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Abstract and Keywords
An Androcentric Gauge is a content analysis of mandated elementary social
studies school curricula and authorized textbooks in Alberta and Ontario. The study is
designed to understand the ways in which gender and gender relations are represented in
social studies knowledge in order to discover what these representations might reveal
about underlying educational and societal attitudes toward gender equity. Situated in a
palimpsest of feminist theories and the field of curriculum studies, the data collection and
analysis were conducted using feminist critical discourse analysis methodology. This
study of gender in curriculum is set within the social contexts of the feminist critique of
mainstream Western knowledge; the impact of New Educational Right-inspired
educational restructurings and curriculum reform in the two provinces; and, the state of
social studies as both a field of research and as a school subject in Alberta and Ontario.
The analysis of the curriculum documents and textbooks reveals that there are far
more men than women present in official social studies knowledge. Individuals who are
named in curricula are found worthy of inclusion on the basis of their contributions to the
public worlds of politics, adventure, and nation-building. An examination of the ways in
which women and men are portrayed within societal institutions such as the family, work
and occupations, and community reveals that the overarching worldview of curricula is
one in which male perspectives take precedence over female perspectives. While women
are mixed into the dominant curricular narratives, they must fit into rather than challenge
or change existing storylines. As such women are often overtly portrayed as subordinate
to men or are portrayed as approximating men within limited (and limiting) topics such as
political participation and paid employment. Men are rarely if ever portrayed as
embracing the responsibilities of childcare and domesticity.
Despite the good intentions of curriculum and textbook writers to increase the
content about women in elementary social studies knowledge, the failure to reconceptualize the purposes for social studies and the concomitant topics and perspectives
in social studies results in a reification of taken-for-granted gender asymmetries, the
valorization of men and their contributions, and the denigration of women and dismissal
of their contributions.
Keywords: social studies, curriculum, textbooks, feminism, gender, discourse analysis
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Epigraph
At any rate, when a subject is highly controversial - and any question
about sex is that - one cannot hope to tell the truth. One can only show
how one came to hold whatever opinion one does hold. One can only
give one's audience the chance of drawing their own conclusions as they
observe the limitations, the prejudices, the idiosyncrasies of the speaker.

Virginia Woolf
A Room of One's Own, p. 565.
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An Androcentric Gauge: Social Studies Portrayals of Gender
1.

1

"Sexism in the Curriculum...is Not a Superficial Overlay":
Introduction and Background
In the summer of 2005, an international controversy erupted exemplifying the

magnitude and rancour endemic to ongoing debates about perspective in official
knowledge. The dispute centred on the publication of a history textbook in Japan.
Protests1 broke out in China conveying anger and dissatisfaction with the textbook
because of its treatment of World War U atrocities perpetrated by the Japanese against
the Chinese. Coverage of topics such as the sexual enslavement of women, germ
warfare against civilians, and the 1937 Nanjing Massacre of many thousands of Chinese
civilians by Japanese soldiers (Calgary Herald, April 20, 2005, p. A14) was deemed
inadequate and misrepresentative by the Chinese. The eventual apology offered to
China by the Japanese prime minister was overshadowed by his subsequent visit to a
Japanese Shinto shrine used to memorialize World War II dead, including convicted war
criminals (Calgary Herald, April 23, 2005, p. A17). The controversy also had various
experts weighing in on the content of China's own history textbooks, noting that they
are marked by significant omissions about the communist system's history and
relations with its neighbours [and] are written to heighten a sense of national
victimhood and glorify the Communist party that seized power in a 1949
revolution and lashes out at any threat to its rule (Calgary Herald, April 14,
2005, p. A16).
This international controversy epitomizes the acrimonious epistemological debates over
the content knowledge included in social studies textbooks; it encapsulates the insight
that such officially approved knowledge is never impartial nor innocuous.
Social studies is a school subject immersed in controversy; disputes in social
studies hinge on the place it holds in the total school curriculum. Although the totality
of public school curricula philosophically contribute to the creation of the nation's
citizens, it is social studies that makes the contribution to citizenship overt through direct

The protests were not just a result of perceived historical omissions in approved textbooks but also encapsulated
disputes involving national sovereignty and territorial disputes, Japanese intentions to explore for natural gas, and
Japan's desire to become permanent members of the UN Security Council (Calgary Herald, April 22, 2005, P. A17;
Hall, April 16, 2000, Calgary Herald, p. A15; Calgary Herald, April 20, 2005, p. A14).
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instruction. The content knowledge of social studies is blatantly intended to ensure the
continuation and perpetuation of our democratic rights and freedoms. We use social
studies to teach our children what it means to be Canadian in the 21 st century globalized
world. This is no small task in a nation that seems to be in an unending quest to define
itself. Deciding what content will best meet the goals of shaping model Canadians is
both a massive and a passionate effort. It is challenging not just in terms of
philosophical perspectives and democratic responsibilities, but also because of the sheer
magnitude of available knowledge and information that could be chosen to shape
intended outcomes. All of these decisions, which are approved and authorized by
provincial ministries of education, are ultimately filtered into curriculum guidelines and
teaching/learning resources such as textbooks. Thus, mandatory curricula, and the
official knowledge contained within, typically become documents of compromise
encompassing competing as well as complementary perspectives and intended to
accommodate the demands and needs of various stakeholders.
Conventional wisdom holds that the official knowledge approved for use in the
nation's schools is simply an abridged, objective version of reality. The advent of
critically focused curriculum studies, however, has shattered this benign and trusting
view of school knowledge. Increasingly, education researchers are emphasizing that
'"knowledge is never neutral, it never exists in an empiricist, objective relationship to
the real. Knowledge is power, and the circulation of knowledge is part of the social
distribution of power'" (Fiske in Apple, 1993, p. 45). This insight has resulted in a
growing division and increasing acrimony between theorists who hold differing views
on the purpose of education in a liberal democracy and the knowledge that is both
appropriate and necessary to ensuring both the rights and responsibilities of the masses
within that liberal democracy. The debate goes beyond the long-standing, supposedly
uncomplicated, question of 'What knowledge is of most worth?'. The question has
become far more complex and inherently controversial because it now asks not just
'what' but also, as Apple (1993) points out, 'whose' knowledge is of most worth?
In the following pages I share the results from my study of official school
knowledge in elementary social studies. Centering feminist theories about gender and
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gender relations, I explore the ways in which women and men are portrayed in
curriculum document representations of societies from the past and the present. The
study, situated within feminist methodological perspectives about the creation of
knowledge by and about men and women, uses document-based feminist critical
discourse analysis to examine the ways in which gender and gender relations are
included in and excluded from mandatory and interpreted school knowledge content.
1.1

An Overview of the Study
Entitled An Androcentric Gauge: Portrayals of Gender and Gender Relations in

Elementary Social Studies, this study is designed to focus specifically on the ways in
which gender and gender relations are represented in officially approved school
knowledge. For the past several decades feminist agitation demanding increased content
about women in school knowledge—in concert with other projects of gender
emancipation in schooling—has had some influence on curricula and supporting
learning resources (Clark, 1997a). Provincial education ministries have increased the
rigour of their textbook assessment practices and have compiled anti-bias guidelines for
authors and publishers (Clark, 1997a, 2005). For purposes of this study, the curricula
and selected accompanying learning resources from Alberta and Ontario were chosen.
These two wealthy, Canadian provinces were chosen for the study for several reasons.
Both jurisdictions pursued considerable and similar policies of educational restructuring
in recent years. Although approached differently, both provinces have also recently
undertaken curriculum reform and revision in social studies (Alberta currently ongoing,
Ontario in 2004). In addition to these similarities and differences, the fundamental
approaches and perspectives toward social studies in these two jurisdictions are
considerably different. The official curricula of Alberta and Ontario thus provide
interesting points of departure for comparison and contrast and provide for an interesting
research question.
1.1.1

The Research Questions
In what ways are gender and gender relations represented in authorized
elementary social studies school curricula and what might these
representations reveal about underlying educational and societal attitudes
toward gender equity?
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By examining curricula and accompanying learning resources that are used by real
teachers and real students in real classrooms, the research questions are designed to
engage with curriculum policy at a level that connects theory to practice. The
examination of the documents is done through a lens that stands on the periphery of
knowledge traditions: studying gender relations and gender equity from a feminist
perspective. The feminist gender lens is employed to help determine if the knowledge
content approved by government educational ministries for use by elementary students
can be identified as embracing the real and theoretical diversities of democratic
Canadian society or as favouring mainly the worldview(s) of dominant groups.2
Research in the 1980s and 1990s clearly indicated that knowledge about or by
women was largely absent from social studies school knowledge (Baldwin & Baldwin,
1992; Clark, 1997a; Light, Staton, & Bourne, 1989). Related to this, and despite an
explosion of such knowledge at the scholarly level (Bernard-Powers, 2001), knowledge
about gender—such as individuals or groups being gendered or living within gendered
social systems and studying men and women in relation to each other and to social
pressures or expectations—was also absent from school knowledge. While most of the
extant research is conceptualized in terms of content about women—typically the
absences, omissions, and distortions of content about women—content about men is
invariably referenced. This study deliberately approaches gender as a concept, process,
and system experienced by men as well as women.
Given its candidly proclaimed foundation in a social justice and gender equity
perspective, this study relies on several presuppositions: 1. that gender is an analytic
category of primary interest to feminists whose theories about social relations and
methodological perspectives are, by definition, peripheral to the mainstream/malestream
academic status quo; 2. that studying gender and gender relations in school knowledge
approaches school knowledge from a marginalized position; 3. that gender issues in
school knowledge can be understood as questions concerning (i) what knowledge about
Dominant groups in Canadian society are conceptualized as the socio-economically elite, persons identified as
holding White or European ethnic background, men, the able-bodied, and those with a Christian—particularly
Protestant—religious background (Bradford, 2000). Dominant perspectives also favour ideas and systems such as
democracy, patriarchy, and capitalism—particularly corporate business interests.
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women and men is included and which men and women are present? (ii) whose
experiences, perspectives, and worldviews are included and in what ways are they
present? and, (iii) whose experiences, perspectives, and worldviews are excluded and in
what ways are they absent?; and, 4. that studying gender from a feminist perspective
engenders an ameliorative social justice and equity intent and is therefore openly
political as well as positional. The foregrounding of gender is not intended, however, to
suggest that issues of gender equity are more important than other equity issues such as
ethnocentrism, classism, or racism. Indeed, representations of gender and gender
relations in school knowledge cannot be adequately studied in isolation from other
equity issues because of their inherent interconnections.
Using a feminist critical discourse analysis methodology to uncover the
predominant, subordinate, and omitted perspective(s) in official school knowledge
requires exploring and analyzing not just the events that are depicted in curriculum
materials "but the versions of the events" (Crawford, 1996, p. 405) that are depicted. In
addition, as McCarthy (1990) explains, exploring representations in school knowledge
involves not just the absences and presences of pictures and texts of peoples typically
marginalized in traditional or dominant knowledges but, more importantly, involves "the
whole process of who gets to define whom, when, and how. Who had control over the
production of pictures and images in this society?" (p. 122).
1.2

The Contexts of the Study
Paechter (2000) maintains that
We need to study curriculum change in its social context because such studies
help us to see why we have the curricula that we do. We need to understand how
they came to be, and get to grips with their contingent nature. Once we can start
to unpack the relationship between social processes and curriculum forms, we
have a better chance of changing each through the other, and once we have a
grasp of how particular curricula have come to dominate our schooling systems,
we can have a clearer insight into the ways in which things might change (p. 5).

Following Paechter's advice to study curriculum within its social milieu, this study is set
within the frame of three contexts: 1. feminist critiques of official school knowledge; 2.
the educational restructuring and curricular reform processes undertaken in Alberta and
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Ontario, two powerful and wealthy Canadian provinces; and, 3. the research field and
school subject of social studies. I begin by looking at feminist critiques of gender bias in
curricula.
1.2.1

Context 1: Gender Bias and Social Studies Curriculum
Feminist educators have been working at revealing and challenging the sexism or

gender bias present in school curricula and learning resources for several decades. It has
been no easy task for, as Scott (1988) explains "Sexism in the curriculum cannot be
eliminated easily because it is not a superficial overlay, a result of mere ignorance and
oversight. Sexism is integral to our society, necessary to our system, and advantageous
to men" (p. 97).
Sexism and gender bias, particularly in content portraying or representing
women in social studies knowledge ranges from blatant sex role stereotyping, through
omission and invisibility, to relying on a limited and limiting 'worthy and/or unique
contributions' tokenistic inclusion. Feminist gender critiques go beyond these rather
obvious examples, however, to challenge mainstream or "'malestream' thought,
as...traditional scholarship [has been dubbed]" (Gaskell, McLaren, & Novogrodsky,
1989). Mainstream/malestream scholarship, once accepted as objective and value-free
has been exposed as partial and biased knowledge grounded not in universal human
experiences but rather in male experiences of the world (Gaskell et al., 1989). Feminist
challenges to mainstream curricular knowledge have meant moving beyond merely
removing obvious stereotypes toward including the examination of women's
experiences and to "incorporating knowledge that reflects the diverse experiences of
women into what is deemed to be important school-based knowledge" (Gaskell et al,
1989, pp. 38-9).
There is considerable agreement and emphasis amongst feminist social studies
and school history writers that students need to study people like themselves (Coulter,
1989; Crocco, 1997). Scott (1988) begins from the position that:
It should be stressed that since the subject of social studies is society, and
particularly individuals and social groups within society, it is difficult to accept
that women as a group can be of little concern to its practitioners (Scott, 1988, p.
109).
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Education gender researchers Sadker, Sadker and Long (1989) claim that girls may
develop a negative self image when they begin to realize that knowledge about people
like themselves—that is girls and women—is absent or marginalized in school
knowledge. Girls as well as boys may begin to conclude that "females are less
important and less significant in our society than males" because of school knowledge
that omits the experiences and contributions of women (Sadker et al, 1989, p. 109).
Bernard-Powers (1995) asserts that excluding women's experiences and perspectives
from social studies curriculum ultimately creates a 'dysfunctional' curriculum for boys
as well as girls. Crocco (1997) goes farther, stating that male-only history, history that
ignores the parts played by women and non-elite men, "falsifies the story of the past" (p.
32).
Conversely, students who are exposed to books that challenge gender
stereotyping or include characters that perform nontraditional tasks learn to appreciate
that girls are capable of such tasks (Sadker et al, 1989). The authors do not discuss
whether similar efforts were made to alter presuppositions about boys and which
masculine/feminine traditional tasks they can and/or should perform. It is also vitally
important that boys as well as girls learn to understand and appreciate achievements
made outside the realm of the 'public' world as achievements worthy of study and
respect (Coulter, 1989).
If political and economic history crowd out social history, and by extension,
women's history, then students get the message that childbearing and
childrearing, subsistence agriculture, the building of a social order, and the care
and maintenance of communities have had little significance over time. Only
wars, political power, industrial and technological development, economic
evolution and convulsion count in this scheme of history (Crocco, 1997, p. 32).
Coulter (1989) explains that while it is important for both male and female students to be
aware of role models worth emulating, it is even more important for students to realize
that individuals who have made a difference in their societies have all done so within
particular contexts and constraints that make it possible for those individuals to make
their contributions. The same contexts and constraints may make it impossible for
others to make contributions.
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Adams (cited in Osier, 1994) contends that there are four major reasons why
women must be restored to the historical record and to school history knowledge:
•

•
•
•

young people of both sexes need to understand the root causes of discrimination
(on grounds of sex, race and class); an historical perspective can contribute to
this understanding;
history is about understanding the past in all its diversity; history which ignores
one half of the human race is bad history;
feminist historians continue to provide new insights into history as an academic
discipline; these insights should be informing school history;
the inclusion of women's experience in the historical record has implications for
our overall perception of the events and principles under study" (pp. 221-2).

Crocco (1997) contends that the solution to gender bias in social studies knowledge is to
work toward a both/and perspective in which the experiences and perspectives of
women and men are present rather than perpetuating or acquiescing to an either/or
perspective. As a study by Levstik and Groth (2002) demonstrates, however, this will be
no easy task. They designed a woman-focused U.S. antebellum history unit for a middle
school class in an elite, arts-focused school consisting mostly of girls. The results of
teaching the unit and conducting the follow-up interviews with the students—"designed
to explore their understanding of the historical significance of different categories of
women's experiences" (Levstik & Groth, 2002, p. 238)—were mostly encouraging.
While the students were genuinely interested in and excited about learning from the
perspective of women's historical experiences they expressed continuous concern and
discomfort that by doing so they were ignoring the experiences of men. This was an
area of significant concern to the researchers for several reasons; 1. that the students
expressed beliefs holding that history about men was real history while history about
women was not real history; 2. that the students believed studying specifically about
women may be going too far to an extreme and too far away from the usual—that is,
male, perspective; 3. that the presence of men in the content under study was invisible to
the students because the men were not the primary focus; and, finally, 4. that the
students had never expressed concern in previous social studies history units about the
absence of women when men were the primary focus. What was encouraging to Levstik
and Groth was the willingness of the adolescent girl students to begin learning and
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talking about gender inequities in the past with some understanding that these are
connected to their own present. The researchers were also very encouraged to learn that
teaching about gender and using gender as a category of analysis does matter and does
have an impact. They also found that "the impact of studying ordinary lives as
presented through primary sources was extraordinary" (Levstik & Groth, 2002, p. 251).
The steps undertaken by feminist social studies scholars throughout the 1970s,
1980s and 1990s to reveal and ameliorate the absence of knowledge about women in
social studies knowledge, however, were not unencumbered. The rise of the New
Educational Right provided a basis for considerable opposition to the reform of extant
knowledge and curricula in favour of broader based knowledges and content (BernardPowers, 2001). In the next section, I explore the foundational positions of the New
Educational Right and then explore the ways in which New Educational Right ideology
influenced educational restructuring and curriculum reform in Alberta and Ontario.
1.2.2

Context 2: The New Educational Right, Restructurings and Reform
The New Educational Right has been identified by several scholars (Apple,

2000a; Kenway, 1990) as an uneasy alliance between neoconservative and neoliberal
education restructuring groups. The New Educational Right is neither an ideologically
nor socially homogeneous group yet together the sometimes competing yet also
complementary discourses of the New Educational Right represent considerable and
successful attacks on public education. Similarities in neoconservative calls for the
retrenchment of traditional values, behaviours, expectations and knowledge and
neoliberal economic accountability perspectives have been identified in educational
rhetoric in Canada (Elliott & MacLennan, 1994), Australia (Kenway, 1990), and the
U.S. (Apple, 2000a).
According to Apple (2000a), the neoconservative arm of the New Educational
Right blames '"too much democracy'—culturally and politically—[for] 'our' declining
economy and culture" (p. 58). Neoconservatives demand a return to the values of a
golden past in which "tradition, authority, and hierarchy" are realized through the
retrenchment of traditional forms and content of schooling (Kenway, 1990, p. 186). It is
asserted that this can be achieved through a standardized national curricula and national
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testing (Apple, 2000a). Apple (2000a) contends that this aspect of American
neoconservatism embodies both a concerted attack upon the motives and competence of
teachers as well as a "fear of the 'other'" (p. 67).
Part of the neoconservative attack on public schooling calls in to question the
validity of curricula which espouse—or at the least make mention of— feminist,
multicultural, or other types of knowledges that are alternative to the mainstream,
traditional curriculum. These challenges to mainstream knowledge are viewed by
neoconservatives as threatening exemplifications of cultural relativism; in teaching these
alternative perspectives schools have overstepped their moral jurisdiction and infringed
upon the family (Elliott & MacLennan, 1994). Thus democratizing movements in
education, such as multicultural education, peace education, and gender equity issues—
more real in theory than in practice (Levstik, 2001)—have "called forth a vitriolic
response" (Weiler, 1993, p. 221).
The limited successes of these education-for-democracy efforts are lumped
together and derided as 'progressive' education by the New Educational Right. As
Kornfield (2005) explains the concept of progressive education epitomizes the essence
of the crisis and failure of public education for the New Educational Right. "In the field
of education, the term 'progressive' serves as Neoconservative code for all that is wrong
with today's schools. To them, progressive implies soft thinking, 'anti-merit, anti-rigor,
anti-basics, anti-discipline' (Rochester, 2003, 14-15), a dumbing down of the
curriculum..." (p. 144). Progressive education is portrayed by neoconservatives as the
dominant perspective in public education reinforced by university professors who
indoctrinate their innocent and unassuming teacher education students (Kornfield, 2005).
For those on the political left advocating for these types of democratizing reforms, their
discursive positioning in neoconservative rhetoric as pervasive, longstanding, and
dominant within social studies comes as a surprise that holds little resemblance to reality
(Kornfield, 2005).
New Educational Right critics of social studies want social studies to be liberated
from the clutches of a powerful, radical, intellectual elite of social studies gurus and
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radical leftist multiculturalists in favour of their own agenda (Kornfield, 2005). It is an
agenda that they say will return social studies to the virtues of the past in order to:
1. 'reaffirm' the need to study subject matter content, especially American history,
geography, and civics (27, 133)
2. provide a 'common factual basis' in our teaching before promoting thinking
skills (133)
3. promote American heroes and achievements (27)
4. show both the negative and positive characteristics of other groups and cultures
so that students can fairly compare the perspectives, contributions, fallibility, and
knowledge of each instead of believing all cultures are equal (87)
5. engage students in 'appropriate' activities such as simulated voting, but not force
'volunteer' service nor social activism (27)
6. build a 'reasoned patriotism' by providing a strong grounding in the knowledge
and values of the American System so that fewer students become doubters and
cynics of its economic, political, and social system (27)
7. present ideology-free materials so that students will develop their own
interpretations and analysis of history and culture (88) (Fleury, 2005, p. 167,
quoting various authors in Where Did Social Studies Go Wrong?).
Of course, it is impossible to provide 'common facts' and to promote 'heroes and their
achievements', and to also present 'ideology-free materials'—these recommendations
are inherently contradictory. It is also worth noting that while American heroes and
achievements are to be lauded, 'other groups and cultures' are to be presented using both
negative (stated first) and positive characteristics. Also, students are to develop their
own interpretations of knowledge while simultaneously being denied the opportunity to
develop critical 'thinking skills'. Following such a curricular perspective would indeed
be a return to the past, "a past in which 'real knowledge' and morality reigned supreme,
in which people 'knew their place,' and where stable communities guided by a natural
order protected us from the ravages of society" (Apple, 2006, p. 39).
Given the shifts in democratic societies in the past several decades, is such a
curriculum possible? Perhaps not entirely. As Apple (2006) demonstrates, even the
development of voluntary national standards by a national teaching organization in the
U.S. did not bow completely to the demands of neoconservative groups. Yet, in her
review of the National History Curriculum in the U.K., Weiner (1993) notes that
the structure of the National Curriculum is remarkably similar to the prescribed
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secondary school curriculum for 1904 and the content of the National
Curriculum history somewhat resembles that described in 1938 by an ex-Provost
of Eton College about his own education at the end of the nineteenth century (p.
86).
Thus, the retrenchment of the status quo and the possibility of regression to curricular
form and content deemed acceptable in earlier times, is clearly not an impossibility.
Also, as will be discussed in the next section, all aspects of education are vulnerable to
forces of change and upheaval.
The other branch of the New Educational Right alliance is characterized as
neoliberal. The primary stance of neoliberalism holds that that which is private is
necessarily good and superior and that that which is public is necessarily bad and
inferior (Apple, 2000a; Kenway, 1990). Neoliberal school policies hold that currently,
schools erroneously "respond to demands of professionals [that is, teachers] and other
selfish state workers, not the consumers [that is, parents] who rely on them" (Apple,
2000a, p. 60). This strand of neoliberal discourse is rooted in economics. In addition to
emphasizing the virtues of the market and the evils of state intervention, this perspective
also contains perceptions about and expectations for individuals—individuals must be
self-reliant and are responsible for their own successes (and failures). Within an
overarching frame of business-based models, the neoliberal perspective of education
promotes privatization and efficiency measures in educational organization, elevates the
role of the family in choosing and supporting educational delivery systems, and
concurrently denigrates the idea that education may be used to effect social change
(Kenway, 1990). Privatization measures also relieve businesses of economic
responsibilities for education by way of taxes, thus decreasing their costs and increasing
their share value.
Accompanying the logic of the market as a preeminent force in schooling is a
contradictory line of reasoning that wishes the state to assume greater responsibility for
developing both 'basic skills' and vocational training (Kenway, 1990) or, as Apple
(2006) puts it "education for employment" (p. 34). Education is to become more
accountable to employers, and is to adjust its content to the demands of the labour
market and changing technology (Kenway, 1990). The neoliberal arm of the New
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Educational Right also includes the entrenchment of business values in the curriculum
and school structures, the centralization of authority, and the de-professionalization of
teachers (Elliott & MacLennan, 1994). As Weiler (1993) explains, New Educational
Right ideology has enabled "corporations [to] increasingly claim the expertise and right
to define the content and nature of education, while at the same time, their actual
material support of education declines" (p. 218).
In ways similar to other Western industrialized countries, the ideology of the
New Educational Right has established a strong presence in Canada. Neoliberal
philosophies of privatization and marketization, choice, and competition for clients
along with neoconservative emphases on standards of achievement, standardized testing,
traditional teacher-centred methods of pedagogy, and demands for the re-privileging of
Western-based cultural knowledge are evident in both Alberta and Ontario. These two
wealthy and influential provinces both pursued massive and similar educational
restructurings in the past decade.
1.2.2.1 Educational Restructurings in Alberta and Ontario
In 1994, following the summer 1993 election of the Ralph Klein Progressive
Conservatives3 in Alberta, the process to significantly restructure the education systems
in the province was initiated. The changes that were implemented were drastic but were
actually more lenient than those originally proposed. The government's original 1994
three-year business plan called for a 12.4 percent reduction in funding to education; this
equated to $239 million taken out of the K-12 system over a four year period. Teachers
agreed to take a five percent rollback in wages but hundreds of teachers were also laid
off. A major victim of the cutbacks was kindergarten education which was slashed from
four hundred government-funded hours a year to two hundred hours. Despite efforts to
'prove' that two hundred hours were as educationally sound as four hundred hours, the
education minister did eventually admit that the prime motivation for this cutback was
fiscal and not educational (McConaghy, 1994). The government assumed total control

