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ABSTRACT

} Ryan Ann Malloy
- A STUDY OF THE ROLE OF GENDER
' IN THE CLASSROOM
2004/05
- Dr. Susan Browne _ o
Master of Science in Teaching in Collaborative Teaching

The purpose of this study is to examine the role 'gender plays in the classroom, through
considering both teacher and student perceptions of gender and how those -perceptions
impact student learning and socialization. Conducting my early research it became
evident that the three underlying forces that allow gender to impact the classroom
environment are socialization, individual perceptions, and instructional i)ractices. In order
to understand the true influence of gender in the classroom I incorporated a .qualitative
study on these three interrelated pieces to see how they came to life in an actual
kindergarten classroom. Students took part in. face-to-face interviews, a "community
helper" picture sort, and a sméll-group "community helper" ‘mini-lesson.- The data sources
allowed me to see how early. socialization inﬂﬁen’ced the gender perceptions of
kindergarten students and their view of the comniunity around them, as well as the

influence a teacher's instructional approach and language could impact students' beliefs.
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Chapter 1

Introduction

- It is three o’clock in the afternoon. Students are bustling around
the classroom during free time. The teacher is working at her desk
grading papers and getting things organized for the next day. You

“can hear the sound of children talking and laughing as they play.

~ A couple of boys are playing with a Game Boy at the back of the
room, while three girls play with cash registers. Another student is

- sitting at his desk quietly drawing a picture of an airplane. That is
when Adam walks over to me. '

Adam: “Miss. M. will you play house with me?”

Miss M.: (Thinks to herself) Is he really asking me to play
house? Adam? The student who acts like “Mr. Tough Guy”
around the other boys in the class? Most boys do not play
house. Most rather play with the Game Boy or do a puzzle.

After thinking about it for a moment I reply,
“Sure Adam I will play house with you.”

Adam: “Great, you be the Mom. Mom can I go play outside?”

This vignette was taken from a true experience that I had in a classroom. The
classroom was a self-contained special education class with students ranging from first
through ﬁfth grade, between the ages of seven and ten. Every afternoon the students had
free time and would play with their peers. The day this student came over to me and |
asked to play house I was shocked, it did not seem like something he would do. In the

~ days that followed Adam continued to ask other teachers and girls in the class to play



house. Looking back on this experience, it opened my eyes to the world of gender bias.
Gender is something that we cannot escape, there are boys and there are girls in every
classroom, men gnd Wo_men work together in the workplace, it is part of life. Yet, being
in schools I have become awaré of how subtly things are “gendered,” or classified as
something a boy or girl would, or should ao. Having a male fourth-grade student, who
seemed to be “Mr. Tough Guf” a&ound his male peers, ask to play house was unsettling
because in my mind it was just not something a boy willingly plays at this age. I could
* image younger children, of both sexes, playing house together in pre-school and possibly
even kindergarten, but in the upper-elementary school grades students are usually already
socialized to genderéd roles of what it means to be a male or female in American society.
As children get older their play typically follows “gendéred norms.” It was this event that
helped open my eyes to the fact that [ myself have developed gender bias over the years.
While carrying out my study I found that this bias is due in part to our socialization and
often comes as a result of expectations around gender and not necessarily a set of beliefs
about what boys and girls can or should do.

Story of the Question

One’s gender influences his or her life in many ways. As soon as a baby is born
they are dresised in pink or blue. Children are socialized to fit the “norm” gender roles in
their early years. They play games, are given toys, and reéd stories that foster American
society’s gender norms. Once children start school, gender stereotypes are still
perpetuated in subtle ways. Teachers often “gender” tasks by splitting the class into boys
and girls. This causes young students to create another means of categorizing people,

along gender lines: male and female. Teachers’ perceptions of gender associated with



academic subject areas also subtly, or even directly, foster gender stereotypes and bias as
the elementary years progress. |

Growing up I always told myself I was bad in math, something that many girls
find themselves doing. After develoi)ing the research question for this study I started to
realize that I was most likely impacted by gender bias over the years. The vignette at the
beginning of the chapter also shows that I have internalized some of our society’s gender
biases as I became more and more sdcialized tovmeét American norms. As a student, 1
always received good. grades, usually A’s, during my elementary through high school
career. The only area I struggled in was @ath. Looking back now, I recall that in high
school my teachers always seemed to favor. the malé students. I recall my geometry
teacher especially, who often called on the boys and small talked with them at the
beginning and end of class. The boys always re;ceived high praise for doing well on tests
as well. I usually found myself hiding my test score when I got a test back because I
wanted to do better and doubted my own ability. I never asked for help because I feared
the “Smart Board.” My geometry teacher used the “Smart Board” during class for
stucients to go up and do problems they had trouble with. As the teacher worked with you
through the problem he often made sarcastic comments. I did not want to be humiliated
in front of my peers sb I would sit and hope another student in my class would have
difficulty vﬁth the same problem and go up to the board. Looking back on my own
schooling, higher-level math was when my own education was impacted by gender
stereotypes.

During my five-year program at Rowan University, I spent a lot of time in schools

in a wide variety of placements and classrooms. Over time I have observed how teachers



gender tasks during a normal school day, usually in an attempt to be “fair.” Watching
students seated boy, girl,i boy, girl in a music class, to having students walk to the
bathroom in all-bqy and all-girl lines, I havg witnessed the subtle ways teachers split their
classes down éender lines. During the éarly elementary school years this is impacting the
. students through Socia'lization, allowing them to see one way to categorize people is by
gender. I have ﬁlso witne'sséd ho§v teachers often interact with boys more frequently than
girls during group lessons. Yet, a lot of the attention was focused on getting the male
students to calm dbwn, since they often wanted to participate, Which was a. behavior
noted in research oﬁ gender that has been noted in boys. Frqm being in actual classrooms
. I have started to become knowledgeable of wéyé teéchers perpetuate gender stereotyping
in both subtle and direct ways.

Due to my experiences in schoois I knexév that studying gender was what I wanted
as the focus of my thesis. Gender is evident in any .classroom, no matter what grade fevel, :
and both the teacher and the students have their own gender perceptions, which impact
intgractions between members of the classroom community and with instruction. The
wealth of reséarch’I found-éaﬂy on in my study showed that gender can be looked at in
the: areas of socialization, perceptions, and instructional pra(:tices. Personaliy, I began to
feel that early socijalization and perceptiﬁns go hand-in-hand. The perceptions then play a
role in a.teacher’s instruction and the way students interact with what is presented in the
classroom, each other, and the teacher; Once 1 found myself in kindergarten for my
student teaching placement things ﬁegan to really come together. I knew since the
students were youﬁg, and had not had much schobl experience yet, [ could really get an

in-depth look at the gender perceptions and view of the world younger students bring



. with them i_nto the ‘classroom. Thus, studying student gender perceptions is a large piece
of t_his study. Observing the way the teacher interacts with the students, encourages them
to work _together, and uses instruction to either inhibit or perpetuate gender stereotypes is
_ the other key focus.. |
The Research Problem .
Somahzatlon is one key source of gender blas because it is how we learn to fill
Our roles mcludmg wthose of gender through 1nteractmg with others and modelmg our
' behavror after others around us (Heyman 2004) We are raised, starting at a young age,
to thmk that boys play sports rolI around in the drrt and burld w1th blocks, while girls
» pl'ay wrth_ dolls, play house, and dress up in fancy clothes. Due to this early socialization,
- children grow up to categorize activities as either ﬂﬁngs boys or girls do (Zhumkhawala,
- .l 997). This often leads children to play w1th peers that are of the same gender (Bigler,
1995). In classrooms, in the park; and on the playground it is evident that girls play with
girls and boys play.with boys. Children are comfortable playing with others that are like
themselves. |
‘Once children enter school gender bias is perpetuated in other ways. Walking
down the hall I have noticed teachers taking their classes down to the lavatory with boys
in one line and girls in another. ?es, it seems like a convenient, systematic way of giving
the class a bathroom break, but it also leads to further categorizlng things by gender.
Having boys marchirrg down the hall in one line and girls in another allows students to
categorize people along gender lines. It is one subtle ways that students see that “boys”
and “girls” are different (Bigler, 1995). A lot of things teachers do to be “fair” help

students categorize people into two groups: boys and girls. Having the class sit in rows



| boy, girl, boy, girl or bylsplitting the class to read a stoz_'y page by page having the boys
read one and the girls tead another; are subtle ways that foster gender categorization
(Orellana, 1995). The teacher .may be doing this out of fairness, without even realizing
. - that he or she is .helping.foster stndents" gender perceptions. Finally, nsing gender as a
means of competition in the classroom is another practice. Teachers often have the
students read aloud boys doing one page and girls doing another, and make comments
hke “Girls lets see 1f you can read that better than the boys just did.” Competition is a
major part of education today, and splitting it down gender lmes also enhances the
development of gender’stereotypes amongst students (Orellana, 1995).

The biggest problem of “gendering” tasks in ‘school is when it becomes linked to -
: speeiﬁc academic subject matters. Most noted gender biases 'associated ‘with education
are those linked to the different subjects taught in school, especially math science, and
~ language arts. These sub_]ect areas are commonly equated with gender stereotypes, in that
vone gender is “percexVed” to he b_etter at them than the other. Math and science are
subjects that boysare lperce_ived to ‘.‘do:better in” or succeed more. Girls on-the-other-
hand are usually seen as good in literacy, good readers and_ writers, as well as cooperative
| learners who work well with Others (Duffy, 2001). Teachers perpetuate these .gender
stereotypes in many.ways during the school day. It has been found that teachers call on
boys more than girls during group lessons to anstlver questions, especially in math and
' scien(':e. (Duffy, 2001). They also receive more feedback than girls in the area of math
and science, whether the feedback is positive or negative. Due to this, many girls start to
. believe that they are bad in math, or that boys are supposed to achieve more in these

academic areas. Since girls are often not called on when they raise their hands, it also



causes many female étﬁdents to’become passive Ieamefs. Yet, it is not necessarily “bad,”
they are viewed as quiet and well behaved (Owens, 2003). Teachers often ask girls to be
helpers in the classroom more often because they are viewed as more cooperative.
However, even when the activity is hands-on in sciencé class, boys seem to dominate the
group work in higher-grade levels because female students have taken on the mére
passive role (Jovanovic, King, 1998). .Gender~stereotypes impact male students in the
area of ‘Ianguage arts (Blair, Sanford, 2004). Boys’ fine motor skills develop slower than
girls, which leads to girls being perceived as “neater writers.” bThus, teachers will often
call male students’ work slqppy because they are not on the same developmental level as
the girls. In all, lihking gender to content areas has spawned a lot of research over the
years. Research has looked at the impact gender has had on student achievement and
self-perception, and whether or not students internalize these very gendered stereotypes.
In the following section, I will provide a more in-depth overview of the research done by
those studying gender the last ten years and today.

An Qverview of Related Research

To get a better understanding. éf how gender impacts education I considered
research that has been done over the pasf ten years. My goal was to find literature that
addresses to the impact gender has in the classroom and to the ways teachers and their
practices foster or irihibit the dévelopment of gendér perceptions. While researching I '
found that the key issues that revolve around gender and education f6§u§ on socialization,
the gender perceptions teachers themse_lv¢s have related fo academic subject areas, and
" instructional practices. Lobking at these three Eore areas can help guide my own study

and help me find ways to close the gender gap perpetuated in many classrooms.



. Socialization

Socialization is the first key area to consider when trying to understand gender
and its impact in school. Understanding how a child develops his or her own views of the
world can lead to an understanding of gender stereotypes and how they form. Children
learn how to fit the gender norms of our society through socialization, starting at a young
age, from parents and teachers. Socialization is the way they learn to understand the
world around them and develop schema about things like gender (Heyman, 2004, p.1).
Much research has been done that focuses on socialization during a child’s early years at
home and in school. “Dolls, Trucks, and Identity,” (Zhumkhawala, 1997), focuses on
the study of early socialization at home and in school. Zhumkhawala (1997) concluded
that parents and teachers promote the development of gender stereotypes through
encouraging children to play with “gender-appropriate” toys (p. 1). Since young children
easily categorize things as they create échema about the world, Zhumkhawala believes
children should be allowed to explore their world using their imagination, and their adult
role models should avoid the use of gendered language (1997, p. 2). Heyman (2004) also
studies the impact of early socialization and how it later filters down to students’ future
perceptions about gende; and academic content area achievement. Heyman finds that
children’s schema of the wqud are influences by the larger society’s representations of
gender, and student beliefs in the academic domains depend on whether or not children
internalize society’s gender stereotypes linked to these areas (2004, p. iO). Her study
provides an in-depth look at how early socialization, coupled with teacher perceptions at
school, causes students to apply their gender schema to academic subject areas of math,

science, and spelling.



Ecc.le:;,; Wigfield, Harold, and Blmﬁénﬁeld (1993) carried out another study that
helps my' underétanciing of sbqializatjon’s inﬂueﬁce on gender stereotypes, through
proifiding insight on how it impac;ts the valueé students place on different tasks in the
classroom. This'. study states ﬁow s_tudents% early experiences directly inﬂuence” which
subject ';clreas studenis feel more competerlt- in as tﬁey grow older, éﬁd by the late
elementary school 'years. girls and boyg begin to fit into aqademic gender roles (Eccles,'
Wigtfield, ﬁa.’rold, & Blumenfield, 1993). Finally, Bigler (1995) considers the impact the
classroom environr-nentll itself, especiélly the social atmosphere, inﬁpacte’d the
develoﬁmeht of gender S’;erebfypes." She studied three classrooms; classfoom one in
which the teachér gendercv:d‘ 'tasks; class.rloo,vmtwq in which students were grouped basedv
on colors; and classroom three Was: a gender—free eﬁvironment; and found that students in
the gender and color orientéd claSsréoms deveiopéd more stereotypes and categorized
“people m:oré frequeht]y, than those in the.. gender-free, ster:ezotyﬁe-ﬁee classroom (Bigler,
1995). '. Her study shows how the classroom environment can easily be a place that
perﬁetuates or iﬁhibits stereotypes. All of these researchers maké it clear that
socialization has é major influence on the role gender stereotypes can play in the
classroom. Through my study I \INill also consider the role socialization plays iﬁ the

classroom, and how it filters down into teacher, student perceptions on academics.

