “ignored, down-graded or described as exceptional” (i.e. unusual)
(Hellinger, 1980, p. 273).

Kingston and Lovelace (1977-1978), in their reviews of 78 articles analysing
sexism in basal readers, texts (including textbooks), and children’s literature, identified a

number of categories used by different authors. These include frequency counts of males



and females in texts and illustrations. The analysis of texts included counting the
frequency of male/female nouns and pronouns, and male/female names in occupations.
For the illustrations, both male/female appearances in occupations and male/female social
roles were also considered.

Graci (1989) reviewed twenty studies conducted between 1975 and 1984 on
sexism in foreign language textbooks based on seven categories of analysis: 1) number of
male and female pronouns; 2) number of male and female appearances in illustrations; 3)
stereotyped male and female social roles; 4) number of occupations for males and
females; 5) number of males versus females identified with occupations; 6) number of
male and female names in titles; and 7) number of males and females appearing
throughout the text. These different categories were the features of analysis in a number
of textbook studies (see Section 2.6) and have all been used in my own study.

It should be noted that these are rather dated studies and relied mainly on
frequency counts of male and female characters linguistically without analysing if and
how male and female characters were represented and distributed differently in different
subgenres, for example, reading passages or dialogues. Therefore, in my study, not only
were linguistic and visual analyses conducted, but also gender representation in dialogues

was analysed.

2.6 Findings of Previous Studies on Gender Representation in

EFL/ESL Textbooks

In this section, the findings of previous studies on gender representation in EFL/ESL

textbooks, which offered me insights into methods for analysing my data, are reviewed.



They will then be compared with the results of my study in Section 7.1. It is organised
based on the methods of analysis used: content analysis, linguistic analysis, discourse

analysis, and visual analysis (see also Appendix 1 for the summary of the findings).

2.6.1 Content analysis

Content analysis is a kind of quantitative method which involves the counting of
frequencies (Franzosi, 2008). It is the most common method of textbook analysis used in
previous studies. These studies involved quantitative analyses of the frequencies of
occurrence of certain selected features. Occurrence is determined by frequency counts of
characters in texts and images, and uses of certain words or phrases (see Equal
Opportunities Commission, 2000, 2001, and also Section 3.6.1). These include frequency
of occurrence of male and female characters, occupational and domestic roles, and

characteristics/traits. Each of these aspects will be reviewed as below:

2.6.1.1 Frequency of occurrence of male and female characters

The first aspect of content analysis done in most previous studies on gender
representation in EFL/ESL textbooks concerns the frequency of occurrence of male and
female characters, and it is nearly always the case that male characters outnumbered
female characters. Hellinger (1980) used the term ‘exclusion’ to describe the
phenomenon of the unbalanced proportion of male and female characters in three English
Language textbooks used in German secondary schools, Learning English Edition A Part
3 (LE A3), the new edition of Learning English Modern Course (LE MC4), and English

for Today 5/6 (EFT 5/6), with female characters being always less visible. For example, if



the headnouns in the titles of the textbook texts include human referents, over 75 per cent
are male but less than 10 per cent are female; over 93 per cent of the stories’ events have
male participants but female participants occur in about 30 per cent of the texts; and the
occurrence of female protagonists in all the three textbooks is just less than 8 per cent.
Then, Gupta and Lee (1990), in their analysis of two basal reader series used in primary
schools in Singapore, the Primary English Programme and Reading 360, found that male
characters (both human and non-human) outnumbered female characters in both series.
Even in the studies conducted in the late 2000s and 2010s, the results are the same. For
example, Lee and Collins (2009) found that males outnumbered females (1.35:1) in the
ten analysed English Language textbooks used in Australia. When comparing twenty
English Language textbooks in Australia and Hong Kong, there were also more male than
female characters (57.5% and 53.2% of the characters respectively), though the male and
female characters were not evenly distributed across the textbooks (five of the textbooks
have an excessively high number of male characters and mentions, but three of them have
much more female than male mentions) (Lee & Collins, 2010). Barton and Sakwa (2012),
again, found that the percentage of females and males in the analysed English textbook
(English in Use) used in secondary schools in Uganda (35.7% and 64.3% respectively)
does not correspond to the actual proportion of females to males in the community. Other
EFL/ESL textbook studies (e.g. Amini & Birjandi, 2012; Bahiyah Dato’ Hj. Abdul Hamid,
Mohd. Subakir Mohd. Yasin, Bakar, Yuen, & Jalaluddin, 2008; Equal Opportunities
Commission, 2000; Gharbavi & Mousavi, 2012a; Hamdan & Jalabneh, 2009) also show a
higher visibility of male than female characters.

However, things may be changing, compared with the earlier textbooks. Lee and



Collins (2008) found that the difference in the number of male and female characters in
recent textbooks has become smaller (the ratio of female to male characters is 1:1.48 and
1:1.14 and the ratio of female to male ‘mentions’ is 1:1.69 and 1:0.96 for early and recent
English Language textbooks used in Hong Kong secondary schools respectively). Sakita
(1995) even found that females were slightly more visible than males in the introductory
EFL textbooks used in Japan (but less visible in more advanced textbooks), and Pihlaja
(2008) found an equal number of male and female characters in the text in his content

analysis of a Japanese English textbook entitled Planet Blue.