3

Ralph Klein became leader of the sitting Progressive Conservative (PC) government in Alberta following the
resignation of Don Getty (PC leader and premier 1985-1992). Klein won majority mandates in 1993, 1997, 2001, and
2004. Like Klein, his successor, Ed Stelmach, gained the premiership by winning the PC leadership. Stelmach
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over educational financing by stripping local school boards of the power to raise funds
through property taxes. The education portion of local property taxes are now collected
by the provincial government into its general revenue and redistributed 'equally' to all
the school boards in the province. This has been a boon to rural boards which have seen
an increase in funding but has led to difficulties in the major urban boards whose
particular needs, such as special education funding and English as a Second Language
funding, were not addressed through this equal-funding system. The school boards
themselves underwent drastic changes with 141 being reduced in number to 61 (Mackay
& Flower, 1999). This not only meant amalgamations of boards covering vast
geographical territories but a significant reduction in locally elected politicians. By
September 1994, the number of school board trustees had fallen from 1000 down to 435
(A. Taylor, 2001). School board superintendents were now to be appointed at the
ministerial level. Another area of education drastically affected by these cutbacks was
the ministry of education itself which witnessed a sixty percent reduction in staff
between 1992 and 1998 (A. Taylor, 2001).
The driving force behind these significant restructurings of the education system
in Alberta was primarily ideological. The Klein government embraced the discourses of
the New Right—relying on New Zealander Roger Douglas as a kind of fiscal
government guru—and steered the entire public agenda in that direction. Education was
not the only governmental service to suffer the consequences of restructuring—the
health care system and social welfare services were also particularly hard hit.
Specifically in terms of education, the Klein government's ideological
motivations for restructuring and reforming not only the system but the purposes for
schooling are plainly evident. For example, in accordance with the New Educational
Right neoliberal emphasis on marketization and privatization and the neoconservative
emphasis on elitism, knowledge traditions and standards, the Klein government both
increased private school funding and introduced charter school legislation. Kachur
(1998b) notes that while funding to private schools teaching the Alberta curriculum
won his own majority mandate March 3, 2008. The PCs have been in continuous power since the election of the Peter
Lougheed government in 1971.
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began in 1967, the Klein government generously increased its funding to private schools
by over thirty per cent between 1997 and 2001. During the same period, funding to
public education (the system that had seen major budgetary cutbacks starting in 1994)
was increased by less than seven per cent (Kachur, 1998b).
The charter school legislation introduced in Alberta—still the only province in
Canada to have such legislation—makes it possible for parents to choose a publiclyfunded alternative to public school. Ideologically, charter schools play two important
roles in support of the New Educational Right. First, they provide an obvious choice for
parents, thus creating a marketized school system; public schools now openly market
themselves in competition with charter schools and private schools as well as with each
other (Kachur, 1998a). Charter schools along with private schools also provide a basis
of comparison for accountability measures such as standardized testing in which
schools' yearly performances are ranked and published in newspapers.
Secondly, and perhaps more importantly, charter schools provide competition to
the public system. Thus, the public system must provide similar type schools to charter
schools in terms of educational philosophy in order to keep parents happy and children
enrolled. The success of the five-campus strong Foundations for the Future Charter
Academy in Calgary, for example, has pressured the public board in that city to
introduce teacher-transmission, back to basics4 schools into its own system. One
unhappy parent in Calgary was quoted as saying "The Traditional Learning Centre train
is coming right on through and it's either buy a ticket or be pushed off the tracks"
(Myers, March 9, 2006, p. B3). The same Calgary Herald article notes that the
traditional learning program in the city's public school system has "a lengthy, citywide
waiting list" (Myers, March 9, 2006, p. B3).
Kachur (1998a) makes perhaps the most compelling argument exposing the
ideological motivations underlying all of the Klein government's public services
restructuring. At the beginning of its second term in office, after implementing massive
cutbacks and restructuring policies in education, health and social services, the Klein
4

Not all charter schools in Alberta are back to basics schools. For example, the Boyle Street Education Centre in
Edmonton serves at-risk students.
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government held roundtable consulting sessions. Having paid off the provincial deficit,
the major item on the agenda was the provincial budgetary surplus. Public
consultations—that is, consultations with stakeholders who had been invited to the
Alberta Growth Summit—resulted in overwhelming support for an agenda of 'people
development'; this, even with the majority of invitees in attendance comprised of
private-business leaders. Yet, in the end, 'fiscal responsibility' ensured the
subordination of people development to Klein's 'Alberta Advantage' project. Rather
than reinvestment in schools, hospitals, and roads, as the people wanted, the government
committed to an agenda of no deficits, debt repayment and fiscal efficiencies. Kachur
(1998a) puts it this way "Can there be a more deluded state than that of a Father [Klein]
who cannot buy his hungry children groceries because he has the burden of a $2.7
billion surplus?" (p. 65).
At a similar time, in Ontario the Progressive Conservative government of Mike
Harris initiated its own New Educational Right restructuring agenda. John Snobelen,
the Minister of Education for the Harris government, was widely quoted as declaring
that '"we need to invent a crisis [in education], and that's not just an act of courage;
there's some skill involved'" (cited in McConaghy, 1997, p. 1). In a series of moves
reminiscent of the Klein government in Alberta, educational restructuring measures in

5
Roundtable consultations were also part of the initial round of restructuring. A. Taylor (1998; 2001) details the
participants and stakeholders in the Klein government's roundtable sessions, identifying four powerful groups that had
significant influence on the Klein government's educational policy agenda. Albertans for Quality Education (AQE)
represented approximately 325 'dissatisfied' parents—mostly in Calgary. Its membership also included
representatives from private schools and private tutorial businesses. The AQE enjoyed corporate office space
courtesy of an employee who was an AQE member. AQE received four invitations to the Klein government
roundtable consultations while the Calgary Catholic Board received only two (Taylor, 1998). The Chamber of
Commerce (CC) is an association that represents the interests of businesspeople and businesses of all types and sizes.
The CC is committed to a discourse of government fiscal responsibility. The Calgary Educational Partnership
Foundation (CEPF) was created by a former Calgary public system superintendent in conjunction with Calgary
businesses. It was housed in the Canadian Hunter Explorations Limited corporate offices. The Foundation was
connected with the Conference Board of Canada. "This connection is noteworthy because the corporate-sponsored
Conference Board and its affiliates have been influential in promoting business-education partnerships and other
educational reforms in Alberta and in other provinces in the 1990s" (Taylor, 1998, p. 103-4). It was intended to
facilitate the development of business-school partnerships. The Science Alberta Foundation (SAF) was also housed in
Canadian Hunter offices. It was designed to bring together educators and businesspeople in order to provide
"businesspeople with more control over their 'investments' in education" (Taylor, 1998, p. 104). The SAF, designed
to work with the Ministry of Education to develop science curricula and teacher training, "received $1 million in pilot
funding for a year, and funding continued for a second year at a time when severe cuts were taking place in other areas
of educational spending" (Taylor, 1998, p. 104). The foundation also "developed revenue streams based on its various
products and services" (Taylor, 1998, p. 104).
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Ontario included the centralization of education funding to the provincial government,
the establishment of school councils, and the amalgamation of local school boards,
reducing them from 129 to 72 (Majhanovich, 2002a). The Ontario Academic Credit
year following Grade 12, commonly called Grade 13, was abolished. Standardized
testing in grades 3, 6, and 9 reading and mathematics was introduced along with a grade
10 literacy test required for graduation from high school. As in Alberta, financial
cutbacks were also part of the agenda with a total of $1 billion being removed from the
education budget (Majhanovich, 2002a).
Attacks on teachers were also part of the Harris PC agenda. Teachers had
already suffered a freeze on salaries and the loss of several days of unpaid leave in 1994
courtesy of Bob Rae's New Democratic Party government (McConaghy, 1995). The
Harris government, however, treated teachers as if they were enemies of education—
calling in to question their "motives and competence" (Apple, 2006, p. 43) as if their
vested interests in their jobs subsumed what good intentions they may possibly have
held. The first act of the Harris government was to repeal employment equity legislation
(Majhanovich, 2002a) originally aimed, in part, at bringing more women into
educational leadership positions (Coulter, 1996). Secondary teachers saw their
classroom preparation time reduced while their teaching loads increased—what Apple
(2006) calls 'intensification' of work. Principals were removed from their unions
effectively making them managers rather than educational leaders and potentially pitting
them against classroom teachers. Practising teachers were now required to pursue
mandatory continuing professional development on their own time and own dime
(Majhanovich, 2002b); the mandatory nature of this requirement has since been repealed
by the subsequent Dalton McGuinty Liberal government. A proposal to subject teachers
to standardized testing did not come to fruition, however, the Harris government did
implement a mandatory multiple choice competency test for all teacher education
graduates. This too has since been repealed by the McGuinty government. Teachers
also faced severely restricted processes for collective bargaining partly because
Interestingly, like Ralph Klein, the Premier of Alberta at the time of restructuring, John Snobelen is a high school
dropout (McConaghy, 1997).
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education funding has been centralized to the provincial government and partly because
the Ministry of Education sets the rules for the funding formulas within which school
boards must now operate (Majhanovich, 2002a).
Mazurek (1998) reminds us that schools are wholly reactive institutions and have
always been subject to philosophical and ideological shifts. Using Alberta as a case
study, he explores the pendulum swings that occurred in education since the inception of
the province in 1905. He contends that this latest round of reforms has not occurred 'out
of the blue' but rather had several precursors going back as far as the 1970s. More
recently, reforms that can be directly linked to shifting ideologies, such as standardized
core subject testing in grades 3, 6, and 9 and compulsory high stakes grade 12 leaving
examinations, were implemented in the 1980s.
Majhanovich (2002a, 2002b) makes a similar assertion regarding educational
restructuring and reform in Ontario explaining that many of the ideas for the reforms
undertaken by the Mike Harris Conservatives were recommendations outlined in a Royal
Commission study and report commissioned during the reign of the New Democratic
Party (NDP) in Ontario. Majhanovich (2002a) characterizes many of these
recommendations as intending to meet the needs of Ontario's ethnically diverse
population—most of these (admittedly expensive) ideas were either ignored or
significantly modified in favour of recommendations favouring an economic or
technological agenda. In terms of curriculum reform, the Commission recommended a
generalist approach in the elementary grades—(K-8 in Ontario)—and a specialist
approach for high school; this recommendation was pursued by Rae's New Democrats
and resulted in The Common Curriculum, published in 1995. Despite the costs involved,
the Harris Conservative government replaced The Common Curriculum in 1998 with a
subject, grade, and topic specific curriculum.
Educational restructuring is not simply the result of political parties being elected
to office. Major reform movements, such as public education restructuring, are
influenced not only by shifting ideologies within a jurisdiction but also from changes
occurring in other jurisdictions and countries. Even the politically left-leaning NDP
recognized the trends of the time—including economic globalization, the market-based
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economy, and the dominance of technology—and made overtures to reform education
with these influences in mind (Majhanovich, 2002a).
The 1990s and the first decade of the new century proved to be trying times for
educators in both Ontario and Alberta. For education in Alberta, a light at the end of the
tunnel came through massive government surpluses that resulted from Alberta's oil and
gas resources. However, while the surplus began to accumulate in the mid 1990s
spending it on education waited until the 2004 budget. In Ontario, the election of the
Dalton McGuinty Liberals has brought some measure of relief with, for example, the
above noted repeals of mandatory requirements of teachers. While it is clear the
restructuring efforts of the Klein and Harris 'New Right' Progressive Conservative
governments will not, with few exceptions, be undone, the pace of change seems to have
slowed.
While the New Educational right initiatives in Alberta were limited to
restructuring the education system, the restructuring of the education system in Ontario
was accompanied by a complete overhaul of school curriculum including every subject
at every grade level.
1.2.2.2 Elementary Social Studies Curriculum Reform in Alberta and Ontario
Ontario and Alberta have both recently rewritten their social studies curricula;
Ontario in 2004 and Alberta, still ongoing, beginning in 2005. Curriculum reform is
typically an ongoing process in public education; thus, these two jurisdictions will likely
also rewrite social studies curricula again in the future. What is currently of interest,
however, is how these two provinces approached curriculum reform in conjunction with
the massive educational restructuring projects undertaken in the 1990s.
Ontario's comprehensive curriculum reform was part of its massive restructuring
project and was undertaken at the same time as the system as a whole was restructured.
The abolishment of grade 13 meant that in some cases, along with an ideological
commitment to academic rigour, curriculum topics were 'pushed down' to lower grades.
'Stricter standards' also meant that expectations for reading, writing, spelling and
increasingly complex mathematics were both increased and introduced earlier in a
student's academic career (McConaghy, 1997). The 1998 social studies curriculum was
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just one of the many curricula rewritten as part of the restructuring and reform agenda; it
was since revised in 2004.
The Ontario government tendered the writing of course outlines (Majhanovich,
2002a; 2002b). The private sector parties who won the successful bids then contracted
writing teams which usually involved practicing teachers, members of parliament and
community members but tended to exclude curriculum or education experts. The
resulting centralized curriculum was a major change in Ontario education as curriculum
had, until then, been written at the local school board level according to ministerial
guidelines (Winter & McEachern, 2001). Again, however, the move toward centrally
controlled curriculum was initiated not by the Harris Tories but by the Rae NDP
government. Winter and McEachern (2001) point out that the 1995 Common
Curriculum and various supporting documents introduced the ideas of standards and the
prescription of what students should know and do by the end of selected grades. That
being said, the curriculum written under the Harris Tories was perceived as far more
prescriptive. Each subject at each grade level has a list of knowledge and skill
objectives divided into topic units. It has been suggested, however, that many teachers
in Ontario welcomed the stricter curriculum standards (Majhanovich, 2002a;
McConaghy, 1997).
The 1998 curricula, and supporting ministry approved documents such as course
profiles, were written and implemented in great haste. Majhanovich (2002a) noted that
many subject areas remained without approved textbooks as late as 2002; this was
certainly the case for social studies. The curriculum was implemented in 1998 and as
late as spring 2005 the Trillium website7 had no approved textbooks listed for social
studies. This means that a child beginning grade 1 in 1998 likely experienced her/his
entire elementary social studies career without ever having encountered a textbook
specifically approved for the new, more rigourous curriculum. As of May 2005,
Trillium lists textbooks approved for use in Ontario social studies. Whether new funds
will be available to schools to purchase the textbooks remains to be seen, although the
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Harris government did make funds available for textbook purchasing in June 1998. As
Majhanovich (2002b) describes it, teachers had one day in which to place their textbook
orders. Compounding this stressful situation was a lack of access to study copies of the
textbooks. In many cases, the curriculum was not yet complete when textbooks had to
be ordered. Teachers were told there would be no money available for purchasing
resources later and that orders had to be placed that June (Majhanovich, 2002b). That
authorized social studies textbooks were approved in 2005—a full eight years following
this particular funding opportunity—may indicate the value placed on social studies by
the Harris government.
Unlike Ontario, centralized, standardized curriculum requirements have been the
norm in Alberta for decades. Also in contrast to the curriculum reform undertaken in
Ontario, rewriting the Alberta social studies curriculum was not a direct component of
the major restructuring policies of the 1990s. Rather the Alberta government ministry
responsible for education joined with the other western provinces and the northern
territories to form and work on the overarching Western Canadian Protocol (WCP)
program. Social Studies was part of this core curriculum standardization project. The
contributors to the social studies component of the WCP represented Manitoba,
Nunavut, Yukon Territory, Northwest Territories, and Saskatchewan. Their first order
of business was to develop a foundation document8 which outlines basic premises and
visions for social studies as a whole within the broader context of education. This farranging foundation document includes a proposed model for K-12 social studies that
introduces major organizing concepts, expectations for multiple knowledge perspectives,
and general and specific knowledge, skill and attitudes outcomes.
The Common Curriculum Framework for Social Studies, Kindergarten to Grade 9
was published in 2002. The WCP Social Studies Framework reads very much like a
curriculum document and includes an introductory rationale section describing the
overall vision of the framework, the definition of social studies, the orientation of the

Trillium is the Ontario Ministry of Education website that lists learning resources that have been rigourously
evaluated and approved for use in Ontario's public schools. The website can be found at
http://www.curriculum/org.occ/trillium/index.shtml
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framework, the learning objectives divided into attitudes, knowledge and skills, a
conceptual map of the framework, the organization of the framework, the core concepts
of the framework (citizenship, identity, and diverse perspectives), general learning
outcomes for all grades, and content themes for all grades. The second component of
the Framework outlines in detail the grade profiles and specific learning outcomes for
each grade, charts of skills and processes organized into graded clusters (K-3, 4-6 and 79), a glossary of terms and, finally, references.
The WCP The Common Curriculum Framework for Social Studies, Kindergarten
to Grade 9 document was then followed by Alberta Response To 'The Western
Canadian Protocol Common Curriculum Framework for Social Studies, Kindergarten to
Grade 9 Consultation Draft - February 2001'. This document summarizes the various
invitational consultation forums hosted by the Ministry to glean responses to the WCP
social studies framework from various stakeholder groups in Alberta.
The new Alberta social studies curriculum has been developed systematically in
relation to the standards, expectations, skills, contents, and attitudes agreed to in the
WCP. After several years of draft documents, stakeholder consultations, and piloting,
the K-3 elementary curriculum was implemented in the Fall of 2005. The launch of this
new curriculum occurred more than a decade after Alberta embarked on educational
restructuring. At this time, the curriculum reform process in Alberta is ongoing. The
grade 4 curriculum was finalized in 2006 and implemented Fall of 2007. Other grades
in upper elementary, junior high and senior high divisions are at various stages in the
curriculum revision process. Tenders were extended to textbook writers and publishers
to custom-develop resources in support of the curriculum and government ministry staff
also examined existing authorized textbooks and learning resources to determine
adequacy and 'fit' with the new curriculum (Douglas, personal communication, April
11,2005).9 Draft versions of the Social Studies K-3: Alberta Authorized Resource List
were released several times in 2005. Teachers had the end of the 2004-2005 school year
plus the summer of 2005 to examine the recommended resources and order them for the
Alberta Learning (2000). Foundation Document for the Development of The Common Curriculum Framework for
Social Studies Kindergarten to Grades 12.
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beginning of the 2005-2006 school year. On the surface, at least, there appears to be
little uproar aimed at the new social studies curriculum. It is simply the latest in the line
of continually updated and revised curricula mandated by the government. Thus, social
studies curriculum reform in Alberta was undertaken through a completely different
process than that in Ontario.
1.2.3

Context 3: Social Studies
Social studies curriculum reform in Alberta and in Ontario did not occur in a

vacuum. Social studies has not been immune from educational pendulum swings.
Today's crusades tend to be focused on retrenchment of traditional academic
disciplines—that is, history and geography—versus an integrated social sciences and
humanities model compounded by debates about memorizing knowledge content versus
an emphasis on developing inquiry skills. Another arena of debate focuses on questions
of epistemology and content with the retrenchment of Western cultural dominance and
ways of knowing opposing the integration of knowledges from multiple perspectives and
experiences. There are disagreements about scope and sequence of knowledge content:
the repeating and revolving concepts and themes of spiral curricula are championed or
denigrated (Hodgetts, 1968); expanding horizons10 are characterized as rooted in a now
non-existent agrarian past with little relevance to the lived realities of children in the 21 st
century (Wade, 2002) yet are also (grudgingly) accepted as prevalent and predominant
systems of organization in social studies education (Alleman & Brophy, 2001). As
Neatby's (1953) mid-century diatribe against progressive education exemplifies, these
quarrels are not new.
1.2.3.1 Social Studies in Alberta and Ontario
Alberta has been the vanguard province for social studies since its arrival on the
Canadian education scene in the early part of the twentieth century (Tomkins, 1983).
Writing more than twenty years ago, Tomkins (1983) described considerable differences
in approaches to social studies education in Alberta and Ontario. He suggests that the

9

Shirley Douglas is the Program Manager for K-12 Social Studies, Alberta Learning.
Expanding horizons, a longstanding and pervasive scope and sequence model in social studies knowledge, is
intended to move the student from that which s/he knows and is familiar with (the self, the family, the immediate
10
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term 'social studies' was embraced in the western provinces but that it holds a negative
connotation in the east, particularly in Ontario. Tomkins maintains that Ontario's
adherence to a more traditional history and geography curriculum that is supported by
the organization of separate teaching departments in schools, separate history and
geography teacher associations, and the continuing division of history and geography in
teacher education programs in Ontario, is clear proof of an enduring coolness toward the
concept of an amalgamated social studies. The most recent curriculum reform in
Ontario has witnessed the continuation of separate history and geography courses
beginning in grade 7 and continuing through to grade 12. Although called social studies
in grades 1 through 6, the Ontario elementary curriculum is divided into two distinctive
strands that can easily be recognized as history and geography dominant. In contrast to
this "Alberta has developed more scope across the variety of the social sciences,
including history and Canadian Studies..." (Tomkins, 1983, p. 15). Social studies in
Alberta continues from grade 1 through to grade 12; kindergarten is now also included.
History and geography are component disciplinary subjects along with other social
sciences and humanities disciplines that comprise the integrated curriculum; neither is
offered as a stand alone course in the K-12 system.
In his analysis of provincial curricula, Tomkins (1983) contends that social
studies programs tend to be either knowledge-based which stresses responsible and
obedient citizenship or skills-based which tends to focus on the development of skills for
participatory citizenship. While he acknowledges that there is considerable overlap,
Tomkins maintains that certain perspectives about the nature of social studies flow from
these approaches. A knowledge-based, responsible citizenship model tends to favour
traditional academic disciplines and pedagogical methods "that will transmit traditional
beliefs and socialize the young to a positive identification with their heritage" (Tomkins,
1983, p. 20). A skills-based approach to social studies tends to stress the acquisition of
skills through less formal pedagogical methods. Students develop skills such as critical
thinking, problem solving, and research and reporting while exploring conceptual ideas
community) through increasingly distant circles or horizons such as the larger community, the province/state, the
nation, and eventually the world.
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derived from history and the social sciences. The purpose of this approach is to "enable
the individual to cope effectively in a pluralistic society" (Tomkins, 1983, p. 20).
Tomkins (1983) concludes his assessment of provincial approaches to social
studies education by stating that "Despite the convergence noted earlier between the
eastern and western provinces, it probably remains true that the former, exemplified by
Ontario, stress a traditional knowledge-based 'cultural heritage' approach while the
latter, exemplified by Alberta, stress a more skill-based approach" (p. 20). An initial
glance at the latest provincial curricula published by Alberta and Ontario suggests that
these patterns continue to hold (see Chapter 3, Tables 2 and 3).
1.2.3.2 The Contentious Nature of Social Studies
Defining and delineating exactly what social studies is, as a school subject and as
a focus of academic research, as well as what the purposes of social studies curricula
should be, have been and continue to be topics of much debate and discussion (Ross,
2001; van Manen & Parsons, 1983). The contentious nature of social studies is rooted in
competing perspectives regarding its purpose in schooling as well as in the nature of its
constituent disciplinary knowledges.
Most people would likely agree that social studies is the component of the
overall curriculum through which children and young people are deliberately and
purposefully taught who we as Canadians are, what we collectively value, and how to
contribute meaningfully to Canadian society. This huge task is defined as 'citizenship'
in social studies curricula and there is a wide consensus amongst scholars that
citizenship education is indeed the primary purpose of social studies education (Marker
& Mehlinger, 1992; Ross, 2001; Sears, 2004). Determining what knowledge content
and skills should make up the curriculum to reach this goal, however, is itself
contentious because defining what kind of citizenship and what type of citizens the
social studies does and should be endorsing remain open and debated questions. Clark
and Case (1997), for example, describe four different perspectives about citizenship
education prevalent in social studies that they situate on two different but intersecting
spectrums. The first spectrum, which they call the social acceptance/social change
continuum indicates levels of adherence to either replicating society or to changing and
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improving society. This is citizenship education for social initiation or for social reform.
The second spectrum of citizenship education identified by Clark and Case (1997) is
called the student-centred or subject-centred spectrum. Approaching citizenship
education in social studies on this spectrum moves from an emphasis on developing the
whole child through her/his own skills and abilities through to the opposite extreme of
developing only the intellect of the child through the study of traditional academic
bodies of knowledge. Theorists with opposing views on the nature and purposes of
citizenship and citizenship education actually "march together under the citizenship
flag" (Marker & Mehlinger, 1992, p. 832). Thus, as with social studies itself, citizenship
and citizenship education are contentious conceptions resulting in ongoing debate; they
offer little by way of helping to define or delimit social studies.
Some critics contend that social studies has not advanced nor improved—and
never will—as long as the scholars in the field are mired in the never-ending quest to
reach the ultimate definition of and purpose for social studies (Longstreet, 1990; Seixas,
2001). Longstreet (1990), for example, maintains that social studies is a subject and area
of research perennially in search of an epistemology. In her opinion "the effect of this
neglect is that social studies curricula are driven by mindless tradition and cultural
encapsulation" (p. 1). Writing almost twenty years ago, Longstreet (1990) suggested
that a social studies researcher could have dropped out of the field for twenty years and
re-entered it with little difficulty. Since her scathing assessment, however, social studies
has become embroiled in epistemological debates.
The debates are characterized by two groups with opposing positions: one group
maintains a commitment to equity issues, emancipatory challenges, and epistemological
questions and one group remains committed to retrenching and reifying the status quo of
traditional knowledge, traditional pedagogical methods and practices, and traditional
epistemological bases. The inability to reconcile these positions is the crux of the
definition/rationale/purpose debate. At the root of these debates are those very questions
of epistemology bemoaned by Longstreet. There are those who find social studies to be
too White, too middle-class, and too male. These scholars want to ensure the
experiences and contributions of many groups of people are present in the curriculum