Teacheri and Student Percepﬁons of Gender Performance

- After considering socializatioﬁ, it is important to consider teacher perceptions
based on génder and student performance. Teachers’ perceptions about gender can play a
major role in the perpetﬁation' of gender stereotypes in the classroom (Duffy, 2001).

Teachers should sit back and consider the gender perceptions they place on academic



subject areas and student achievement in their classrooms. Research has found the values
a-teacher places on math, science, and literacy is often impacted by his or her own
personal gender stereotypes. Jim Duffy (2001) considers the impact teacher perception
of gender performance has on students in his study. Duffy finds that teacher-student
interaction is a major means by which teachers perpetuate gender stereotypes in the
' elassroom. He states the higher level of teacher-student interaction directed towards male
students motivates boys to be more actir/e, engaged students and drives them to achieve
more, whereas grrls are oﬁen overlooked (Dufty, 2001) Sherry Owens (2003) discusses
teacher perceptions of student performance as well as instructional practices, which
perpetuate gender stereotypes in_ school. Owens states, like Duffy, that teacher-student
interaction perpetuates gender stereotypes (2003). Understanding teachers’ perceptions
helps provide irrsight on how these values irnpact students’ eelf—esteem and self-efficacy
when it comes to the subject ureas of math, science, and literacy. She feels calling on
" male students more freduently makes girls passive learners and allows them to conform
to society’s gender stereotypes that coincide Wlth particular subject areas (Owens, 2003).
Incorporating instructional praetices and materials that are gender-balanced is the best
way to.ericourage all ._studen.ts to ‘achieve and take risks in the classroom (Owens, 2003).
Orellana (.19:9:5) looked clos_ely at how teachers own .values impact students through a
_ study carried out in two separate classroomvs. In the article:Orellana closely studies how a
. tea_cher’s values are oerpetuated through instructional techniques. Qrelldna studies two
very different teachers, with very different literacy practices, and finds that in ,both
classroorns' -gender was perpetuated »in different ways. One teacher had a highly

structured, orgamzed classroom and oﬁen grouped students along gender lines to carry
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out classroom literacy activities. The other teacher had a more laidback classrqom in
which sﬁldents had freedom of choice in reading material and writing assignments
(Orellana, 1995). In both classrooms students perpetuated gender stereotypes in the way
they interacted with literacy, sticking to genre’s that were “gender” appropriate (Orellana,
1995). Orellana’s study provides a poWerﬁll insight in how socialization impacts student
gender believes, as well as how teachers’ perceptions and instructional practices can
- directly, or subtly, foster gender stereotypes. My study will further explore how teacher
perceptions influence those of students, and how it hnp‘acté student performance across
subject areas.

Instructional Practices

Studying instructional practices constitutes a third area that provides insights into
how teachers respond to gender in the classroom. Teachers foster gender stereotypes
through instruction, sometimes ’without' even realizing it. Owens (2003) and Orellana’s
(1995) studies were key in binpointing vh’ow instmctionaf practices used across content
areas, coupied w1th teaciler- percéptions, perpetuate the development of gender
stereotypes. Due to this, 1 wanted to find wayé a teacher could close the “gender gap”
through instruction. vJon_es (2000) c_onsidérs gender equity training for teachers and found
training that was successful m making‘ a classroom “gender-free” and others that had no
impact on teacher préctices. .'Jor.l'es-ﬁnds that traiﬂing that encourages teachers to consider
their own personal behaviors and perceptions is the only means to successfully create
classrooms that are “gender-freé” (2000, p. 5). Jovanovic and King (1998) studies the
impact that hands-on learning in science had on bofh male and female attitudes towards

science in hopes that this practice would allow girls to have higher self-efficacy in
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science. Surpnsmgly énough{ J(;vaﬁéjvic‘and King:‘foﬁnd that hands-on learning did not |
change female 'st‘uder.lts’. perceptions of science becéuse male students dominated hands-
-on taské ' and‘ girls were often }v);r:‘lssivet participants (1998). Thus, pointing out the
impértance of early socializétioﬁ’s impact on students’ gender perceptions and academic
self-efﬁcécy. Biair and Sanford (2004) studied the ‘im‘pe-tct instructional practices have 6n
male studen_ts in literacy. Their study found that boys and girls interact with literature in
diﬁ"ereﬁt ways, thus leading to boy.’s _béing unfairly stereotyped (Blaif & Sanford,.2004,
p l453). Providiﬁg a literacy program based on student interests is What Blair and
- Sanford cieclaré an eﬁ'egﬁtive approach to developing a: gender—ﬁee- literacy classroom
(2004).' Orellana (1995) and Zhumkhawala’s (1997) studies also considered the area 6f ‘
instrucﬁonal practices, while linking them to 'soci.alization and teacher perceptions on
gender _reIafed to academic subject areas. |
All of the research doﬁe over the past ten years shows ?:hat gender stereotypes do
~ impact many claés‘rooms. My study will further exﬁlore fhe inﬂuénce of early
sbéialization on student gender schema and hbw. they impact student performance.
Studying the way iﬁ which tﬁe teachet interacts with the students can give helpful insigh;c
on the teacher’s own génder perceptions and how it influences students’ gender beliefs.
Instructional practices will also be considered in order to better understand tﬁe direct and
subﬂe ways gender stereotypes are perpetue;ted in the classroom. Through my own
research I hope to find ways td close the “gender gap” in Améﬂca’s edu(;ational system
through exploring socialization, teacher and student perceptioné of academic
achievement, and how perceptions aré impacted by instructional practices in the

classroom.
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Importance of the Study and Potential Audiences

This study is not only beneficial to teachers and administrators in the schools, but
to pre-service teachers as well. Teachers should have a better understanding of gender
~ perceptions that are evident in American schools. Even though a teacher may feel that he
or she is not personally bias, when it_ comes to gender, they may Be. I never thought I had
gender biases until the day the male student asked me to play house.v Our society
unconsciously socializes children to grow up with a schema of the world that portrays
gender roles in subtle ways (Heyman, 2004). If teachers better understand their own
perceptions of gender and how they relate those values to academic subject areas they
could possibly use their own personal instructional practices to close the gender gap
inétead of fostering gender stereotypes. There are a lot of subtle ways teachers help
socialize children to categorize people along' gender I'mes, including essentially harmless
practices of having students sit boy, girl, bby, -gvirl (Bigler, 1995). Knowing how one
responds to gender in .the classroom is the bést way to close the gender gap if a teacher is
.willing to accept his or her o@_persond gender-bi_a.; and is willing to change.

Pre-service teachers k_W(.mId also béneﬁt from this study because they are the
educators of tomorrow, and have the abilitsf to go iﬁto schools and shed new light on
innovative instructional practices. If pre-service tgachers are educated on the fact that
gender stereotypes are prevalent in Anicricah schools, how the stereotypes are fostered,
and how they could be avoided students in their. claésrooms could benefit. A classroom
environment that is establiéhed to be gender-free from the first day of schbol would have
both male and female students on an even playing field when it comes to academic

achievement (Bigler, 1995). Training pre-service téachers on gehder stereotypes is
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crucial in trying to close the “gender gap” in 'i:he future of the American educational
system. As time goee on it wonld- be' the hope that these new teachers’ practices could
filter to the other more experienced teachefs in the school, thus slowly closing the gender
gap over time.

Purpose Statement

The purpose of this study is to better understand the way teachers respond to
gender in the classroom. Understanding the socialiiation of 4 child at school will allow
for a better understanding of how gender stereotypes are fostered in Ameﬁcan society.
Children spend a lot of time in school and teachers are responsible for educating and
soeializing them so that they grow up to be productive, successful citizens. Yet, teacher’s
perceptions of gender, especially when it comes to academic subject areas, can impact
student achievement and self-esteem. As a future teacher, I want to create a classroom
environment that fosters learning and achievement, not gender stereotypes. In this study
I will examine gender in a kindergarten classroom. In conclusion of my writings, this
study will advance the knowledge in the ﬁeld of gender study in education through my
own personal exploration of how teacher and student perceptions, as well as instructional
.strategies, foster or inhibit -Amerie_an society’s gender stereotypes in the classroom with

hopes that I can find strategieé for closing the “gender gap” in education.

Research Question |

The core question guiding this study is: “How do teachers respond to gender in
the cla_ssroom 'and in what wéy’s 'does it impa_ct student learning and perceptions?”
To better exam the question, it ié.__ important to exam the instructional practices and

teacher-talked used by the teacher in a classroom and how they respond to students of
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different gendefs. To help better ._ans;ver the core question at the heart of this study, to get
to the essence of gendér’s impact‘in a classroom, it is best to consider the following sub-
questions: | |
. Whét are the students precbnceivé_d gender percep_tidns prior to entering.
the classroom? | | |
'« Howdo stud_eﬁfs intéract with éach dther in reference to gender?
e Doe; the - teacher .proifide gender—neﬁtral or gendered-tasks during
instrucﬁon?
S __.Are bdys- and girls treated differently aérbss subject areas?
e Are diffefent instmctiénal strategies geared towérd different gendefs?
After considering thése subﬂﬁestioﬁs "I hope to develop an understanding of how
teachers’ responses to gender in the élaésr;)pm. :ﬁnpact students, while getting an
understanding.df students’ <gc.:‘ndel". views and éercef)tions already formed before entering
s.chool.‘ Only then would it be possible to find ways that teachers can break the géndef
b_élrriers that are fostered in schbols sd that all students can achieve in all subject areas,
therefore closing the “gender gap” in educatién. In the following chapters I will further
investigate the research done in ihe field of gendér fo date, pinpoint my research design,
explore my own personal ﬁhdings, and give implicatiéns for further research in the area

of gender in the classroom.
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Chapter 2

" Review of the Literature

Iﬁtroduction |
Gender influences a person’s life in very subﬂe wziys. We .are socialized by our

society to fit many roles according to society’s norms: from how to be a son or daughtér,
a student, an employee, and even a man or a woman. Through socialization children build '
schema, ér mental representations about the wor]d, by learning from those around them.
These schema become.v more in—dépth and detailed as one grows older, which then
develop into perceptions and stereotypes. Gender ié ohe such schema that has been much
researched over .the last ten yéars. Children are not only socialized at home, but also at
school, which is Why there is a wide body of literature out there that discusses how
gender impacts education. .V\‘/}vlat migﬁt- not'Be common knowledge is the role that geﬁder
. pi'ays~ in the Americag educational system. It is interesting to study the ways tﬁat- ‘
Socializing’ >p¢ople ,t.oAﬁt to SOéietal norms thus leads to the development of both studént
and teachér peréeptions abéut gell.lder.l'”[hése perceptions, in turn, often inﬂﬁence student
aclﬁeVement across subject areas either in‘po‘si.tive or negativé ways.
Structure of the Litefature Review

| : .The first section of 'this review Iobks at socialization and how children are

~ socialized both at school and home from an early age to-develop mental schema about
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gender. The second. piene_gonsiders how,,_sociali-zatinn leads to both teacher and student
perceptions of gendér, thus studying the impact that these perceptions have on student
performance in the \}arious academi_c subject areas. The third area of research reviewed
considers instructional practices used by teachers that foster or inhibit the developmént of
gender stereotypes. This section will also éonsidei' ‘the stereotypical gender “roles™ of
students in an ‘attempt to see how one could close the “gender gap” being created in
education. Consequently, in my review of the research of the past ten years I draw
connections between socialization, teacher anc.l. student perceptions, | instructional
practices, and student achjevement. How students are socializenl starting at a ynung age
helps them develop gender schema.that can impact their academic achievement over their
school career. Understanding how teachers’ perceptions and‘instructional practices foster
or inhibit gender stereotypes in fhe classroom is key to understanding student
achievement and self-esteem when it comes to. particular academic subject areas such as
math, science, and language afts.
Socialization

Understanding the impact of socialization is the first vital stride towards
understanding how gender influences a child as their education progresses. Children
créate_their own schema of the world through being socialized by their parents, those
around them, and in school. Early socialization has a lasting effect on one’s later views of
the world (Heyman, 2004). Awareness of how the social construct of a child leads to the
-development of schema related to gender is at the underlying heart of gender study
(Heyman, 2004). Children socialized to fit American gender norms become adults with

particular perceptions and stereotypes related to gender. Thus, teachers, whose role as
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educator and facilitatof of society’s norfns, foster or inhibit the perpetuation of gender
stereotypes, which, if internaﬁzed by studenté, can hinder or propel stucient achievement
(Biger, 1995).

Rebecca Bigler (1995) discusses the impaét of é, vchil(.i’s venviron.ment on the
-develop'ment of his or her» gender schema. Bigler arguéé, “Children’s sex-typed beliefs
| develop carly and increase rapidly .thr.oughout early childhéod” (1995, p. 1702). Bigler
believes childreﬁ’s gender schema are ihﬂueﬁced by their environment and social
learning. This then leads them to de.velop gendei' as a “functional éategory” to organize
people and roles (Bigler, 1995, p. 1073). To study the impact of the school environment
on children’s beliefs she looks at three cléssrooms, one “gender” and two “control”
classrooms. Students were placed in the “gender” classroom, which showed high levels
of gender stereotypes, a “control” classroom in which students were grouped by “colors”
instead of gender, and one classroom that had no categorization at all. Over the course of
the study students were socialized to their classroom environments, with the gender and
color classes being verbally reminded of their group categorizations the entire time. At
the conclusion of her studyBigler shows the irﬁpo‘rtance-of socialization and environment
on student’s percepﬁons of gender and stereotypes. Results conclude that students in the
gender and colof groups are most adept to use stereotypes and categorize people. Bigler
emphasizes this by declaring, “Children in the gender condition were more extreme in
their perception of trajts.witlﬁn geﬁder éroups,” (1995, p. 1083) which then had an
impact on these students’ classification skills. The gender group had a higher level of
same-sex bias with students interacting more with students of the same gender. Bigler’s

study suggests that children categorize people at a young age, which, in turn, socializes
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them to see people as only boys or girls andhinders their ability fo see people in a variety
of different w:;iys; _bclbﬁging to mah& diffe.rént social groups (1995). This study proveé :
hoW easily the classroom environment socializes students to develop gender stereotypes
when the teacher glend_ers tasks. - | |

Heyman | (2004) further adyancés the study of the bimportanc,e éf early
socialization on éhildréri"»s ‘gendel; beliefs.' 'H‘er study - finds that children’s mental
representationsand thg larger‘society’s representations of gender inﬂﬁence one ax_lother.
Thus, understanding how children develop schema that take bn 'societal’s génder
| stereotypes can later aid in the undersfanding of student self—concebts and behéVior'
(Heyman, '2004, p- 2). T-hese mehtal representations influence student beliefs in fhe
academic domains depeﬁding on .Whether or not students intemalize society’s gender
stereotﬁes linked to particular subject areas. Héyman’s stﬁdy bridges the gap between
socialization and student pe'rceptions,. which. will be discussed more in-depth in th.e> next
section. Yet, her c_onclusion‘ about soci'alization’s impact on gender “Eeli.efs is that one’s
own mental representﬁtionAof geﬁder “interacts closély w1th, but remains distincf from,
stereotype information that is available in the social enﬁronnient” (Heyman, 2004, p 10).
Therefore, correlating with Bigier’s study, socialization inﬂuences.gender béliefs throﬁgh
the social construct of a child and the environmental forces influencing the development
of social schema. | | |

Zhumkhawala (1997), in “Dolls, qucks, and Identity,’7 points. out that children
begin to deﬁne gender identities as early as their preschool years through play. Parents
and teachers subtly promote the .dévelopment' of gender stereotypical norms through

encouraging girls.to vplay with dolls and boys to play with trucks, which is viewed as
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“socially acceptable” (Zhumkhawala, 1997, p.1). In order to avoid fostering stereotypes,
Zhumkhawala emphasizes the need to allow children to explore the world through their
own imagination, allowing them to play with whatever they wish from the toy chest.
Avoiding gendered language can also help inhibit the development of gender schema
(Zhumkhawala, 1997). Young children easily categorize things as they develop an
understanding of the world, so the best way to avoid the perpetuation of gender
stereotypes is to allow them to explore the world freely, even if it means going against
society’s gender norms.