2.6.1.2 Occupational and domestic roles

In previous studies on gender representation in English textbooks, females were not only
portrayed as having different occupational roles from males, but also in a narrower range
of roles. In an early study of ESL texts, Hartman and Judd (1978) found that women were
mainly portrayed engaging in housework or child care. For the studies conducted in the
1980s-1990s, the results are similar. For example, Hellinger (1980) found that males were
involved in a wide range of occupations such as engineer, scientist, while women were
involved in less prestigious occupations such as waitress, office lady, maid, and
housewife (that is, ‘subordinated’ female roles) in English textbooks used in secondary
schools in Germany. Gupta and Lee (1990), in their analysis of two basal reader series
used in Singaporean primary schools, also found that males were portrayed in a wider
range of roles than females, and women were mostly portrayed in the nurturing
professions such as teaching and nursing. For domestic roles, housework is the main job

for females in the EFL textbooks used in Japan (Sakita, 1995). In Hong Kong, the



situation is similar. Women in secondary English textbooks have occupied such
‘feminine’ positions as secretary, receptionist, and typist over the past two decades (Lee
& Collins, 2008). Even the studies conducted in the 2000s or after show few changes.
Females were still portrayed in fewer (Barton & Sakwa, 2012) or a narrower range of
occupations (Bahiyah Dato’ Hj. Abdul Hamid, et al., 2008; Barton & Sakwa, 2012;
Gharbavi & Mousavi, 2012a; Lee & Collins, 2008), and females were often portrayed

engaging in domestic duties such as household chores (Lee & Collins, 2008, 2010).

2.6.1.3 Characteristics/Traits
In the third aspect of content analysis, males and females are often represented as having
stereotypically different characteristics or personality traits. In the ESL materials they
reviewed, Hartman and Judd (1978) noticed the phenomenon of women often being
assigned stereotypically emotional reactions, in which they were emotionally unstable
(e.g. they were easily frightened or angry about something). Similarly, in her survey of
Japanese EFL textbooks, Sakita (1995) found being emotional, crying and complaining as
characteristics of women. Besides, Evans and Davies (2000), in a content analysis of two
elementary reading textbook series (Spotlight on Literacy and Literature Works), found
that males were more often portrayed with ‘traditionally masculine’ characteristics than
females: males were notably more aggressive, argumentative, and competitive than
females, but less likely to be described as affectionate, emotionally expressive, passive,
or tender.

Males and females have also been found to be described with different numbers of

positive and negative traits. Males were depicted with more positive traits (e.g.



hardworking, creative, knowledgeable) than females (47 and 37 respectively) in the
analysed primary English textbooks, 4 selected textbooks of the Lets Learn English
series, used in Kenya (Kobia, 2009), but the opposite was found in four analysed
secondary English textbooks used in Malaysia, where negative qualities (e.g. aggressive
or naughty) were more often associated with males, and only four negative qualities were

attributed to females (Mukundan & Nimehchisalem, 2008).

2.6.2 Linguistic analysis

Another way of analysing gender representation in previous textbook studies is to
conduct linguistic analysis. Linguistic analysis of EFL/ESL textbooks has involved the
analysis of linguistic features, including male and female referents (i.e. nouns and
pronouns for males and females), adjectives used, and sexist language, which will be

reviewed as follows:

2.6.2.1 Frequency of occurrence

At the linguistic level, females are usually less visible than males in texts. Hartman and
Judd (1978) looked at the representation of women by counting the total number of sex-
linked nouns (e.g. men, girls), proper nouns, titles, and non-generic pronouns in the
reviewed ESL texts and found that male referents outnumbered the females in many cases.
The Equal Opportunities Commission (2000) in Hong Kong found that there were more
male than female referents in the form of pronouns, possessive pronouns, reflexive
pronouns, nouns, titles and first names in the analysed textbooks and teaching materials

used in Hong Kong. The ratio of male to female references was about 3:2, that is, 2591



male references to 1685 female references. Bahman and Rahimi (2010) also found that
the total percentage of nouns, names, pronouns, and adjectives referring to males was
higher than those referring to females in all three examined volumes of the English
textbook used in Iranian high schools (79% and 21%, 78.7% and 21.2%, and 71.5% and
28.5% for referring to males and females respectively).

In contrast, in counting the number of pronouns used in the texts of a modern EFL
textbook titled 7ouchstone Book 2, Healy (2009) found that there were more female than

male pronouns (159 female pronouns and 143 male pronouns).

2.6.2.2 Adjectives

Differential gender representation has also been found in the use of adjectives. For
example, the adjectives used for females have been found to be related to attractiveness
(e.g. beautiful, pretty) (Porreca, 1984; Sakita, 1995), whereas those within the categories
of reputation (e.g. famous) and intellect (e.g. intelligent) (Porreca, 1984), or related to
height or size (Sakita, 1995) may be used to describe males. Similarly, Carroll and
Kowitz (1994) found that statistically significantly different adjectives were used to
describe men and women, with women being described as beautiful or pretty but never as
important or busy. Sakita (1995) noted that even if the women’s intellect is described, the
accompanying adjectives, and the use of but (e.g. She may be clever, but she is too selfish)

may give the impression that women’s intellect is unusual.

2.6.2.3 Sexist language

Gender representation and gender stereotyping in previous EFL/ESL textbook studies can



also be evidenced in the use of different forms of sexist language, including ‘generic’
masculine pronouns and man-compounds, and order of mention (see also Section 2.3

about sexist language):

2.6.2.3.1 ‘Generic’ masculine pronouns and man-compounds

One further manifestation of linguistic sexism that can be found in textbooks is the use of
masculine pronouns /e or him when the sex of the referent is not specified (Lee & Collins,
2008) and the generic use of man and man-compounds (e.g. fireman). In the analysed
EFL textbooks used in junior and senior high schools in Japan published in 1989-1992,
Sakita (1995) found that except for the job of secretary, the masculine pronoun ke was
used when the sex of referents was not specified. The Equal Opportunities Commission
(2000) in Hong Kong also found that the generic pronoun he was frequently used in the
analysed English Language textbooks with the professions such as President,
sportsperson, farmer, and thief, implying that these professions are more associated with
males. Even in the 2010s, for an English textbook used in a developing country, Uganda,
the use of ‘generic’ masculine pronoun e when the sex of a referent is not specified can
still be found (Barton & Sakwa, 2012).

However, in more currently published textbooks, the ‘generic’ male pronoun /e
was not exclusively used (Ferguson, 2004), or less frequently used than in the earlier
textbooks (Lee & Collins, 2008, 2010). The expressions he/she, s/he, him or her, his or
her, and they were used instead (Lee & Collins, 2008, 2009, 2010), which implies a
growing public awareness of gender issues, at least in Australia and in Hong Kong. In

addition, no ‘generic’ man-compounds but only gender-neutral terms (e.g. police,



firefighter) were used for occupational terms in the examined English Language
textbooks used in Hong Kong (Equal Opportunities Commission, 2000; Lee & Collins,
2009, 2010). Gender-specific terms (e.g. businessmen, chairmen) were used only when it

is necessary to specify the sex of referents (Ferguson, 2004).