An Androcentric Gauge: Social Studies Portrayals of Gender

27

and that social studies knowledge begin to reflect the complexities and nuances of lived
realities. These scholars also advocate challenging the traditional perspectives in the
curriculum—that is, to move beyond mere representation and toward a model of social
studies that echoes the critiques of knowledges and epistemological perspectives present
in university level research. However, there are scholars who contend that these very
attempts at broadening representations have resulted in a social studies curriculum that
has become academically watered-down and too nebulous in its attempts to include
everyone; this in turn is characterized as a loss of academic rigour. These scholars also
contend that students need to first learn the important stories of success in a nation's
development before they begin to criticize the concomitant weaknesses, errors, and
wrongdoings. These broadly defined competing camps are responsible for the neverending debates in defining social studies. The debates are grounded in fundamental
questions of what knowledge and whose knowledge is of most worth in teaching our
young about ourselves, it is therefore highly unlikely that the contentious nature of
social studies will be resolved to a point of synthesis any time soon.
These ever-present epistemological debates dominate the field of social studies
publishing. Marker and Mehlinger (1992) acknowledge that many social studies
publications "employ philosophical analyses and model building" (p. 831) rather than
disseminate empirical research. Seixas (2001) contends that epistemological questions
must be a component of social studies research. However, it would be fruitless to deny
the lack of research in social studies.
1.2.3.3 A Paucity of Research in Social Studies
In general, social studies is a seriously under-researched area in Canadian
education. There has been a dearth of published articles about social studies in recent
years. The only national academic social studies journal, Canadian Social Studies has
been struggling of late, moving through three publishers in the space of about five
years.
1

While research of any kind in Canada seems to be particularly lacking in recent

' CSS was published by The Althouse Press out of the Faculty of Education, University of Western Ontario for
several years before moving briefly to The University of Toronto Press. It is now irregularly published through the
University of Alberta in on-line only format. It can be found at www.quasar.ualberta.ca/css
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years, research on the actual practice of social studies remains "woefully inadequate"
(Clark, 1997b).
Even one of the most common types of social studies research, textbook content
analysis, has rarely been pursued in recent years. While there has been significant
criticism of textbook based research (Fraenkel, 1987, 1998; Wade, 1993)—particularly
in conjunction with the virtual absence of classroom based research (Seixas, 2001)—
such studies continue to hold a place of importance within a broader based body of
research. Of key importance are two ideas. One is that curriculum documents "signal
the overt intentions of policy-makers [and as such] they constitute a form of discourse;
that is, they embody both a formal set of linguistic symbols and the social practices
which govern their use" (Weiner, 1993, p. 84, italics in original). Related to this is the
idea that textbooks are written in support of and approved for use with curriculum policy
documents and as such, provincially approved textbooks enjoy an "unambiguous
relationship to the state" (Clark, 2005, p. 242). The second key point is that curricula
are periodically rewritten, and thus represent opportunities for including and reflecting
new knowledges and/or perspectives from its constituent academic disciplines (BernardPowers, 2001).
The lack of research in social studies is not a problem unique to Canadian
education. The publishing situation may be slightly better in the U.S., but a lack of
social studies research is also problematic there. Marker and Mehlinger (1992), include
an extensive list of research needed within the social studies. Their suggestions range
from longitudinal studies following a cohort of students across grade levels; extended
observation of teachers delivering courses; cross-national studies comparing social
studies in numerous countries; studies of power and influence of special interest groups
on curriculum content; and replication of existing social studies studies.
2.3.4 Influences on Canadian Social Studies by U.S. Theory and Policy
Without doubt social studies in Canada, both as a school subject and as an area
of research, is heavily influenced by research and policy in the United States. Tomkins
(1983) maintains that "most of these influences are no doubt extremely variable, largely
informal and probably non-measurable but they cannot be discounted" (p. 26). The
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research agendas of U.S. scholars, for example, affect not only research in Canadian
education but also the design of curricula by Ministries of Education (Clark, 2004). For
decades even the textbooks used in teacher education courses tended to be of U.S. origin
obviously endorsing U.S. ideas and ideals (Clark, 2004). Only since the late 1990s have
Canadian social studies methodologies textbooks been published; these textbooks are all
favoured over counterparts from the U.S. in Canadian teacher education programs
(Clark, 2004).
This U.S. influence in Canadian social studies, both directly and through interprovincial activity has existed since the beginning of social studies itself (Clark, 2004).
Western Canadian provinces borrowed the term 'social studies' and the ideas of
integrated learning organized around the concept of 'social' interconnections (Seixas,
2001) almost as soon as it was conceived of in 1916 in the United States. The
Progressive Education movement, originating in the U.S., heavily influenced Western
Canadian provincial curriculum policy documents during the 1930s and 1940s. The
1960's 'disciplines' movement inspired by Bruner—in which children would become
little social scientists by emulating the basic premises and methods from the social
sciences—was also experienced in Canada. Lacking resources for curriculum
development in 1960s Canada, social studies educators borrowed from large U.S.
projects developed through massive U.S. federal government funding (Tomkins, 1983).
The 1970s and 1980s witnessed negative reactions to the domination of U.S. influence in
Canadian social studies curricula. The development of the Canada Studies Foundation
and large provincial publishing programs such as the Alberta Heritage Trust Fund
project meant less reliance on U.S. materials in the classroom (Clark, 2004; Tomkins,
1983). However, indirect influence, through the dominance of scholarly research for
example, continues to this day (Clark, 2004). Clark (2004) concludes that
It is impossible to entirely avoid the American influence on social studies
education in Canada. Instead, Canadian social studies educators have chosen to
benefit from the dollars and energy put into social studies education in the
United States by taking the models and strategies that seem useful, adapting them
to the Canadian context, and discarding the rest, while at the same time working
to develop and share uniquely Canadian ideas (p. 32).
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One such ongoing influence is the longstanding—but recently reinvigorated—debate of
competing camps: the traditionalists, now characterized as the neoconservatives in the
New Educational Right, and the amalgamation of leftist leaning scholars who continue
to advocate for and defend multicultural and gender equity programs in social studies.
1.2.3.5 The New Educational Right, Social Studies, and the Paradox of Standards
A key component of New Educational Right discourse is that the public sector,
including public education provided through government funding, should be held
accountable to taxpayers. Accountability seems, at first glance, to be a reasonable
expectation ensuring the professional and conscientious practice of those responsible for
educating our children. For education, accountability has been operationalized through
standardization.
The idea of standardization permeates educational discourse and is imbued with
incredible power and consequences for individual students and teachers, for individual
schools and school districts, and for educational jurisdictions as a whole.
Standardization is often conflated with the concept of standards which, in turn, are taken
to be an assurance of excellence and academic rigour. Standards ensure quality.
Standardization of inputs also appears to guarantee equitable educational outcomes. In
actuality, standardization of curricula and of measurements of curricula work to reify
existing social stratifications because standardization is part of a high-stakes, high
consequences system of surveillance.
In order to receive government funding, schools must comply with the
accountability requirements of governments. Governments across North America have
embraced the standardization movement,12 including standardized testing. The
consequences at stake as a result of standardized test performances include "grade
placement and promotion (or retention), placement in highly stratified academic tracks,
and even graduation" (McNeil, 2000, p. 6). Standardized curricula and testing thus must
12

Murphy (2001) claims that this is because at a time when government cutbacks meant fewer teachers and resources
in the classrooms, "standardized testing provided Canadian politicians with a cheap way to appear to be doing
something about education" (p. 157).
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be understood as efforts to externally supervise, regulate and judge school performance
(Apple, 2000c). Also of vital importance, as Apple (2000c) explains, is the need to
understand that standardized state/national curricula and standardized testing procedures
"provide the mechanisms for comparative data that 'consumers' need to make markets
work as markets" (p. 10). In this way the neoconservative and neoliberal arms of the
New Educational Right reinforce and solidify the demands of each other. Greater
accountability requires increased state control and surveillance yet also keeps energy and
attention routinely focused on economic efficiencies.
The power of standardized testing comes from considerable misunderstandings
and deliberate obfuscations of what standardized tests are and the purposes for which
they are intended. As Murphy (2001) explains, standardized tests are standardized either
through their administration or through their construction. Yet, because of the
conflation of standardization with standards and standards with sameness, equality, and
excellence, standardized tests are assumed to encapsulate the epitome of high standards
and, most importantly, are taken to be objective measures of educational performance.
This objectivity is projected onto the results of standardized testing for two reasons: the
results of standardized testing are quantified and, "because numbers are associated with
precision, they 'seem to guarantee accuracy'" (Murphy, 2001, p. 30); and, the results of
standardized testing are made public through tables ranking the performances of schools
within a jurisdiction. These rankings make no distinctions between private and public
schools; nor do they distinguish the types of populations served by these schools. Also,
as Murphy (2001) points out, the very act of ranking requires that only one school can
occupy first place, only one school can occupy second place, and so on, regardless of the
virtually identical performances of the students taking the tests in these schools. Thus,
the performances of individual students on a small number of test items on a particular
day come to represent and define not only those students but entire classes, schools,
school districts, and even nations (Murphy, 2001). Weiler (1993) states that
standardized testing can "be used to justify differences in achievement of both children
and schools, by imposing ideals of competition and hierarchy while accepting and
exacerbating a divided and unequal society" (pp. 219-220)
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Social studies has not been immune to the standardization movement. The
climate of standards, academic rigour, and standardized high stakes testing has resulted
in a paradoxical situation for social studies. In the U.S., the National Council on Social
Studies responded to the climate of increasing demands for academic rigour by setting
national standards for social studies knowledge and skills objectives.13 In some
jurisdictions in the U.S. states, the lack of high-stakes testing in social studies has meant
the virtual disappearance of social studies from some elementary classrooms (Brewer,
2006; Yendol-Hoppey & Tilford, 2004). Particularly in months leading up to highstakes testing in other subjects, classroom time is allocated to practicing for the tests,
thus pushing aside social studies instruction time (Brewer, 2006). When social studies
instruction does occur in elementary classrooms, particularly at the primary levels, it is
often used as a "content vehicle" for more literacy instruction rather than taught as a
subject in its own right (Levstik, 2002; Yendol-Hoppey & Tilford, 2004). Many
scholars, while refusing to endorse standardized testing for social studies, acknowledge
that not including social studies in standardized testing programs may ultimately have a
negative impact on the perceived importance of social studies as a core school subject.
Standardized testing in social studies has, thus, become yet another contentious issue.
In Alberta, social studies is a core subject and is part of the provincial
achievement testing program for grades 6 and 9 students. Grade 3 students do not write
social studies achievement tests as part of the achievement testing program. The
threefold purpose of the Achievement Testing Program is to:
• determine if students are learning what they are expected to learn
• report to Albertans how well students have achieved provincial standards at
given points in their schooling
• assist schools, authorities, and the province in monitoring and improving
student learning (AB Education, 2007, p. 1).
The achievement testing program in Alberta seems to adhere to the accountability
demands of New Educational Right ideology.

These 'national' standards have influenced curriculum writing in Canadian provinces.
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Grade 12 students write diploma examinations in social studies in order to
graduate. The high-stakes grade 12 diploma exams were reinstated to Alberta education
in the mid-1980's (Mazurek, 1998). Worth a full fifty percent of the student's final
grade, the social studies diploma exam consists of 70 multiple choice questions (worth
70 marks) and an essay (worth 30 marks) (Walter & Young, 1997). In preparation for
the exam, students can purchase commercially produced test booklets (Couture, 1997).
The Alberta grade 12 diploma exams certainly reflect the demands and consequences of
the standardization movement. As one teacher describes it "I hyperactively struggle
though the obstacle course that has become 'teaching the curriculum'—now more and
more a preparation for a final comprehensive examination envisioned by others who live
outside our classroom" (Couture, 1997, p. 82). Ontario does not currently test in social
studies.
Linking the high-stakes climate of teaching to the test with the demands for
retrenchment of 'standard' school knowledge—that is, excluding knowledge by and
about women, people of colour, poor people—leaves the issue of gender equitable
knowledge in social studies in an unenviable position. A study by Walter and Young
(1997) found only ten occurrences of material about or by women in the Alberta Social
Studies 30 Diploma Examinations from 1991 to 1993. The same tally revealed 112
references to men. The content of the questions, based on the senior level social studies
curriculum, are almost all geared to a traditionally male sphere of influence (politics,
war) and the epistemological stance of the exam questions are grounded in the
traditionally male 'objectivist', abstract stance. Walter and Young (1997) contend that
the significantly lower achievement of girls on the multiple choice portion of the test
may result from this male knowledge model. Levstik and Groth (2002) suggest that the
pressure to cover content tested on standardized tests also likely contributes to the lack
of study using gender as an analytic category in history and social studies classrooms.
1.3 Chapter Summary
In this chapter I framed this study of representations of gender and gender
relations in elementary school knowledge within three broad contexts: understandings
of extant gender bias in school knowledge and curricula, the influence and impact of
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New Educational Right ideology on educational systems and on the content of school
knowledge, and the competing perspectives, continuous debates, and ongoing challenges
within the field of social studies.
The next two chapters of the thesis lay out the theoretical and methodological
frameworks within which the study is situated. The literature review chapter covers
discussions of selected relevant feminist theories, curriculum and supporting learning
resources as official knowledge, perspectives and processes designed to increase gender
equity in school knowledge content, and an overview of relevant existing social studies
content analysis studies. In the methodology chapter I situate the study within the
parameters of feminist methodology and describe the type of discourse analysis used for
the research method. The chapter ends with the presentation of the research design. I
then move in to a discussion and analysis of the data from the various curriculum
resources included in the study. Chapter 4 begins with a discussion of the treatment of
diversity and gender in the philosophy and rationale sections of the mandatory
curriculum policy documents. This is followed by a discussion of the ways in which
gender, women, and men are portrayed in the knowledge content sections of the
documents. Chapter 5 then shifts to an exploration of gender, women, and men in the
interpreted curricula—that is, the textbooks approved for use in the classroom by the
ministries of education in order to meet the expectations outlined in the curricula.
Chapter 6 returns to an exploration of the curriculum documents themselves. In this
chapter the emphasis is on the ways in which gender and gender relations are revealed
through analyses of curricular portrayals of selected societal institutions. Chapters 7 and
8 then explore these same themes in resources approved for use with the Ontario grade 5
curriculum and Alberta grade 3 curriculum, respectively. The concluding chapter
discusses the results of the study overall.
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2. "Touching Raw Nerves": The Literature Review
Despite the tremendous strides achieved by women in Western, industrialized
societies in the past several decades, working toward gender equitable knowledges and
practices in social studies curriculum persist as outstanding issues. Gender bias in social
studies curricular knowledge continues to be problematic in part because the increasing
amount of academic scholarship by women and about women has yet to filter into the
elementary or secondary curriculum. Gender, as a social science category of analysis or
as a topic of study, also rarely appears in school curricula. Frequent mentions are made
in the literature about entrenched resistance, on the part of teachers, to recognizing the
gender biased nature of much social studies knowledge. This is coupled by equityfocused teachers experiencing or expecting to experience outright hostility on the part of
students and fellow teachers toward their attempts at working toward gender equity
(Levstik, 2001).
Certainly some improvements have occurred since concerted efforts toward
gender equity were initiated in the 1970s. Women do appear more frequently, at least in
pictures, in textbooks. There is some coverage of events of particular interest to women
such as women's suffrage. Overtly sexist language in textbooks has generally been
replaced with more gender neutral terms. Despite these improvements, however,
"women of all classes, races, and ethnicities, of all abilities and sexual orientations
remain in the margins of the text or are invisible, as are their perspectives, experiences,
and connections to one another, to men, to children, and to ideas" (Bernard-Powers,
1996, p. 4). While there is little research supporting a similar claim specifically about
men, research conducted from a multicultural perspective indicates that men of colour
and working class and poor men, like women, rarely or only marginally appear in
textbooks (Sleeter & Grant, 1991). Bernard-Powers (1996) contends that feminist
scholarship and critique of social studies curriculum has been largely ignored,
particularly by those defending existing terrain and in the push to develop 'standards' (p.
4). This is problematic, not only for those who advocate for gender equitability in
curricular knowledge, but also within the parameters of social studies itself. Given that
social studies is the school subject within which concepts foundational to our society—
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such as democracy, human rights, and equality—form the basic purpose, ignoring
gender as a topic and failing to realize gender equity in curricular knowledge is a serious
shortfall. "Omission and neglect of gender as a significant dimension of human
experience and identity serves to miseducate generations of young people. It is a silent
coercion of considerable magnitude" (Bernard-Powers, 1996, pp. 5-6).
This feminist study examining portrayals of gender and gender relations in
elementary social studies curriculum documents and supporting resources is informed by
several theoretical fields including feminist theories, curriculum theory, and gender
equity theory. I begin this chapter by introducing and describing various feminist
theories and their constituent foci in exploring aspects of gendered relationships. While
this is not an exhaustive discussion of feminist theories, it provides a framework of
theoretical perspectives relevant to this study. I use feminist theories because they
necessarily foreground gender as a central concept in order to better understand the
differentiations of expected social behaviours, lived experiences, potential and economic
realities, and exercises of power between women and men across many if not most
societies. I then move on to a discussion of curriculum theory that conceptualizes school
knowledges as contested sites of authority and power. This is followed by a discussion
of gender equity in curriculum. In this section of the chapter I begin by describing shifts
in the conceptualization of gender equity. I then describe various approaches suggested
and pursued by educators committed to revisioning both knowledge and pedagogy
toward gender equitability. I end the section on gender equity in school knowledge by
presenting and describing a feminist phase theory model for deconstruction and
reconstruction of knowledge. In the final section I describe several analyses of social
studies and history learning resources, discussing the strengths and shortcomings of
these studies.
2.1

A Palimpsest of Feminist Theories
Although it is difficult to give a precise definition of the intricately complex and