Eccles, Wigfield, Harold, and Blumenfield (1993) bridge the gap between early
socializatign and acédemic gender beliefs in “Age and Gender Differences in Children’s
Self-and Task Perceptions During Elementary School.” This study shows that students’
early experiences inﬂue;nce the academié domains they feel more competent with as they
grow older (E‘ccles, Wigfield, Harold, & Blumenﬁeld, 1993). Due to societal beliefs girls
and boys begin to fit ihtb academic 'gendér role~sb by the lafe elementary school years. As
students progress through school and have negati{re experiences they become more
pessimistic in their views when it comes to academic achievement, particularly in -
“gehdered” subject areas '(Eccleé, Wigfield, Harold, & Blumenfield, 1993).

In conclusion, so‘cial.ization is tﬁe underlying factor that impacts both teacher and
student perceptions in _edpcation (Bigler, 1995, p. 1072). From an early age children are
socialized to fit gendef norms, which is evident,in classrooms across America. Girls are
more likely to play with dolls during free time, whereas boyé 'gd for blocks and puzzles
" (Zhumkhawala, 1997). Tea'cher-talk>and gendeﬁng tasks lead to further categorization of

people along gender lines, which influences é child’s gender mental representations
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(Bigler, 1995). Informed by this feséarch, I consider in my study the ways that
environmental factors in thé classroom might impact students’ gender beliefs, as well as
the ways a teacher fosters or inhibits the development of gender stereotypes through
everyday classroom activitigs.

Gender Perceptions

Both teacher and student perceptions about gender are influenced by American
social norms. Studies by Duffy (2001), Owens (2003), Heyman (2004), ahd Orellana
(1995), show that teacher and student perceptions are a major factor in perpetuating
gender stereotypes in education. These perceptions correlate with the value both teachers
and students place on learning and academic subject areas. The academic subject areas
most notably pinpointed in literature on gender in education are math, science, and
literacy (Duffy, 2001).Through socialization students develop academic gender
stereotypes that can foster or inhibit achievement. By their elementary school years
students know which subject areas their gender is stereotypically seen as less, or more,
competent in (Owens, 2003). Considering the impact perceptions have on the values
placed on academic subject areas directly influences students’ self-esteem and self-
efficacy .w.hen it comes tb their ;)wn achievement.

How teachers perceive gender pefformance across academic subject areas has
been a major part of the literature on gender in education. Teacher’s own gender
perceptions and ster‘e?otypesvinﬂuence the way they view student success across subject
areas b‘ased} on ge;nder. In one study,' Jim Duffy (2001) indicates one manner in which
teacher perception of gender is facilitated is teacher-student interaction in “Classroom

Interactions: Gender of Teacher, Gender of Student, and Classroom Subject.” Research
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has shown that teachérs interact with both male and ‘female students differently in
elementary scho‘dl,' jﬁhiér high, and hlgh school (Duffy, 2001). Most notaBly, Duffy
(2001) points to the bfact'that male students generdly receive more attention from their
_ teacher thén their femalé classmates (2001). The gender of the teacher did not seem to
change the level of intcraction between a teacher and male and female students, in facf,
Duffy found that b(;th malé and tv’ernal.é feachers “act in similar manners” and “direct
more criticism toward male students than toward female students” (2001, p. 2). This
criticism is dﬁen x}iewed as constructive criticism in order to motivate male students to
achie{ze. In ofder to relate teacher perceptions to academic subject areés, Duffy studied
~ eighteen math and eighteen language arts, or literacy, classrooms that had both male and
female teachers. The goal of his study was to note the types of interactions between the
students and the teachers. Duffy’s study reinforced past research done on teacher student
interactions, finding that teachers did indeed interact with male students more than
female students. Male studénts had a higher level of aéceptance from teachers and praised
‘more often for thinking (Duffy, 2001, p. 6). Dufty points‘out that during the elementary
school years most intéracti_ons are initiﬁted by male students due to their more overt
behaviors, whereas in ‘tllle high school setting the teachers initiated most of the
interaction. Even though, at the higher grade-level, male and female students answered
questions at the same frequency teachers still had the tendency to interact with males
more through feedback, praise and critiﬁism across both subject areas (Duffy, 2001).
Sherry Owens (2003), in “Are Girls Victims of Gender Bias in our Nation’s
Schools?,” states ‘;girls continue a three-hundred year-old struggle for full participation in

America’s educational system” (p. 1). Owens opens her study with the fact that during
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early elementary school years girls are equal to ahead of their male peers, but by high
school they often fall behind (2003, p. lj. Owens beliefs, “Gender equity in education is
the elimination of sex role stereotyping and sex bias from the educational process, thus
providing the opportunity and environment to validate and empower individual” (2003, p.
2). Owens study shows the impact of the classroom environment and teacher perceptions
on student achievement. The means by which teachers respond to students and what they
_encourage boys and girls to study can directly foster or inhibit gender roles. Like Duffy,
Owens points to early interactions betweén teacﬁers and students as an indicator of future
learning patterﬁs. Teachers often unconsciously reward girl students for being passive
learners who conform to classroom rules (Owens, 2003, p. 3). Teacher perceptions that
consider female students as incapable of learning math and science lead to the
internalization of those beliefs by l;he students, thus hindering the value placed on these
academic subject areas (Owens, 2003, p. 4). In order to undo the harm of teacher
perceptions, teachers must incorporate' gender-Balanced materials into the classroom and
encourage students to take risks. The early elementary school years are crucial to later
success, because students are setting their own self-perceptions related to academic
subject areas anci ‘.achjevement. Owens beliefs gender-balanced instruction can help
overcome American societal norms of academic gender stereotyﬁes (2003, p. 4).

Heyman (2004) ﬁnks socialization to student perceptions on academic
achievement and self-efficacy in her article discussed earlier. Her study looked at how
socialization impacted student perceptions on tﬁe academic subject areas of math,
science, and épelling. Children participated in tﬁsks that implicitly and explicitly

measured their gender perceptions (Heyman, 2004). Tasks ranged from picking pictures
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of a person a child feit was good at in math, or at spelling, to an interview that used
- gendered lan'guage that had children fill in a .s'elf-ratin'g scale (Heyman, 2004). The study
showed that cﬁiidren?s géndér beliéfs we..:re' consistent across all d'omains, thus results
were more “consistent with individual differences in valence-based judgment than with
individual difference in agreement with stereotypes” (Heyman, 2004, p. 10). The lyounger
students were less likely to rate ability along gender lines as those older elementary
participants, which reinforées socializations impact over the years leads to student gender
perceptions (Heyman, 2004, p. 10).

Orellana (1995) looks at the vélues associated to literacy in a gendered social
practice in order to see how values of the teacher influences the students own values and
beliefs. Orellana studies two very differenf classroom settings to see how vélues placed
on literacy in each impacted how s'tudents learned. To best understand this, Orellana
considered the structure of the classroom environment and how students interacted with
material. The first classroom was a more traditional classroom, which was neat and
orderly, with a lot of teacher directed vinvstruction. The secdnd was not as orderly, but
more student focused, geared toward their interests (Orellana, 1995). The first classroom
teacher often gendered tasks, having the students sit'b'oy, girl, boy, girl or choral read
based on gender. The second classroom teacher did not foster gendering of tasks, but -
allowed students to work with: Whom they'@anted, and complete assignments based on
personal interests (Ofellana, 1995). What Orellana found in both classfoorps was that
gender differences were pe_rpe;tuated in different ways. The first classroom fostered
gender stereotyping of 4tasks thfough the teéchers direct actions. In the secbnd classrooni,

students portrayed gender differences by choice. Girls worked with girls, boys worked
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with boys, and stndents written assignments often fell along male and female
- stereotypical topics (Ofellana, 1995). Boys often wrote about heroes, whereas girls wrote
storig:s about family and friendship (Orellana, 1995). Even with the drastic difference.in
the 'v_\}a_ty stndents interacted with literature, gender values were perpetuated. The first
; f¢ncher blatantly USéd gender in her instruction and showed favoriﬁsm towards male
students, whereas in :the other classroom' students gendered themselves, thus again
proving that socinliiation directly .impacfs student and teacher pérqéptions in direct and
v subtle-w»ays.' |
v Ihus, understanding how teachen perceptions foster or inhibit gender stereotypes
can lead to a better 'Iun(‘ierstgnding »of student percéptions placed on academic subject
areas. Sfudent pefceptioné : nlaced on acad@rnic subject areas, and the values students
place on them, in turn,- influences their' Vbeliefs on achievement. My study will further
consider the ways ‘thait' féncner ’pércc»:ptions coincide with the way teacher-student
. interactions are carried out in the claésrooﬁl and_ho"w this impacts student perception.

Instructional Practices

.Instructional_ pragtices used in the classroom have been found to perpetuate or
inhibit .the‘. furthérance of gender stereot);ping‘(_Ol.'éIlana, 1995). The teacher’s pedagogical
étyle is direétly inﬂue‘nceci by his or her own perceptions on génder (Jones, 2000). Thus,
' the cyclle of socialization-and me,development of peréei)tions influence the way students

are taught across the subject areas. Much,.r.eseafch has been done the last ten years on this
»afea, Which stndies thé menns in which teachers perpetuate gender stereotypes through
| instfuction. Research has also snown.that instructional practices can be a useful tool to

close the “gender gap,” which is one of the implications of my own study.
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Joneé (2000) finds that teachers need to realize their own perceptions and
behaviors in the classroorﬁ to avoid perpettiating. gender stereotypes. Jones points to the
use of praise in the classroom creates “gender gaps” because female students are usually
praised for the neatness of tﬁéir work and the timeliness of it, whereas male students are
reWarded for giving intelligent responses during class discussion. In the study, teachers
_were videotapéd twice, once prior td gender equity training, then once after incorporating
what they learned during an eight-week gender equity training course. The study finds
that at the end of the eight weeks, teachers who corisideréd his or her personal behavior in
the classroom and saw how they wefe perpetuating gender stereotypes were more willing
to adjust their teaching styles. Thése were the teachers who observed how their behavior
influencéd student actions in the classroom, and how it impacted students’ self-esteem
especially in the area of achievement. Thus, Jones (2000) concluded that a successful
gendér equity training approach for teachers makes them aware of their own personal
behavior in the classroom, making them conscious of how they foster or inhibit the
development of geﬁdér stereotyping through instruction. Having a vvillihgness fo change
instruction to make the élassroom a place that is gender-free is one means of closing the
“gender gap” in the classroom. But flrst7 teachers must be willing to look within
themselves and face their,owﬁ. persbﬂai gender péfc_eptions and practices.

Blair and Sénfprd (2004) study the _different ways boys and girls interact with
materials in a -literaby classréom, and how this interaction can be used to incorporate
iﬁstructibn thgt .:allows both genders to interact with materials in méa_ningful ways. Blair
and Sanford usé the ferm_ “morphing” to “describ¢ the distinct characteristics of boys’

practices and behaviors with respect to literacy in the classroom, hallways, and on the
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playground” (2004, p. 452). "Ihey 'argué that boys resist the traditional approach to
literacy because they want it to be somethmg that is more engagmg, meamngful ‘
humorous, and fun. (Blalr and Sanford 2004, p. 453) Boys tend to fool around in literacy
classrooms because of this resistance, which wrongly causes teachers to view them as
behavior problems with no interest in literacy at all. waever, “if a teacher is willing to
restructure classroom activities-that allow students to incorporate their own personal
interest, give them choices, and allow them to interact with mﬁterial in meaningful boys
become more invélved in literacy leérning” (Blair and Sanford, 2004, p. 455). Blair and
Sanford ﬁnd boys are more selective readers, and enjoy representing their knowledge in
various ways, including orally, visually, and even through gestures. Incorporating
instructional practices that channel thesé interests will allow teaches to make literacy
more accessible to boys, allowing them to share their knowledge. Blair and Sanford, as
well. as Jones, show how easily instruction can be used to avoid making students victims |
of gender in the classroom if a teacher is willing enough to take the time to plan and
consider how what is doné in the classroom'impacts the students.

A common instructional practice incorporated in many classrooms is hands-on
learning. Jovanovic and King (1998) consider the role of hands-on learnipg in the science
classroom, and whether or not it can be used to change female students’ attitude towards
science. The study examines whether or not boys and girls equally share the performing
during hands-on tasks, and how hands-on learning impacts boys’ and girls’ attitudes
towards science (p. 477). Jovanovic aﬁd King argue that the lack of exposure to science-
related material outside of the classroom, coupled with the 'favoring of male students

makes female students less interested in science over the years. Performance-based
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teaching, through the use of hands-on experimentation, has been viewed as the “great
equalizer” incorporated to compénsate for the disparities between boys and girls science
‘experiences outside of school (Jovanovic and King, 1998, p. 478). Observing several fifth
through eighth grade science classrooms was the method used to measure the impact
hands-on learning has on both male and female students’ attitudes towards science.
During their observations, Jovanovic and King found that girls were more likely to be
passive participants durihg group assignments, while boys actively handled all materials
and took leadership roles. When it came to student attitudes towards science, a decrease
in girls ability perceptions‘ were found in science with a stronger self-perception in all
other school subject areas. Even though giﬂs and boys were both as equally involved in
gro.up activities in many instances, boys still had better self-perceptions when it came to
science and took over the leadership role in many experiments while girls passively
participated (Jovanovic and King, 1998).