2.6.2.3.2 Order of mention

Regarding order of mention, Lee and Collins (2008, 2009, 2010), in their analysis of
English Language textbooks in Hong Kong (both earlier and recent ones) and Australia,
found that it was more likely for males to be mentioned first when two nouns are paired
for sex (e.g. Ben and Mary, males and females), except for the fixed expression ladies
and gentlemen. This may reflect the subordinate and ‘secondary’ position women have
traditionally been assigned, and may “(exemplify) a widespread perception of male
supremacy” (Davis, 1995; Lee & Collins, 2010, p. 133), even though both the male and
female terms were included. Nevertheless, interestingly, the same number of cases of
male and female firstness (e.g. Mr. and Mrs. Jones, Ladies and gentlemen), including the

order of paired nouns and pronouns, was found by Healy (2009).

2.6.3 Discourse analysis

While linguistic analysis focuses on the language itself, in the form of linguistic features,
discourse analysis (DA) focuses on the contents expressed through language (McEnery,
Xiao, & Tono, 2006). The textbook studies reviewed in Section 2.6.2 mainly concern
isolated linguistic features. However, some studies have investigated gender

representation in textbooks at the discourse level, including dialogues.



For the analysis of gender representation in discourse in the sense of represented
talk, male speakers have been shown to have higher visibility than female speakers, with
more male than female speakers in dialogues (Gupta & Lee, 1990; Mukundan &
Nimehchisale, 2008). In Hellinger’s (1980) study, about 80 per cent of the speakers were
male. Male speakers have been found to produce more utterances, and average length of
utterances uttered by males to be longer than that by females (Gupta & Lee, 1990). In
other words, the words spoken by male speakers exceeded those spoken by female
speakers (Mukundan & Nimehchisale, 2008). In terms of speech acts, the study of the
Equal Opportunities Commission (2000) in Hong Kong found that in dialogues, women
were more likely than men to give information and men to seek information, but that men
also tended to take on a more “pro-active conversational role” than women (p. 12), in that
they elicited interactions more than women but women tended to respond to elicitations
more than men.

However, Jones, Kitetu, and Sunderland (1997) found an encouraging level of
gender fairness in two of their analysed textbooks for the teaching of English as a foreign
language, Headway and Look Ahead, in that females initiated conversation slightly more
often than males in mixed-sex dialogues and there were a higher number of female turns
than male turns. Nevertheless, they suggest that the occupational and social roles in
dialogues should also be looked at to see if the gender fairness is related to these because
if, for example, all textbook female characters are secretaries and all male characters are
managers, it would not be surprising for the male characters to speak more because of
their higher status. Pihlaja (2008) also found that female speakers speak more than male

speakers in dialogues (in over 60% of the dialogues).



In her study of discourse and gender in ESL textbooks, Lesikin (1998) dealt with
‘extended discourse’ (that is, ‘continuous discourse’ or prose) by interpreting language
content and quantifying language items. ‘Language content’ includes identifying whether
the character is in the position of ‘theme’ (i.e. the first element of a clause (Halliday,
1994)) or the last stressed element in a clause, and the participant role of a noun or
pronoun in a clause (e.g. Ann as an actor is in the theme position in the sentence Ann
telephoned someone). In one analysed chapter in an ESL textbook, males were presented
with more social prominence than females, with 67% of male nouns and pronouns (but
only 33% of female nouns and pronouns) being placed in the theme and rheme (i.e. the
remaining part of a clause (Halliday, 1994)) position (including the last stressed element)
of a clause. Also, males were presented as “actors” and “sayers”, i.e. “doers” and
“verbalizers”, three times and two times more often than females respectively, i.e. 100:27
and 100:40 (Lesikin, 1998, p. 91). Similarly, Gharbavi and Mousavi (2012b), by using
Halliday’s (1994) systemic-functional approach to analyse four EFL textbooks used in
high schools in Iran, English Book I, 2, 3 and Learning to Read English for Pre-
university Students, found that there are more males than females in the positions of
Theme (e.g. He in He spent the day working), Rheme (e.g. her in The man gave her a
reward), and last stressed element (e.g. Oliver Twist in The boy s name was Oliver Twist),
with male-female ratios of 80% to 20%, 71% to 29%, and 74% to 26% in Theme, Rheme,
and last stressed element respectively. Males were also presented as actors (i.e. doers)
more than twice as often as females. In other words, there are more male than female

mentions at the discourse level.



2.6.4 Visual analysis

Visual analysis is a method of analysing gender representation which has been used in
several EFL/ESL textbook studies. Males have been found not only to have higher
visibility than females in written texts in textbooks but also in the visuals of textbooks
(Amini & Birjandi, 2012; Gharbavi & Mousavi, 2012a; Kobia, 2009; Lee & Collins,
2008, 2009; Levine & O’Sullivan, 2010; Mukundan & Nimehchisale, 2008). For example,
women have been underrepresented in the visuals of the analysed Hong Kong English
textbooks over the last 20 years (Lee & Collins, 2008), and of the 489 visuals in the
Australian English Language textbooks analysed, 56.9% depicted male characters only
but 19.2% depicted female characters only (Lee & Collins, 2009). Even in an English
Language textbook study conducted in Uganda in the 2010s, females were still
underrepresented in the illustrations: 20.7% were females compared with 79.3% of males
(Barton & Sakwa, 2012).