ever changing idea of feminism, it is possible to assert that feminism "comprises various
social theories which explain relations between the sexes in society, and the differences
between women's and men's experience" (Ramazanoglu, 1989, p. 99). Despite
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contradictions, most feminist theories share certain beliefs and characteristics including:
that much of what has been considered natural, normal and desirable about gender
relations has been challenged by feminism; that existing gendered relations which
privilege men and subordinate women are unacceptable and need to be changed; that the
point of feminism is to change the world; that feminism is provocative because it is
deliberately politicized; that feminism always encounters resistances to its goals; that
feminism does not start from an objective and detached viewpoint; and, that feminism
questions why some knowledges are seen as more valid than others (Ramazanoglu,
1989). A key and important advance in feminist theory is the problematizing of gender
and gender relations with the consequent understanding that gender can not be dismissed
or explained merely as an extension of nature or of natural differences (Ramazanoglu,
1989). Feminism "initiated the cultural work of exposing and articulating the gendered
nature of history, culture, and society" and challenged "male-normative terms of
discussion about reality and experience" (Bordo, 1990, p. 136, italics in original).
As noted above, although there are commonalities, feminist thought is vast in its
complexities, nuances, and differentiations. Interestingly, in attempting to recognize this
diversity, scholars often oversimplify these complexities into a discussion of three major
strands of feminist thought: liberal feminism, radical feminism and Marxist or socialist
feminism (Maynard, 2001; Ramazanoglu, 1989; Weedon; 1997). While some authors'
descriptions of these three feminisms are as short as a sentence each (Weedon, 1997);
others take care to note that within even these major strands there are variances in the
assumptions feminists make about "human nature, the relative importance of biology,
ideology and material conditions in determining social practices, and on the basis of
their strategies for change" (Ramazanoglu, 1989, p. 10). I offer here a brief heuristic of
these feminisms as well as several others that inform my thought processes; my use of
feminist theory is not exhaustive. I focus on those theories that are helpful and
particularly suited to the focus and limitations of my study because of their focus on the
macro or social level, rather than the micro or individual/psyche level (Tong, 1998).
Liberal feminism typically focuses on ensuring equal legal and customary rights
for women in the public world of men without substantially changing that world
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(Maynard, 2001, Tong, 1998, Weedon, 1997). For liberal feminists, the key point of
debate is the role of the state in achieving equality between women and men. Classical
liberals want the state to protect civil liberties and to ensure that the free market provides
all individuals with equal opportunities while welfare liberals want the state to
ameliorate the inequities of the free market to ensure that those who cannot participate
equally in it are not unfairly disadvantaged (Tong, 1998). Liberal feminism then
expands on these basic tenets in terms of its political agenda. The work of liberal
feminists is largely responsible for many of the benefits/privileges/equalities enjoyed by
contemporary (Western) women and girls (Ramazanoglu, 1989) in terms of legal rights,
increased access to education, and expanded opportunities in the job market.
Radical feminism focuses on the oppression of women by men in both personal
and public domains. Radical feminists explain the oppression of women and domination
of men over women through the theory of patriarchy (Maynard, 2001; Ramazanoglu,
1989). As Weedon (1997) explains, the patriarchy refers to power relations and societal
structures in which "women's interests are subordinated to the interests of men" (p. 2).
Radical feminism, sometimes labeled as a separatist position (Weedon, 1997), is not a
reformative feminism like liberal feminism. Radical feminism is a revolutionary
feminism intent on overturning cultural and social institutions (Tong, 1998). "Radical
feminism envisages a new social order in which women will not be subordinated to men,
and femininity and femaleness will not be debased and devalued" (Weedon, 1997, p. 4).
Radical feminists hold differing opinions on several key aspects deemed to be
fundamental issues and causes of gender inequality. Some hold, for example, that there
should be limitations on women's sexuality. This is grounded in radical-cultural
feminism's critique of the patriarchal control of women's sexuality through, for
example, pornography. Others hold that women's sexuality should be limited in no way
(Tong, 1998). Some radical feminists characterize motherhood as a drain on women
while others identify women's reproductive capacity as the ultimate source of women's
power (Tong, 1998). Radical feminists also differ in how they envision the role played
by gender both in currently gender imbalanced societies and in the destruction of those
gender imbalances. Some radical feminists advocate a system of androgynous gender
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with the intent that each individual can embrace and exhibit all human characteristics
that are currently dichotomized as exclusively feminine or masculine (Tong, 1998).
Other radical feminists argue against the androgyny position from three perspectives:
that human characteristics identified as 'feminine' are not problematic, that it is the
devaluation of these characteristics that is problematic; that conceptualizations of
femininity within patriarchy are indeed the problem and that women must redefine
feminine characteristics not as deviant from a male norm but as reflections of
gynocentric meanings; and/or that women must reclaim their authentic, natural, female
selves and reject inauthentic, feminine natures imposed upon women through patriarchal
constructs (Tong, 1998).
Marxist feminists take class analysis as their starting point. Marxist feminism
concerns itself with the oppression of women through capitalism's exploitation of both
their paid and unpaid work (Maynard, 2001). Marxist feminists analyze how capitalism
relegates women to the home and then trivializes women's domestic and family-focused
work as "not real work" (Tong, 1998, p. 105). Marxist feminists also analyze the
division of labour in the paid workforce, noting that women within the workforce are
typically paid less than men and are often relegated to performing devalued 'women's
work' in the workforce. Some Marxist feminists have advocated for wages-forhousework as a means of recognizing the value of domestic labor to capitalism and have
also waged 'comparable worth' campaigns designed to recognize and ameliorate the
unjustly gendered nature of the paid workforce (Tong, 1998). Marxist feminists have
also argued against the wages-for-housework campaign suggesting that it could
irrevocably relegate women to the domestic or private realm, give them little incentive
to move into the public realm, and would release men from any responsibility of
entering in to the private domain. Additionally, the campaign fails to recognize that few
women are solely housewives and that women are needed and wanted, albeit as a
cheaper source of labour than men, within the capitalist workforce (Tong, 1998).
"For socialist feminists, patriarchy, as a social system, is integrally tied in with
class and racial oppressions and can only be abolished through a full transformation of
the social system" (Weedon, 1997, p. 4). Ehrenrich (1997) describes the dissatisfaction
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socialist feminists hold with the theoretical limitations of both radical feminist theory
and Marxist theory. For her
the trouble with radical feminism, from a socialist feminist point of view, is that
it doesn't go any farther. It remains transfixed with the universality of male
supremacy—things have never really changed; all social systems are
patriarchies; imperialism, militarism, and capitalism are all simply expressions of
innate male aggressiveness. And so on.
The problem with this, from a socialist feminist point of view, is not only that it
leaves out men (and the possibility of reconciliation with them on a truly human
and egalitarian basis) but that it leaves out an awful lot about women (p. 67).
Ehrenrich (1997) also discusses the gender-blind shortcomings of classic, or what she
calls mechanical, Marxists for whom "the only 'real' and important things that go on in
capitalist society are those things that relate to the productive process or the
conventional political sphere" (p. 68). Socialist feminists move beyond the limitations
of the spheres of production and politics to include other aspects of lived realities such
as the family and health care because "we understand a class as being composed of
people and as having a social existence quite apart from the capitalist-dominated realm
of production" (p. 68). Socialist feminists also recognize the need to understand the
historical connections between shifts in production—particularly from patriarchalist
agrarian societies to industrial capitalist societies—and how this shift has impacted on
male supremacy (Ehrenrich, 1997). Thus, for socialist feminists, radical feminist
theories about patriarchy and sexism are modified by and modify Marxist class theory in
order to fully understand and critique sexist/capitalist society with the ultimate goal of
ending both systems of oppression.
Anti-racist or multicultural feminists and global feminists seek to understand the
complexities and interconnections between racism, classism, and sexism. They
challenge mainstream, bourgeois, white feminists—the self-proclaimed leaders of the
feminist movement (hooks, 1984)—to learn and understand that "respecting diversity
does not mean uniformity or sameness" (hooks, 1984, p. 57). hooks (1984) scathingly
explains the ways in which feminist theory and many goals of the early women's
movement were predicated on improving the privileges of white and wealthy women at
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the expense of poor and working-class women and women of colour. Her discussion of
the skepticism of feminist theory held by many women of colour, coupled with the selfimposed exile of many women of colour and working-class/poor women from the
feminist movement, highlights and emphasizes the systemic inequities and privileges
fundamental to many Western liberal democracies:
While white feminist activists now include writings by women of color on course
outlines, or hire one woman of color to teach a class about her ethnic group, or
make sure one or more women of color are represented in feminist organizations,
(even though this contribution of women of color is needed and valuable) more
often than not they are attempting to cover up the fact that they are totally
unwilling to surrender their hegemonic dominance of theory and praxis, a
dominance which they would not have established were this not a white
supremacist, capitalist state (hooks, 1984, p. 53).
Thus, while much feminist anger and protest is aimed at the privileges of men within
patriarchal systems, multicultural feminists demand that all feminists also acknowledge
that there are differences of oppression and privilege experienced among women and
that these differences have significant and real consequences for all women.
Global feminists take a stance similar to multicultural feminists except they
further complexify issues of feminist theory and practice by stressing that women are
also positioned to each other in terms of their nation states: First World/Third World;
advanced industrial/developing industrial; colonialist/colonized (Tong, 1998). Thus, as
Narayan (2000) explains, global feminists face a complexity of challenges such as
charges of bowing to western imperialism when they critique sexism within their
societies or of being cultural traitors when they resist retrenchments of cultural
essentialism—both by dominant groups within their own societies as well as by those
outside their society—in their countries. As Narayan (2000) explains
...essentialist portraits of culture often depict culturally dominant norms of
femininity, and practices that adversely affect women, as central components of
'cultural identity.' They often equate women's conformity to the status quo with
'the preservation of culture' and cast feminist challenges to norms and practices
affecting women as 'cultural betrayals'" (p. 85).
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For Narayan, Third World feminists can counter dominant resistances to changes within
their own societies and cultures—changes that would threaten the privileges of dominant
group members through the betterment of women's experiences and expectations—
through the "cultivation of a critical stance that 'restores history and politics' to
prevailing ahistorical pictures of 'culture'" (p. 86). Global, multicultural and anti-racist
feminists work to broaden the feminist agenda to recognize that all issues are women's
issues and that in order for women to "understand what binds them together, women
must first understand what separates them" (Tong, 1998, p. 228).
Poststructural feminism has become a popular, if not dominant, theoretical
framework in current educational research into gender (Kenway, 1995). Inspiring
increasing complexity and flexibility, particularly when compared to sex role
socialization and stereotyping theories (Francis, 1999), poststructural feminism has
rejuvenated the examination of gender and gender relations in educational research.
According to Francis (1999), feminist education researchers have embraced
poststructural theory, particularly that of Foucault, for four main reasons. Like most
feminists, Foucault is critical of Enlightenment discourses which privilege rational
objectivity by valorizing a reasoning mind (constructed as 'male' in Enlightenment
discourse) and castigating the emotions and the body (constructed as 'female').
Foucault's conception of power as constituted through multiple and shifting discourses
rather than as a dichotomous possession of dominance and domination is appealing to
feminists who need to theoretically acknowledge and cope with differing power
relationships among women themselves. Another aspect of Foucault's poststructural
theory that holds appeal for feminists is the notion that the self is not fixed and therefore
that gender is not fixed; rather, the self is positioned in discourses, including gender
discourses. Poststructural theory enables feminist theorists to escape from essentialist
and dichotomous understandings of gender as binary oppositions of feminine/masculine.
Finally, Francis (1999) notes that feminists are attracted to the idea of discursive
positionings in Foucault's work. That we are positioned but also position ourselves is
interpreted positively by feminist theorists and, it is claimed by some, makes possible
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the creation of new, different and transformative gender discourses. These are intriguing
but also contentious ideas.
Poststructural feminism has also been a source of much debate within feminist
educational theory. Although many theorists and researchers have embraced it, others
are cautious, skeptical and/or forthrightly opposed to using it, questioning the apparently
oppositional characteristics of and ambivalent relationship between basic premises of
feminism and poststructuralism. The charge that feminism and poststructuralism are
theoretically and politically incompatible (Francis, 1999) is perhaps too absolute. Such
theoretical juxtapositions are also nothing new in the development of feminist theory.
Ehrenreich (1997), for example, claims that the hybridization of Marxism and feminism
into socialist feminism must really become socialist feminist theory because "[o]nly then
is there a possibility that things will 'add up' to something more than an uneasy
juxtaposition" (p. 67). Weedon (1997) also reminds feminists that this state of affairs in
feminist theory is "a consequence of the gender relations which have structured
women's absence from the active production of most theory within a whole range of
discourses over the last 300 years..." (p. 13). She insists that regardless of the particular
political affiliations or shortcomings of a theory's author, it is the political potential and
usefulness of a theory to feminist theory and to feminist political goals that should be
paramount. The debate concerning the uses and consequences of theory, however,
serves as a pointed reminder to keep the purposes of feminist theory in mind. Just as it
is feminist theoretical analysis which points out the 'gender-blind' theories of critical
pedagogue Paolo Friere (hooks, 1994; Weiler, 1995; 2001) and progressive educator
John Dewey (Maher, 2001), it is feminist theory or, more accurately theories, and not
poststructuralism or Marxism or even multiculturalism, that engages, foregrounds and
problematizes gender, gender relations and issues related to gender in society and in
education.
Kenway (1995) is also deeply concerned by the prevalence of poststructural
feminism because of its preoccupation with theory. She finds it problematic that
feminism within education "has become so infatuated with various versions of
poststructuralism and/or postmodernism, so influenced by the concerns and interests and
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intrigued by the debates and challenges of these fields that it has, in many senses, let the
educational policy world go by" (Kenway, 1995, p. 37). Apple (2000b) echoes this
concern, criticizing the infatuation with poststructural/postmodernist theoretical
dominance as both the "cultural capital of a new elite within the academy" while also
enabling "the Right to [have] a field day" (p. 6) in the absence of any concerted or
significant ideological opposition. These are serious charges that hold real world
consequences for both girls and boys. Should feminist educational researchers no longer
concern themselves with the lived realities of sexism in curriculum policy, what is the
probability that children will study gender equitable knowledge in the elementary social
studies?
Despite, or perhaps because of, the dominance of poststructural feminism in
current educational gender research, I believe other feminist theories, complete with
their theoretical essentialisms and shortcomings should be deliberately and consciously
retained within the educational gender research agenda. There is no inherent
contradiction in assuming this position (Davies, 1989). I borrow the metaphor of a
palimpsest1 from poststructural feminism; palimpsest is used metaphorically to represent
the concept that new discourses do not erase and take over older discourses but rather
that discourses interrupt and intersect with one another (Davies, 1993, 1997). I use a
palimpsest of feminist theories to describe my approach to feminism to acknowledge the
resulting conglomeration of compatible and competing perspectives regarding the
analysis of gender and gender relations as well as representations of women within
societies across time and space. A palimpsest of feminist theories may be contradictory
and complex yet the various perspectives and approaches to understandings of gender,
gender relations, gender and power, and patriarchy converge with each other and operate
in relation to each other, not in isolation from each other.
2.1.1

Conceptualizing Gender
Ultimately, the goal of feminist theorizing must be to analyze how gender and

gender relations are constituted; how they are experienced by women/girls and
1
A palimpsest is a parchment from which one writing has been erased, perhaps only partially, to make way for a new
writing.
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men/boys, how we think about them and how we do not think about them (Flax, 1990).
The concept of gender is the key category of analysis in feminist research and
theorizing. What then, is'gender'?
Prior to feminist theorizing, gender and gender relations in Western societies
were commonly conceptualized as simple, natural divisions of human characteristics and
activities into dualistic and dichotomous categories of feminine and masculine (Flax,
1990). Oakley (1997), often credited with introducing the concept of gender to feminist
theory (Dillabough, 2001), challenges this common sense notion by conceptualizing
gender as a social construction rather than as an extension of nature. Accepting gender
as a simple reflection of nature would mean that it, and all human social relations
organized around it, would be unchangeable (Oakley, 1997). Removing gender and
gender relations from the realm of nature deliberately politicizes gender and, therefore,
all social relations.
Feminists acknowledge an imperfect relationship between sex and gender.
Exactly what this relationship is, and how feminist theory should make use of this
relationship without inadvertently re-legitimizing the 'biology is destiny' discourse has
become increasingly contentious within contemporary feminist theory. Traditionally
within feminist theory, sex has been conceptualized as the biological, hormonal,
chromosomal functions of female/male reproduction (Mackie, 1991; Nelson and
Robinson, 1999). Prior to concerted feminist theorizing, human characteristics were
typically dichotomized as either naturally feminine (supposedly reflecting the
biologically female) and naturally masculine (supposedly reflecting the biologically
male). The concept of gender, therefore, is intended to be a 'parallel cultural term'
which, while recognizing that there are biological differences between female and male
bodies, emphasizes that differences between feminine/masculine characteristics,
attributes and expectations of behaviour are social and cultural constructions "mapped
on to the biological ground-plan" (Oakley, 1997, p. 32) through human actions and
meanings.
Employing gender as an analytic category, Harding (1987) identifies three
distinct but interrelated processes used to gender-organize social life: gender symbolism;
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gender structure; and, individual gender. Gender symbolism, according to Harding, is
the process of "assigning dualistic gender metaphors to various perceived dichotomies
that rarely have anything to do with sex differences" (p. 17). Appealing to gender
dualisms and dichotomies to organize social life and to distribute necessary labour is the
gender structure process. Finally, the idea of individual gender processes encompasses
an understanding that constructing personal identity is "only imperfectly correlated with
either the 'reality' or the perception of sex differences" (p. 18).
It is imperative to acknowledge that neither the concept nor embodiment/
enactment of gender is fixed; gender is fluid (Connell, 2002). Another centrally
important point in understanding gender is that it encompasses social processes (Flax,
1990). Gender is "a pattern in our social arrangements, and in the everyday activities or
practices which those arrangements govern" (Connell, 2002, p. 9). Gender relations are
highly complex and unstable processes that vary within and over time and across
cultures. They are influenced by interactions with other social identifiers or markers
such as race and class. Although the actual content of gender varies, Flax (1990)
contends that thus far asymmetry in gender relations is evident. They are conceived and
practiced as relationships of subordination and domination with the masculine currently
defining and controlling gender conceptions, practices and relations.
Although gender expressions, ascriptions, behaviours and beliefs are culturally
specific, Harding (1987) claims that "as a symbol system, gender difference is the most
ancient, most universal, and most powerful origin of many morally valued
conceptualizations of everything else in the world around us" (p. 17). Perhaps such a
claim is based in the recognition of the everyday lived realities of women and men. As
Eckert explains:
Whereas the power relations between men and women are similar to those
between dominated and subordinated classes and ethnic groups, the day to day
context in which these power relations are played out is quite different. It is not
a cultural norm for each working class individual to be paired up for life with a
member of the middle class or for every black person to be so paired up for life
with a white person. However, our traditional gender ideology dictates just this
kind of relationship between men and women (Ekert in Lazar, 2005, p. 3).
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By conceptualizing gender as socially constructed, and therefore changeable, and by
making gender a category of analysis for exploring and explaining human behaviour and
social organization, feminists have touched on raw nerves (Harding, 1987). Gender
analyses challenge personal identity and challenge societal structures such as the
division of labour; and the challenges can happen in very personal ways.
Yet within feminist theory, particularly because of the influence of
poststructuralism, conceptualizations of gender itself have become contentious or at least
hotly debated. Gender has been problematized as potentially apolitical and too often
used as a euphemism for 'woman' (Oakley, 1997) or as an area of concern only for and
about women (Flax, 1990). Bordo (1990) suggests that it is possible to detect a "new
scepticism [sic] about the use of gender as an analytical category" (p. 135). This
skepticism is rooted in charges of essentialism and tendencies toward totalizing
universalisms within early feminist theory—that is, early feminist theories have been
exposed as socially, culturally, and historically rooted in the experiences of, particularly,
white Western, middle-class women. Bordo (1990) reminds feminists, however, that
"feminist theory—even the work of white, upper-class women—is not located at the
center of cultural power..." (pp. 141-142, italics in original). Early theoretical
shortcomings and oversights should not necessarily mean that gender be jettisoned as a
valid and useful analytic. She also reminds feminists that human beings do live within
the reality of cultures constructed, at least in part, through and by gender dualities.
There are consequences to living in a gendered society and although these consequences
may be unintended and even resisted, behaviour is still routinely expected to be
appropriately masculine and feminine. Bordo (1990) also contends that it is highly
unlikely that feminists could now "speak of the [racial and socio-economic class]
differences that inflect gender if gender had not first been shown to make a difference"
(p. 141, italics in original).
Keeping Harding's 'raw nerves' in mind, I take note of Bordo's caution against
judging early feminist theorizing too harshly and of giving in too quickly on the
usefulness of 'gender'. I use gender as a social identity category and gender relations as
a social system category. Both function as analytic tools in this project. Like Baxter
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(2002) I embrace poststructural feminism's ability to "recognize the term 'girl' as a
necessary category within the feminist critique of power relations, but simultaneously to
problematise that category in its deconstruction of the multiple but nonetheless limited
range of subject positions available to both girls and boys" (p. 7). I acknowledge that in
the world of human interaction, gender is neither fixed nor essentially dualistic; that it is
relational and ever-changing. Representations of gender and gender relations within
official school knowledge, however, may not be as fluid and complex as within feminist
theorizing. Gender, therefore, stands as the key category of analysis in this study.
2.2

The Contested Curriculum
Without doubt one of the most widely used terms in educational discourse is

curriculum. The 'curriculum'—regardless of how one defines it—has become a focus of
educational criticism from within educational circles and, with increasing attention and
ferocity, from interests lying outside of the educational circle. This is not to imply that
competing interests have not always had a hand in negotiating the content selected in to
and selected out of (Sleeter & Grant, 1991) authorized school knowledge, rather it
indicates the escalation of overt power struggles over public education within the
political domain.
The formal curriculum is the written, planned curriculum typically seen in a
course syllabus or curriculum document (Kelly, 1989). The formal curriculum—
equitable to the explicit curriculum (Eisner, 1994) or that which schools openly attempt
to teach—has both symbolic and practical importance because the formal curriculum
represents legitimated and authorized selections (Goodson, 1994). The symbolic
significance of the written curriculum publicly signifies the intentions of schooling while
the practical implications of legitimated, official curriculum involve not only time, space
and monetary resource allocation but also, on a larger scale, are tied into future benefits
including work and careers (Goodson, 1994).
Eisner (1994) holds that the null curriculum, or that which is not taught in
schools, is as significant and consequential as that which is deliberately taught. He
suggests that the null curriculum exists in two ways; it exists as subject areas and
knowledge content that are not included in the formal curriculum and it exists as
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intellectual processes or ways of thinking that are not included in schooling. Eisner
(1994) argues that
ignorance is not simply a neutral void; it has important effects on the kinds of
options one is able to consider, the alternatives that one can examine, and the
perspectives from which one can view a situation or problems (p. 97).

Such delimitations of knowledge have real consequences for students because in
learning to think in particular ways and about particular things they are effectively
stopped from thinking in other kinds of ways and about other kinds of things as well as
from acting in different kinds of ways (Eisner 1994; Sleeter & Grant, 1991). Paechter
concurs, noting that a curriculum that "excludes or marginalizes some groups or
discounts their ideas, makes it harder for members of those groups to benefit from the
education system" (p. 3) while privileging others. Thus, curricula as components of
educational policy not only have pedagogical consequences but social and political
consequences as well (Cornbleth, 1995). School curricula are "fundamental to people's
lives" (Paechter, 2000, p. 3).
Debates about curricular knowledge are really power struggles over which
groups in a society hold enough sway to ensure their perspectives are not only
represented but privileged in authorized school knowledge (Sleeter & Grant, 1991).
Following some successes over the past several decades by less-powerful groups to
insert their presence (if not their experiences and perspectives) into formal curricula, this
ongoing struggle also now sometimes includes deliberate attempts to exclude or remove
the perspectives of others from school knowledge.
The "close relationship between politics, culture and schooling" (Weiner, 1993,
p. 83) has been inarguably exposed by these contestations over symbolic representation
(Sleeter & Grant, 1991). Symbolic representations in school knowledge invoke issues of
power because some groups literally hold the power to control the production of images
about a society (McCarthy, 1990; Sleeter & Grant, 1991). By controlling the production
of various media, including school textbooks, some groups have the power to "confer
legitimacy on the dominant status of particular social groups... [because it is] those
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groups whose culture and accomplishments are deemed important enough to write
about" (Sleeter & Grant, 1991, p. 79). Through curricular symbolic representation,
"socially constructed relations [are rendered] as natural.... Socially created versions of
socially created human activity are projected as truth, as natural" (Sleeter & Grant, 1991,
p. 79).
Curricula are always contested (Cornbleth, 2000 a; 2000b). Democratic beliefs
and processes check the absolute power of dominant groups. Curricula are endlessly
negotiated (Paechter, 2000) and curriculum knowledge represents compromised
knowledge (Apple, 2000b). Thus, curriculum development is a process of hegemony.
The interests, values and goals of dominant groups are equated to those of the society at
large (Banks, 1992). This then enables those with increased means of social control to
define their own knowledges as universal knowledge—that which is best and most
worthy of knowing—while simultaneously dismissing the knowledges of subordinated
groups as special interest knowledge (Banks, 1992) that, by definition, is not universal
and therefore is not what is best for public consumption. Hegemony, must be
understood not as a process of force but rather as a process of negotiation and
compromise.
Dominant culture gains a purchase not in being imposed, as an alien external
force, onto the cultures of subordinate groups, but by reaching into these
cultures, reshaping them, hooking them and, with them, the people whose
consciousness and experience is defined in their terms, into an association with
the values and ideologies of the ruling groups in society (Bennett in Apple &
Christian-Smith, 1991, p. 10).
School curricula legitimate existing social relationships and inequities of status and
hierarchy as natural and as undisputed; there are "no alternative versions of the world"
(Sleeter & Grant, 1991, p. 80). Allowing selected and limited knowledge about
subordinated groups—such as textbook chapters on specific ethnic groups or sidebars
identifying influential suffragists—to penetrate the official school knowledge citadel
gives the impression of inclusion. This process has been called dominance through
mentioning (Apple, 2000b, p. 53) because the addition of tiny bits of information do not
significantly challenge nor alter the bulk of knowledge nor the perspectives of that
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knowledge. In this way, students are subjected to the selective tradition—they have
access only to the knowledge selected into the curriculum (Apple, 1993; Sleeter &
Grant, 1991) by someone else to serve, first and foremost, the purposes of the selector.
Curricula, therefore, do not 'just happen'. They are not preordained, objective
compilations of transcendent knowledge. School curricula—like the school subjects
(Martin, 1995) for which they are designed—are constructed by people for particular
purposes (Goodson, 1994). The necessary task of delimiting curricula—that is, of
selecting the content and skills available from the vast universe of knowledge to be
included in the curricula—should reflect the stated goals and purposes of the curricula
(Kelly, 1989). Kelly (1989) contends that the justificatory explanation of a curriculum's
rationale is far more important than the specific knowledge content contained therein
because it is these philosophical rationalizations that justify "the effects that exposure to
such knowledge and such subjects is likely to have, or is intended to have, on its
recipients" (p. 11). In exactly this mode, Noddings (2001b) asks important questions
about the purpose of social studies "Why do we teach social studies? What do we hope
our students learn? What changes in attitudes, values, and beliefs do we hope to
encourage?" (p. 2). She then asks, once we know the ultimate aims or our reasons for
teaching social studies, what 'knowledge' from the many topics available, would meet
the chosen goals?
These are questions aimed at determining which knowledge is worthy of
inclusion in publicly endorsed and legitimized curricula. As Cornbleth (2000b)
explains, the idea of choosing worthy knowledge "holds continuing appeal [because] it
gives the appearance of wisdom and good intentions as well as conveying the
assumption of common interests and universality across time, place, and person" (p. 9).
Yet, more often than not, the knowledge selected into a curricula, has far more to do
with what has traditionally been chosen as knowledge for that subject than it has to do
with meeting goals and purposes of being most worthy (Cornbleth, 1995). Indeed, as
Eisner (1994) explains, the subjects themselves have more to do with perpetuating
traditions than they have to do with "a careful analysis of the range of other alternatives
that could be offered" (p. 103). For Eisner (1994) the perpetuation of traditions in
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school subjects and school knowledge can be understood as processes that "create
expectations, ...create predictability, and ...sustain stability" (p. 105). As such, it is
imperative that the 'users' of educational systems (to invoke New Educational Right
terminology) in democratic countries understand that curricula never comprise valuefree, neutral 'knowledge'. Curricula and the knowledge contained within them represent
relationships of power; controlling curriculum relates directly to "exercising power
beyond school walls by shaping how we understand ourselves, others, the nation, and
the world" (Cornbleth, 2000b, p. 2).
2.2.1

Curriculum and Textbooks

The school text, unlike most other print information, such as scholarly journals,
mass paperbacks, magazines and newspapers, is unique in its culturally stipulated
role of authority. The legal enforcement and sanction of public schooling not only
ensures a universal right to education, but also enforces participation. Thus, the
textbook has a legally assured captive audience. Government prescribed and
authorized texts constitute a common experiential and linguistic basis upon which
each generation's fundamental literacy and knowledge are based (Luke, de Castell,
& Luke, 1989, p. 254).
This lengthy quotation from Luke et al. identifies two significant points about
textbooks and their role in schooling: textbooks are ubiquitous in their presence and
textbooks embody and circulate official, legitimized knowledge. Textbooks are often
equated to if not completely conceptualized as the curriculum; the modern school
textbook "defines the curriculum" (Westbury, 1990, p. 2). The prevalence of textbooks
in classrooms makes them a keystone of the educational process; they have been studied
in terms of content, form, usage, and political economy. Like the curricula upon which
they are based and which they are designed to support, textbooks have been and remain
hotly contested symbolic artifacts.
Textbooks are neither written nor published in a vacuum; they are produced to
support state authorized education curricula (Clark, 2005). As such, textbooks contain
authorized versions of legitimatized knowledge. Research on textbooks demonstrate
that they tend to portray societies as static, emphasizing harmony and stability (Lorimer
& Keeney, 1989; Whitty, 1985). Concomitantly, textbooks avoid portrayals of conflict
and thus deemphasize complexity (McCarthy, 1990; Whitty, 1985). McCarthy (1990)
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characterizes the avoidance of conflict as the most pernicious aspect of dominant
ideology within textbook knowledge.
These static, meant-to-be, happy endings are possible because textbooks present
only one version of reality (Sleeter & Grant, 1991). The process of presenting one
'official' version of reality operates in two ways: first, knowledge that perpetuates and
reifies certain interpretations and perspectives is selected in to textbooks; secondly,
interpretations and perspectives which challenge this 'dominant' knowledge are selected
out of textbooks (Sleeter & Grant, 1991). It is through these "silences, gaps, exclusions
and omissions rather than through presence in textual knowledge" (Whitty, 1985) that
dominant ideology operates.
Yet, as Apple (1989) reminds us, "if texts were totally reliable defenders of the
existing ideological, political and economic order, they would not currently be such a
contentious area" (p. 165). For groups of people who do not see their own histories or
societal realities reflected in one-version-only textbook stories, the struggle to include
knowledge about themselves has been ongoing for decades. As a result of these
demands for representation, textbooks have been added-to with very little ever being
removed. Levstik (2001) notes that in the case of content about women, they have been
incorporated into "traditional male-dominated narratives" (p. 192) while content about
men traditionally viewed as being significant is retained. Thus 'progressive'
knowledge—that is, knowledge about minority or disenfranchised groups of people—is
added in to the periphery of textbooks or is 'mentioned' (Apple & Christian-Smith,
1991) but is neither developed nor does it challenge the dominant, existing narrative of
the text. After analyzing representations of Hawai'ians in Hawai'ian social studies
textbooks, Kaomea (2000) goes so far as to caution minority groups against the
wholesale demand that images and representations of themselves be included in
textbooks because such inclusions may do more damage than good. Kaomea's research
revealed the reification of colonial, tourist-industry based stereotypes about Hawai'ian
peoples in state-mandated textbooks; textbooks that were commissioned to support wellintentioned Hawai'ian studies. Thus representation is a double-edged sword for groups
who hold less power to define themselves within authorized knowledge.
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Despite shifts in disciplinary knowledge, pedagogical techniques, and processes
of publishing itself, the textbook remains "a fixed locus within the schooling system
from which the means and ends of instruction are derived" (Luke et al., 1989, p. 245246). Textbooks, however, are no longer simply stand alone books. Textbooks are
almost always accompanied by a teacher's guide that includes pedagogical suggestions,
"detailed plans for teaching and learning activities" (Woodward & Elliot, 1990, p. 146),
blackline masters (BLMs) or 'reproducibles' for student work, and often test questions
and assessment procedures. Textbooks now also comprise entire programs including
multimedia kits that contain "video cassettes, filmstrips, audiotapes, computer software,
graphic displays, and educational games" (Eisner, 1994, p. 132) and more recently CDROMs and links to dedicated websites. The textbook itself, however, remains the centre
of the program.
Textbook publishing is seen as a particularly profitable component of the book
publishing industry. This in itself is seen as a complicating factor in the perpetuation of
legitimized school knowledge (Apple, 2000b). In the U.S., where the textbook
publishing industry is worth $1 billion annually (Giordano, 2003), publishers vie to gain
a foothold in markets with large and influential populations. Texas and California,
which both have textbook adoption committees2 that vet and approve all textbooks
available for funding and use in the state's public schools, represent significant markets
for publishers (Apple, 2000b). Publishing books to meet requirements in influential
markets therefore delimits the knowledges and perspectives included in the textbooks
available to other educational jurisdictions because textbooks that are successful in these
two states are marketed across the United States, effectively establishing de facto
national curricula.
Canadian textbook publishing, however, does not operate with the same type of
political economy (Lorimer & Keeney, 1989). In Canada, some provinces, such as
2