The types of instructional practices used in the classroom can foster or inhibit the
development of gender stereqtypes and gendered behavior in the classrobm. Instructional
practices are often impacted by a teacher’s own gender perceptions, which is a result of
his or her own socialization (Jc;nes, 2000). Students socialization also causes them to
develop schema about the world and what each gender is “supposed to do” or prefer. This
directly impacts theill'v learning and the meaﬁs by which they interact with material in the
classroom, which both Orellana (1995) and Blair and Sanford (2004) indicate in their
work. Teachers who are cognizant of their own personal gender perceptions and how they
impact their instruction in the classroom are the most likely to be willing enough to take

the time to plan and develop a classroom that is gender-free. However, like Orellana’s
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study shows, leaving activities up to student choice can also perpetuate gender
'stéreotypes because students partake in activities along gender lines willingly, due to
their own personal socialization (Orellana, 1995).

Svnthesis of the Literature

Résearch over the past ten years haé shown the 1mpact early socialization has on a
person’s gender perceptions. These perceptiéns impact. ‘one’s personal ideas on
achievement, learning, and directly or indirectly influence the Way he or she interacts
with materials in the classroom. Teachers and studenté alike are both products of '.
socialization in our society. The literature shows how teachers’ perceptions are largely
impac_ted by society’s views of what boys and girls. are supposed to take part in and
which subject areas are their strengths and weaknesses. These perceptions in turn impact
a teacher’s instructional préctices and ‘st.udent learning. Gender study in the area of
education produces a cycle and makes cpnnections between the three areas of
socialization, teacher and student peréeptions, and instructional practices. Each piece is
closely woven together with the others, making gender intertwined with instruction and
learning in the American educational system. My study will add to the body of research
by further studying the impact of socialization on teacher and student perceptions during
the early years of education in a kindergarten class. The study will look at the ways the
teacher and students interact, how students interact with each other and with materials, as
Well as how they take part in the teacher’s instructibn and learning. Through my study, I
will look at the role gender. soci'al'ization plays in a child’s everyday schooling, and how

teacher and student perceptions perpetuate gendered perspectives in the classroom.
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Chapter 3

Design of the Study

Introduction

The purpose of the study is to explore the impact gender has on students in the
classroom. 1 believe that early socialization causes students to create schema about
gender and how it plays a role in the world around them. Students then bring these
gendered perspectives to school where they are fostered further by teacher’s pe;ceptions
of gender on student performance and achievement. Understanding a child’s early
socialization, as well as both teacher and student perceptions on gender, will .shine light
on how gendéring tasks in the classroom impacts student achievement and beliefs. In this
study, I look at the impaci societal beliefs of geﬁder have on students’ gender schgﬁla and
view of the world, which is formed pﬁor to starting school. This socialization will be
coupled with student p¢rcepﬁon§ Qf themselves, others,.and on academic achievement
along gender lines, and how teacher perceptions and actions may further foster or inhibit
student embodiment of gender stereotypes. '

My stﬁdy took place in an éctual bclassroom aﬁd follows a qualitatiye research
model. Data was collected and analyzed continuously w1thm the dassroom over the
course of the study. Tﬁe &ata fepresents student/teacher actions and beliefs within an
actual classroom cpmmunity. Throughout the study I waé also a participant observer, who

interacted with the students on a regular baéis, which helped with data collection. Data
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was collected through my research journal, observations, field notes, student work, and
interviews. Through applying a qualitative approach, I was able to study gender in the
classroom and the impact of socialization on the personal perceptions of my participants
without disrupting the normal classroom environment. I also had the opportunity to work
cloéely with my sample population of students, Which allowed for me to be a participant.

observer in the classroom community.

The Context of the Study

The population for. this studyconéists of both male and female, five and six yeé.r
old, kindergarten students. Tﬁe .sa_mple: i‘sv | takén from one of two split-session
_kindergarten classes,,'cpnsisting‘ of forty-three students, at Holly Glen Elemgnﬁry,School
in Mbnroe Township_, New Jersey,_ The ﬁiorning session has twenty—threestudents, with
eleveﬁ male students and tWere female students, and eight students that come frdm non-
English speaking homes. The afternoon session is comprised twenty students, .with ten
male and ten ferhale students. Consent. letters were sent home to all forty-three students’
p_ar,ents‘to ask permission for their child to take part in my study. Of the forty-three
students,.I received parental permission for seVenteenstﬁdents, seven girls and ten boys,
to partiﬁpate_. Interviews, a picture sort, and ,mini-iessons were conducted with. all
seventeen -students, while observations were conducted during the -ciaily classfoom ;
routjnes. By the end of the stﬁdy, the.‘sample was trimmed to four students, two girls and -
two boys, in order té get an accufate snapshot of the Varying gender perceptions.of the
wider population, while studying the. impact of teacher’s instrﬁction on students’ views of
gender. To better understand how the small sample relates to thé larger community

consulted the census 2000.results to get a sense of the township’s demographics.
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Monroe Towriship’s total pobulation, as of the 2000 Census, is 28,967 strong.
-Monroe is a growing township w1th :many new housing developments underway. Due to
its size, the population has a.good mix of cultural diversity. The two largest ethnic groups
wiﬁ,AMonroe Township are Whites and African Americans, with small Native American,
_Asian,.and “other” récial groups making up the rést of the community. The largest racial
group ih the townsfﬁp is Whites, making up roughly 85% 6f the population, followed by
Affican Americans with 11%, Asians with 1.2%, Native Americans are 0.2% of the
population, and “Other” racial groups amount to 1.8%.. From being in Holly Glen I have
noticed some students of Arab, or Middle Eastern decent, which would fall under the
“Other” race .category on the Census results. The community’s cultural diversity is thus
~ present in the school district, which is an important factor to consider in creating a school

and classroom management plan.

The 2000 Census covered the occupational levels of the residence in Mdnroe
Township. The industries covered ranged from agricultural work to public administration,
manufacturing', retail trade, and educational.and social services careers. The industry with
the largest number of workers in Monroe Township was that of education, health and
social services with.19.9%. The next most highly. represented industries were retail trade
with 16.4% of the workforce, manufacturing with 10.7%, construction with 8.7% and
professional and managerial works making up 6.1%.The rest of the occupational
industries were small portions of the population with agricultural workers, entertainment,
and other services. The Census al'sol stated that 82.4% of the workers in Monroe
Township make privaj:e wages or have saiary jobs, 12.2% are government workers, and

5.1% are self-emiployed.
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The Socio-economic levels in Monrée_ Township range from those earning less
than $10,000 per year to those making more than $200,000 pef year..The 2000 Census
noted that the largest percent of the population, 22.4%, was in the $50,000 to $74,999
yearly income range. Most incomes fall in the $35,000 to $149,999. range, which holds
the largest portion of the population. On the other end, 6.2% of the populatién falls under
the poverty line when it comes to yearly.income. Looking at the occupational and socio-
economic standing of the community it. is apparent that Monroe Township has a diverse
community .economicall).(, as well as culturally. The diversity within. my sample of

students models the diversity found in the census results for the district.

Research Design

The .approach to my research was qualitative in nature due to the fact it took place
in the natural classroom setting without causing any more disruption to the environment
than was needed to conduct my study (C_reswell, 2003, p. 181). My approach was also
‘humanistic, in that participants actively participated in.the research and data collection
while I build a rapport with each and every one of them in the classroom (Creswell, 2003,
p.--181). This allowed me to be actively involved with the students on a daily basis,
_making. me a participant observer throughout the course of the study, which spanned four

weeks.

The qualitative research model used in the study was a phenomenological
approach. The term phenomenology “refers to a person’s perception of the meaning of
an event, as opposed to the event as it exists external to the person” (Leedy & Ormrod, p.
139). Thus, I considered gender’s influence in the classroom by observing how students

portrayed their beliefs about gender through speech, interacting with classmates, the
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teacher, and their schoolwork. A phenomenological study attempts to understand a
_person’s .perceptions, .beliefs, and .understandings of a .particular situation .through

studying the phenomena. in its natural setting (Leedy & Ormrod, p. 139).

The .implemcntation of my reséarg:h was.as much.in the hands of the students
involved as it was in mine with students actively participating in data collection by going
about tﬁeir daily ;:laSsroom roﬁtineé, taking part in a interview and carrying out a
“community helpe;r” picture sort, interacting with peers, and through being active
participants in a mini-lesson on “cbmmunity heipers.” Data collected through my
research journal and obsewatioﬁs, field notes, interviews,.a pictures sort, and through
.intefacting with students and their wofk' allowed for me to get a sense of their bersonal

perceptions of gender with little impact of 'my presence in the classroom.

Observations were .é.la;ge part.of my study. Through observation I took notice of
student interaction with peers, the teacher, and learning. Durmg obéervation I took field
‘notes, »which focused on student behaviors, talk, clasérbom activitiesi and student
paﬁicipation, apd personali iﬁteractions (Crgswell, 2003, p. 188). Thrbugh observation, |
was also able to take hote of instances iﬁ which the classroom teacher used .gendered-
language, whether. intghtionally or unintentionally, or. conducted a task or lesson that was
gea.i‘ed tqwards one gender or the other. My research journal providéd a wealth of
information gathered thrdugh observations that paint a-portrait of the classroom
environment and its -members. My field notes contain fecords of a}l instances whére
gende; was ‘a .fa.lcto'r in.tl.}e._ classroom, whether it was an instance of student interaction,

teacher-student interaction, gendered-talk, or even a lesson.
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Interviews were also conducted face-to-face with a number of students with the
Zintent to bring forth the opinions and beliefs the ,paﬁicipantsA,had, revolving around gender
(Creswell, p. 188). _[nfe.r\{icws were conducted prior to a mini-lesson on “community
_helpers”_in order to get a glimpse of student views on being a girl or boy today. The
interview quesfiéns are as .fQIlbws: -
1. What do you like about being a girl/boy?
2. What are sgmé things that girls can do fhat boys cannot do?

3. What are some things that boys can do that girls cannot do?

. What are some things you think girls are good at?

. What do you think girls do best at in school?
7. What do you think boys do best at in school?

1
2
3
4
5. What are some things you think boys are good at?
6
7
8. What do you want to be when you grow up?

The use of a picture sort followed Heyman’s (2004) research design, which called
for students to choose a picture of either a male or _femél_e student to go along with
questions that coincided with the pictures of classroom tasks. For my study, a
“community helper” picture sort was carried out twice with each student: first
accompanying the initial interview, then as a follow-up to the mini-lessons. During the
,pic,tlire sort students were asked to sort.important jobs in the community by whether they
felt it was a “girl job,’?é “boy job,” or both a girl or boy job. The community helpers used
in the sort consisted of teacher, doctor, nurse, libfarian, veterinarian, police officer,
firefighter, mail carrier, and trash collector. Each picture card had the name of the
community helper written on.it and a gender-neutral symbol to represent it, such as a
police car for the police officer, a chalkboard for the teacher, and a book for the librarian.

Community helpers was chosen for the picture sort, and as a topic for the mini-lessons,
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because not only are many of the careers often portrayed fo fit gender s,t?r?sztipi%l ,rszlés,
for example a polige officer being portrayed as a man while a teacher is pictured as a
woman, but ,i,télhssw gave insight on students’ viéws of gender in the world around them
outside of the classroom. Conducting the picture sort prior to the mini-lesson and again
after the mini-lesson allowed me to see if the student perceptions were influences by my |
instruction during the mini-lessons, whether the student was a member of the gender-

néutral group or the gendered-language mini-lesson group.

Mini-lessons on commwuty _h§1ﬁ¢rs were the final pi_éCé of my study fll?l_t also
produced documentation in the form of student work. The mini-lessons were meant to
study whether or not mstructlon could Aimﬁa?:t, or even qh@ge,' ,Sfudex_l.t preconceived
beliefs of gender through interactive lessons on various community helpers, such as a
fireman, police officer, nurse, doctor, and teacher. - All of these community helpers are |
usually “assigned” a specific gender due to our society’s gender beliefs related to the

occupation. Through cdndﬂ@ting the .’p.i,ctur_e sort prior to the lesson I ‘S.t}.l,@i,e_d the
students” initial beliefs on these occupations to see if | students of both sexes followed
or five to take part in a fifteen minute mini-lesson on community helpers during time
usually allotted for guided-reading. Since it was during guided-reading books were used
as a teaching tool during the small-group lessons to spark student discussion and get

insight on their gender views in the community.

The mini-lessons were taught to four small groups, two groups were “gender-
neutral” while the other two were instructed along the lines of traditional gender

stereotypes. The “gender-neutral” groups, one in the A.M. Kindergarten class and the
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other in the P.M. class, were participants in a gender-neutral learning activity, in which
as “he or she,” while using the book Where Do They Go?, which portrays men and
women as community helpers free of society’s usual gender stereotypes. The “gendered”
groups, had instruction geared toward society’s gender stereotypes and tﬁe teacher used
gendered-language, such as referring to community helpers as police men or ﬁre men.
Like with the “gender-neutral” group, a book was also incorporated in the "‘gsegd.e_r_ed;’
mini-lesson entitled Busy Workers, which portrayed community helpers in stereotypical
male and female roles. The ,stpd@,r_its’ perceptions were then considered again after taking
part in the mini-lessons, through a Writing activity. Following the book and discussion 1n
all four groups, students were asked to _,ﬁaiéh the sentence, “I want to be a

| because ____~ Each student picked a community helper they would like to be when
- they érow up and §t@t§ why. After writing the sentence the students drew a picture to go
élpng with it. The student work was collected to study perceptions they might have as a
product of their own personal socialization and the instruction of the mini-lesson they
were a pért of. The perceptions were also considered again when each student was asked
. to do the “community helper” picture sort again to see whethér or not they rearranged. t_he
careers as a result of teacher instruction. For an in-depth look at the “gender-neutral” and

“gendered” mini-lessons refer to the appendix to view the full lesson plans.