Apart from the higher frequency of occurrence of males and females in visuals,
males and females have also been shown as engaging in different activities or in different
spheres. First, Giaschi (2000) analysed the visuals in two selected ESL textbook series,
Headway and 4" Dimension, by using the technique of critical image analysis, an adapted
version of Critical Discourse Analysis (CDA). In the analysed 35 images, males were
generally portrayed as the manager, leader, or protagonist, while females were usually
depicted in the sphere related to fashion. Also, in 76% of the analysed images, males
were portrayed in an active role and females in a passive role in 75% of the images. In
the analysis of an EFL textbook for senior high school students in Japan (Expressways A),

Otlowski (2003) found that men were included in twelve of the seventeen illustrations



depicting working situations but women were included in only five. Lastly, males were
portrayed as more active and sporty than females (Lee & Collins, 2008, 2010), and
engaging actively in work and social activities (e.g. outdoor activities) (Lee & Collins,

2009).

2.7 Gender and Language Studies in Hong Kong

After reviewing the findings of previous studies of gender representation in EFL/ESL
textbooks, I review the gender and language studies in Hong Kong to show the
significance of my study. As can be found in the review of literature, only a few gender
and language studies in Hong Kong context can be found. Nearly all of these are related
to gender representation in Hong Kong textbooks. These studies include the analysis of
primary (Au, 2004) (see Section 1.4) and secondary (Lee & Collins, 2008) (see Section
2.6) English Language textbooks, and textbooks of other subjects (e.g. Au, 1992; Law &
Chan, 2004; Luk, 2004). One study involved the analysis of gender stereotyping in
children’s cartoons in Hong Kong (Chu & MclIntyre, 1995). The gender and language
textbook studies are summarised as follows:

Au (2004), in analysing gender representation in the dialogues of three selected
English Language textbook series used in primary schools in Hong Kong, New Welcome
to English (2™ edition), Integrated Primary English (TOC edition) and New On Target,
found that males and females were portrayed with traditional images, with the
husband/father being the decision maker whereas the wife/mother being more passive in
most conversations with her husband. Apart from analysing the textbook dialogues, Au

(2004) also observed and interviewed teachers and students, and found that many of them



reinforced the gender stereotypes shown in the textbook dialogues by role-playing the
same sex characters in classrooms.

Lee and Collins (2008) analysed twenty English Language textbooks published
and used in Hong Kong secondary schools in the 1980s-2000s, and found the following:
the ratio for the total number of female to male mentions in recent and earlier textbooks
was 1:0.96 and 1:1.69 respectively; women were often involved in a limited range of
social roles and portrayed as housewives in both earlier and recent textbooks; in visual
images, women were underrepresented, and males were portrayed as more active and
sporty than females; and there was a higher tendency for men to be mentioned first when
two nouns were paired for sex, except in the fixed phrase, in both earlier and recent
textbooks.

For textbooks of other subjects, Au (1992) investigated gender roles in primary
school textbooks of three subjects: Chinese Language, Social Studies and Health
Education. Two sets of the most popular textbooks were selected from each subject and
samples were randomly drawn from each textbook for the analysis of texts and
illustrations. The results showed that gender representation in the analysed textbooks did
not reflect the reality in Hong Kong society accurately: the ratio of males and females
was 1.9:1, but 1.038:1 for the general population in 1991; 70% of the characters engaging
in the labour force were males which was higher than the actual figure of 62% of male
workers; females were not included in the sphere of sports for leisure activities; the
family roles of males and females corresponded to the traditional concepts of “male
external, female internal” (p. 49); and most of the world-famous figures mentioned were

male. The small number of famous female figures were simply listed (as, e.g. Founder of



Mother’s Day) without their names given.

In a more recent study, Law and Chan (2004) analysed gender stereotyping in six
Hong Kong primary Chinese Language textbooks published in 1995-2000 by conducting
a content analysis. The results show that among the 14,488 characters in the 5,180 visuals
analysed, 48.73% (7,060) were males but 32.19% (4,664) were females; a higher
proportion of male than female characters (77.94% versus 68.67%) were found in public
settings, but an opposite (31.33% and 22.06% for females and males respectively) was
found in household settings, and more females than males were portrayed engaging in
various kinds of housework (5.63% and 2.86% respectively); and males were always
portrayed in occupations that have a higher status (e.g. doctors, managers and executives).

Luk (2004) analysed gender roles represented in Secondary One (i.e. Grade 7)
Chinese History and Social Studies textbooks by using the same instrument as his earlier
study conducted in the late 1980s regarding gender roles in social subjects textbooks used
in junior secondary schools in Hong Kong. While males still dominated in the Chinese
History textbooks published in 1999-2000 and women were most often wives in the two
sets of textbooks, there was an improvement in gender representation in the newly
published Social Studies textbooks. For example, there were 281 situations in which
males were represented as active and 202 situations for females being represented as
active in the 2003 Social Studies textbook; both males and female were equally portrayed
in different kinds of activities; and both parents were portrayed as having jobs outside
homes and doing household chores. In other words, females were not underrepresented
and were not engaged in gender-stereotyped occupations as in the 1984 textbook.

Lastly, the content analysis of children’s TV cartoons shown in Hong Kong by



Chu and McIntyre (1995), a study which is also about gender representation as the
textbook studies reviewed above, found that male characters outnumbered female
characters (a ratio of 2.4:1). Male and female characters were also portrayed gender-
stereotypically, with males being associated with the personality traits of being aggressive,

tough, sloppy, and strong, and females being emotional.

2.8 Conclusion

To briefly conclude, in this chapter, I started by distinguishing between ‘sex’ and ‘gender’,
followed by reviewing two related concepts: gender representation and gender
stereotyping. Then, I reviewed different types of sexist language. Before reviewing the
findings of previous studies of gender representation in EFL/ESL textbooks, I reviewed
some past frameworks of evaluation. The review of previous studies showed that gender
stereotyping and gender imbalance in language textbooks for different grade levels exist
around the world. Though some improvement has been shown in recent studies (e.g. Lee
& Collins, 2008) and some textbook writers even explicitly mention the changing roles of
women (for example, in a discussion of sport and women (Lee & Collins, 2009)), women
are still often portrayed in subordinate positions and a narrower range of roles and
activities than men. This may not reflect the reality in much of the ‘real’ world (Blumberg,
2008) and indeed reality should be reflected in textbooks as much as possible.