Much has been made of the power of lobby groups to influence decisions made by U.S. state textbook adoption
committees. A study conducted by Wong (1991) found that ideological state control over textbook content is not as
apparent in practice as in theory. She contends that while public lobby groups attempt to ensure their own ideologies
are present in textbook content and those of others are absent, the textbook evaluators and approvers focus on
pedagogy and technicalities such as layout, organization, and end of chapter questions rather than on content.
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Alberta and British Columbia, commission textbooks written specifically for their own
curricula. Some publishers write textbooks intended for a particular market but, due
particularly to the prevalence of the expanding horizons scope and sequence approach in
elementary social studies (Lorimer & Keeney, 1989), manage to sell textbooks across
provincial boundaries. Publishers typically identify the provincial curricula for which
particular books have been approved in their catalogues.
Textbooks play significant parts in shaping daily classroom instruction and
learning (Woodward & Elliot, 1990, p. 146). Research conducted prior to the computer
revolution of the 1990s indicated that between 75 and 90 per cent of classroom time was
focused on the textbook (Olson, 1989; Woodward, Elliot, & Nagel, 1988). At the
elementary level where teachers are responsible for numerous subject areas, textbooks
are used as both a "curriculum guide and a source of lesson plans" (Woodward & Elliot,
1990, p. 146). The prevalence of and reliance upon textbooks has been identified as a
key plank in the New Educational Right's platform for deskilling and deprofessionalizing teachers. As with so much else in education, this, however, is not a
new concern. Apple (2000b) explains that in the early years of the twentieth century,
many teachers viewed the standardized textbook as an essential tool rather than
necessarily an imposition into the development of their own curricula. Thus, they
struggled for the development and dissemination of the standardized school textbook
because it helped prevent the exploitation of teachers who were "faced with large
classes, difficult working conditions, insufficient training, and even more importantly,
little time to prepare lessons for the vast array of subjects and students they were
responsible for" (Apple, 2000b, p. 51). It is a context very similar to the present day.
Those who advocate the continued reliance upon textbooks seek a middle ground
in which they contend that textbooks support rather than undermine classroom teachers
by saving classroom time and thus making individualized learning possible (Giordano,
2003). The existence of professionally written and published textbooks and textbook
based programs are often assumed to result in homogeneity of educational experiences
(Giordano, 2003). Teachers use and reliance on textbooks is often portrayed as a
monolithic and unthinking adherence to the textbook and its ideological ascriptions.
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Yet, research has indicated that teachers negotiate ways of using prescribed texts that
reflect their beliefs about how students learn social studies more than demonstrating a
slavish adherence to textbook (Kon, 1995). Still, even teachers whose methods
emphasize alternatives to textbook based instruction employ textbooks to meet
mandated objectives by, for example, framing key ideas and lesson sequences, providing
examples of questions and learning activities, and providing background and reference
reading (Dunn, 2000).
Teachers do not necessarily approach textbooks without discretion, however. A
study by Brophy, McMahon, and Prawat (1991) demonstrated that social studies
textbooks subjected to deliberate analysis by both practicing teachers and academics
were found to be wanting. While the textbooks were deemed to be visually attractive
and the teacher manuals easy to use because of coil bindings, the teacher-analysts were
on the whole more critical than appreciative. They complained that the content was too
factual, that there was too much content in the middle grade texts and not enough in the
primary texts, and that the spiral nature of the texts resulted in repetitiveness; the texts
were likened to parades of facts with too much breadth and not enough depth. The
chapter contents, chapter reviews and chapter assignments were seen to be stuck at the
factual level without any movement to a level of application, critical thinking, or
decision making. The skills, while useful, were taught in isolation from the knowledge
content and there appeared to be no connection between skills (and why these particular
skills) and the content. The teachers and academic experts wanted to see less
redundancy in primary content, less memorizing of facts, and more explanation of
processes. In the accompanying teacher resource manuals, the analysts wanted to see
more explanation and justification with emphases on key goals or ideas rather than
simply suggested questions and activities.
Regardless of how teachers use textbooks in their classrooms—whether they are
central to instruction or supplement different pedagogical approaches—the textbook
represents and embodies authorized, legitimized Knowledge. While there are never
guarantees that teachers actually teach the content and skills contained in the textbook
nor, most emphatically, that students learn what is being taught (Apple, 1993), the
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relationship of students to textbooks is one of compliance. As Olson (1989) states "texts
have authority; they are taken as the authorized version of a society's knowledge. The
students' responsibility is primarily to master this knowledge" (p. 238-9). Students do
not question textbook knowledge, they defend it (Olson, 1989).
2.3

Gender Equity and Curriculum
Just as theorizing within feminism and about the concept of gender has

broadened and deepened over the past several decades, so too have conceptions of
gender equitable school knowledge shifted in understanding and complexity. The term
gender equity has become the preferred concept, replacing previous terms such as sex
equity, women's equity, and equality. Difficulties arose from using the term sex equity
as it can be misconstrued in terms of sexuality or sexual activity (Klein, Ortman, &
Friedman, 2002). Sex equity also implies biologically grounded differences as the root
of inequity while the broader term gender more accurately identifies the social
constructions of femininity/masculinity as the basis of societal inequities. Likewise, the
terminology of 'women's equity' is too narrow a term as it implies that issues of sexism
or gender inequity deal only with women and that men have neither concerns nor cares
about gender equitability. The terminology of equality, both within feminist theorizing
as well as anti-racist/critical multicultural theory has also come to be seen as an
inadequate concept. Equality implies sameness. On the surface, it may seem acceptable
to merely treat girls and boys the same or, in terms of choosing knowledge for inclusion
in social studies curriculum, to judge that which is worthy for inclusion according to
some agreed upon, predetermined criteria. The difficulty with this type of equality is
that it fails to recognize preexisting differences that render the results of equal treatment
unequal. Therefore, treating girls and boys the same or equally may render unequal
results should the supposedly equal treatment (un)wittingly favour either gender.
Equitable treatment differs from equal treatment in that interventions are likely
necessary in order to make possible equitable opportunities and outcomes (Koch, Irby,
& Brown, 2002).
Gender equity has thus become the preferred term in recent years. The term
gender acknowledges that men as well as women have gender—that women are not a
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gendered Other in comparison to a standard of Man or maleness; that gender is a social
system of behaviour and expectation constructed by human beings; and that gender
happens or is enacted in a social relationship. For Klein, Ortman and Friedman (2002),
gender equity means showing concern for both men and women with neither preference
nor favouritism being shown to either and treating both women and men fairly and
justly. Gender equity in education "means achieving equitable outcomes for females
and males in all that is of value to individuals and society, as well as rethinking what we
value to include frequently neglected strengths and roles traditionally associated with
women..." (Klein et al. 2002, p. 4). In the past, the focus on achieving gender equity
has been on improving educational outcomes and life opportunities for girls. More
recently researchers and educators have begun to better understand the necessity of also
embracing the needs of boys within a gender equity mandate. Gender equity increases
and broadens boys' opportunities and benefits them as well as girls (Koch et al. 2002).
The goals of gender equity in education include equitable access, equitable treatment,
equitable resources, and equitable opportunities to learn for both girls and boys with the
ultimate goal of comparable academic achievement and other student and personal
growth outcomes (Koch et al. 2002).
While the terminology defining the field of gender equity may have shifted and
changed in the past several decades, the goals of gender equity remain constant.
Unfortunately, the actualization of these goals has yet to be substantively realized (Koch
et al. 2002). It is likely safe to assert that one area of agreement amongst feminist
scholars in social studies is that gender equity in social studies knowledge and pedagogy
remains largely at the theoretical rather than practical level (Koch et al. 2002; Levstik,
2001; Coffey & Delamont, 2000).
2.3.1

Approaches to Gender Equity in Curriculum
It is much easier to recognize and critique the gender bias in school knowledge

and curricula than it is to ameliorate and balance school knowledge. As with many
feminist endeavours, there is a tremendous diversity of approaches to gender equitable
curricula and inevitable debate about 'best' practices. As ever, scholars recognize the
complexity of the situation and offer no easy solutions. As various attempts have been
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made to increase knowledge about women, women's experiences and women's
perspectives—as well as knowledges about men of colour and working class men—to
existing curricula, the difficulties of simply 'adding on' de-contextualized content has
become increasingly evident. This has raised questions ranging from which approach or
perspective to take in dealing with existing curricula through to deliberately challenging
mainstream curricula with alternative knowledges.
A serious issue for gender researchers is whether to advocate for school
knowledge and textual representations of a world of possibilities or the world of lived
realities. At first glance, this appears to be an unproductive debate as many feminist
educational researchers seem to agree that both reality and possibility should be
represented. However, the very real potential for misrepresentations and the conceptual
consequences of those misrepresentations must be considered. Scott (1988), for
example, states that textbooks that neglect or marginalize women are presenting a
misleading view of reality and that the representations of so-called reality in many
textbooks are reactionary and more stereotypical than life itself. They therefore
reinforce and reify gender stereotypes and patriarchal relationships. Thus the
represented world of reality does not even represent reality. If the world of reality is
misrepresented, surely it is necessary to also include a world of possibility? Scott goes
on to note that men and women have traditionally worked in various gender segregated
jobs and careers in the past but maintains it is important for students to be exposed to the
possibility and reality that women and men do work in what are considered
nontraditional fields (for example, men are nurses and women are engineers) just as they
continue to work in what are considered traditional fields (for example, women are
teachers and men are doctors). Scott (1988) maintains that "surely one aim of social
studies should be to break down gender stereotyping in occupational choice" (p. 109).
At issue here is not just the ability to do a particular job but also what jobs are valued
and devalued within a particular society. Thus textbooks should present reality in its
diversity and challenge stereotypical assumptions through alternative representations
and critical commentary (Scott, 1988).
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Gaskell, et al. (1989) agree that textbooks should present reality as well as
possibility. They are concerned, however, with any attempt to represent people as
superandrogynous because this is not only fallacious but is a disrespectful rejection of all
things 'traditional'. They conclude that women do make cookies and care for others, so
to include this should not be considered necessarily 'stereotypical'. The point is to not
exclude material in which women or men are the traditional agents, but rather to include
women and men engaged in a variety of activities both traditional and nontraditional to
their genders and times. Clark (1997a) would agree as she is concerned that textbook
representations of little girls who are 'tough as nails' and never play with dolls verge on
being reverse stereotypical because these depictions devalue, through omission, the
traditional play world of girls. Gaskell, et al. (1989) also point out importantly that the
world is not always a nice place, that awful things such as war and racism occur and that
children need to know about this: "We believe that children should be helped to see the
world as it is, while being encouraged to develop a critical consciousness, a sense of
active and cooperative participation that equips them to engage in the struggle for social
change" (Gaskell, et al., 1989, p. 38).
While feminist scholars agree that women need to be present much more in
curricula and textbooks, they disagree as to the tone or perspective of these
representations. The basic disagreement is whether women and content about women
should be present primarily through representations of their oppression (for example,
lack of legal rights, social double standards, abusive relationships, and the like) or of
their agency (for example, the women's suffrage movement, powerful women through
the ages, women's control of the domestic sphere) (Noddings, 1992). To assume that
representations of women in social studies knowledge must emphasize either oppression
or agency is an extension of the reality versus possibility debate. To highlight only one
or the other may lead to dangerous overgeneralizations and misunderstandings.
Students may be left thinking that women have been, always will be, and likely should
be oppressed or may believe that sexism was never a very serious problem and has now
been completely eliminated. Women, like men, lead lives of diversity—their realities
are influenced not just by their gender and the formal or informal 'rules' about gender
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enacted within a society, but are also tempered by, for example, their social class or
ranking, education, ethnicity or race, and religion. More nuanced, complex and realistic
representations of women as well as men should portray situations that acknowledge
oppression as well as agency. An added dimension of complexity (and perhaps honesty)
to these portrayals would involve acknowledgement that the oppression of some people
(for example, the denial of suffrage to women) was the result of the agency of other
people (for example, the men who enacted the laws denying suffrage to women).
Another area of debate amongst scholars working toward balanced curricula
content about women and men through the increased inclusion of content about women
is whether that content should be taught within separate self-contained units or should be
integrated into the mainstream curricular storyline. Separate units, particularly on the
pursuit of women's legal rights and emancipation in the twentieth century, are
increasingly common in social studies textbooks. The concern with this approach is that
issues about women will be isolated and ghettoized (Osier, 1994). Osier notes that a
segregationist approach to content about women continues to place them within a
dominant or malestream perspective in which they are perennially viewed as a
disadvantaged and subordinate group. This then allows a continuation of the
mainstream/malestream perspective "which also effectively denies gender as a dynamic
of history" (Osier, 1994, p. 231). However, separate units on women and women's
issues within textbooks greatly increases the amount of content about women (Osier,
1994), therefore, segregationist approaches cannot be dismissed. Certainly the impact of
women's studies, a segregationist post-secondary curricular approach (Noddings, 1992),
exemplifies the continuing importance of separate study about women as a necessary
bridge between total exclusion from school knowledge and an integrated, inclusive
school curriculum.
Integrating knowledge about women into the mainstream curriculum is perhaps
the ultimate goal; however, caution must also be exercised in this approach. As with a
segregationist approach, if the underlying curricular perspective remains unchanged by
the presence of knowledge by and about women, integrated knowledge may become
derivative, secondary, or simply unimportant. Permeating school knowledge with
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knowledge about women's experiences and perspectives cannot be achieved by simply
adding on to the existing male-focused curriculum. An integrated approach will require
the inclusion of not only famous and important women, particularly women whose
"activities approximate those of males" (Levstik & Groth, 2002, p. 236), but also
ordinary women (Scott, 1988). Studying the lives of ordinary women and men means
more than merely adding on content but shifts the perspective of the curriculum from
one of 'great, famous, and important' to one of 'ordinary, like me, and important'. This
kind of shift will ensure that women and ordinary men do not get lost in the shuffle of
integration.
In a very lengthy article about "Gender and the Curriculum", Noddings (1992)
describes how girls and women were mostly excluded from the educational process for
much of the history of Western civilization. Attempts to include women as learners and
content about women into curriculum can be categorized as either assimilationist or as
transformational; these categories, however, are not necessarily dichotomous.
Assimilationist content, by far the more common, need not necessarily be limited to an
'add woman and stir' methodology. Rather, as Noddings points out, assimilation of
feminist knowledges into existing standard curriculum can become transformational as
they challenge that curriculum. Transformational curricula, which Noddings identifies
as primarily feminist or women's studies began as challenges to standard curricula.
Noddings describes women's studies as attempting to transform not only the entire
curriculum but also social life in general. She explains that feminists tend to be
suspicious of the liberal arts tradition, recognizing its role in the subjugation of women's
education for themselves and about themselves. However, should feminists endorse a
liberal arts educational perspective, Noddings sees it as a direct challenge to the
misogyny of the liberal arts canon of thinkers/writers/scholars in that students welltrained through women's studies will expose and challenge the misogyny of these
thinkers/writers/scholars in their mainstream liberal arts education classes therefore
putting the study of gender and gender oppression/privilege at the centre of study.
Without doubt, many social studies curricula do now include content about
women. Many of these attempts at inclusion, however, have been deemed inadequate.
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Recognizing the limitations of the current state of affairs, some scholars refuse to be
completely dismissive of these early attempts because they do represent a beginning
(Noddings, 2001a; 2001b). The 'add-on' approach has been shown to be inadequate
because it fails to challenge existent and predominant curricular perspectives (Banks,
1989; Noddings, 2001a; 2001b). One weakness of the add-on approach is that women
are included in curricula simply because they are women (Noddings, 2001a). For
Noddings (2001a) this approach does a disservice to learners as well as to the ongoing
work toward gender equitable curricula. She maintains that, within the context of a
traditional 'malestream' curriculum mentioning women for achievements that would be
ignored had they been done by men demeans women and trivializes knowledge. This
approach is also inadequate as it continues to exclude much of "women's genuine
contributions.. .because they do not fit the male model of achievement" (Noddings,
2001a, p. 174). Others have also recognized the limitations of attempting to merely
include content by and about women into pre-existing mainstream curricula and have
devised potential solutions.
Using women's history as a starting point can significantly challenge common
presuppositions about periods of historical time (Gross, 1987). Challenging traditional
periodizations makes very evident the gender-biased nature of the curriculum.
Periodization is the practice undertaken by historians to divide time in historical periods
as they investigate and record the past. Periodization often takes location such as
kingdoms, nations or even geographical regions into consideration; periodization may
also focus on a subject or topic across time, such as religion or economics. Labels are
then assigned to or are associated with these periods of time. Gross (1987) explains that
traditional periodization and labels do not necessarily reflect the position of women. To
exemplify her point, she offers several examples of traditional periodization and the
contradictory experiences of women within these historical time frames. The so-called
'Golden Age of Greece' in the 5' century B.C., for instance, was not so golden for
women. Married women in particular were typically confined to the home which was
often dark and squalid in contrast to men who inhabited the world of much admired
public buildings. Gross then contrasts this with the Hellenistic Age (from 4th to 1st

An Androcentric Gauge: Social Studies Portrayals of Gender

64

centuries BC) which witnessed many ruling female monarchs, records achievements of
women athletes and poets, and includes many more evidentiary depictions of women in
art. Gross (1987) concludes that "For women, then, the Hellenistic period was one of
expanding opportunities, particularly when compared with the dismal fate of most
women in Athens in the 5th century B.C." (p. 197). Challenging the traditional
periodization in textbooks introduces important questions about history curriculum in
social studies (Levstik, 2001). Imagining a different periodization, one based on
historical experiences of women, makes people uncomfortable because they must then
confront philosophical questions about the purpose of teaching and learning history in
school. What is the desired end result of studying the past and whose past should we
study?
Recognizing the dominance of political and military history in social studies
curricula, Woyshner (2002) suggests that redefining these fields can make space for
content about women. For example, by broadening the definition of 'political', political
content about women can move beyond the current limitations of women's suffrage to
the recognition of much wider political involvement on the part of many women.
Woyshner's idea to shift the definition of political involvement is more than mere
semantics because shifts in language reflect shifts in perceptions of reality. Thus, her
redefinition of political involvement to "seeing women as political actors whenever they
work to make change and adopting a more fluid understanding of the separate spheres of
men's and women's lives" (p. 362) not only makes it possible to include more content
about women in the school curriculum but also begins to change the perspective of that
curriculum.
Following Gere, Woyshner (2002) identifies the women's club movement of the
19l century United States as a prime example of thoroughly researched women's history
that can both complement and challenge the existing political history perspective in high
school history. Woyshner describes vast, national networks of women's clubs as
politically active in arenas of particular interest to women; arenas such as public schools
which, because schooling was for children, were seen as an extension of motherhood.
Public school involvement encouraged club women to advocate for their formal political
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involvement as electors and as elected trustees. Woyshner's point is to emphasize that
political involvement and enactments of citizenship go beyond holding official public
office and voting—that acting to change the governance of community, even through
unofficial channels and through influence—are indeed political acts.
Many feminist educational researchers advocate making the study of gender
itself an integral part of social studies curricula (Levstik, 2001). Making gender a
category for study and analysis foregrounds the reality of gendered relationships in
topics of study in the curriculum as well as within classrooms. Schur (1995) gives an
example of what such an approach makes possible in a middle school classroom. While
helping grade 7 students design, conduct and analyze their own anthropological
studies—in and of itself a very exciting idea in classroom social studies—Schur not only
foregrounded gender as a category of study but also introduced students to research
methodologies and to the question of bias in research design. The students in this class
designed a study in which they observed 20 minute classroom discussions throughout
their school to determine whether boys or girls dominated classroom discussion time,
whether boys or girls interrupted more often, and which variables and factors (e.g., a
highly talkative student may skew the tally results) might influence these simple
gendered patterns. The students' analysis of their research indicated that boys did not
raise their hands more frequently than girls but that they did interrupt more frequently
than girls. Schur concludes her brief review of this exciting—and exponentially
expandable—class project by noting that:
While most classes I have taught at the Village Community School have very
outspoken girls (and often a more vocal group of girls than boys), the class that
did this study had girls who clearly felt intellectually overpowered by boys. The
effect on the girls of actually conducting this study was immeasurable. They
spoke up passionately throughout our discussions—some for the first time. The
research itself was clearly an act of empowerment (Schur, 1995, p. 147).

Like other feminist scholars, Levstik and Groth (2002) assert that a gender
equitable curriculum requires much more than simplistically adding a few token women
or major events concerning women to the existing male-focused social studies curricula.
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Rather, what is required is the reconsideration of content considered worthy of becoming
school knowledge. Levstik (2001) explains that
gender-equitable social studies requires rethinking the questions that frame social
studies and challenging the social and cultural narratives that schools most often
embrace under the guise of social studies. By doing so, the grounds for inclusion
shift, and previously unrecognized or discounted activities of many women and
men gain new significance in the social studies curriculum (pp. 192-3).
In advocating for a complete shift in the knowledge focus and perspective in
curricula, Martin (1995) first reestablishes the basic goals of education in a democratic
modern society: that is, to be a contributing worker, citizen and individual. Martin
suggests that being a keeper of the cultural heritage could be added to this list of
fundamentals without much argument. She then goes on to explain that all of these
fundamental goals of education "fail to take account of a basic function of education in a
modern or post-modern society, namely (5) the development of each person as a
member of a home and family, escapes everyone's notice" (p. 160). Martin advocates
that a curriculum of care, concern and connection (what she calls the 3Cs) gives children
the opportunities, in schools, to "learn to exercise the virtues that our culture thinks of as
housed in our private homes" (p. 163). While Martin is not suggesting that schools
engage in studying the home, she does believe that the 3Cs will bring a pro-domesticity
perspective to sanctioned curricula. Martin maintains that societal reasons and
situations—such as misogynistic behaviours and beliefs amongst schoolboys, violence
in the home and in public, the vacuum in the home created by the absence of both
fathers and mothers who have entered the public sphere of work—serve to justify
seriously rethinking the validity of learning about the values of domesticity though
school curricula. She is adamant that such a curriculum be included in fundamental
school knowledge and not as an enriched curriculum, that it not be geared only to female
students, or even worse, that it be completely excluded as is the current state of affairs.
Martin maintains that centralizing study of the cultural construction of domesticity
would not only open up the study of gender as a social construction but would "bring
both the concept and the practices of domesticity into alignment with the new realities of
family life" (p. 171).
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In contrast to Martin, Noddings (2001b) does call for the inclusion of the study
of homemaking as a viable topic in her conceptualization of the caring tradition. She
makes the point that while we have dedicated considerable effort to preparing both boys
and girls to be breadwinners, we spend little to no time preparing boys and girls to be
caregivers. Noddings expresses real concern that concerted efforts to prove that girls as
well as boys are as capable of being breadwinners has allowed not only boys to
denigrate the work of caring but has also begun encouraging girls to denigrate it as well.
She is not advocating a return to exploitative traditions in which girls are 'taught their
place'; rather she is suggesting that homemaking become the focus of study and that it
be explored from various academic perspectives including history, philosophy,
psychology, and the arts. Making the study of home a central organizing knowledge
tradition not only foregrounds the experiences of women, it also makes room for the
experiences of men typically marginalized by current curricular traditions grounded in
political and military knowledges (Noddings, 2001a).
"Language reflects consciousness. Language describes the way in which we see
the world. The conscious use of non-sexist language in both speech and print describes
the world in gender-inclusive terms and helps to build a less sexist future" (Gaskell, et
al., 1989, p. 52). One clear impact effected by the second wave feminist movement of
the 20th century was the nearly complete deletion of overtly sexist language from school
textbooks. Sexist or gender biased language, however, is not always overt and
immediately recognizable. The most obvious and overt example of sexist language,
what Eichler and Lapointe (1985) would characterize as overgeneralized sexist
language, is the use of the terms 'man' and/or 'mankind' to refer to all of humanity or a
general population. These terms have traditionally been used when referring to the
development of civilizations and thus seem to be treated almost reverentially (Kennedy,
1993). However, since these terms are also used to refer specifically to male-only
populations, the contradictory meanings are not only ambiguous but can be inaccurate
and unscholarly (Eichler & Lapointe, 1985). Generic terms can sometimes mask gender
specific situations, what Eichler and Lapointe (1985) call overspecificity. Using a
general term such as 'children' to refer to a group of either girls or boys can be
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misleading or have unintended consequences. For example, research conducted on
children of one gender, such as Piaget's child development studies on boys (Eichler &
Lapointe, 1985), may lead to unreasonably high or low expectations for the behaviour or
performance of girls.
Language is also gender biased when nonparallel terms are used for parallel
situations (Eichler, 1988). An example of this is the use of the phrase 'man and wife' in
which the man is pronounced a person and the woman is pronounced a role. A more
accurate pairing of terms would refer to both individuals as persons (man and woman) or
as marital partners (wife and husband). Gender biased language also occurs when
women are identified only in terms of being someone's possession such as someone's
wife (Sadker, Sadker, & Long, 1989).
2.3.2

Feminist Phase Theory
In the past several decades, numerous feminist scholars (Mcintosh in Crocco,

1997; Schuster & van Dyne, 1998; Tetreault, 1987, 1989; Warren, 1989) have devised
complex 'phase' theories to describe and analyze the current status of gendered content
in curricula as well as to envision more gender equitable curricula. Feminist phase
theory models represent both deconstruction or critiques of knowledge and
reconstruction or the creation of new knowledges or new interpretations of knowledges.
Here I briefly introduce and outline the feminist phase theory devised by Warren (1989).
Warren's model, essentially a revision of Mcintosh's five phase model for curricular
revision (see Appendix A), is more complete in its conceptualization of the relationship
between gender and knowledge than Mcintosh's original model because it deliberately
introduces men rather than just women into the deconstruction and reconstruction of
knowledge. Warren's model also deliberately addresses gender and knowledge in light
of the inter-connected issues of ethnicity, race, and class.
Warren accepts Mcintosh's first four phases (see Table 1). In Phase 1, women
are simply not present in the curriculum; their absence is not particularly noteworthy. In
Phase 2, the absence of women has been noted and ameliorated by the inclusion of a few
exceptional women. In Phase 3, what has been characterized as the 'add woman and
stir' approach to curriculum gender revision, women are a problem to be studied. In this
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Table 1 Warren's (1989) "Seven-Phase Integrative Model For Primary Content
Subject Areas" (p. 49)

Phase
1
Phase
2
Phase
3
Phase
4

Phase
5
Phase
6
Phase
7

Women/gender
3
Womanless

Race/ethnicity
Raceless/ethnicityless

Class
Classless

Women in

Blacks/Native
Poor people in
Americans/
Hispanic/ Asians in
Women as a problem,
Racial/ethnic minorities
Poor people as a
as a problem, anomaly,
problem, anomaly, or
anomaly, or absence in
or absence in
absence in
Women' s
(includes Afro-American
Poor people's
race/ethnicity, class, age, Native American
(includes women)
Hispanic American
affectional preference,
Asian-American
marital status,
(includes racial/ ethnic
nationality, religion)
women)
Men's
("includes white, racial/ethnic minority men, poor men, gav men,
older/ younger men, religious/non-religious men, men of different regions/
nationalities)
Gendered (women's and men's)
(includes white, racial/ethnic minority,
rich, middle-class, poor, lesbian/gay, older/younger, religious/non-religious,
different region/nationality women and men)
Redefined/reconstructed to include us all

phase, women are a problem because they do not fit the traditional disciplines. In Phase
4, however, it is the traditional disciplines themselves that become the problem. The
foundational precepts of the disciplines are called into question when thinking is
initiated from the perspective of women and women's experiences. The final phase of
Mcintosh's model,

(History, Biology, Etc.) Redefined to Include Us All, is

inclusive of all women and men. Mcintosh suggests that a curriculum grounded in this
perspective is currently beyond our conceptualization, but maintains that it will include
reconstructions of knowledge that tell stories of women and men in relation to each
other.