Data Sources

During the study data was collected on an ongoing basis to note student

perceptions of gender in the classroom. Data was collected through observations that led

to the wealth of field notes in my personal research journal, face-to-face interviews with
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the students, the results of the “community helper” picture sort carried out by each
~ student twice, and student work produced during the mini-lessons. Frequency charts were
also applied to field notes and classroom activities to note the frequency of which certain
behaviors were exhibited or students of a particular gender reacted to something in the
classroom. The data was used to paint a picture of how gender impacts students in a
classroom setting when it comes to student interactions with the teacher, peers, their own

personal learning, and views of the world.

Data Analysis

Data analysis followed Creswell’s steps of interpretation, which include on-going
data analysis, organization, interpretation, and descriptive writing (Creswell, 2003). The
data was analyzed based on interpretation and coding, Whlch allowed me to find themes
within my rescarch findings. Data was clustered together based on similar topics and
coded in order to synthesize it and see how each piece fit into the larger picture
(Creswell, 2003). Through @aly_ziﬁg my field ;ﬁo_iﬁfs, interview results, and student work I
was able to pinpoint two themes and patterns within my data, which were “gender-
neutral” and “gendered” interactions, instances, and responses. While synthesizing my

data I found classroom instances and interactions, as well as student responses to the

mini-lessons, fell either along gender stereotypical lines 9! were “gender-neutral,” which
were not biased by society’s gender “norms.” Thus, these themes led to trimming down
my sample size to eight students who I feel c,@body the essence of the patterns I saw in
the classroom. The small sample size allowed for the construction of a research narrative,

which thoroughly synthesizes my findings through meaningful vignettes the paint
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 snapshots of what happened in the classroom while conducting my rescarch through the

voicé. and actions of the students.
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Chapter 4

Data Analysis and Findings

Introduction

After éoﬁducﬁng m.j/.teSearc:h in the 'ciéssroom [ found myself left with a wealth
of data. Thrqugh classroom-ébservations I was able fo step back and truly observe how
- my cooperating teacher interacted with thé students early on in my student tcaching
placement, and how she perpetuated her own personal gender stereotypes when talking dr
intéracting with the students. Observation not only gave me insight into the teacher’s
génder percepﬁoﬁs, but also the smdeﬁis’ early perceptions of gender. Being in a
_kindergarten cI_asSroom, it allowed me to really get a sense of the impact early
socialization at home, outéide of school, influenced students’ gender perceptions and how
thgy' interacted With the teacher and classmates. Being only five and six years old,
kindergarten is just the beginning of the students’ school experience. Thus, conducting
‘my study with this ez_;;‘ly‘ag_e"gr(‘)up really allowed me to explore the gender schema
children develop tkzro§gh soei@iz,at,ip_ri, which Heyman (2004) discussed in her study, and
how that in turn_ i.nﬂ.u@ncf:.s the students” perceptions of gender in the classroom. ,BigI@r
(1995) noted students are socialized both at home and in school in order to meet society’s

“gender norms.” The studies conducted by these two researchers helped guide my data
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analysis by allowing me to pinpoint themes within my data to explore in order to paint a

picture of gender’s impact in the classroom.
Themes

There are two core themes at the heart of my study: teacher and student gender
perceptions and socialization. Conductihg my research I found that these two themes are
closely interrelated and almost iﬁsepmable. The teacher’s perceptions impact the
classroom environment and how students are socialized towérd méeting society’s “gender
norms,” which then impacts the students’ gender perceptions. However, the students also
bring gender perceptions into the classroom from the socialization that occurs at home
and in the .world oﬁt§ide of school. To s_eé how all of these factors interact and influence
gender’s role in the classroom I conducted my research through several means in order to
get a clearer picture of how all of these themes tie tog_ether. Since the themes are so
closely interrelated, my data analysis has been organized into three main parts. Part One:
Teacher Gender Perceptions & Student Socialization; Part Two: Teacher Gender
Perceptions & Instruction Practices; Part Three: Student Gender Perceptions. Each part
explores gender’s influence in the classroom in different ways in order to see how the
teacher’s perceptions and instructional practices impact the students’ views of gender

both inside and outside the classroom.

Part One: Teacher Gender Perceptions and Student Socialization

This section focuses on the teacher’s perceptions of gender prior to conducting the
interviews, piéture sorts, and mini-less_ons with -the students. Here data was obtained
through classroom observations. This section focuses on how the classroom teacher

perpetuated her own personal gender stereotypes through how she talked to students,
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interacted with tﬁe students, and instructional activities carried outb in the classroom.
, Jones (2060) points out in her study, on teachers’ behavior in the classroom, that teachers
need‘to realize their own personal gender perceptions and how they act towards students
of different genders to avoid perpetuating gender stereotypes in the classroom. When I
' diééussed gender with my cooperating tgacher, she admitted that she wés never fully
7 aWare of her own gender bias but now that I was conducting a study she was more gendgr
'consciqus. My observations proved that my cooperating .teacher became more gender
conscious as she interacted with the students because I only found a few instances of

gender in the classroom.

- The vmost common instance of gendereci teacher talk being perpetuated by my
éooperating teacher oécurréd after circle time, when students would be dismissed a few at
a time to pack up to go home. On many occasions students were dismissed based on
appearance or the type of clothes they were wearing. The teacher would say things like,
“If you have a dress on you may go pack up,” or “If you have a ponytail you may go pack
up and get your snack.” Whenever gender became apparent during this usual classroom
routine, it seemed to favor the girls. Since girls wear dresses and tend to have longer hair
than their méle classmates the students began to catch on. The boys in the class would
make comments a;ﬁongst themselves, “Boys don’t wear dresses,” or “Boys don’t wear
ponytails.” However, there was one day wherg a boy in the classroom did fall victim to

gender stereotypes:

Teacher: “Did everyone like that story?”
Students: (In Unison) “YEAH!”
Teacher: “That is one of my favorite stories, I’'m glad you

enjoyed it. Let’s see who is ready for snack.”
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The teacher scans the students seated on the carpet.

Teacher: “If you are wearing blue today you may go pack up
and get your snack.”

Several students get off of the rug and go to their cubbies.
Teacher: “If you have long hair you may go get your snack.”
Four girls from the class go pack up and two little boys look over
at a classmate.

Boy 1: “She said the girls can pack up.”

Boy 2: “Yeah, you have long hair.”

They looked at their classmate, who was wearing a bun on top
of his head wondering why “she” didn’t go pack up.

Boy 3: “I'm not a girl!”

This happened several times in the classroom, where an ELL student from India
was repeatedly jmistaken fof a girl dué fo .the fact he wore a bun on top of his head
because in his culture it was a tradition for the males to grow their hair long. With the
teacher dismissing students to paék up using gendered identifications, which were then
often perpetuated when the students who fit them stood up from the carpet, it was
apparent that the students were being sociélized to these very normative expects of
génder. When girls were standing up from their seats on the carpet when the teacher
would dismiss the students with long hair the students began to assume that their male
classmate was a girl based on appearance. These observations made it clear that the
teacher’s choice of words can truly influence students’ gender perceptions intentionally
or unintentionally. That is why when I began to teach circle time I dismissed students not
based on personal appearance, but instead by the things like the colors they may have

been wearing or the table they sat at during the day.
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The other ﬁéwefful instance‘ of geﬁder in the classroom was an actual instructional
activity the teacher planned fpr the letter “K.” The teacher read the story, King Big Good
 in the Bathtub,” to the class and discussed how the word “king” starts with the letter “K.”
The stﬁdents enjoyed the story aﬁd were excited when the teacher told them that they

were going to make king’s crowns for the letter “K.”

Teacher: “When I dismiss you get your crayon box and
scissors and go to a table when I call your name. But first let
me show you the crown we are going to make.”

The teacher holds up her crown and reads what is written on it.
Teacher: “My crown has jewels and gems on it and I wrote
my name, King Jones. You can decorate your crowns however
you would like. Who can tell me what word on the crown starts
with K’?” | -

Students raise their hands excitedly.

Teacher: “Hayley.” | |

Hayley: “King starts with ‘K’.”

T eacherﬁ “Great! What are you going to write after the word
king on your crown?” |
Hayley: “King Hayley.”

The students laugh.

Hayley: “But I'm a girl, caﬁ I put Queen Hayley?”

Teacher: “Good question, you are right girls are queens but
today we are Ieaming about the letter ‘K’ so we are all going

to write ‘king’.”

The students were then broken up into small groups to make king’s crowns. The
girls in my group asked several times why i:hey could not write queen and asked if the
class would be making _quqe_:n’é crowns for the lc;ttér person “Q.” When I later asked my-'

" cooperating teacher if they would be maki'ng queen’s crowns she said no, and commented
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on how she l'(newvthat was not fair since the girls had to make king’s croWns. The teacher
was gender consci;)us enough to realize that a gender stereotype was perpetuated, but did |
not plan to be fair and balanced )w‘he“n' the week came to teach the letter “Q.” This
particular activity made it obvious how an iﬁnocent classroom learning activity can spark
questions about gender and show the impact gender stereotypes and perceptions, both the

teacher and students hav“e,. cati.impact the classroom.

Overall, my cooperating teacher was gender cbnscious once she realized the topic
of my research. My obsérvétibns noted only a few instances where gender became an
issue in the classroom and how it brought about the teacher’s and students’ own personal
gender stereotypes and perceptions. These instances made it clear to me that the students
already had preconceived notions of gender that they brought with them to kindergarten
and through the classroom door each day. Thus, supporting the concept that early
sociélization inside and outside of school does shape young children’s gender schema and

how they view the world around them.

Part Two: Teacher Gender Perceptions and Instructional Practices

Conducting my early research 1 found numerous studies on how instructional
practices used in the classroom could perpetuate or inhibit gender stereotyping. Orellana
(1995) and Jones (1995) influenced my own study because_they stressed how a teacher’s
pedagogical style, use of language, and interaction with students across subject aréas
could perpetuate gender stereotypes in the classroom. Due to this, I wanted to iﬁcorporate
instruction into my study, and did so through the mini-lessons I conducted with small
groups of students on community helpers. The mini-lessons were meant tb study whether

or not instruction and, more directly, teacher’s use of language could impact students’
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préconceived beliefs of gender. Students were randomly grouped into groups of four or
- five to take part iﬁ a fifteen minute mini-lesson on community helpers during guided-
reading. Books were used as a téaching tool during the small-group lessons to spark
student discﬁssion and get insight on their gender views in the éommunity. Mini-lessons
weré taﬁght_to four small groups, two gtoups were “gender-neutral” while the other two

were instructed along the lines of traditional gender stereotypes.

- The “gender-neutral” groﬁps listenéd t(; the story, Where.Do They Go?, a book
‘that used illustrations of people getting ready for work. On each page was a man or
woman with picture clues that allowed for student predictions. I chose this book because
it allowed fof'the students to predict where they thought each person worked and what
they did for a living, which ga\(e in;ight into their preconceivéd gén'der stereotypes of
.community helpérs. i’riér to thé legson sfud’ents brainstormed and discussed different
commﬁnity helpers they knew and why their occupations were important. Throughout the
activity I made sure to use “géridel;-neutral” language, referring to occupations by saying
things such as “firefighter,” ‘instead of “ﬁreman,” even if a student referred to the

occupation as a “fireman.”

Both the A.M. and P.M. sessions had a “gender—neutrai” group made up of four
students each. The A.M. group consisted of two girls and two boys, whereas the P.M.
group vconsisted of one girl and three boys. In both sessions the groups were taught the
same exact way starting off with the brainstorming activity, the story and discussion, then
each student completed a “I want to be a because ..~ card about a
community helper they would like to be. Here is a vignette that gives a snapshot of one of

the “gender-neutral” group lessons:
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It is the end of the day in the A.M. kindergarten class and
students are making their way to different tables for small-
groups. I call my four students back to my table for guided
reading. The students walk over and take a seat at the table
with their crayon boxes as they small talk.

Miss M.: “Today we are going to read a story about people
who help us in our community. Can anyone tell me some of
the important jobs people have in our town?” |

The students raise their hands after giving it some thought.
Miss M.: “Hayley, what job do you think is important?”

| Hayley: “A fireman.”

Miss M.: “You’re right a firefighter is an important person in
the community. What does a firefighter do for us?” 4
Nick: “They put out fires but policemen catch bad guys.”
Miss M.: “A police officer is another important community
helper because they do keep us safe. Today we are going to
read a story about community helpers and it is like a guessing
game. The story is called Where Do They Go? and we are
going to guess where they go to work.”

Miss M. reads the story and stops on page three. There is a
Picture of a woman holding a white lab coat with a stethoscope
and syringes bordering the page.
Miss M.: “Frdm looking at this picture who thinks they know
where this lady might work?”
Students study the picture and raise their hands

Nick: “At a hospital.”

Miss M.: : “What might she be then?”

Hayley “A nurse ,

'“Nlck “J think she is a doctor

Miss M.: “You both might be correct she could be a doctor

" oranurse Ict’s take a vote. ‘Who thinks she is a nurse, raise

your hand?”
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The two girls in the group raise their hands. -

Miss M.: “Who thinks she is a doctor?”

The two boys raise their hand as Miss M. turns the page and
reveals she is in fact a doctor. Hayley groans and laughs.
Miss M.: “Are you surprised she was a doctor Hayley?”
Hayley: “No, I thought she was a nurse because my

mommy is a nurse.”

The group continued reading the story and made predictions on the page where a
man is getting ready for work as a teacher and another child’s mpther is getting ready for
work as a ﬁreﬁghtef. Both the A.M. and P.M. groups thought that the doctor was indeed
a nurse, and when I questioned the students they always pointed out that they knew a lady
that was a nurse or that their doctor was a man. The students also thought that the man
getting ready for work as a teacher was either a principal or someone who worked at an
office. They were shocked that it was a teacher because they looked to the teacher in their
classroom, who was a womén. Therefore, how the students interacted with the text did
show that even at a early age they had already been socialized to see different genders as

“fit” for certain careers.