Building on the research gap of previous gender and language studies in Hong
Kong, and the methodology used in previous studies on gender representation in
EFL/ESL textbooks, in the next chapter, I will explain the data needed and the methods of

data analysis for this study.



Chapter 3

The Present Study: Research Design and Methods

3.1 Introduction

Primary textbooks are different from secondary textbooks in which they include not only
age-appropriate visuals (including line drawings and cartoons), but also non-human
characters (animals, fairies, etc.), and the characters included can raise further issues of
gender. In order to investigate gender representation and if the phenomenon of gender
stereotyping still exists in recently published primary English Language textbooks used
in Hong Kong, I conducted a study of textual representation of gender in two textbook
series, and analysed dialogues and visuals in selected books of the series. To achieve the
research purpose, the following research questions were addressed:

A. Textual representation of gender

How is gender represented in the reading passages in the Step Up and Primary Longman
Express series in terms of lexis and grammar?
1.  Are males and females comparably represented in terms of:

a) frequency of occurrence (both ‘types’ and ‘tokens’);

b) names and titles, or ‘nomination’;

C) pronouns;

d) ‘categorization’ (family relationship and occupational roles);

e) associated adjectives; and

f) associated verbs, or ‘social action’?

2. What is the frequency of (a) the ‘generic’ use of he, man and man-compounds and



3.

(b) the ‘generic’ use of she, woman and woman-compounds when the sex of the
referent is not specified, and are there any patterns here?

What is the frequency of ‘male/female firstness’, and are there any patterns here?

To answer Research Questions Al-3, all the reading passages of the two analysed

textbook series were compiled for subsequent corpus analysis.

B.

Discourse representation and gender

How is the discourse of male and female characters represented in the dialogues in the

Step Up and Primary Longman Express series?

1.

5.

How many dialogues are (a) between males, (b) between females, and (c¢) mixed-
sex?

How many male and female speakers are there in the single-sex and mixed-sex
dialogues?

How many utterances are there in the single-sex and mixed-sex dialogues?

How many words are uttered by male and female speakers in the single-sex and
mixed-sex dialogues?

Who initiates and who concludes the mixed-sex dialogues?

In a sample of mixed-sex dialogues in the Step Up and Primary Longman Express series:

6.

7.

Are the speech acts of the dialogues related to speaker gender?
Are certain features of conversation between male and female speakers, i.e. (a)
adjacency pairs, (b) overlapping speech, and (c¢) hesitations and other non-fluency

features, related to speaker gender?

For Research Questions B1-5, and 7(b) and (c), all the dialogues in the speech bubbles,

the self-contained dialogues (existing only in Primary Longman Express), and those



embedded in all the reading passages in all units of the two textbook series were analysed.
For Research Questions B6-7(a), only the dialogues in twelve selected textbooks (Step
Up 1B, 24, 3B, 44, 5B, and 64, and Primary Longman Express 1A, 2B, 34, 4B, 54, and,
6B) were analysed (the sampling method used for selecting these twelve textbooks will
be explained in Section 3.6.4.2).

C. Visual representation of gender

How is gender represented in the visuals in the Step Up and Primary Longman Express

series?

1.  Are male and female characters comparably represented in the illustrations in terms
of frequency?

2. What are the different visualised occupations of the adult male and female
characters?

3. How are male and female characters represented in selected illustrations in terms of
involvement in activities?

4.  How are male and female characters represented in selected illustrations in terms of:
a) size/height;
b) hair length; and
c¢) clothing?

While all visuals in the two textbook series were analysed to answer Research Questions

C1 and C2, only the visuals in Step Up 34 and 5B, and Primary Longman Express 24 and

4B were analysed in detail (see Section 3.6.5 for the explanation of the sampling method

used) to answer Research Questions C3 and C4.



3.2 Data Needed: Primary EFL/ESL Textbooks in Hong Kong

In some previous textbook studies (e.g. Amini & Birjandi, 2012; Bahman & Rahimi,
2010; Healy, 2009), the decision behind choosing certain textbooks for analysis was not
clearly mentioned. For the present study, I felt the ideal data needed to address my
research questions were the textbook series used in mos¢ primary schools in Hong Kong.
Therefore, at the beginning of the study, these textbook series had to be identified. I then

needed to select particular textbook subgenres and particular units.

3.2.1 Data selection I: Textbooks

The Education Bureau in Hong Kong publishes the List of Recommended Primary School
Textbooks in English and it is updated every month. The textbooks listed have been
examined by the appropriate Reviewing Panels of the Bureau’s Textbook Committee and
are recommended for use in primary schools, as they are considered as acceptable to
Hong Kong students in terms of ‘“coverage, content, sequence, exercises, language,
illustration and format” (Education Bureau, 2007b). According to the Bureau, schools can
use the List as a reference when selecting textbooks for their students, but this is not
compulsory.

As explained in Chapter 1, the purpose of this study is to examine gender
representation in currently published English Language textbooks used in Hong Kong.
‘Currently published’ textbooks are defined as those published since 2005 because The
English Language Curriculum Guide (Primary I - 6) was published in 2004, an updated
edition of the syllabus for English Language (Primary 1 - 6), which aims to provide

details of the Learning Targets and Objectives at primary level and elaborate on



pedagogical principles to facilitate students’ English Language learning (Curriculum
Development Council, 2004). Based on this criterion, I identified eight different textbook
series: English to Enjoy, Step Up, My Pals are Here! English for Hong Kong, Longman
Welcome to English, Primary Longman Elect, Primary Longman Express, New Magic,
and Pop Up Now (Hong Kong Edition).