The blank denotes a subject area or academic discipline.
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Warren (1989) points out that Mcintosh's model is incomplete in terms of gender
study because, with the exception of a few side statements, it effectively excludes men.
Warren rightly recognizes that the challenges within feminist theory and practice to
acknowledge and understand the differences as well as similarities among women must
also be taken up and explored in terms of men. Macintosh's model too quickly jumps
from the construction of knowledge about and by women to the construction of
knowledge about and by all humans. A crucial step is missed in that men are not studied
as gendered human beings. Warren (1989) explains that
knowing about woman's gendered experience and knowledge is also only part of
the story; we need to know about men's gendered experience and knowledge,
about 'men as
" (fathers, sons, brothers, husbands, lovers, friends). This is
not the same as the old stuff of knowing about males as humans. It is knowing
about males as 'prefixed' or 'marked' by gender, as gendered-humans in all their
gender diversities (p. 48, italics in original).
In Warren's scheme a phase about Men as
Women as

must be included to complement the

phase because it is vitally important that men be studied as gendered

human beings in relation to knowledge. These separate phases of women and men as
gendered beings also explore the intersections of gender with various other social
identity markers such as ethnicity, race, class, and sexuality. Warren's Phase 6 is
Gendered

and is intended to combine the knowledge that has been challenged,

critiqued, and transformed through Phases 4 and 5 about women and about men
respectively into an inclusive phase of knowledge about women and men together.
Once these two phases of gendered knowledge have been adequately addressed and the
realities of current societal inequalities such as racism and classism have been worked
through, Warren believes it will be possible to move into Macintosh's final phase.
2.4

Social Studies Textbook Studies
Textbook analysis has been a staple in social studies research for several decades

(Fraenkel, 1998; 1987). The popularity of textbooks studies, however, requires
contextualization. Research in social studies itself has been fairly scarce (Marker and
Mehlinger, 1992; Seixas, 2001). Therefore, despite being one of the three most
prevalent types of social studies research (Fraenkel, 1987), the actual number of
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published textbook studies is not overwhelmingly large. The studies themselves are
extremely varied in terms of both the focus of analysis as well as methodology (Wade,
1993). Some social studies textbook studies analyze content from a social justice and
ameliorative perspective (Clark, 2005, 1997a; Gordy & Pritchard, 2005; Kaomea, 2000;
Commeyras & Alvermann, 1996; Hahn & Blankenship, 1983); some focus on the
readability or connections of logic between content and intended learning results (Beck
& McKeown, 1991; McCabe, 1993); some focus on the quality of the content, finding
much of it to be trivial in conceptualization and inappropriate for inclusion in textbooks
(Larkins, Hawkins, & Gilmore, 1987); some focus on the development of substantial
knowledge through textual presentations of big ideas or concepts (White, 1988); some
focus on the amount of concepts contributed from social science disciplines (Haas,
1991); some focus on particular social studies topics (Schug, et al., 1989); and others
criticize weaknesses in textbook analyses research design and offer methodological
suggestions (Wade, 1993). One point of commonality across many studies conducted in
previous decades, however, seems to be the inevitable finding that the learning resources
under study are inadequate against whatever criteria they have been measured (Wade,
1993).
Within the Canadian milieu, social studies textbook studies have been decidedly
infrequent. There were several studies published in the 1970s which focused primarily
on issues of race and ethnicity, while studies examining portrayals of gender in
Canadian social studies textbooks did not surface until the mid 1980s (Clark, 1997a).
Published studies have been scarce in recent years. Studies examining the social studies
curricula upon which the textbooks are themselves based are nonexistent in the
literature.
2.4.1

A Review of Curriculum and Textbook Studies
While textbooks are often placed under the scrutiny of the academic gaze, the

resulting studies usually are not. Wade (1993) chose to do just this in the interest of
determining the quality of such studies as well as to provide guidelines for researchers
conducting further studies. Wade analyzed quantitative textbook analysis studies
published between 1982 and 1992 in three major U.S. social studies journals to assess
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their quality. She judged the studies against several categories of assessment such as
type of sample (graded texts; subject specific texts), choice of sample (criteria for
choosing the texts), the type of sample or unit of analysis (words, sentences, paragraphs,
passages of varying lengths); the system of enumeration (frequency of units; appearance
or intensity of units), and intercoder reliability or replicability of the study.
Wade's (1993) suggestions for improving textbook analysis are valuable for
qualitative research as well as quantitative type analyses. She calls on researchers to
make each component of their studies explicit and to justify the choices made—as all
good research should. While acknowledging that the results of textbook analysis are
often predictable—usually with the study author recommending more attention be paid
to the particular topic under study—Wade still contends that there is value in continuing
to conduct textbook analysis. She cautions against continued adherence to small topics
and 'one-off studies, though, and suggests that substantive issues become the focus of
research. Wade also encourages researchers to move beyond the boundaries of their
educational jurisdictions (reviewing only the textbooks used in their own state or
province) and to consider working collaboratively with other researchers and
educational professionals.
Wade's (1993) review of textbook analyses studies from the 1980s and early
1990s underscores that textbook analysis has in recent years been heavily influenced by
shifts in research methodologies. While quantitative aspects remain a consistent feature
of many gender-focused textbook analyses (often comparing numbers of men and
women pictured or mentioned in the book or some such variation), textbook analyses
have moved decisively into the interpretive domain.
A study of the Hawaiian curriculum by Kaomea (2000) is representative of this
shift from the quantitative to the qualitative. Rather than focusing on numbers and
percentages, Kaomea's interpretive methodological approach relies on genealogical
discourse analysis to read and deconstruct dominant discourses about Hawai'i and
Hawai'ians contained in authorized Hawai'ian textbooks. Reading the textbooks against
a different genre of text—tourist books and brochures about Hawai'i—enables Kaomea
to identify historical discourses. Kaomea's (2000) intent is not to critique the textbooks
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in and of themselves, but rather to "use common aspects of the texts to make some
general points about pervasive problems in Hawaiian studies education" (p. 324). Thus,
Kaomea's textbook study moves beyond a quantitative analysis to a qualitative
interpretative analysis of discourse and meaning.
A similar movement in studies examining representations of women, men, and
gender in social studies textbooks can also be identified. Processes of counting and
tallying presences in text and in pictures, while still useful as a starting point, have given
way to more interpretive studies that contextualize those presences and unpack the
meanings associated with those presences as well as with absences.
A key component of the feminist movement in education in the 1970s and 1980s
was to rewrite the historical record to place women back into historical knowledge. The
movement to find and resuscitate missing women evolved into a call to completely
reassess the knowledge and perspectives of knowledge included in social studies
curricula and textbooks to not only find missing women but to completely
reconceptualize the knowledge that is considered worthy of attention and inclusion.
Textbooks, as noted in a previous section, are symbolic of official knowledge, and
official knowledge represents that deemed worthy of inclusion in school knowledge as
representative of the realities of our society. It shapes not only the knowledge one
accepts but also the expectations one holds. Thus, the representation of women in
school knowledge or textbooks became a key front in the feminist effort. It remains a
steady component of social studies textbook research. Typically, gender-focused
textbook studies reveal just how little space is focused on women in comparison to men.
More recently, textbooks have been analyzed to gauge the effectiveness of inclusive
content efforts. I begin by discussing the Canadian-based gender studies conducted in
the last twenty years before moving on to international studies of women in social
studies content. I then examine a study focused on representations of men in U.S.
history textbooks. Finally, I examine a contrary study of women and feminism in U.S.
history textbooks.
Light, Staton, and Bourne's (1989) Sex Equity Content in History Textbooks is a
very short but often cited study of Canadian high school textbooks. The authors'
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original intent was to develop teacher resource guides to help in the implementation of
the Ontario education ministry's sex equity policy in high school courses. The study
involved reading all available and approved high school textbooks published in 1980 or
later. The method of data collection was quite loose. In order to determine the amount
of sex equitable content, each mention of women or of women's issues—even passing
general references such as 'women and men'—were counted as the equivalent of one
page of information about women. Of the 66 books reviewed, only three reached a rate
of fifty percent inclusion of content about women. The remaining 63 textbooks
averaged 12.8% of their space devoted to content about women. The researchers
determined that the increased presence of photographs of women gave the appearance of
increased content about women while avoiding any substantive discussions about
women in the storylines of the texts. When photographs and passing mentions to
women were excluded from the tabulations, the authors found that even in the three
'better' books, total content about women dropped from 43.7% down to 25% in book 1
and from 33% down to 13% in book 3.
Light et al. (1989) conclude that despite good intentions and government equity
policies, the textbooks actually seemed to emphasize women as marginal to society and
marginal to history through their placement in separate sidebar boxes or separate
chapters. In addition to problems of absence or marginality in content, the researchers
identified problems with language use in that the tone for content about women seemed
less serious than that for men. They also noted that suggested student activities,
questions or projects rarely related to women or to content about women and sometimes
specifically excluded them. The researchers conclude that these are serious problems in
textbooks because they effectively deny a past and a history to girl students but also do a
disservice to boy students who will also fail to learn about or appreciate individual or
collective experiences of women.
Although not technically a study of textbooks, Baldwin and Baldwin's (1992)
The Portrayal of Women in Classroom Texts is one of very few Canadian articles to
address issues of women and gender in school knowledge. Baldwin and Baldwin
provide an overview of the contributory role played by school textbooks in providing
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negative images and expectations of women's contributions and roles in our society.
They explain that few textbook authors conduct original research relying instead on
borrowings from other textbook authors; therefore, ideas and representations tend to be
reinforced rather than challenged. While textbook evaluators—in concert with
provincial anti-bias guidelines—were cognizant of ethnocentrism and racism, there were
few concerns about sexism prior to the impact of the women's movement in the 1970s
and '80s. In a review of studies conducted looking at the inclusion of women in history
textbooks, Baldwin and Baldwin conclude that considerable success has been realized in
eliminating sexist language from most textbooks. However, while women are
increasingly present in pictures, photographs and illustrations, they conclude that women
will remain marginal or absent while the experiences of men remain the measure of
success for inclusion in history textbooks. They suggest that traditional historical
periodizations be altered to better reflect the historical experiences and perspectives of
women. They also maintain that integration of content about women is a better
approach than separate or segregated chapters or courses about women; they advocate
this in the belief that teachers can easily ignore content in separatist approaches. Most
importantly, Baldwin and Baldwin contend that by making the study of sexism and
gender an integral component of history education, students will be better prepared to
recognize and cope with the realities of inequalities in society.
In a large study, Clark (1997a) examined 169 social studies textbooks dating
from 1925 and approved for use in British Columbia to determine the views of Canadian
identity included in them and to determine how these views changed over time as
represented in school knowledge. The books discussed specifically in the article date
from more recent years. Four of the eleven categories of identity Clark explored were
race and ethnicity, gender, disability and age. In particular, Clark was looking for
distorted images, gaps in accurate representations of groups, and authorial perspective or
bias. Clark does not share her methodology or method of data collection and analysis. I
limit my remarks to those parts of the article specifically discussing gender.
Clark (1997a) found that while elementary level textbooks present women in a
range of traditional and nontraditional activities in both pictures and text, women barely
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appear in secondary level textbooks and, when they do, they are usually royalty. She
notes that books approved for use in the 1970s presented pictures of homelife revolving
around women's domestic tasks and childcare while a series of booklets approved for
use in the 1980s expanded women's roles to include the paid work world and also
showed men in both household as well as paid employment situations. The 1980s also
saw the arrival of women in history-focused elementary textbooks. One noteworthy
criticism Clark raises concerns the move to portray girls in more active and less
stereotyped ways. Girls are no longer portrayed doing traditional girl things such as
playing with dolls, rather they are only shown engaging in activities once considered the
domain of boys, thus perhaps inciting a trend toward reverse stereotyping.
Secondary level textbooks continue to marginalize women. Perusing the indexes
of three textbooks, Clark (1997a) found only three references to women either
collectively or as individuals in a grade ten book. She notes that this compares to 90
references to men in a 432-page book. She found similar discrepancies in two grade
nine textbooks in which one had "three references to women and 81 to men" and the
other had "14 references to women and 204 to men" (Clark, 1997a, p. 341). A simple
tally of presence in indexes does not make a conclusive case, but it certainly serves as a
starting point.
Clark (1997a) is undecided as to whether textbooks should show an idealized
world in which women and men are presented as equal or whether textbooks should
portray the reality of gender inequities present in our society. She concludes that
students need to be exposed to women in a variety of roles—both those traditionally
associated with women such as childcare and those traditionally associated with men
such as paid labour. Ultimately Clark makes three suggestions for ameliorating the
omissions, gaps and distortions of representations found in textbooks. She advocates
that students be taught to realize that textbooks are written by people, that they are not
some kind of decontextualized, universal authority. In order to do this she suggests that
students learn course material not just through the class textbook but also through
primary sources that will serve to both support and contradict the textbook and therefore
help to 'demystify' the textbook; that students use these primary sources to write their
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own accounts of events and thus learn that all texts are written from a particular
perspective (or bias), namely that of the author; and, that more than one textbook be
used in classrooms in order to directly compare the content of the books as well as the
perspectives of the authors.
In a more recent study—and bucking the trend of publishing 'one-off textbook
analyses—Clark (2005) analyzed 55 officially approved British Columbia history
textbooks from three broad periods of time—the interwar years (14 books), the 1950s to
the 1970s (31 books), and the 1980s (10 books)—to highlight "the ways in which
[women] have been represented, as well as places where the texts fall silent about them"
in order to determine "continuity, resistance, and change" (Clark, 2005, p. 243) in
Canadian school history.
This study is more conceptual and interpretive in nature than Clark's (1997a,
2005) earlier one. Here she examines common themes as well as unique instances
within each time period noting that in the early textbooks from the interwar years
women are barely present or are present only in connection to men. The exception to
this general approach comes in books written by an Alberta educator, Donalda Dickie.
Clark (2005) suggests but does not decisively conclude that it may well be Dickie's own
gender identity that led her to include content about women in her textbooks. In the
middle time period, Clark again concludes that women receive little attention in the
textbooks. Those who are present tend to be royalty or writers. Clark suggests these
women are included simply because there is an easily accessible written record of their
activities. In the last time period, an era in which textbook writing and publishing was
heavily influenced by provincial gender equity standards and processes of bias review,
Clark maintains that changes are evident in how women are portrayed in textbooks. She
notes that women have become far more visible and varied in elementary level textbooks
but that their virtual absence from secondary textbooks continues. The elementary
textbooks, for example, acknowledge the economic role played by aboriginal women in
the fur trade and also acknowledge the work performed by white women during the
Cariboo gold rush. Portrayals of women in secondary textbooks, however, tend to
trivialize their contributions.
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Throughout her discussion, Clark (2005) consistently references the omissions
and gaps in school level knowledge concerning women in Canadian history. The
silences about women in British Columbia textbooks include both paid and unpaid
labour, contributions in the domestic and volunteer sectors and their behind-the-scenes
influence. She includes a significant number of scholarly sources to demonstrate the
availability of considerable knowledge about women in Canadian history.
Ultimately Clark (2005) concludes, that the treatment of women in Canadian
history textbooks has not shifted or changed as much over the years as one might expect.
She suggests that there are five main reasons why social studies textbooks continue to
largely exclude the lives and experiences of women from the official versions of
Canadian history. First, she contends that history textbooks are no longer written by
historians and that this is due primarily to university tenure and promotion policies.
Secondly, she holds that the school teachers hired to write the textbooks lack the
necessary historical scholarship although they are familiar with provincial curricular
requirements as well as pedagogical considerations. Third, textbooks are written to
support provincial curricular requirements, thus the onus is on curriculum writers to shift
the focus of Canadian history to be more inclusive of women's contributions and
experiences. Fourth, the requirement to synthesize a huge amount of knowledge
covering a large period of time into a manageable textbook is all but guaranteed to result
in superficiality and omissions. Finally, Clark acknowledges that there will always be a
lag between historical scholarship and the knowledge that appears in school textbooks
simply because of the infrequency of curriculum change.
In an early review of textbooks used in the United States, Hahn and Blankenship
(1983) examined secondary level economics textbooks to determine whether economics
was presented as a 'man's world' and to determine the kinds of economic roles women
were shown holding. The researchers thought this study was important because
economics courses were becoming increasingly mandatory at the time and they also
wanted to judge the effects of the 1970s women's movement on school knowledge.
The only criteria for choosing the texts in this study was that they were available
for purchase in January 1982 and were published no earlier than 1975. Hahn and
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Blankenship (1983) collected data within nine predetermined categories of analysis in
order to judge the level of sex equity in the textbooks. The categories were: 1) the
frequency of citations to women and to men in the index of the text; 2) an examination
of the index for women's issues such as differential incomes; 3) the number of times
women and men were quoted in the text; 4) the number of times female and male
authors were cited in further reading lists; 5) the number of times women and men were
highlighted in sidebars in the textbook; 6) the frequency and characterizations of
women and men in cartoons; 7) the frequency of portrayals of men only, women only,
and combinations of women and men in photographs and illustrations; 8) the portrayals
of women in traditional and nontraditional work roles in photographs and illustrations
and, 9) the occurrence of sexist language and biased terminology.
The presentation of the findings is somewhat frustrating in that the individual
textbooks are rarely identified. Rather the reader must be satisfied with tables listing the
texts from A through V with corresponding numerical findings for the photography and
illustration criteria. The presentation of these findings is, therefore, somewhat
decontextualized. The discussion of the data and analysis offered by Hahn and
Blankenship (1983), however, reveals interesting complexities in textbooks' various
approaches to gender equitable knowledge content. The authors note that overtly sexist
language has virtually been eliminated although there were examples of gender-biased
language use. Women in nontraditional jobs appeared in photographs and as examples
in the written text of some of the books allowing students to conclude that women are
indeed economic actors. In fifty percent of the photographs of women, however, they
were portrayed as either shopping or doing their banking. Photographs of men, which
constituted the majority of the photos, portrayed men in a variety of job roles, none of
which were deemed to be nontraditional to men. Yet there were also isolated examples
portraying men as consumers shopping for groceries and even a man as a stay at home
parent. Overall, however, the textbooks tended to reinforce a gender divide in
presenting men as producers and women as consumers, despite the realities of the labour
situation of many women. The authors ultimately conclude that "there is much yet to be
done to accurately reflect women's economic life" (Hahn and Blankenship, 1983, p. 73).
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They found that women were underrepresented as leaders of unions or as successful
businesspeople and that little attention was paid to the economic realities of women such
as the differential in pay between women and men, the overrepresentation of womenheaded households below the poverty level; the concentration of women in low-paying,
female-identified jobs; and the impact of governmental economic policies on women.
Sleeter and Grant (1991) conducted an extensive study of social studies, science,
language arts, and mathematics textbooks used in the United States. Of the 47 textbooks
analyzed, 14 were written for social studies use in grades 1 through 8. The social studies
textbooks were published between 1980 and 1986. Sleeter and Grant briefly share
descriptions of their methodological instruments used for analyzing various components
(such as pictures, language, and which people are included in the textbook) and types of
textbooks (such as fictional anthologies or the narrative storylines in history textbooks).
For each of the school subjects, Sleeter and Grant provide the findings of their analyses
of textbook representations of race, gender, age, and disability. Due to the issue of
interest in this study, I limit my review of Sleeter and Grant's article to their discussion
of representations of gender in social studies textbooks only.
In the brief paragraph covering gender in social studies textbooks, Sleeter and
Grant (1991) note that males are pictured more frequently than females. They also note
that while pictures of men far outnumber pictures of women, pictures of white women
far outnumber pictures of women of colour. While women are pictured in nontraditional
roles, men are rarely pictured in nontraditional roles. Sleeter and Grant also address, in
broad strokes, how women are portrayed in social studies textbooks. This includes a
description of marginalization and absence as well as separate sections that address, for
example and typically, women's suffrage. Sleeter and Grant also mention that for the
most part sexist language has been eliminated from elementary social studies textbooks
although in terms of occupational titles some sexist terminology is still evident.
In discussing their findings, Sleeter and Grant (1991) conclude that men
predominate in textbooks compared to women. When women are present they tend to
be white rather than members of ethnic or racial minorities. Interactions between
women of different ethnicities are virtually non-existent. Issues of sexism, both
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historically and contemporarily, are absent giving the impression that gender inequality
has been overcome and no longer exists. The overall absence or marginalization of
women in the textbooks means that little sense of the history or culture of women can be
gained from the books. Sleeter and Grant concur with other scholars who have noted
that the 'add and stir' method of including women and other minorities in mainstream
school knowledge often serves to trivialize the experiences, perspectives, and
contributions of those people and also, importantly, gives the impression that diversity is
being addressed when it really is not. They are equally worried about the gaining
momentum to retrench traditional perspectives and knowledges in school curricula,
particularly those that favour white, wealthy men and work to exclude women, people of
colour and working class people.
In a study of textbooks from the United Kingdom, Osier (1994) analyzed books
published to support the new mandatory National Curriculum—the first ever nationally
prescribed history curriculum in the U.K. with set levels of attainment. Osier notes that
gender and issues of equality of educational opportunities is an overtly addressed issue
in the curriculum's rationale. The curriculum documents advocate that children of both
sexes be "educationally enabled" and that "equality of access.. .be matched by attention
to issues of equity within the curriculum..." (p. 220). The curriculum guidelines for
history also state that the subject should be studied from a variety of perspectives. These
two provisos suggest to Osier that there should be many opportunities for learning about
the history of women through this curriculum.
Osier (1994) limited her study to textbooks published in 1991-92 and written
specifically in support of three of the five Key Stage 3 (students aged 11-14) core history
units (The Roman Empire; Medieval Britain: 1066 to 1500; The Making of the United
Kingdom: Crowns, Parliaments, and Peoples 1500-1750). In all she examined 36
history textbooks to determine how these textbooks portrayed women in history and thus
how effective they could be in educationally enabling both girls and boys. She
examined illustrations, language, textbook activities, the authors of the textbooks, and
whether the textbooks had separate sections about women. While she employed a tally
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system, Osier also emphasizes the need to look beyond the surface and to examine the
context of illustrations and the connotation of language.
Working from the belief that visual images can be extremely influential in
creating impressions of people in the past, Osier (1994) divided the nearly 4000 visual
images in the textbooks into two main categories: photographs (including pictures of
artifacts and buildings as well as of people) and modern sketches and reconstructions.
These main categories were then further divided into those showing men, women, men
and women, crowd scenes with people of indeterminable gender, and pictures with no
people. Osier lists the titles of each book along with the raw data to illustrate the gender
differences in pictorial representations. Although there is considerable variation among
the textbooks, in each book pictures of men far exceed pictures of women. The pictures
of men also showed them in a far greater variety of situations than those of women. Of
considerable interest and importance, Osier notes that women were completely absent in
the modern sketches and reconstructions in over half of the books. As these modern
sketches are completely within the control of publishers, one could reasonably assume
that they are more easily manipulated in terms of content and perspective than historical
pictures. Osier insists that textbook authors and publishers have a responsibility to
ensure that women as well as men are represented in portrayals of history. She makes
the important point that it is often the agents and interpreters of the historical record—
that is, historians themselves—who erase women from history and not a lack of women
actually present in the historical record. It is therefore imperative that authors and
publishers look beyond the tried and true in their selection of illustrations and dig deeper
into existing sources. She notes that in some cases the exact same pictures are used in
different books. She is willing to concede, however, that these replications may be a
reflection of the rush to publish books to gain market share as well as a reflection of
accessibility to sources.
Osier's (1994) study reveals that overtly sexist language has been expunged from
textbooks but that point of view and style of writing remain somewhat problematic.
While Osier did find some exceptionally promising examples of gender equity in
textbook activities requesting that students make gender a category of analysis in their
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thinking about a particular event, for the most part she found it necessary to make
recommendations that the majority of the textbooks make gender a key analytic. Osier
also tallied the gender of the authors of the various textbooks and found an
overwhelming majority of them to be male. While she acknowledges that women
authors do not and will not necessarily increase the amount of coverage about women in
textbook knowledge, she does think broadening the pool of textbooks writers to include
people who bring many and varied perspectives will eventually help to improve the
content coverage of textbooks. The final issue Osier addresses is whether women's
history should be an integrated part of the overall history curriculum or should be
presented in separate sections. There is clearly no easy answer to this dilemma with
potential difficulties meaning that history about women might get lost in the shuffle of
an integrated curriculum or become ghettoized and perhaps ignored in separate sections.
The immediate solution to this dilemma, as Osier notes, is to pursue both policies.
Commeyras and Alvermann (1996), two literacy scholars, analyzed three
high school world history textbooks used in the United States to explore and understand
"how content and language are used to portray women in accounts of world history" (p.
34). They explored representations of women from both macroanalytic—that is, the
content about women that is included and emphasized—and microanalytic levels—that
is, how women are positioned through language. They used Ethnograph software to
manage their data in what could be described as a grounded theory methodology.
Commeyras and Alvermann approached the macroanalysis in three phases: they read
each textbook and entered all the information about women into Ethnograph; they used
the information from two textbooks to develop a coding system and then coded the third
textbook using these categories; and, finally they reread the content about women in the
history textbooks and applied their revised coding scheme to each of them.
Commeyras and Alvermann (1996) share considerable amounts of their data
collection and analysis. They include a print out of two paragraphs of text from a
textbook and demonstrate the various conceptual categories they used to categorize the
information from this text. They also include a table of their content coding categories,
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textbook examples of these categories, and the number of examples of those coding
categories they found across the textbooks.
In the microanalysis, Commeyras and Alvermann (1996) focused on two
concepts: 'women's rights' and 'power, fighters, and mediators'. In their analysis of
'women's rights' the authors found that women's rights or lack thereof were often
attributed to non-human entities such as laws or religious texts. Broad generalizations,
such as 'people believed' were also used in the textbooks' discussions of women's status
in various civilizations. They conclude that this kind of language use obscures
relationships of power; the textbooks fail to make clear who was writing the laws and
religious texts that controlled women's rights and status. The authors also maintain that
generalized references to 'people' is either intended to actually mean men or implies that
women were knowingly and openly complicit in their own subordination within a
civilization.
In their discussion of their category power, fighters, and mediators, Commeyras
and Alvermann (1996) found that a common feature among the women portrayed in the
textbooks was "their reliance on Eve-like characteristics in their climb to positions of
influence and power" (p. 42). That is, women across time and space were portrayed
using their beauty, sensuality, and willfulness in order to gain power. The authors
contend that this is a dangerous portrayal of women for three reasons: it is an
essentializing representation implying that all women are the same; it perpetuates
stereotypes about women and power; and it limits the importance of women in history to
only those whose success can be measured in terms of the male experience. Overall,
Commeyras and Alvermann conclude that their analysis of representations of women in
these textbooks reveals that such books continue to present overwhelmingly
androcentric perspectives of world history.
Kuzmic (2000) approached the analysis of gender in five United States history
textbooks from the perspective of men rather than women. Kuzmic chose the books he
analyzed because they were in use in his educational jurisdiction at the time, were fairly
recently published (early 1980s to the 1990s), and were available to him through loans
from teachers with whom he was working at the time. He deconstructed the content in
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the textbooks but does not explain how he collected or analyzed the data. The article is
somewhat confusing and contradictory; perhaps because Kuzmic's textbook analysis is
more of a theoretical exploration or what he calls a "representative critique" (p. 124)
than strictly an analysis of methodically collected and analyzed data. Throughout the
article the reasons for conducting the study and the particular foci of the study shift. At
times it is to examine masculinity and patriarchy within curriculum; at times it is to
examine representations of masculinity and femininity; at times it is to examine why
men are invisible in texts.
Kuzmic (2000) contends that in studying masculinity and men in history
textbooks, he is working from a different perspective than most other social justice
focused textbook analyses. He claims to be examining patriarchy from within; claiming
that this is a privileged place (one assumes because he is himself a man). Yet, if
patriarchy is a relational gender system of differential power—one that typically
advantages and privileges men over women—it is unclear why only he can examine
patriarchy from within. By definition, all women and men exist within patriarchy.
Perhaps a more accurate claim for Kuzmic would be that he is studying patriarchy from
the position of male privilege. His different perspective also comes from examining
what is 'left in' rather than that which is 'left out' of textbooks. Kuzmic (2000)
examines four major theoretical perspectives in masculinities research:
...the invisibility of men and masculinity within social, historical, scientific, and
cultural narratives; ...the subtle and complex ways in which masculinity is
defined and how particular representations of masculinity are privileged...; .. .the
construct of power itself and how notions of 'power over' as opposed to 'power
with'.. .serve to differentiate and privilege constructions of masculinity and men
in the historical narratives; and ...the construction of masculinity within the
public sphere... (p. 109).
The few data Kuzmic (2000) offers in support of his theoretical analysis tend to
counter his argument. He claims, for example, that "men and masculinity are made
invisible, ironically, through the visibility of women as marginalized characters in
history" (pp. 109-110). His 'proof for this claim is that 'women' as a category is
included in most of the textbooks' indices while 'men' and related concepts such as
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masculinity and patriarchy are not listed. While he is likely accurate about the
women/men comparison it is difficult to believe that men are 'invisible' in textbooks
because they are not referred to collectively as men. To more accurately convey the
presence of men and women—individually and collectively—he could have conducted a
simple tally of names. Yet, this would also not have satisfied Kuzmic. In the same
section he also claims that "another way in which men are made invisible, even though
they carry a greater presence in the historical narrative, is through the individualization
of history" (p. 111). He then lists the names of various national leaders with the number
of pages covering their "privileged presence" in one of the textbooks. The 15 men
named have a total of 233 pages devoted to them. In contrast, women in the textbook
are referred to primarily in a collective sense in a "five-page section titled 'Women and
Reform'" (Kuzmic, 2000, p. 112). Of the 14 women individually identified in this
section, Kuzmic estimates that "on average, the contributions and impact of these
women is covered in two sentences" (p. 112).
That men are invisible and women are visible if marginalized, becomes a
somewhat difficult argument to accept when these snippets of actual data are compared.
Kuzmic's (2000) own statements later in the chapter, including "men are still the
primary lens for history..." (p. 119) and "textbooks are about men" (p. 122) also deny
his claim to their invisibility. Thus, men per se are not invisible in these textbooks,
rather masculinity as a gendered concept or topic of study and masculinity as a contested
practice or performance of gender is absent from the textbooks.
Primarily because he fails to define 'masculinity' as a key conceptual category of
analysis—as well as 'patriarchy' and 'men'—but also because he fails to provide
conclusive data, it is difficult to accept Kuzmic's (2000) argument about the invisibility
of men. The article is highly instructive as an example of theoretical perspective
overwhelming research or what Lather (1986) calls a priori theoretical verification or
conceptual overdeterminism—something she claims is a particular concern in
emancipatory-based research. Still Kuzmic (2000) ultimately concludes by suggesting
that just as work has been undertaken to make textbooks "more inclusive and
representative of those who have been marginalized, it is also time to be more critical of
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those who have marginalized and the ways in which they have been able to maintain
their power to marginalize" (p. 123). He thus follows in the (unacknowledged) footsteps
of many feminist scholars before him by suggesting that gender itself become a topic of
study.
Similarly to Kuzmic (2000), another United States-based study of women in
history textbooks conducted by Lerner, Nagai and Rothman (1991-92) privileges
ideological and theoretical perspective over fair and accurate representation and
discussion of the data collected. Lerner et al. make no effort to hide their contempt for
the content about women that has been added in to high school textbooks. They are
particularly disturbed, in fact, that students can more easily "identify Harriet Tubman
than Winston Churchill or Joseph Stalin" (Lerner, et al., 1991-92, p. 28). Although their
reasons for privileging non-Americans over an American is not articulated, it is implied
that a black woman enabling the emancipation of enslaved black people is not as
important as white male leaders of nations—political and ideological sympathies aside.
Their perspective on school knowledge seems to be considerably different from many
other textbook analyzers. Lerner et al. (1991-92) simply acknowledge the androcentric
perspective of school-based history, ultimately finding no problem with it: "Most of
America's history is male-dominated, in part because in most states women were not
allowed to vote in federal elections or hold office until the twentieth century. This may
be regrettable, but it is still a fact" (pp. 29-30).
Lerner et al. designed a quantitative study of textbook content about women and
men. They trained coders to collect data about 'individual characters' who appear in
either a picture or in at least a column inch or more of text. There were numerous
categories of analysis attached to each character including demographic information,
"every adjectival and adverbial phrase describing the character; and the book's overall
evaluation of the character" (Lerner et al., 1991-92, p. 31). Lerner et al. state that the
coders were completely objective about their task, knowing nothing about the
researchers' programs of research nor even the general premise of the study itself.
Limiting the data collection to those individuals discussed in a predetermined
amount of text space may have been an ideologically-motivated methodological decision
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on the part of Lemer et al. (1991-92) as it effectively excludes 'characters' (male or
female) who are named but include no further information. This then enables Lerner et
al. to claim that important facts about major male characters are lost from view to make
room for minor female characters (p. 39).
In 1777, [Sybil] Ludington, the sixteen-year-old daughter of a militia colonel,
'breathlessly' undertakes 'an urgent mission,' a 'daring' ride through the
countryside to rouse the state militia. 'Although she is cold and tired, she refuses
to rest.' Eventually she 'rallies' her father's soldiers, but the British still manage
to escape. Ludington receives two and quarter inches of space, while Paul
Revere, who successfully roused the Lexington colonists, receives so little that
he was not coded (Lerner et al., 1991-92, p. 34).
Two things are going on here. First, the inclusion of Sybil Ludington in content about
the American Revolution is derisively dismissed—primarily because she is female and
has been inserted into this serious subject but also because she failed in her task (history
is about the winners, not the losers). Secondly, Paul Revere becomes part of the
discussion about their study even though he fails to qualify as data. Although he should
not be included as a character for discussion because he falls outside the parameters of
the study's methods, the authors insert Paul Revere and a discussion about him for
ideological reasons. A more objective approach to data collection would have included
all individuals named and then separating them according to amount of text. This would
then mean that those women and men who are the focus of pages, paragraphs, inches or
mere mentions could be compared for parallel similarities and differences.
The representation of the data in the Lerner et al. article is somewhat unclear
and, perhaps, deliberately obfuscating. Rather than comparing, for example, the number
of pictures or amount of text about men and women, Lerner et al. (1991-92) include only
the proportional percentages within genders. Thus, the reader learns that 42% of female
characters are in text only, 39% of female characters are in text and pictures, and 19% of
female characters are in pictures only. For men, these proportional categories are 70%
in text only, 26% in text and picture, and 5% in picture only. These percentages imply
that significantly more women than men are present in pictures in the textbooks, that
more women than men are present in text and pictures in the textbooks, and that while
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men are present in text more than women, it is not a completely overwhelming
difference. Lerner et al. provide raw number data only for the total number of
characters, thus it is difficult to deconstruct4 their data findings. However, working
backwards from the raw numbers, more accurate percentage comparisons would be:
total male characters: 1082; total female characters 163. Thus, men account for 87% of
the total characters while women account for only 13%. These alone are significantly
different percentages than anything presented by the study authors. Doing direct acrossgender comparisons of male and female characters in the three categories (rather than
proportional within-gender comparisons) also paints a far different picture than the one
presented by the authors. Individual characters in text only: men 92%, women 8%;
individual characters in pictures only: men 62%, women 38%; individual characters in
text and pictures: men 82%, women 18%. Presenting the data this way, however,
lessens the impact of their argument.
A discussion of 30 "American Portraits" included in one of the textbooks
represents another convoluted and misleading discussion of data findings. These
portraits are pictures of and written text about individuals who the textbook author
praises for their contributions to American society. Lerner et al. (1991-92) emphasize
that
the bias of the portraits, however, is against the native-born white Protestant
male. Ten of these portrayals are women; seven are minority males, and eight
are immigrant males (two are Jewish but not identified as such). Only five are
native-born white males..." (p. 32).
There is actually quite a lot going on here that a conscientious textbook analyzer should
discuss. First of all, in a comparison of female to male characters (the apparent focus of
the article), men are present at a ratio of 2 to 1 to women. Secondly, women are not
discussed in any of the other categories. What religions did the women practice? Were