After the story the students completed the activity where they picked a
community helper they would like to be and wh&. What I found was that even though
they were in the “gender-neutral” groups that read a story that depicted men and women
in jobs that went against society’s traditional representations, the majority of the students
still picked jobs along gender lines..All five of the boys in the “gender-neutral” groups
said they wanted to be a police officer. The reasoning behind their choice revolved
around the fact that they “catch the bad guys™ and keep us safe. The boys also thought

police officers were brave and courageous. The girl in the P.M. “gender-neutral” group
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also chose to be a police officer and wrote, “I want to be a police officer because they
arrest bad guys.” Being that she was in a group with three boys and has three older
brothers at home I feel that she chose a police officer becauSe of the make-up of the
group she was placed in. The two girls in the A M. ‘group both chose to be a nurse
because they help people and keep them healthy. The boys tended to chose a career that
was viewed as courageous and powerful, whereas the girls went with community helpers

that were caring and nurturing,.

To further study the impact of a teacher’s use of language I taught two groups a
mini-lesson on community helpers using gendered-talk and a book that showed men and
women in more “traditional” roles. The A.M. “gendered” group was made up of five
students, three girls and two boys, while the V_P.M..A group had four students, with one girl
and three boys. The “gendered” groups’ lessons followed the same format as the “gender-
neutra ” groups with a brainstorming session, a story and discussion, and the writing
activity. For the “gendered” groups the book Busy Workers was used because it showed
men and women in stereotypical careers based on gender, with a woman as a teacher and
a nurse and man as a firefighter and a doctor.» I also used gendered-talk throughout the
lesson referring to different community helpers as fire men, police men, or to the teacher

and nurse as “she.”

It’s 3:00 P.M. and Miss M. is sitting at the back table with

four students. Other student’s are moving about the classroom
as they finish up snack and go to their small groups. The three
boys at the table are playing with their pencils and crayon boxes
while the little girl sits quietly looking at the teacher. Miss M.
smiles at her as she takes out the book, Busy Workers.

Miss M.: “We are going to talk about community helpers today.
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Can anyone telll'vm}c what some important jobs people have in
_ our community?” | | |
Michael: “Cops are important.”
Miss M.: “Yés policemen are important, what do poliCerhen '
do for us?” |
Michael: “They arrest bad people.”
Miss M.: “Yes they do. What is another important job?”
Bianca: “My mom is é nurse is that important?” - |
Miss. M.: “Yes nﬁrses are very important. What do you think
‘your mo_m does at work?” |
Bianca: “Takes care of sick people.”
The group brainstorms for d couple more minutes and discuss
why a fireman and electrician are also irhportant to the community.
Then Miss M. introduces the book. -
- Miss M.: “I am going to read Bﬁsy Workers and it is going to
tell us all about important community helpers.”
Miss M. starts to read the book as the students listen and comment
~ on the pictures. Miss M. stops on the page with a picture of a
classroom.’
Miss M.: “Who is this important member of our community?”
Andrew: “A teacher.” '
Miss M.: “What does she do?”
Andrew: “She’s the lady that teaches us.”

As the story was read | s.topp'ed and discussed the pictures of various community
helpers. In the book Busy Workers the firefighter, police officers, and doctor are all
depicted as men, whereas fhe teacher, .waitress, nurse, and librarian are depicted as
women. The pictures made it easy to use gendered-talk when discussing the pictures with
the “gendered” groups and the students did not question the depictions of the community

helpers at all. After the story the students did the same writing activity as the “gender-
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.

neutral” groups completing the sentence, “I want to be a because
Again, 1 found that the students’ chose community helpers they would like to be
according to traditional gender stereotypes. The four girls chose to be nurturing
community helpers, fitting the gender stereotype that women are more nurturing and
caring, writing that théy would want to bé veterinarians, nurses, or a doctor to help peqple
and ammals O_‘ng of the girls in the A.M:I.group wrote doctor but then changed her mind
commenting, “Actually I amrgoing to be a nurse,” as shé drew a nurse on the paper under
her sentence. Her actions showed again h6w early' socialization has kindergarten students
already categorizing people aﬁd careers based on gender stereotypes and society’s

”

“norms.” The ﬁvé ‘boys, like their “gender-néﬁtra .’ counterparts chose to be police
officers, firefighters, and an electrician. They commented that these jobs were “cool”
. because they helped people stay safe. The little boy who wanted to be an electrician fold
me that his dad is an electrician when I asked h1rn about his choice. Many of the students
in both the “gender-neutral” and “gendered” groups chose the occupations of their
parents. 'Ihﬁ's, this phenomenon shéﬁs how influential early socialization and

observations'children make in the world around them impacts their beliefs on gender long

before they walk into the classroom in pre-school and kindergarten.

The Ihini-lf;_ssons gavevm'e the opportunity to see whether or not a teacher’s
instructional practicés can impact students’ gender perceptions. Through the mini-lessons
I focused on the use of teacher’s use of language, which is the biggest way a teacher can
impose his or her own personal gender perceptions on students unintentionally. During
my instructioh I was intentionally ﬁsing “gender neutral” or “gendered” talk to see

whether or not it influenced student perceptions on gender. What I found was that
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students’ perceptions on gender were not drastically changed by the mini-lessons no
matter which group the students were in. In order to fully study the impact of teacher talk
and instruction I feel further lessons would need to be conducted through a full unit on
commﬁnity helpers. At the conclusion of a unit the impact of a teacher’s use of language

may have been greater on the students’ gender perceptions.

Part Three: Student Gender Perceptions

‘Heyman (2004) argued that early socialization has a lasting effect on a person’s
latér views of the world. To fully understand a teacher’s impact on a student’s gender
perception it was necessary to look at the preconcéived gender perceptions of all of the
students involved in my stﬁdy. i’rior to carrying out the mini—lessohs, I interviewed all of
the students and had them sort pictures of community helpers into categories based on
whether or not théy‘thought( it was a “boy” jbﬁ, “girl” job, or a job “both” boys and girls
could have. This allowed me to see what gender perceptions they may already have prior
to walking into the classroom each day. Bigler (1995) found that children’s gender
schema leadslthelrn to develop “functional categories” to organize people and roles in
society, whi'ch is why a picture soﬁ was incoi;pdrated‘ into my own study to obtain further
~ insight oﬁ the impact of early socialization on students’ gender perceptions. Having the
students complete.the picture sort after the lesson gave me the opportunity to see if the
language 1 used, as a teacher, impacted the students" geﬁdér perceptions or if their early
socialization inside had made them set in their views. Below you will ﬁnd- a table that
indicates the picture sort re.sults for the entire sample population, which gives a glimpse
of the gender perceptions of the group both before and after the community helper mini-

lesson.
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" Table 4.1: Sample Pomﬂation Picture Sort Results

Before Lesson: After Lesson:

Community Boy Girl |  Both | Boy Girl Both
Helper E e , . '
Police 14 1 2 15 2 0
Officer _

Firefighter | . 15 1 1 11 3 3

Veterinarian | 5 8 Fa 7| 9 1

Librarian 1 14 : 2 2 10 5

Teacher 0 16 1 1 14 2

Trash 17 0 0 17 0 0

Collector o _

| Mail Carrier 9 1 7 7 3 7

Doctor _ 0 3 3 5 | 5 4

Nurse 0 14 3 1 15 1

To get a more in-depth sense of the gender perceptions the students brought with
them into the classroom I chose four students, two girls and two boys, from the sample
population of seventeen that I felt captured the essence of the entire population’s views.
A girl and boy from both the “gender—neutral.” and “gendered” groups were chosen in
order to study whether or not the teacher’s use of language during the mini-lesson
impacted or changed the students’ personal gender perceptions. In this section I will look

at the four students’ interview responses, picture sort results, and the community helper
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they chose during the writing portion of the mini-lesson to see the early gender

perceptions of kindergarten students.

The first interaction I had with each student prior to the mini-lesson was when I
conducted pre-lesson interviews and picture sorts with all of the students. With each
interview and picture sort rﬁy interaction was minimal and the students were made aware
that ali of their answers were correct because it was based on personal opinions. During
the pre-lesson interviews and picture sort my role was to be a facilitator, which consisted
of asking. the questions and giving the directions for the picture sort. Pﬁor to the picture
sort all of the students were told that they were going to be shown pictures of different
community helpers and they were going to place them under “boy” jobs if they thought it
wés a job a boy would have, a “girl” job if they thought it was a job a girl would have, or
“both” if they thoughtv it was-a job both boys or girls had. After conducting the sort each

student was also asked what made them sort the community helpers in the way they did.

Student One: Mary

Mary was part of a “gender-neutral” group during the mini-lesson. Her interview

responses and picture sort results are as follows:

Q: What do you like about being a girl?

A: “Wearing dresses.”

Q: What are some things that girls can do that boys cannot do?
A: “We get to wear make-up.”

Q: What are some things boys can do that girls cannot do?
A: “Build a house.”

Q: What are some things you think girls are good at?

A: “Counting-to 100 and counting things.”

Q: What are some things you think boys are good at?

A: “Fishing and hunting.”

Q: What do you think girls do best at in school?

A: “Doing their work.”

Q: What do you think boys do best at in school?
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~ A: “Coloring.” | ' ‘
Q: What do you want to be when you grow up?
A: “I'want to be anurse.”

Overall, Mary’s interview responses seemed to perpetuate some gender
stereotypes, considering she talked about: girls wearing’.dresses and make-up while boys
were good at buﬂding houses, ﬁshing. Mary captured the essence of the girls® interview
responses in that they tended to révolvé around clothes, interacting with ovthers, and other
stereotypical girl behaviors. During fhe interview Mary had stated that she would like to
be a nurse when she grew up, which stayed consistent with her career choice at the end of
the mini-lesson. Even though she was a member of a “gender-neutral” group, Mary
wanted to be a nurse. During the writing aqtivity shé wrote, “I want to be a nurse because
they help péople stay healthy.” Many of the girls involved in the study stated they wanted
to be nurses, dancers, teachers, or veterinarians when they grew up during the interviews,
which correlated with the career choices during the writing activity during the mini-
lessons for the most part. Overall, the girls tended to lean toward occupations that they

saw as caring, nurturing, and allowed them to work with other people. All character traits

that are stereotypical of women’s roles in society.

Table 4.2: Student One Picture Sort Results

Before Lesson: . After Lesson:
Cornmuiu'ty Boy "~ Girl . “Both _ Boy - Girl Both
Helper | : | '
Police X | o ' X
Officer -
Firefighter X ' ‘ X
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Both

Community Boy Girl Boy Girl -Both
Helper

‘Veterinarian X X

Librarian X ‘ X

Teacher X X

Trash X » X

Co]lector _ o

Mail Carrier | - X X

Doctor X X

Nurse X X

Looking at Mary’s picture sort results prior to and after the mini-lesson shows a

considerable shift. Prior to the lesson her categorizations fit what is seen as traditional

gender roles for each career. After taking part in a “gender-neutral” lesson on community

helpers her results shifted considerably. The student moved many of the community

helpers she had once viewed as a “boys™ job to “girls” or “both™ after taking part in the

interactive lesson that incorporated a book that showed men and women in non-

traditional roles. However, even with her shift, she still wrote that she wanted to be a

nurse when she was older, a career that she viewed as a woman’s job both prior to and

after the mini-lesson.

Student Two: Michael

Michael was also part of a “gender-neutral” group during the mini-lesson. His

interview responses and picture sort results are as follows:
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Q: What do you like about being a boy?
A: “Playing with my dad. We play basketball, football, and soccer.”
Q: What are some things that girls can do that boys cannot do?
A: “Girls can play with dolls.”
Q: What are some things boys can do that girls cannot do?
A: “Play basketball.”
Q: What are some things you think girls are good at?
A: “Jump rope.”
Q: What are some things you think boys are good at‘7
A: “Playing football.”
Q: What do you think girls do best at in school?
A: “Doing homework.”
Q: What do you think boys do best at in school?
A: “Writing and reading.”
Q: What do you want to be when you grow up?
~ A: “A doctor.”

- Michael’s | interview responses also showed a tendency towards socially
constructed gender roieé for boys and girls. He saw boys as good at sports and acaderhics,
while he saw girls as ﬁurturing, more likely to follow directions and get their schoolwork
don¢. Like Michael, many of the boys -discﬁssed 'qurts, building, climbing and beiﬁg
active duﬁng theﬁ inte‘rvi‘ew.s.‘ The boyg also saw girls as caring, people who liked to play
with others, and liked to dress up. When he was asked what he wanted to be when he
grew up Michael said a doctor. During the writing activity he changed what he woulci like
to be tb a police ofﬁcer and wrote, “I want to be a police ofﬁcer because they dﬁve fast.”
A majority of the boys stated they wanted to be police officers and firefighters when they

_grew up during the pre—leéson interviews and the writing a_ctivityj during the mini-lessons.
The boys tended to choose occupations that were viewed as “cool,” exciting, and
courageous, which are traits that make these careers often portrayed as male careers in

our society.
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Table 4.3: Student Two Pictﬁre Sort Results

Before Lesson: , - After Lesson:

Community | Boy Girl Both Boy | Gul Both

Helper |

Police X ' ‘ X

Officer ' ‘
Firefighter X . - X
Veterinarian X ' X
Librarian X : X
Teacher X ‘ ' X
Trash X X
Collector |
Mail Carrier X . X
Doctor X - X
Nurse ‘ . X X

Michael’s picture sort results prior to and after the mini-lesson did not show much
change. In fact, the only community helper he shifted after the mini-lesson was a
' veteﬁnaﬁéﬁ, which he moved from a “boy” job to a ;‘girl” job. Even after taking pért ina
v“gender—lneutr ” lesson on community helpers, Michael’s results still portrayed society’s
traditional gender stereotypical male and female roles. He saw careers that are largely
§iéwed as “male” jobs in our society, including police officers, firefighters, and doctors,

-as “boy” jobs, and stereotypical “female” careers, such as teachers and nurses, as “girl”
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jobs. These results mimic many of the students’ responses in this study. A majority of the
students that participated in this study saw the community helpers in traditional ways,
which shows the impact of early socializétioh and how children are socialized to perceive
people in stereotypical ways. It also shows how one does indeed get set in his or her own
gender perceptions at an earl age. Even though Michael was in the “gender-neutral”

group, my instruction was not enough to change his views.

Student Three: Amanda

Amanda was part of a “gendered” group during the mini-lesson. Her interview

responses and picture sort results are as follows:

Q: What do you like about being a girl?

A: “Coloring and reading.”

Q: What are some things that girls can do that boys cannot do?
A: “Girls wear make-up.”

Q: What are some things boys can do that girls cannot do?
A: “Play Spiderman, I don’t like Spiderman.”

Q: What are some things you think girls are good at?