Instead of analysing all eight textbook series, I decided to analyse two series
which are used in most primary schools in Hong Kong because a research project needs
to be manageable. To identify these, I sent out questionnaires to a principled selection of
primary schools. According to Primary School Profiles 2010 (Committee on Home-
School Cooperation, n.d.), there are five hundred and thirty primary schools in Hong
Kong. It would have been very time-consuming and costly to send out questionnaires to
all of them. Therefore, a ‘systematic sampling’ approach was adopted in which every
tenth school on the list of the Primary School Profiles 2010 was chosen. The major
strengths of using systematic sampling are its simplicity of drawing the sample
(McMillan, 2000) and it is easier than simple random sampling when selecting a sample
from a list (Johnson & Christensen, 2008) because every X™ school on the list was
selected to be included in the sample. As a type of random sampling technique,
systematic sampling also provides unbiased samples because the samples tend to be
representative of the populations from which they are drawn (Johnson & Christensen,
2008). Fifty-three primary schools were thus selected and the questionnaire (see
Appendix 2) was sent out to the English panel head of each of these schools to find out
which textbooks were used in his/her school (either as core texts or supplementary texts)

at different grade levels (Primary 1-2, Primary 3-4, and Primary 5-6). All eight textbook



title series were listed and the respondents only had to tick the appropriate boxes to
indicate which of these textbooks were used in their schools. With a self-addressed
envelope, the relevant teacher could return the completed questionnaire conveniently.

The response rate in the systematic sampling was however disappointedly low.
Only 21 schools returned the questionnaires, 39.6%. In order to achieve the purpose of
having information from at least one-tenth of all the primary schools in Hong Kong about
the English textbooks used in their schools, so as to identify the most commonly used
English textbook series, non-probability ‘convenience sampling’ was therefore also
adopted. McMillan (2000) suggests that a non-probability sample can be used in
situations when obtaining a probability sample is not possible. ‘Convenience sampling’ is
a type of sampling method in which a group of participants are selected because of their
availability (McMillan, 2000). McMillan (2000) suggests that convenience sampling can
assure a high response rate and it is less time-consuming than other types of sampling
method (e.g. quota sampling). Generalisability can be a problem as the selected
population may not be a representative sample. However, combined with ‘systematic
sampling’, it is believed that a more representative sample could be obtained. The same
questionnaire was thus also sent out to fifty primary school English teachers from
different schools I know personally, through email. Forty of them returned the
questionnaire. Among these forty teachers, the school of only one was the same as the
original sample and so the questionnaire was omitted. With this combination of
systematic and convenience sampling, information about the use of English textbooks
from 60 different primary schools was obtained (21 and 39 schools obtained from

systematic and convenience sampling respectively): five from Hong Kong Island,



nineteen from Kowloon and the rest (thirty-six schools) from the New Territories.

Among these sixty schools, two did not use any of the textbooks suggested by the
Education Bureau in its List of Recommended Primary School Textbooks in English
2010/11 School Year, because the CECES (Hong Kong Council of Early Childhood
Education and Services) English Learning programme is adopted from Primary 1 to
Primary 6 in these schools. (The CECES programme aims to help children develop their
English language ability in an interesting and creative way by using their own published
well-illustrated storybooks (Hong Kong Council of Early Childhood Education and
Services, 2009-2010)). Four of the schools used textbooks only from Primary 4 to
Primary 6 and, in two schools, textbooks are used only in Primary 5-6. In this study, I
was only interested in the schools in which textbooks were used throughout the school
years to make the counting of the number of schools using different textbook series more
accurate.

Excluding those schools and/or grade levels in which the eight commercially
produced textbooks were not used, the data collected from the returned questionnaires
showed that Step Up, published by Educational Publishing House in 2005, with Dr.
Arthur McNeill and Dr. Vivienne Yu as the consultants, is the textbook series used by
most schools, followed by Primary Longman Express, published by Longman Hong
Kong Education in 2005 and written by Alison Wilson and Katy Clarke (1A to 3B) and
Alison Wilson, Katy Clarke, Ella Hall and Mabel Sieh (4A to 6B). (Figures 3a, 3b and 3¢
below show the details of the use of different textbook series in Primary 1-2, Primary 3-4,
and Primary 5-6 respectively). However, the differences among different schools in the

use of the different series cannot be tested for significance because the data size is small.
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Figure 3a  The use of different titles of English textbooks in Primary 1-2
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Figure 3b The use of different titles of English textbooks in Primary 3-4
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Figure 3c  The use of different titles of English textbooks in Primary 5-6

As can be seen, the patterns shown in the three Figures are consistent. The
number of schools using the different English textbooks in Primary 1-2 and Primary 3-4
was similar. However, in Primary 5-6, slightly more schools used New Magic than
Primary Longman Elect.

The two series Step Up and Primary Longman Express were then chosen to be the
main data set because these two textbook series were used in most primary schools
among the sixty surveyed at all levels (Step Up is always the most popular and Primary
Longman Express the second in Primary 1-2, 3-4 and 5-6). Step Up is written for Hong
Kong primary EFL/ESL students and the two consultants are based in Hong Kong (one
previously taught in the teacher-training institute while the other is currently teaching
English in a university). The Primary Longman Express series was also written according

to the requirements set in The English Language Curriculum Guide (Primary I - 6), so it



can be considered to be suitable for primary school students in Hong Kong. The whole
series of Step Up and Primary Longman Express comprise twenty-four textbooks, twelve
textbooks for each series (1A, 1B, 2A, 2B, ... 6B). In Step Up, with eight units in each
textbook, a task-based approach is adopted “to encourage integrated language use and
enable pupils to see the relevance of language learning” (Educational Publishing House
Limited, 2009). A reading text in each unit provides a context for the integrated learning
of grammar items and vocabulary. Besides that, pupils are provided with opportunities to
develop the four language skills (listening, speaking, reading and writing). Therefore, in
addition to the reading text for developing reading skills, each unit also has a listening
exercise and a writing task. With a section on phonics, listening and reading aloud
abilities can be developed as well. Also, pupils’ speaking can be developed from the
dialogues in different units and the speaking task. For Primary Longman Express, there
are seven units in 1A-3B and eight units in 4A-6B. It is a textbook series which includes
a wide range of text types to help learners fully develop their English language skills,
expose them to different aspects of English language, and teach grammar and phonics in

context (Pearson Education Asia Limited, 1997-2013).