they native born or were any immigrants? Were any of these women White? Black?
Aboriginal? Men are accorded far more depth of character simply so that Lerner et al.
can claim a deliberate bias against those who should not be discriminated against—the

Also, the total percentage of male characters present in picture only, text only, and picture and text totals 101 %.
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native-born white Protestant male. Clearly, should these four categories (religion, place
of birth, gender, race) be separated and applied across the thirty portraits, different
results would appear. This again, however, would not fit the agenda of the researchers.
Lerner et al. (1991-92) are deeply concerned by the amount of content in
textbooks devoted to women. More particularly, they are completely outraged by the
positive spin attributed to feminism and women and men struggling for women's
equality in U.S. history. They are equally angry that women opposing the women's
rights movement—they specifically note and discuss the Equal Rights Amendment
movement in the U.S.—are not included in the textbooks.5 Interestingly, it is only in
their discussion of women and men included in content about women's rights that
Lerner et al. offer the raw number data for the number of women (35) and men (16)
mentioned. They note that 20% of the female characters and only 1 % of the male
characters are included in this category. Again, comparing across gender, of the 51
individuals coded in this category, 69% are women and 31% are men. Certainly women
are present more in this particular category, but men are also present in significant
numbers. Lerner et al. do not identify this percentage of men in this category as
positive, nor do they discuss the numbers or percentages of women and men present in
any other coded category (such as, for example, technology and inventions).
For Lerner et al. (1991-92) virtually no content about women is worthy of
inclusion in school textbooks. They dismiss pictures and text discussions about
women's contributions during both World War I and II as 'filler feminism'. One of the
books analyzed includes a picture and "substantial accompanying discussion" of women
pilots in the Women's Air Force. This is followed by information about women
working in factories. It then gets worse: "To top it off, at the end of the chapter Todd
[the textbook author] presents a separate chronology tracing the main events of the war
that especially concerned women and minorities" (Lerner et al., 1991-92, p. 35).
'Filler feminism' is dangerous. It encourages students to "think of the texts as
propaganda" thus leading to a "decline in respect for the discipline of history" (Lerner et
' This suggests that Lerner et al. are not completely opposed to the presence of all women in textbooks; they just want
the Right women to be included.
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al., 1991-92, p. 39). By asserting that sexism did and does exist in the U.S., 'filler
feminism' in history textbooks encourages girls to see themselves as oppressed while
"boys realize that they are considered part of the oppressing class" (Lerner et al., 199192, p. 39). Lerner et al. conclude that even though the vast majority of content in
textbooks is still about men (as it should be) and nothing about men has been eliminated
from textbooks, the very presence of content about women and feminism that "is not
part of the narrative draws attention to itself [and] receives undue prominence" (p. 39).
This is extremely dangerous because "minor female characters" take attention away
from important, "major male characters", thus distorting "proportion and emphasis"
(Lerner et al., 1991-92, p. 39).
Clearly the majority of the studies reviewed here approach the analysis of gender
and content about gender from the perspective of missing women and inappropriately
portrayed women. The majority of the articles assume the perspective that women must
be included in social studies textbook knowledge and, even more favourably, gender as a
conceptual category of analysis—one that includes both women and men—should be an
aspect of knowledge included in textbooks. Interestingly, the one ideologically opposed
study (see Lerner, et al, 1991-92 above) reaches similar conclusions to those reached by
feminists who decry the trivialization of content about women within an unchanging
androcentric perspective and dominant storyline. The difference, of course, is with how
this state of affairs should be ameliorated. Lerner et al would be pleased with the simple
exclusion of all content about women from school knowledge, while feminist,
masculinist, and womanist reviewers are hoping to deepen, broaden and generally
improve on these portrayals as well as the entire curricular perspective toward history
and worthy contributions.
2.5

Chapter Summary
In this lengthy literature review I have covered several fields of research and

scholarship relevant to the study. I began by reviewing key points of various feminist
theories relevant to the analysis of content about gender, gender relations, women and
men in elementary social studies curricula and textbooks. These theories, liberal
feminism, radical feminism, Marxist feminism, socialist feminism, multicultural and
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anti-racist feminism, and global feminism, all focus on some kind of structural or
systemic aspect of societies and the realizations of gender and gender relations within
them. I then moved on to a conceptual discussion about the concept of gender in which
I acknowledge that gender is culturally constructed and, although it is mutable and fluid,
is enacted and experienced within the constraints of cultural expectations. Gender
relations are currently experienced as dichotomous and asymmetrical relations which
tend to privilege the needs and wants of males over females.
As this is a study of curricula and learning resources, it is necessary to include
curriculum theory as part of the study's framework. In this study curriculum is
conceptualized as a political and politicized expression of officially sanctioned
knowledge. Although curricula within democracies are contested—and although there
have been some efforts to include the presences if not the perspectives of various
minority groups—the predominant perspective of most curricula is that which favours
the needs and wants of the dominant and more powerful groups within society.
Textbooks, as tangible representations of official curricula, are sites of struggle, sources
of classroom practice, and vessels of culture.
Recognizing that much about formal education has been designed with the needs
of boys in mind, feminists have worked to understand the ways in which curricula is
gender inequitable and have suggested ways to ameliorate these inequities. For some
this means completely reconceptualizing curricula to include knowledges and
perspectives that are routinely deemed to be those of women (such as the study of
domesticity) while for others this means recognizing the constraints of existing
curricular perspectives and working to challenge, modify and expand these in order to
broaden the knowledges possible within them. Gender equity in curricula is
conceptualized as benefiting both girls and boys.
Textbooks have been a mainstay of both social studies research and feminist
curricular challenges for several decades. The majority of studies conducted from a
gender and social justice perspective find that what little information and content about
women that is included in textbooks is limited, limiting, and inadequate. While content
about women has been added, often in terms of pictures and sidebarred information,
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content about men is rarely left out. At the same time, the overall perspectives and
storylines in social studies textbooks remain unchanged.
In the next chapter I begin by discussing the feminist methodological perspective
within which the study is grounded. I then outline feminist critical discourse analysis as
the method I used to collect and analyze data. The chapter ends with a description of the
study's design.
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3. "Less False Stories About...Social Life": Feminist Methodology
The feminist critique of school knowledge is grounded in the broadly based
feminist critique of academic Western knowledge and its constituent disciplines. The
ongoing feminist critique encompasses knowledge at the level of content as well as
knowledge at the theoretical levels of methodology and epistemology. Feminist
challenges to standard Western ways of knowing—in many ways both similar to other
epistemological challenges instigated in the 20th century as well as significantly
different—question the ways in which knowledge is created and used and also question
who creates knowledge and for what purposes. The key difference within feminist
epistemologies and methodologies compared to all others is that they place women,
issues of gender, and asymmetries rooted in gender relations at the centre of the inquiry.
In this chapter I outline the methodological grounding of the study by first
addressing feminist tenets of research as both emerging processes of alternative ways of
creating knowledge as well as ongoing critiques of mainstream knowledge. I then move
on to more concrete research issues explaining the discourse analysis method undertaken
in the study and, finally, the design of the study itself.
3.1

Feminist Perspectives on Research
Any research method can be feminist or non-feminist (Letherby, 2003). Methods

used in feminist research are not necessarily innovatively designed specifically for
feminist research; research methods used in feminist research may well be techniques
commonly practiced within any given discipline (Reinharz, 1992). Research is feminist
not because of the method chosen but because of the questions asked (McDowell, 1997).
Thus, feminist research is characterized more as a perspective than a method (Reinharz,
1992); it is methodology that makes feminist research feminist, not research techniques.
The development of feminist methodologies—or theories of research—is as rich
and diverse (and contentious) a field of feminist academic scholarship as is the field of
feminist theory. Feminist methodologies evolved from critiques of existing mainstream
research practices and theories of knowledge; they are "grounded both in the disciplines
and in a critique of them" (Reinharz, 1992, p. 249). Feminist methodological
perspectives are based in understandings of mainstream, Western science as androcentric
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and oftentimes misogynistic and the subsequent search for alternative ways of knowing
and of using that knowledge. Westkott (1990) contends that women are largely ignored
within mainstream Western knowledge and that when women are considered they are
found wanting particularly because they are measured in masculine terms. According to
Letherby (2003), the ongoing feminist critique of mainstream method, methodology and
epistemology cite the following abuses:
• the selection of sexist and elitist research topics;
• biased research design including the use of male-only respondents;
• exploitative relationships between researcher and researched and within
research teams;
• claims to false objectivity (by those who seek the scientific);
• inaccurate interpretation and over-generalization of findings - including the
application of theory to women from research on men (p. 68).
Westkott (1990) connects these scientific shortcomings and violations of women to the
underlying patriarchal bias of Western scientific knowledge. This patriarchal bias is
evident in
the ways in which questions about women are posed: the absence of concepts
that tap women's experience, the viewing of women as an unchanging essence
independent of time and place, and the narrowness of the concept of the human
being reflected in limited ways of understanding human behaviour (Westkott,
1990, p. 60).
Studying women in social science is thus not new in and of itself, but studying women in
social science from women's own perspectives is a significant departure from traditional
research perspectives (Letherby, 2003).
There are several components of feminist methodological perspectives that,
regardless of feminist theoretical persuasion, tend to hold for much feminist research.
The primary principle is to place women at the centre of research. This radical tenet
(Reinharz, 1992) shifts the entire gaze of research from the centre to the periphery. It
begins with the assumption that the personal and private is worthy of study (Letherby,
2003). This then makes the everyday lives and experiences of people—emphasizing
women who are traditionally ignored in mainstream research—the concrete basis of
research; it means beginning research from the perspective of the researched themselves
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and sometimes, significantly, from the influence of the researcher's own personal
experience (Letherby, 2003; Reinharz, 1992; Weiler, 1988). Placing women at the
centre of research then calls into question and problematizes the everyday and 'takenfor-granted' common sense of lived realities (Cook & Fonow, 1990). An important
companion to the 'women-at-the-centre' perspective is also recognizing not only the
similarities among women but also the differences between them. Feminist
methodology deliberately "strives to represent human diversity" (Reinharz, 1992, p.
240). These processes of consciousness-raising are necessary for revealing, recognizing
and acknowledging gender systems and gender asymmetries as basic within our social
organization (Cook & Fonow, 1990).
Significantly, however, the purpose of feminist research is not to simply create
knowledge through academic processes. The purpose for understanding gender
asymmetries through feminist research is to challenge and change those gender
asymmetries—the purpose of feminist research is to change the world (Cook & Fonow,
1990; Letherby, 2003; Weiler, 1988). Feminist research is openly political in its
emancipatory agenda. This then means that feminist research rejects the tenet of
objectivity and value-free or value-neutral methodological practices touted in
mainstream research (Weiler, 1988).
The very idea of value-free research and knowledge—a key assumption in
positivist social science—is denied by emancipatory research (Lather, 1986). Feminist
research holds that value-free, objective research is an impossibility in social science.
As McNeil (1990) explains, the objectivity assumption of positivist social science holds
that "there is an objective (independent of the subjective knower) reality to be known"
(p. 4) and that any neutral, objective, uninvolved observer of that world will reach the
same conclusions about that objective world as any other neutral, objective, uninvolved
observer (p. 5). Feminist methodology openly embraces the idea of explicitly
identifying the values defining and guiding research and the intended goals for research
projects. Feminist researchers adamantly hold that no research can be value free
(Campbell & Schram, 1995; Letherby, 2003); "...the fact/value dichotomy simply drives
values underground" (Lather, 1986, p. 259). Admitting the explicit values underlying
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research and knowledge creation enables feminism to tell "less false stories about nature
and social life" (Harding, 1990, p. 83).
This then calls into question the relationship between the knower or the
researcher and the known or the researched. Again, feminist methodology challenges
the received beliefs of mainstream social science in denying the possibility of an
unemotional, detached researcher. The pretense of researcher objectivity reifies
establishing and maintaining exploitative hierarchies of power in which the researcher—
the expert—holds the dominant position (Campbell & Schram, 1995; Cook & Fonow,
1990). Recognizing the potentially exploitative possibilities of the research process—a
process which England (1994) characterizes as "the purposeful disruption of other
people's lives" (p. 85)—feminist researchers working with research participants strive to
develop respectful relationships with those participants. The very use of terminology
such as participants rather than research subjects indicates the intent to understand those
being researched as human beings rather than as objectified sources of data. Feminist
methodologies recognize the research process as reciprocal. In fact, the reflexive
feminist researcher recognizes that the research would be impossible without the
contributions of the researched. Feminist researchers have also attempted to devise
strategies in which both the processes and products of research give 'voice' to the
participants and ensure that those voices are not misrepresented. These strategies
include returning interview transcripts and prepublication manuscripts to participants for
their feedback and using large portions of transcribed interviews in research products to
give voice to the participants (England, 1994; Letherby, 2003). The strategies are not
unproblematic in themselves. As England (1994) contends, even feminist researchers
must accept that the final research product is the responsibility of the researcher, not the
researched. Also, although it is possible to recognize and attempt to ameliorate the
inherently hierarchical relationships involved in research, it is not possible to remove
them (England, 1994). Ultimately, while "reflexivity alone cannot dissolve this tension
[in the research process].. .it can make us more aware of asymmetrical or exploitative
relationships..." (England, 1994, p. 86, italics in original).
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Feminist research also typically utilizes feminist theory to guide research
projects; it is used to both frame initial research questions as well as to interpret and
analyze data (Reinharz, 1992). Feminist research is also often characterized as
spontaneous and improvisational in that it tends to use existing situations as the research
focus (Letherby, 2003); feminist methodologies stress naturalistic rather than
experimental research. Feminist methodologies currently represent ideal approaches to
research (Letherby, 2003) and are thus acknowledged as emerging, as developing, as
"becoming [rather than as] fully articulated" (Cook & Fonow, 1990, p. 71, italics in
original). Reinharz (1992) suggests that feminist research is an inherently dialectical
process in which "former solutions become current problems" (p. 240).
3.2