A: “Dancing.”

Q: What are some things you think boys are good at?

A: “Football.”

Q: What do you think girls do best at in school?

A: “Doing homework and reading.”

Q: What do you think boys do best at in school?

A: “They talk a lot.” :

Q: What do you want to be when you grow up?

A: “A dancer.” ‘

Amanda’s responses, like Mary’s, also perpetuated gender stereotypes. Again, the
student saw things that were acceptable for girls and boys to do, or that girls and boys
traditionally fake part in. She said that girls are good at dancing because she goes to
dance classes, which shows how girls and boys are sociélized differently in our society.

Little girls are often take part in dance, cheerleading, and Girl Scouts outside of school
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while boys,play sports. The_se _“géndefed” extra—curi‘iéular activities were apparent during
' fhe'vinterviev'vs, which in turn sﬁoWs thel impact of early. so_cialization ch' the students’
| early gender pe;cép;tibns. Dunng tﬂe inter\}ie;v;Amanda said she wanted to be a dancer
because she likes dancing, -B'ut. during ﬂie' writing activity she changed her answér.
Amanda was paﬁ of é f‘gcndéred” gfo.up during the community hglpér mini-lesson. When
it came time for the_writing activity she stated and wrote “I want to be a doctor because
they .take care of peoplé.” Yet, after writing her sentence éhe thought to herself and
cémniented, “Actﬁally I _should be a hurse,” and proceeded to draw a nurse for her
v-pictﬁre. When I asked her what made her change her mind she said, “Girls are nurses like

my mom.”

 Table 4.4 Student Three Picture Sqrt Results

Before Lesson: | - ~ After Lesson:
Community Boy Girl Both Boy Girl Both
‘Helper '
Police X : ‘ X
Officer '
Firefighter X X
Veterinarian | X : X
Librarian | [ x - X
Teachér X _ X
Trash X X
Collector : '
Mail Carrier X X
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Community Boy Girl Both Boy Girl Both
Helper A

Doctor X X

Nurse X : X

This student’s picture sort sﬁows little change prior to the lesson and after the
lesson, which again was found with a majority of the students’ results. The lack of
changes shows how sdcialiiétion iml;écis a.stﬁdent’s gencier perceptions prior to coming
to school and how easily we get set in our views when gender stereotypes are reinforced
in the envirohment .around us Amanda was part of a “gendered” group who took part in a
mini-lesson that‘_portrayed community helpers in stereotypical, traditional gender roles.
Therefore, her preconceived gender percepti‘bns were reinforced resulting in little change
in thev way she sorted the pictures prior to and after the lesson. The one drastic shift was

| with her view of a doctor, a career she saw as both prior to .the mini-lessbn, but that she
chaﬁged toa ‘_‘boy” job after reading a étory that portrayed a doctor as a man. When she
~wrote that she wgnted to be a doctor during the writing activity she even went so far to
changevher response to a nurse because that is what her mom does, ‘and because she sees

“girls” as nurses.

Student Four: Ricky

Ricky was also part of a “geﬁdered” group duriné the mini-lesson. His interview

‘responses and picture sort results are as follows:

Q: What do you like about being a boy?
A: “Playing, drawing, and playing outside.”
Q: What are some things that girls can do that boys cannot do?
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A: “They are nice to us.”

Q: What are some things boys can do that girls cannot do‘?
A: “Boys can play with trucks, throw snowballs and footballs
and eat gum.”

Q: What are some things you think girls are good at?

A: “They are good at coloring in the lines.”

Q: What are some things you think boys are good at?

A: “Playing baseball.”

Q: What do you think girls do best at in school?

A: “Cleaning up and coloring in the lines.”

Q: What do you think boys do best at in school?

A: “Drawing and reading.”

Q: What do you want to be when you grow up?

A: “A policeman.”

Ricky’s interview responses portray gender stereotypes much like his classmates.
He saw girls as caring, fﬁendly and neat. Ricky observed that his female classmates
where better at coloring in the lines, which studies show giﬂs have better. fine motor skills
at that age then boys. He a156 tended tb see boys as more physical and into sports that
include the use of gross motor skills. Durmg the interview and writing activity Ricky
stated he wanted be to a police officer when he grew up and wrote, “I want to be a police
officer becaﬁsé'thféy help ﬁréﬁghters.” Again, this student shows the tendency for the
male students to chodse‘ occupations that were stereotypically viewed as a “man’s job” in

our society.

Table 4.5: Student Four Picture Sort Results

B.efore Lesson: After Lesson:
Community Boy . Girl Both Boy Girl Both
Helper
Police X | ‘ X
Officer
Firefighter X _ | X

62




Community Boy Girl | Both | Boy Girl | Both-
Helper ' . ' ,
Veterinarian | X | - X
. [ Librarian X | T X
Teacher . X . X
Trash X , - X
Collector )
Mail Carrier : X X
Doctor X , T — X
Nurse - X X

This student’s picture'soft results shows again how the‘ majority of studenfs in the
study did not change their views drastically prior to and after the mim-leséons. His ‘resulfs
also show the tendency for the students to categérize the community helpers alo‘ng
“gender lines,” with police officers, firefighters, and trash collectors traditionally being
seen as “boy” jobs because they require courége and strength. The jobs viewed as

nurturing and caring, such as a nurse and a teacher, were often categorized as “girl” jobs.
Conclusions

The students’ interview responses and picture sort results, both prior to and after
the ' mini-lessons, overwhelming supported our society’s stereotypical gender roles.
Moreover, drastic shifts in the way students. categorized the community helpers 'prior to
and after the lesson, like in Marf’s case, were rare. For the most part students’

categorizations stayed consistent, and these categorizations consistently showed the
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perpetuation of gender stereotypes. Both male and female students saw “boys” as
stronger, more active, and suited for occupations that required courage and strength.
| Thus, students overwhelmingly sorted the police officer, firefighter, trash collector, and
doctor under “boy™ jobs since they are often carried out by men in our society. Careers
that involved nurturing and that are predominantly carried out and portrayed by women
in our society, including the teacher, nurse, and librarian, were categorized as “girl” jobs

by a vast majority of the students.

Most importantly, [ found that no matter what group the students wefe in during
the mini-lesson, whether it was the “gender-neutral” or “gendered” group, students’ sorts
did not change much from before the lesson to after the lesson. This brings me to
conclude that, much like Bigler (1995) and Heyman (2000) found in their studies, early
socialization does indeed ﬁave lasting effects on a person’s later perceptions of the world,
and the “functional categories” we organize 'peop¥e into, which is a direct result of
children’s early social learning. Therefore, the students involved in my study had already
had enough life experiences, interactions, and env}ironments that helped socialize them to
our society’s traditional gender sbhema. Their responses were direct results of what they
have seen, heard, and experienced in the world around them both inside and outside of
school, which also has led me to realize the minimal impact my mini-lessons had on the
students’ perceptions. If I had the opportunity to teach a more in-depth unit on
community helpers with the use of “gender-neutral” or “gendered” language for an
extended period of time the result of my influence as a teacher may have been greater.

Even though my teaching did not cause drastic changes in student views, the mini-lessons
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did influence the students in some way, which I found with Mary and Amanda, and the

minimal shifts in the way some students sorted the community helpers.

In conclusion, my study found that gender does impact what happens in the
classroom, which is a direct result of the socialization students have been apart of that
impacts every member of the classroom community’s gender perceptions. This
socialization and the individual’s ﬁef(;eptions, whether the individual is the teacher or a
student, in turn impacts the way the person interacts with the other members of the -
classroom community, the material that is being presented, and the instructional methods
the teacher incorporates' throughout the day. The socialization that takes place in the
classroom on a daily basis also accounts for why a person’s gender perceptions énd view
of the world is always evolving and changipg dﬁe to personal experience and interaction

with one’s environment,
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Chapter 5-

Summary of Study

Conclusions

The purpose of study waé to examine the impact gender has in the classroom. I
chose the topic of gender not only because it could be studied in any classroom setting,
but because I found that gender does indeed play a role in the classroom as I conducted
my literature re‘iiew, which lead: to the coré question guiding this study: “How do -

teachers respond to gender in the classroom and in what ways does it impact student
learning and perceptions?” Gender impacts the way a teacher _iﬁteracts with the students,
the students interact with the teacher, and the way students interact with each other
whether the actions are done intentionally or unintentionally. A lot of the previous
literature on the topic of gender in the classroom looked at the role teachers’ gender
pefceptions play on male and female students’ views of themselves and écademic
success. Prior researchers had conducted numerous studies on teaciler’s perceptions of
gender and academic abiiity, énd have proven that teachers do have varying perceptions
of male and female student performance, which directly impacts students’ o§vn gender

perceptions.
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Early on in my study it was evident that focusing on teacher perceptions was not
enough to best understaﬁd the impacf gender has in the classroom. Students bring their
own gender perceptions into the classroom as early as pre-kindergarten. Thus, I knew that

‘1 must focus on students preconceived notions of gender during my study, as well as
teachef perceptions. While conducting my literature review I became aware that in order
to fully understand the perceptions of the teacher and students in a classroom I had to
considér, one key factor: socialization. Understanding the socialization of a child both
inside and outside of school allows for a better understanding'of how gender stereotypes
and perceptions are fostered in American schools. Children begin to form schema about
the world around them from an carly age thr_ough being socialized to meet society’s
norms by their parents, teachers, the media, and others around them. Students spend a lot
of time in school and the teacher is responsible for educating and socializing them so that
they grow up to be productive, successful citizens.

A final core piece of my study was examiniﬁg instructional practices in the
classroom, e_specially the teacher’s use of language, and how it impacts students’ gender
beliefs. During my review of the literature it became apparent that socialization, teacher
and student gender perceptions, and instrucﬁonal practices were all interrelated factors,
which influence one another, thus in order to fully understand the impact gender has in
the classroom I had to take those three pieces into consideration in my own study.

Once the core themes were in place, and 1 found out my student teaching
placement was in kindergarten, I began to construct the design of my study. Observations
and field notes were taken during the early stages of my student teaching to examine the

teacher-student and student-student interactions in the classroom in relation to gender.
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Through observation I was able to note ariy instances Wﬁere teacher or student gender
perceptions came to light durihg the usual daﬂy classroom routines and instruction. To
examiﬁe the gender petceptions' students brought with them into the kindergarten
classroom 1 dcsigned ‘a interview, p’icvtureiz. sort, and ;_nihi-lesson that took into
consideratioﬁ student ‘vic‘aws of tﬁeﬂ \;vc;rld around-fhem. "Tllle interview asked students
questions about their experiences, likes and dislikés, and views related to gender. A
community helper picture sort and rﬁihi-lésson was then created to see hov;/ studénts view

géndér in the outside community, using careers that are often gender stereotyped as

[13 kb

male or “female” occupations. The interviews were conducted with seventeen
kindergarten students, seven girls anci ten ISoys, along with the community helper picture
sort prior to the nlinifl_esson to 'document students’ preconceived notions of. |
To study the impact of teacher perceptions and instructional practices, students
were randomly grouped for a community helper mini-lesson. The groups consisted of
four 6r five ‘students, two groups in the AM kindergarten class and two groups in the
P;M. class. A group from each the morning and afternoon class was désignated as a |
“‘ger_lder-neutral” group or. a “gendered” group for a mini-lesson on community helpers.
The “gender-neutral” groups read a story during guided reading that showed community
helpers like a- téacher, police officer, and firefighter in ways that go against society’s
" usual representations of those who “usually” fit the .careers. The teacher also used
“gender-neutral” language during the mini-lesson with these groups, referring to them as
a pdlice officer rather than a policeman, or the teachef as he or she. The “gendered”
groupé were t'aughf using sociefy’§~tfe;diti§nall gender stereotypes. The book used with

these two groups showed men as police officers, doctors, and firefighters, and women as
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‘urses, féachers and librarians. The teacher also used “gendered” talk, referring to the
police officer as a "‘pol'iceman,” and a teacher as “she.” To study the impact of the
teacher’s instructional practices and language the community helper picture sort was
completéd with each student again af_terl the mini-lésson_ to. see if any perceptions had
chapged. | |

| At the conclusion of my study, I found that gender does impact what happens in
the classroom as a direct result of the socialization students have been apart of, which
inﬂuenééd-their personal gender perceptions and view of the world. The individual’é
_ géndgr perceptions, whether the individual is the teacher or a student, impacts the way the
person interacts with the other members of the classroom community, the material that is
being presented, and the instructional practices the teacher in_cofpdratesjn the classroom.
In addition to being socialized outsidé the classroorﬁ, students also take part in
socialization inside the classroom on a daily basis, which also accounts for why a

person’s gender perceptions are always evolving and changing with personal experience.

The students’ interview responses and picture sort resuits, prior to and after the
mini-lessons, overwhelming suppoﬁed society’s stereotypical gender roles. Surprisingly,
drastic shifts in the students’ categorization of the community helpers prior to and after
the lesson did not take place as I had expected. For the most part students’ categorizations
staygd consistent, and these categorizations consistently showed the perpetuation of
gender stereotypes. Male and female stlidgnts alike saw “boys” in the occupations that
reqﬁired courage and strenéth, such ais. a policé ofﬁcér, lf'llreﬁghter, doctor, and trash
collecfor. Occupations that involved caring, compassiqn, and nurturing, such as a teacher,

nurse, and librarian, were categorized as “girl” jobs by both male and female students.
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Al of the careers students viewed as overwhelmingly “boy” jobs or “girl” jobs are those-
that are often carried out by men or women in our society. Thus, this phenomenon proves

the impact socialization has on a person’s gender perceptions.

When it came to the teacher’s influence through instructional practigeé'l found
that picture sott results both prior to and after the mini-lessons for students in both the
“gender-neutral” and “gendered” groups stayed almost exactly the same. Again, this
‘brings me to the conclusion that early socialization does indeed have lasting effects on a
person’s later perceptidns of the world. The students involved in my study had already
had enough life experiences and éocial interactions that hélped socialize them to our
society’s traditional gender stereotypes. Their responses were direct results of what they
have seen, heard, and experienced in the world around them both inside and outside the

classroom.