3.2.2 Data selection II: Textbook subgenres

After selecting the textbook series to be analysed, prior to the analysis of gender
representation, different subgenres within the textbooks were identified because one
major assumption of my study is that different textbook subgenres may show different
forms of gender representation. ‘Genre’ is a French word which means ‘type’ (English,

2011). Talking about the genres of texts means referring to the fact that texts can be



classified into different types (Paltridge, 2006), or, in a broader sense, either spoken or
written texts. Texts are distinguished into different genres based on the convention of
what a certain type of texts is like and the linguistic elements included in the texts to
achieve their intended communicative purposes (e.g. to promote reading comprehension
for written texts), that is, the ‘generic coherence’ suggested by English (2011). Based on
the suggestion of the Curriculum Development Council (2004) that a variety of text types
should be introduced to learners at primary level for Key Stage 1 (Primary 1-3) and Key
Stage 2 (Primary 4-6), in the whole series of Step Up and Primary Longman Express,
pupils are exposed to and expected to produce different types of genres. In Primary 1-3,
the genres of rhymes, songs, stories, poems and posters can be found, and biographies,
myths, plays and expositions are introduced in Primary 4-6 (see Tables 3-1 and 3-2 in
Appendix 3 for details of the different text types included in different sections of each
unit, including the reading text and the writing task, of the whole series of Step Up and
Primary Longman Express, with the labels of these different text types given in the
teacher’s edition).

Each genre can be further divided into different subgenres (Conjecture
Corporation, 2003-2013). Subgenres are important to language textbooks, especially for
EFL textbooks, because one major task of the EFL textbooks is to show learners a wide
range of different uses of the language in different text types (Lahdesméki, 2009) and to
achieve different pedagogical purposes. The different subgenres found in the two

textbook series are presented in Table 3-3 in Appendix 3, in order of frequency.



3.2.2.1 The importance of reading passages

One of the subgenres within the textbooks selected for analysis in this study was the
reading passage, for example, Ben’s Family in Step Up 1B Unit 1 and Talented People in
Primary Longman Express 54 Unit 7 (see also Tables 3-1 and 3-2 in Appendix 3 for the
titles of different units’ of the two textbook series). In the two selected textbook series,
the reading passage of a unit can be easily identified as it is always the first part of a unit,
and is indicated with an instruction “Read about ...” (in Step Up) or a section label
“Reading” (in Primary Longman Express). The contexts of the reading passages of Step
Up are often school (e.g. 34 Unit 5 is about a fashion show at school) or home (e.g. 24
Unit 1 is about visiting Grandpa and Grandma at their new house, and 4B Unit 6 is about
moving to a new flat). Other common themes of the reading passages include jobs,
shopping in a supermarket, and people we admire. In Primary Longman Express, the
topics of the reading passages are also varied. These include good and bad behaviour (2A
Units 1 and 2, and 5A Unit 1), classmates (3B Unit 2), new friends (4A Unit 1), and
school events (3A Unit 1 and 3B Unit 5).

The rationale behind choosing the reading passages is that, in my experience as a
school teacher for a number of years, teachers in Hong Kong usually spend a great deal
of time teaching reading passages. Besides, the reading passages are of a variety of
different text types (subgenres) to which primary school pupils are expected to be
exposed and they provide pupils with “meaningful contexts for the integrated learning of
grammar, vocabulary and language use” (Educational Publishing House Limited, 2009).

The vocabulary used in reading passages also plays a crucial role. As mentioned in

> The unit titles are also the titles of the reading passages in the different units of both textbook series.



Chapter 1, the first exposure to the key vocabulary used in textbooks can leave a strong

impression on learners and influence their usage in the future (Maehara, 2010).

3.2.2.2 The importance of dialogues

Apart from the reading passages, dialogues (both single-sex, i.e. between-male and
between-female, and mixed-sex) for teaching pupils speaking skills can be found in
nearly each unit of the two textbook series. Wong (2009) suggests that dialogues in
language textbooks provide learners with models so that they know how to communicate
in real contexts. Thus, dialogues were another subgenre selected for analysis. In the two
textbook series, three types of dialogues can be identified: speech bubbles (see Figures 3d
from Step Up 14 p. 5 and 3e from Primary Longman Express 1A p. 2), self-contained
dialogues in speaking tasks (outside speech bubbles and not embedded in reading
passages, and this type of dialogues can only be found in Primary Longman Express) (see
Figure 3f from Primary Longman Express 34 p. 3), and dialogues embedded in reading
passages (see Figures 3g from Step Up 3B p. 29 and 3h from Primary Longman Express
54 p. 33). They all match the reading passages in contexts or themes, for example,
greeting new classmates (Step Up 14 Unit 1 and Primary Longman Express 14 Unit 1),
asking for directions (Step Up 54 Unit 3 and Primary Longman Express 4B Unit 4), and

asking for someone’s permission (e.g. Step Up 2B Unit 4).
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Figure 3e  Speech bubbles in Primary Longman Express

Figure 3f

Self-contained dialogues in Primary Longman Express
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Figure 3h  Dialogues embedded in a reading passage in Primary Longman Express



3.2.2.3 The importance of illustrations

Almost all language textbooks include visuals because illustrations play an important role
in textbooks, especially primary textbooks, presumably to enhance students’ learning
interests (Hibbing & Rankin-Erickson, 2003; Lee & Collins, 2010). Also, students can
understand the text easily if the accompanying illustrations match with the text (Hibbing
& Rankin-Erickson, 2003). In Step Up and Primary Longman Express, the visuals
include line drawings drawn by illustrators and photographs, and can be found in nearly

every page of textbooks. Therefore, they were analysed in this study.

3.3 Data Preparation

The two analysed textbook series were available in their entirety in the library of The
Hong Kong Institute of Education (a teacher training institution). Since soft copies of
Step Up and Primary Longman Express could not be accessed, I typed out all the reading
passages of the twenty-four textbooks, which consist of one hundred and eighty-six units,
for subsequent textual analysis (Research Questions A1-3). Also, conversion done by the
optical character recognition (OCR) software which works with a scanner to convert the
printed characters in the textbooks into computer-readable texts in any case is not 100 per
cent accurate. The twenty-four textbooks of the two series were also borrowed from the
library for the later analysis of dialogues and illustrations to answer Research Questions

B and C.