Possible Limitations of the Study

As w1th any study, there are possible limitations to my study. The sample used for
my research was a sample of convenience, which I had little control over the participaﬁts.
The sample size is also .sr‘nall‘, yet :'the focus of my émdy is on gender’s impact in the
classroom, with focus on student pérpeption and teacher impact on those perceptions
&uring.instruction. Having a small sample size makes my research fit nicely with the
natural classrcom environment, while; allowing me to study how gender impacts the
students’ gender perceptions and performance. Another limitation is the fact that I am not
the classroom teacher, but a student teacher who is limited when it comes to time to
conduct the study and control. Since my study was carried out during a sixteen week

placement, I had a matter of weeks to interview the eighteen students, have them
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complete a “community helper” picture sort twice, prior to and after a mini-lesson, and
carry out four small-group mini-lessons dﬁring allotted guided reading time. Time was
the biggest limitation of my study. If I had more than sixteen weeks, and was a classroom
teacher with more control over the :'daily classroom _routhés, I would have liked to
conduct more than a mini-lessoﬁ to get a more in-depth understanding of the possible
impact instruction plays on student gender perceptiohs. Yet, even with the limitations, I
was able to get insight into students’ preconceived gender perceptions that they bring
with them into the classroom each day, and how those perceptions impact their

interactions with peers, the teacher, and classroom material.

Implications for Teaching and I earning

Carrying out this ‘stﬁdy'hz.is informed my practice noi éﬂy as an educator but also
as a teacher researcher. During niy research study I found the benefit of teacher research.
Studying geﬁder opéned my eyes to the impaét someﬂﬁﬂg mé.ny may not view as a factor
that inﬂuenées a person’s teaching style, student learhing, or classroom environment.
Conducting teacher research allows you as a teacher to step back and really consider what

~goes on in the classrodm and the forces that are at play impacting both the teacher and
students on a daily basis. The revelations I made on the impact of gender in the c]aéérooﬁl
| while carrying out my résearch has made future teacher resea;fch something I plan to

incorporate in my classroom.

Studying gender has made me more conscious of my own gender perceptions and
biases that I may bring into the classroom. In order to be a good teacher, who treats all of
the students fairly, one must be aware of the unconscious perceptions that impact their

interaction with the diverse group of students in the classroom. Moreover, being aware of
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my own perceptions I feel that I can avoid incorporating instructional practices in my
classroom that are geared toward one group of students while dismissing another. As a
future teécher I have ;éalized the need to have high expectations for all students, across
all subject areas, because in most instances students strive to meet those goals if they are
obtainable. Treating students with mutual respect also incorporétes a sense of community
within the classroom, making it a place where students can get a view of the world
around them through taking part in instructional practices_ that allow them to experience
and interact with othersr’ views, opinions, and personal experiences. Conducting research
in the classroom is a great way to inform one’s own practice and it has made me more
aware bf the underlying factors, suéh as gender, play on the daily classroom routines,

interactions, and classroom environment.

Implications for Future Study

The one area of my study I feel needs future study is instructional practices. 1
would like to take a more in-depth look at the influence teacher perceptions of gender has
on instructional practices used in the classroom, and how that in turn impacts the
students’ perceptions through Aso‘c‘i.alizvati_kon in the classroom environment. The data
showed how overwhelming the impact socialization has on student gender perceptions
before they walk into the classroom, and teachers’ perceptions ﬁre also influences by their
own personal socialization and_experiénces. However, due to the time constraints on my
study I feel that I did not have the ability to study génder’s influence on instructional

practices as much as I had wanted to.

The consistency between the student responses during the picture sorts prior to

and after the mini-lesson on community helpers made me aware of the minimal impact
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my instfuci_ion hé,d on the Vst‘udent‘s’ gender perceptions. .In the future 1 would like to
. conduct another study in Which I teach a moré comprehensive ﬁnit on comrﬁunity helpers
'.o§er an extended period 6f ti@e. The unit wqu_ld be. taught to fwo sémple groups, é
“gender-neutrél” and i“g'ender'ed” _group. of students, each Zcoupled w1th thev use of
' .“gender-n.eutral” and “éendered” 1anguage throughéut_ the inétructioh of ihe unit. Thus,
_giving the opportunity to study'/‘ the impact the 'tee.tcher’s_ instructional practices and
languagé has on the students’ gender perspectives. Only then would I be able to
' accurately judge whether -or nof my influence as a teacher was great enough to impact
students’ gender perceptions and world views. Walking away from this study I feel that I
could have found more drastic change in student views if I had conducted a longer unit of
study on community helpérs becausé the students were comfortable enough and eager to
share their opinions during the lesson. Through a more in-depth unit I could go deeper
into the .'students’ views and have the'opportunity to listg:n to more student talk, thus
allowing myself to truly study my impact as ﬁ teacher on student gender perspectives

through socialization in the classroom.

Overall, this study has shown me the influence teacher research can have in the
classroom. It is a great tool that can help inform, modify, and better my practice as a
educator. Moreover, it is a means of solving problems that may arise in the classroom.
Teachers are already researchers:. modifying, evolving, and reflecting on their practice.
Conducting my formal research study on gender in the classroom has made me more
aware of the underlying forces at play in the classroom that impact teacher-student and
student-student intéraction_, as well as student learning, and a teacher’s instructional

practices. The value of teacher research is immense and that alone will allow me to stay
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open-minded if the opportunity to carry out formal research in my future classroom ever

arises.
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Community Helper Mini-lessons
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Type of Class: Kindergarten

Date: April 2005

Chronological Age Range: 5- 6 years old

Functional or Developmental Level: Pre K-1st grade
Duration of Lesson: 20 minutes

Number of Students 5 _

Curriculum Area: Guided Readmg

Lesson Topic: Community Helpers (“Gender-Neutral” Groups)

Relationship to the Core Curriculum Content Standards:
STANDARD 3.1 (READING) All students will understand and apply the knowledge of
sounds, letters, and words in written English to become independent and fluent readers,
and will read a variety of materials and texts with fluency and comprehension.
Indicators:
E. Reading Strategies (before, during, and after reading)

4. Relate personal experiences to story characters’ experiences, language,

customs, and cultures with assistance from teacher.

Materials & Equipment:

Book: Where Do They Go? by Jeni Wilson
Large Index cards for each student with “I want to be a because

*”

Scrap paper
- Crayons
e Pencils

Objectives for this Lesson:

e Students will be able to define discuss the importance of community helpers and
their roles in society. |

e Students will be able to illustrate the community helper they would like to be
through a sentence and a drawing.

Prerequisite Skills: .
e Students need to be able to listen to a story and when other people speak.
e Students need to follow directions
¢ Students need to be able to work cooperatively.



Introduction:

The teacher will ask the students if anyone can name any important members of our
community. Give the example, “One community helper I think is really important is a
doctor because he or she helps us when we are sick. Who can name another important
community helper and what they do for us?” Lead a mini-discussion with the students as
they volunteer community helpers. Be sure to ask them why they think that person is
important. If a student uses “gendered-talk,” such as “fireman,” rephrase your response
so it is “gender-neutral,” for example: “Yes, a firefighter is important to our community,
what does he or she do for us?”

Activities and Proc_edures:

Point out to the students that all of the community helpers they discussed are important to
our community because they carry out important jobs that help keep us safe and make our
lives easier. Tell them that you are going to read them a story today called Where Do
They Go? Let the students know it is a fun story because as you read it they are going to
play a game. Inform them, “As I am reading we are going to stop on each page where a
man or woman is getting ready for work. It will ask us, ‘Where do they go?’ and your job
is to be detectives. Look at the picture clues on each page and we will see if we can
predict where each person works.” Prior to starting the story remind the students that they
should be good listeners and raise their hand if they think they know where a person is
going to work after looking at the clues.

Take out the book and show the students the cover. Ask, “Who can point out some of the
community helpers on the cover of the book?” Take note on whether or not the students
use gender-talk or stereotypes when referring to the male fire fighter or the female doctor
on the cover. Did they refer to him as a “fireman” or her as a “nurse.” After doing a
picture walk of the cover begin reading the book.

On page 3: Stop after reading, “Where do you think she goes?” Tell the students to look
at the pictures and point to the band-aids, thermometer and medicine bordering the page.
Ask, “Who thinks they can answer the question, where do you think she goes? What do
you think her job is?” {(Answers: Doctor or Nurse).

Turn to the next page and read, “She goes to the clinic. She is a doctor.” Ask the students
who thought she was a nurse why they thought she was a nurse, and those who thought
she was a doctor why they said doctor. Continue reading.

On page 7: Ask the students, “Where do you think the little girl’s dad works? What is his
job?” Again point to the pictures bordering the page that give the students hints that he is
a teacher. Turn the page, after reading it ask the students who thought he was the teacher
what helped them know that was his job. Take note of the other careers the students had
suggested for the man.



On page 11: Ask the students where they think the little boy’s mom is going for work.
Take note of their predlctlons then turn the page.

On page 12: Read, “She goes to the fire station. She sa ﬁreﬁghter ” Take note of
students’ react1ons

After readmg the story ask the students “D1d any of the mom and dad’s jobs surprise
you?” If students volunteer responses ask them why seeing a man or woman as that
community helper surprised them. Lead a mini-discussion on the representatlons of the
commumty helpers in the story. Then 1et the students know that they are going to take
part in a writing act1v1ty

Independent Practice:

Explain to students that they will be writing a sentence and drawing a picture. Tell them
that they will be completing the sentence, “I want to be a because
with the community helper they would want to be when they are older and why. Give the
example, “I want to be a teacher because I like working with others.” Tell the students
they should think about what they want to be and you will help them complete their
sentences. - Ask each student what they want to be and why. Model writing the sentence
on a piece of scrap paper for each student and instruct them to copy it onto their paper.
Tell the students, “After you write your sentence you can draw a picture of the
community helper you chose.” Give the students some time to complete their sentences
and draw their pictures. o ‘

Summary/Closure:

Have students share their sentences and drawings with thelr classmates. Make sure they
read their sentences first and then briefly describe the picture. Praise each student for
sharing his or her work with the class.

. Evaluations: .
Students:

Teacher will use the brainstorming activity, questions asked during the story and the

sentences to evaluate the students. Throughout the lesson the teacher took notes on the
students talk revolving around the gender of the community helpers in the story.
Students’ sentences and drawings w111 also be used to evaluate the potential gender
stereotypes the students have.

Self-Evaluation:

The teacher will evaluate her performance by asking the following questions:

”.



Did the students participate?
Were questions asked of the students on target and did they elicit student

~ responses?
e Did I make sure to use “gender-neutral” language throughout the entire lesson?

References:
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Type of Class: Kindergarten

Date: April 2005 -

Chronological Age Range: 5-6 years old

Functional or Developmental Level: Pre K-1st grade
Duration of Lesson: 20 minutes

Number of Students: 5

Curriculum Area: Guided Reading

Lesson Topic: Community Helpers (“Gendered” Groups)

Relationship to the Core Curriculum Content Standards:
STANDARD 3.1 (READING) All students will understand and apply the knowledge of
sounds, letters, and words in written English to become independent and fluent readers,
and will read a variety of materials and texts with fluency and comprehension.
Indicator:
E. Reading Strategies (before, during, and after reading)

4. Relate personal experiences to story characters’ experiences, language,

customs, and cultures with assistance from teacher.

Materials & Equipment:

Book: Busy Workers by Richard Scarry.
Large Index cards for each student with “I want to be a because

bl

Scrap paper
Crayons
Pencils

Objectives for this Lesson: :
e Students will be able to define discuss the importance of community helpers and
their roles in society.
e Students will be able to illustrate the community helper they would like to be
through a‘sentence and a drawing. :
®
Prerequisite Skills:
o Students need to be able to listen to a story and when other people speak.
o Students need to follow directions
e Students need to be able to work cooperatively.



Introduction:

The teacher will ask the students if anyone can name any important members of our
community. Give the example, “One community helper [ think is really important is a
doctor because he helps us when we are sick. Who can name another important
community helper and what they do for us?” Lead a mini-discussion with the students as
they volunteer community helpers. Be sure to ask them why they think that person is
“important. If a student uses “gendered-talk,” such as “fireman,” do not correct them. If a
student uses “gender-neutral” language rephrase your response using “gendered-talk,” for
~ example: “Yes, a policeman is an important community helper because he keeps us safe.”

Activities and Procedures:

Point out to the students that all of the commumty helpers they discussed are important to
our commumty because they carry out important jobs that help keep us safe and make our
lives easier. Tell them that you are going to read them a story today called Busy Workers.
Take out the book and show the students the cover. Ask, “Who can point out some of the
community helpers on the cover of the book?” Take note on whether or not the students
use gender-talk or stereotypes when referring to the male firefighter or the female teacher
on the cover. Did they refer to him as a “fireman” or the teacher as a “she?” After doing a
picture walk of the cover begin reading the book.

. Read through the story stopping on each page to discuss the community helpers that are
represented. Use “gendered-talk” when pointing out the male “policeman” or “fireman.”
Ask the students, “What does a teacher do that makes her important to the community?”
With each community helper ask the students what their role is in the community. Allow
students to make comments on the picture and take note of any “gendered-talk” or
perceptions students show durmg the story '

After reading the story ask the students, “Did any people performing the jobs surprise
you?” If students volunteer responses ask them why seeing a man or. woman as that
community helper surprised them. Lead a mini-discussion on the representations of the
community helpers in the story. Then let the students know that they are going to take
part in a writing activity.

Independent Practice:

Explain to students that they will be writing a sentence and drawing a picture. Tell them
that they will be completing the sentence, “l wantto bea - because ?
with the community helper they would want to be when they are older and why. Give the
example, “I want to be a teacher because I like working with others.” Tell the students
they should think about what they want to be and you will help them complete their
sentences. Ask each student what they want to be and why. Model writing the sentence
on a piece of scrap paper for each student and instruct them to copy it onto their paper.



Tell the students, “After you write your sentence you can draw a picture of the
community helper you chose.” Give the students some time to complete their sentences
and draw their pictures.

Summary/Closure:

Have students share their sentences and drawings with their classmates. Make sure they
read their sentences first and then briefly describe the picture. Praise each student for
sharing his or her work with the class.

Evaluations:
Students:

Teacher will use the brainstorming activity, questions asked during the story and the
sentences to evaluate the students. Throughout the lesson the teacher took notes on the
students talk revolving around the gender of the community helpers in the story.
Students’ sentences and drawings will also be used to evaluate the potential gender
stereotypes the students have.

Self-Evaluation:

The teacher will evaluate her performance by asking the following questions:

Did the students participate? :
Were questions asked of the students on target and did they elicit student
responses? '

e Did I make sure to use “gendered” language throughout the entire lesson?

References:
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