3.4 Building and Analysing a Small Specialised Corpus

As twenty-four textbooks were to be analysed to answer Research Questions A1-3, which
include all the reading passages (one reading passage for each unit) and the dialogues
embedded in the reading passages of one hundred and eighty-six units, manual analysis
would have been very time-consuming and involve an enormous amount of work. There
might also have been problems concerning reliability and validity if a large amount of
text had been analysed manually (Yuen, Yasin, Bakar, Jaludin, & Hamid, 2008).
Therefore, all the reading passages were, as indicated, typed and then saved as .txt files
so that they could be analysed with AntConc, a kind of corpus analysis software
developed by Laurence Anthony. AntConc was used because it is freeware, simple to use,
and offers a number of tools for corpus analysis for this study including the Word List,
Concordancer, and Concordance Plot tools.

The whole corpus includes all the reading passages of Step Up and Primary
Longman Express, comprising 37,364 word tokens (19,674 words for Step Up and 17,690
for Primary Longman Express). Although the corpus size may be small, corpus size is not
an issue if the texts are representative enough of the type of language under investigation
(Reppen, 2010; see also Handford, 2010) and allow a researcher to answer his/her
research questions (Koester, 2010). In fact, Leech (1991, p. 10) writes that “(t)o focus
merely on size, however, is naive”, and that a small specialised corpus also has the
advantages of allowing a researcher to examine the contexts in which a certain word
occurs in the corpus easily because of its small size, and can better represent a particular
genre or text type the corpus is built of than can a large general corpus (Koester, 2010). In

order to compare how gender is represented in the two textbook series, the reading



passages of these two series were saved separately as two different folders. All the words
in the corpus, with their frequency (i.e. the number of occurrences), are listed by using
the Word List tool. The Concordance tool shows users Zow a search item (i.e. a ‘node’ or
‘node word’) is used in the corpus by showing all the instances of the node in the corpus
in the form of text lines, but where a search item appears in the corpus can be found by
using the Concordance Plot tool, with each box representing a file and the multiple lines
inside the box representing the relative positions at which the search item can be found in
the file (Anthony, 2004). The version used in this study is AntConc 3.2.2. 1w for Windows.

Similar to Hellinger’s (1980) method to identify if distortion of females (i.e.
representing females in a more negative sense) is present by analysing the collocation of
predicates with female headnouns, one way to find out how male and female characters
are represented linguistically in this study is to look at collocations of gendered terms
(Research Questions A1(c)-(e)). Collocation refers to the tendency of two or more words
to associate with each other (McCarthy & O’Dell, 2005-2008; O’Dell & McCarthy, 2005-
2008). It is another major area of investigation in corpus linguistics (Schmitt, 2000) and
Collocates in AntConc was used to compute the collocates automatically, for example,
she might collocate with short, or man might co-occur with active. By using the AntConc
program, it is also possible to calculate the statistical significance of each co-occurrence
of collocation by measuring either the MI (Mutual Information) or the T-score (Hunston,
2002). McEnery and Wilson (2001) note that the higher the MI score, the more associated

a given node word is with its collocate.



3.5 Research Ethics

For most research studies involving publicly available written texts, prior to the analysis
of data, ethical issues of handling the data have to be considered. Since the data of this
study consists solely of two English Language textbook series, a kind of published
materials, no ethical dilemma arises from the use of these data. In terms of copyright,
based on the Copyright Ordinance in Hong Kong, “fair dealing with a work for the
purposes of research ... does not infringe any copyright in the work or, in the case of a
published edition, in the typographical arrangement.” (Intellectual Property Department,
2004) Therefore, there were no ethical problems using the two English Language
textbook series for the compilation of my textbook corpus. However, as all the reading
passages of the two series were typed and saved to be analysed by AntConc program and
some selected visuals were scanned to be inserted into this thesis, letters were sent to the
two publishers to obtain their permission, because it is clearly stated in the textbook
series that “no part of this publication may be reproduced, stored in a retrieval system, or
transmitted in any form or by any means, ... without the prior written permission of the
Publishers”. The permission of both Educational Publishing House Limited (the publisher
of Step Up) and Pearson Education Asia Limited (the publisher of Primary Longman

Express) was obtained successfully.

3.6 Methods of Data Analysis
After explaining what data were needed and how the textbook corpus was compiled, in
this section, I explain the methods of data analysis used, with reference to the methods of

previous studies on gender representation in EFL/ESL textbooks.



3.6.1 Content analysis

The first method used for analysing textual representation of gender is content analysis.
Content analysis involves a “systematic” study of the content of a text (Sunderland, 2011,
p. 39), which provides a ‘background’ for subsequent linguistic analysis (Sunderland,
2011). The simplest form of content analysis of gender representation involves
identifying particular categories such as different ‘types’ of protagonists and their
different social and occupational roles. Content analysis also often includes frequency
counting to find the quantitative information such as whether the number of male and
female characters is equal (Clark, 2002). It may take the form of quantitative visual
analysis (see Section 3.6.5).

Content analysis was conducted in this study because it can provide “an objective,
quantified description” (Equal Opportunities Commission, 2001, p. 64) about the
frequency of occurrence of male and female characters in the reading passages of the two
analysed textbook series to answer Research Question Al(a), that is, ‘Are males and
females comparably represented in terms of frequency of occurrence (both ‘types’ and

‘tokens’)?’

3.6.2 Linguistic analysis

Gender can be represented in a subtle, non-obvious way in a text through various
linguistic devices and this can be explored by conducting linguistic analysis. Gender
representation in textbooks can be explored by analysing linguistic features such as
reference to characters in terms of noun phrases and adjectives, and verbs used in

association with male and female characters’ activities and processes, both which they



carry out and are subjected to, together with discourse roles in dialog