Feminist Critical Discourse Analysis
I choose to use feminist critical discourse analysis as the method of research in

this study for two reasons: "a fundamental domain in which gender is constructed is
language use" (West, Lazar & Kramarae, 1997, pp. 119-120); and, these discursive
constructions of gender "are implicated in the institutionalized power relations of
societies" (p. 120). As Lazar explains (2004, 2007), the field of critical discourse
analysis holds in common certain principles about research with feminist
methodological premises; chief among these is an openly political stance toward
ameliorating social inequality and injustice. Specifically feminist discourse analysis—
that which foregrounds feminist theory and perspectives about gender rather than other
theoretical or political perspectives—has revealed the "numerous ways that women are
ignored, trivialized and deprecated by the words used to describe them" (West et al. ,
1997, p. 121). As West, Lazar and Kamarae (1997) explain, language is powerfully
constitutive of gender relations:
Women are denied an autonomous existence through titles that distinguish them
on the basis of their marital status.... Career choices for women and men are
segregated through distinctive occupational terms..., with modifying
markers...added to exceptions to the rule. And words associated with women
tend to perjorate over time.... Studies of such language practices show a broad
pattern of sexism, in which women are conceived of as different from and
unequal to men (p. 121).
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Feminist critical discourse analysis recognizes the interlacing of power, ideology and
hegemony with discourse "in sustaining a (hierarchically) gendered social order" (Lazar,
2004). Feminist CDA has also been influenced by feminist theorizing that has troubled
the universalization of women and men into homogeneous categories (Lazar, 2004;
2007). Feminist critical discourse analysts recognize that gender is inflected with other
social categories of identification such as ethnicity and class. Feminist critical discourse
analysts also recognize that in different communities and in different ways "the
workings of gender ideology and asymmetrical power relations in discourse are
[concurrently] assuming more subtle forms in the contemporary period...[as well as]
new forms of blatant sexism [and] claims of reverse sexism" (Lazar, 2007, p. 142).
"The task of feminist CDA is to examine how power and dominance are discursively
produced and/or resisted in a variety of ways through textual representations of gendered
social practices..." (Lazar, 2004, p. 10).
Feminist critical discourse analysis is situated within the larger programme of
discourse analysis research. There are several premises basic to most discourse analysis
perspectives: discourse is socially embedded; discourse is contingent and historically
situated; discourse can be reproductive of the status quo or can challenge the status quo;
and discourse is both constitutive and constituted.
A crucial aspect of discourse analysis is recognizing that discourse is socially
embedded, therefore, placing the discourse within social, political, cultural and
economic contexts (Carabine, 2001; Phillips & J0rgensen, 2002; West, Lazar &
Kamarae, 1997). Placing discourses that are under analysis into context calls attention
to "the formation and dissolution of political identities, and the analysis of hegemonic
practices which endeavour to produce social myths and collective imaginaries"
(Howarth, 2000, p. 36). Being socially embedded means that discourse is contingent
and historically situated (Carabine, 2001; Phillips & J0rgensen, 2002). Particular ideas
or themes may appear and reappear over time but they will be in different forms at
different times (Carabine, 2001). Historical contingency also means that discourses are
fluid (Carabine, 2001). The contingent nature of discourses means that they can be both
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contradicted and contested (Carabine, 2001) as well as being tacitly accepted and
reproduced (West, Lazar & Kamarae, 1997).
Carabine (2001) suggests that discourses are 'opportunistic' in that they draw
upon existing discourses about an issue or practice while simultaneously, through
interaction and mediation, producing new and shifting conceptualizations of those very
issues and practices. Blake et al. (1998) note that the contradictory nature of discourses
means that they need not even be internally consistent. Discourses also have a
normalizing effect on behaviour and thought although Carabine (2001) cautions against
conceptualizing discourses as omnipotently controlling: "This normalization process
produces homogeneity through processes of comparison and differentiation" (p. 278).
As with discourses themselves, processes of normalization are contradictory and
constantly contested.
A key concept in discourse theory is that discourse is productive (Carabine,
2001; Hall, 2001; Mills, 1997; Wetherell, 2001). Through the creation of relationships
of meaning, discourse produces objects, thoughts, practices, and social relations
(Carabine, 2001; Hall, 2001; Wetherell, 2001). Discourse does not simply reflect the
physical world. This idea does not deny the existence of a material or physical world;
rather it embraces the notion that the physical world holds no meaning until human
beings create shared meanings about it through discourse (Hall, 2001; Phillips &
J0rgensen, 2002; Wetherell, 2001). Critical discourse analytic theory also holds that
discourse is constituted by the social world. Discourse is in a dialectal relationship with
other aspects of the social: '"[T]he discursive constitution of society does not emanate
from a free play of ideas in people's heads but from a social practice which is firmly
rooted in and oriented to real, material social structures'" (Fairclough in Phillips &
J0rgensen, 2002, p. 62).
Discourses are "organised around practices of exclusion" (Mills, 1997, p. 12).
Discourses operate by including what it is acceptable to talk about, write about, and
conduct one's behaviour around, but they also operate by excluding ideas or topics from
being similarly enacted (Carabine 2001; Hall, 2001). Using Foucauldian discourse
theory, Mills (1997) describes three ways in which exclusion operates within the
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discourses of societal institutions. To begin, certain topics are simply taboo or
prohibited from open discussion. Secondly, those who cannot speak authoritatively or
rationally within a discourse are excluded from the discourse. Finally, exclusion within
discourses operates to include that which is perceived as true and as knowledge and to
exclude that which is perceived as false and therefore cannot be knowledge. Mills
(1997) notes that in addition to exclusionary practices, discourses operate through a
system of internally regulated circulation. One of the means through which certain
discourses remain in existence while others do not is through commentary. "Those
discourses which are commented upon by others are the discourses which we consider to
have validity and worth..." (Mills, 1997, p. 67). Another regulating mechanism in the
circulation of discourses is the function of the academic discipline. The academic
domain determines what is knowledge within its domain and, while allowing a certain
leeway, sets limits on expanding its discourse. Finally, Mills describes Foucault's
notion of rarefaction as a constraint on the circulation of discourses. This concept
describes "the surprising fact that although the utterances which could be produced by
any one person are theoretically infinite, in fact, they are remarkably repetitive and
remain within certain socially agreed-upon boundaries" (p. 70).
The purpose of discourse analysis is not to determine which discourse is true or
false or which discourse is the 'real' discourse (Mills, 1997; Wetherell, 2001). Rather,
discourse analysis focuses on "studying the process of construction itself, how 'truths'
emerge, how social realities and identities are built and the consequences of these"
(Wetherell, 2001, p. 16). Discourse analysis questions how one discourse becomes
dominant while another is marginalized and treated with suspicion (Mills, 1997).
A critical discourse analysis, has the overtly acknowledged intent of "tak[ing] the side of
oppressed social groups [and of] ...harnessing the results of critical discourse analysis to
the struggle for radical social change" (Phillips & J0rgensen, 2002, p. 63). This is also
the aim of Feminist CDA, for as Lazar (2004) states, "...these studies are not merely
textual de-construction for its own sake, .. .the issues dealt with (in view of effecting
social transformation) have actual material and phenomenological consequences for
groups of women and men in specific societies..." (p. 2).
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Feminist critical discourse analysis falls into the domain of discourse research
that examines the relationship between language and discourse and the larger contexts of
society or culture (S. Taylor, 2001). The context of society within critical discourse
analysis theory is conceptualized as 'extra-discursive' (Phillips & J0rgensen, 2002; S.
Taylor, 2001). This means that critical discourse analysis accepts that social practice,
such as language in use, is both "concrete, individual and context bound; but [that it is]
also institutionalized and socially anchored, and because of this tend[s] towards patterns
of regularity" (Phillips & J0rgensen, 2002, p. 18). In Fairclough's CDA in particular
"critical discourse analysis reserves the concept of discourse for text, talk and other
semiological systems (e.g., gestures and fashion) and keeps it distinct from other
dimensions of social practice" (Phillips & J0rgensen, 2002, p. 18).
3.2.1

Content Analysis
Critical Discourse Analysis as a programmatic area of research privileges

Linguistics-based approaches to discourse analysis. Some CDA researchers examine
language in use in conversation analysis (S. Taylor, 2001), others examine the
components of the construction of texts such as "vocabulary, grammar, syntax and
sentence coherence" (Phillips & J0rgensen, 2002, p. 69) while still others focus on
examining "the identification of, and more importantly the interaction between, different
discourses (and also genres) within particular texts and talk" (Lazar, 2005, p. 14).
However, as Lazar (2005) contends, feminist CDA is "equally applicable to the study of
texts as well as talk" (p. 5). Thus, this study diverges from one particular aspect of CDA
in that linguistics does not inform the underlying method; rather, this study is situated
within the longstanding feminist research domain of content analysis. This is a study of
language as content rather than language as process (S. Taylor, 2001).
West, Lazar, and Kramarae (1997), as part of a wide-ranging review of gender in
discourse studies, identify one of the streams of discourse studies as that which
"examine[s] the social construction of gender in the content of texts" (p. 123) and
describe how these studies have provided us with "a richly detailed picture of the
normative conceptions of appropriate womanly and manly behaviors that pervade a
variety of mass media..." (p. 127). Content analysis has long been a cornerstone of
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feminist research methods and has figured significantly in the feminist critique of
western knowledge (Reinharz, 1992). The content of cultural products or artifacts "do
not simply reflect social norms and values; texts are central to how norms and values
come to be shaped" (Leavey, 2007, p. 229). The point of conducting content analysis
from a feminist perspective is to "critically interrogate] [and unravel] the texts and
products that comprise culture [in order] to resist patriarchal understandings of social
reality that push women and other minorities to the peripheries of their culture and social
interpretative processes" (Leavey, 2007, p. 224).
The value of studying cultural artifacts—such as newspapers, television shows,
or, in this case, school textbooks—is that they are non-reactive and non-interactive. In
studying already existing texts, the researcher is not interacting with or studying the
people who produced the text (Reinharz, 1992). Cultural texts also have an essentially
naturalistic or "found quality because they are not created for the purpose of study"
(Reinharz, p. 147); they already exist.
As with all discourse analysis, feminist CDA begins with the premise of
searching for patterns in language use (S. Taylor, 2001). Particularly in relation to
critical discourse analysis, the point of identifying patterns in language use is to connect
them to "related practices and to show how these constitute aspects of society and the
people within it" (S. Taylor, 2001, p. 9). Discourse analysis in general then, and
feminist critical discourse analysis in particular, is not a "neutral, technical form of
processing but always involves theoretical backgrounding and decision making" (S.
Taylor, 2001, p. 24).
How does one go about conducting a feminist critical discourse analysis? Of key
importance to feminist discourse analysis, including feminist CDA, is the understanding
that the researcher herself/himself is one of the research tools. This perspective
acknowledges that the researcher's interests influence the choice of the source of data
and that the researcher "influences interpretation and analysis, through the knowledge
and general world view which she or he brings to the data" (S. Taylor, 2001, p. 18).
Like feminist research, the explicitly stated interests of the researcher are not
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conceptualized as 'bias' but rather simply openly acknowledge the vested interests of the
researcher and the reality that all knowledge is contingent and positioned.
The range of data sources in CDA includes "contextualized instances of spoken
and written language as well as other forms of semiosis such as visual images, layout,
gestures, and actions" (Lazar, 2004, p. 13). Importantly, the analyst should consider
both what is overtly expressed as well as paying particular attention to the "less obvious,
nuanced and implicit meanings for the subtle and complex renderings of ideological
assumptions and power relations in contemporary society" (Lazar, 2004, p. 13). What
count as data are heavily informed by the theoretical groundings of the topic (S. Taylor,
2001).
The process of analysis in discourse analysis research is iterative and lengthy.
S. Taylor (2001) maintains that it is not the process of analysis that distinguishes
discourse analytic research from other types of qualitative research methods; rather, it is
the relationship between the identification of emerging patterns in relation to the
theoretical framework; the analytic concepts derive from the theoretical underpinning.
This is connected to the underlying assumptions the researcher makes about "the nature
of language, interaction and society and the interrelationships between them" (p. 39).
Phillips and J0rgensen (2002) concur stating that "It is by seeing the world through a
particular theory that we can distance ourselves from some of our taken-for-granted
understandings and subject our material to other questions than we would be able to do
from an everyday perspective" (pp. 22-23).
Lazar (2004, 2007) suggests that the discursive constitution of the gendered
social world may be analysed broadly in terms of representations, relationship and
identities.
For feminist CDA, the focus is on how gender ideology and gendered relations
of power are (re)produced, negotiated and contested in representations of social
practices, in social relationships between people, and in people's social and
personal identities in texts and talk. Underlying a critical feminist analysis of
discourse in these three domains is the principle of 'gender relationality',
which... entails a focus on two kinds of relationships. First, and primarily, the
focus is on the discursive co-constructions of ways of doing and being a woman
and a man in particular communities of practice. The concern is not with women
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in isolation, but vis-a-vis men within particular gender orders. Gender
relationality in this sense also renders analyzable, from a feminist perspective,
how men talk and are textually represented. Second, gender relationality entails
an analytic focus also on the dynamics between forms of masculinity:
specifically, in terms of how these participate within hierarchies of oppression
that affect women. Similarly, there needs to be a critical awareness of relations
among (groups of) women: for example, how women may rally together in
solidarity to oppose some form of discrimination, or how women themselves
operating within androcentric cultures...help perpetuate sexist attitudes and
practices against other women. Where the aim of such analysis is praxis-oriented
and concerned with social transformation of structures of gender oppression,
awareness and attitudinal change by both men and women are necessary (pp. Ilia).
Patterns emerge from the data themselves and are kept track of through a process
of classifying and coding. Computer cut-and-paste functions are particularly useful in
the process (S. Taylor, 2001). The final process of writing up discourse analysis
research necessarily means considerable condensing of large amounts of work and the
delineation of only a few of the patterns that emerge from the analysis (S. Taylor, 2001).
3.3

The Research Design
When the Ontario Harris Progressive Conservative government commissioned a

wholesale rewriting of the Ontario grades 1 to 12 school curriculum, it was widely
understood that the resulting products, in keeping with the political party's New Right
agenda, were intended to deliberately omit issues of equity and/or social justice
(O'Sullivan, 1999) from "official school knowledge" (Apple, 1993; Swartz, 1996). The
2004 revision of Ontario elementary social studies has not been accompanied by similar
attention in academic publications to its mandated representations of equity issues.
Similarly, the latest Alberta social studies curriculum has also failed to register in
education publications in terms of its equity content. These varying reactions may well
have had more to do with the processes of curriculum reform pursued at different times
in these jurisdictions than with the actual content of the curricula. For example, the
Harris Tories deliberately excluded many educational stakeholders from their curricular
reforms. However, the 2004 revision of the Ontario social studies document, like the
2005 Alberta draft and final documents, was subject to stakeholders' consultation.
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An Androcentric Gauge is a document based discourse analysis of
representations of gender and gender relations in authorized school knowledge. As such
it falls into the curriculum and pedagogy domain of Canadian gender equity work
(Coulter, 1999). Gender equity work in this domain is intimately connected to the
content of curricula and the delivery of that content. Deconstructions and analyses of
curriculum content typically hold the ultimate aim of reconstructing curricula with more
balanced perspectives and portrayals of both women's and men's experiences,
perspectives, histories, and knowledges.
Considerably negative criticism has been aimed by some scholars toward what
they see as an over-reliance upon textbook based research in social studies (Fraenkel,
1987, 1998). While these criticisms hold weight within the overall field of social studies
research, studying curricula is a vitally important component of educational research and
should not be dismissed as either purposeless or as "already done". While there are
numerous existent studies focusing either on social studies textbooks or analyses of
textbooks for content about differences based in ethnicity, race, gender, and class these
tend to be primarily from the U.S.; the majority of the few studies that are Canadian are
dated. For example, there were several studies published in the 1970s which focused
primarily on issues of race and ethnicity, while studies examining portrayals of gender in
Canadian textbooks did not surface until the mid 1980s (Clark, 1997a). Studies
conducted in the 1980s or even 1990s—while helpful in determining continuities and
changes in curricular and textbook content and perspectives—do not adequately address
the current state of social studies knowledge content in Alberta or Ontario curricula and
supporting documents. Also, as Clark (1997a) reminds us, regardless of criteria
designed to eliminate prejudicial representations of various people and to improve the
standard of textbook content, "we will always need to recognize and assess the adequacy
of the representations found in any textbook, including those that are not overtly
'biased'" (p. 340).
Coulter (1999) identifies four domains in Canadian gender equity in education projects or foci: curriculum and
pedagogy; girls in science, mathematics, and technology; issues of violence against women and girls in schools; and
women in educational leadership.
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Curriculum documents are political documents. Currently, "governments
throughout the world are making increasingly prescriptive and conservative
interventions in the school's curriculum" (Weiner, 1993, p. 79). This "retrogressive
climate [is] alarming and reason enough for feminist scholars to continue examining the
way in which textbooks present the stories of women and other marginalized peoples"
(Commeyras and Alvermann, 1996, p. 33). In an era of educational accountability and
increasing curricular control, understanding the perspectives and deeply entrenched
meanings, presuppositions, and worldviews portrayed in social studies knowledge about
Canada, Canadians and people across time and space in the world is a vital component
of research in public education
Yet, although neoconservative calls to reassert traditional content are in the
ascendancy, Apple (2000) reminds us that curricula are compromised documents; that
even the influence of more powerful groups is checked by the demands of less powerful
groups within a democratic system and society. As provincial curricula change over
time, so do the textbooks and other learning resources written and published in support
of those curricula. While these curricula are sites of contention and compromise, these
changes also represent opportunities for curricular transformation and even the
possibility that new curricula could embrace and "reflect the watershed of scholarship
and research in the social sciences which has been published about women, men and
feminism" (Bernard-Powers, 2001, p. 184).
Textbooks are based on curriculum frameworks and are therefore "a fundamental
source of content knowledge" (Bernard-Powers, 2001, p. 185). As Apple and ChristianSmith (1991) remind us "As part of a curriculum, [textbooks] participate in creating
what a society has recognized as legitimate and truthful" (p. 4). Textbooks maintain
their dominance as authoritative sources of legitimate and truthful knowledge in the
classroom through their centrality to social studies instruction. Many elementary level
teachers feel unprepared to teach social studies and have a tendency to rely on textbooks
because of a widely perceived lack of content knowledge (Larkins et al., 1987).
While this study falls into the textbook analysis category of social studies
research, it extends beyond this categorization both in terms of data collection sources as
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well as in its intent to explore the relationships between curriculum, knowledge, and
power. The study is grounded in the elementary social studies curricula mandated by
provincial ministries of education. Textbooks approved for the delivery of these
curricula comprise a component of the study, not the entire study. A persistent area of
concern within social studies is the ongoing struggle between breadth of content
coverage and depth of content coverage. This study is designed to mediate between
these concerns with the breadth of the entire elementary curricula being analyzed but
with the depth of only selected elementary social studies textbooks being chosen for
similarly deep analysis.
3.3.1

The Research Question
This study focuses on how gender and gender relations are represented in social

studies school knowledge. The Alberta and Ontario social studies curricula and learning
resources selected for analysis were written during an era of considerable upheaval in
public education brought about in part through political ideologies and agendas. Both of
these jurisdictions pursued New Right agendas in their educational systems. New
Educational Right ideology rejects the idea of compensatory educational policies. In
terms of curriculum knowledge, the neoconservative element of the New Educational
Right alliance favours traditional pedagogical practices that are teacher-centred and
traditional knowledges such as, in the case of social studies, nation-building histories
and histories of the powerful through a return to those themes that have always been
present in social studies knowledge. It is highly doubtful that such a "return" is
necessary; various gender and ethnicity/race based textbook analyses over several
decades repeatedly demonstrate the entrenchment of traditional perspectives with minor
pieces of alternative content tacked on to the established perspective (Clark, 1997a;
2005; Commeyras & Alvermann, 1996; Gordy & Pritchard, 2005; Hahn & Blankenship,
1983; Kaomea, 2000; Sleeter & Grant, 1991). These mainstream, traditional approaches
to learning and knowledge have long been shown to exclude marginalized or less
powerful people in our societies, particularly women, people of colour, and poor and
working class people. Within these contexts, my research question asks:
In what ways are gender and gender relations represented in authorized
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elementary social studies school curricula and what might these
representations reveal about underlying educational and societal attitudes
toward gender equity?
While understanding the ways in which gender and gender relations are
portrayed in curricular knowledge is the primary goal of the study; the study is also
designed, in part, to examine the quandary of political influence on curricula. Can
specific political ideologies overturn years and decades of tradition as well as concerted
efforts to broaden traditional content? While the underlying attitudes or philosophical
intent of official curricula may differ over time, what about the actual knowledge
content approved of and intended to achieve the goals and purposes noted in the
rationales? Moving another step from the abstract to the concrete, or from theory to
practice, what are the similarities and differences between and among the various
textbooks and teacher resources approved for use in the classroom with the intent of
meeting the espoused curriculum rationales?
3.3.2

The Data Sources: Curricula
Seven elementary2 authorized curriculum documents provide the foundation

documents for the study. These curriculum documents provide insight into how the
governments of Alberta and Ontario intend teachers and students to conceive of and
value the concept of gender and the reality/possibility of gender relations in and through
social studies knowledge. The documents were analyzed using a set of broad questions
(see below). As the documents were read and analyzed, emerging themes and
unexpected content prompted further questions to be formulated requiring a cyclical
process of reading, analyzing, re-reading and re-analyzing.
Data was collected from both the rationale and philosophy or introductory
portions as well as from the sections of the curricula that list specific expectations and
content topics for various grades—I call this the graded curriculum—of the following
ministerial curriculum documents:

The delineation of 'elementary' is different in these two jurisdictions. In Alberta, it includes grades K-6. Grades 7-9
comprise junior high and grades 10-12 senior high school. In Ontario, elementary extends up to grade 8. High
school comprises grades 9 to 12. In this study elementary is limited to grade 6 and under.
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The Common Curriculum: Policies and Outcomes, Grades 1-9, 1995 (Ontario
Ministry of Education and Training [OMET], 1995);

•

The Ontario Curriculum: Social Studies, Grades 1 to 6, 1998 (Ontario Ministry
of Education and Training [OMET], 1998);

•

The Ontario Curriculum: Social Studies Grades 1 to 6, 2004 (Ontario Ministry
of Education [OME], 2004).

•

Social Studies (Elementary) (Revised 1990) (Alberta Education [AE], 1990);

•

Social Studies Kindergarten to Grade 3 (Alberta Education [AE], 2005);3

•

Social Studies Grade 4 (Alberta Education [AE], 2006);

•

Social Studies Grade 4 to Grade 9 Program of Studies Validation Draft (Alberta
Learning [AL], 2003).
In the following section I describe each of the curricula.

3.3.2.1 Curriculum Descriptions
The most recent social studies curriculum document published in Ontario is the
2004 revision of the 1998 curriculum commissioned by the Harris government; it was
implemented in September 2005. The 1998 curriculum replaced the 1995 Common
Curriculum document. The 1998/2004 social studies curriculum is a graded curriculum
with units of study and expectations listed for each grade. This is a significant departure
from The Common Curriculum which is a generalist document listing expected
outcomes to be achieved at the ends of grades 3,6, and 9.
The Common Curriculum, 1995 was written under the auspices of the Bob Rae
New Democratic Party government. It is a document that has been characterized as
heavily endorsing anti-racist and anti-discriminatory education. The Common
Curriculum includes a lengthy rationale and philosophy of education section. The
writers describe the curriculum as utilizing six key features in order to meet the demands

3
These documents are in a state of flux as Alberta Education moves through the process of drafting, consultation,
redrafting, validation, and finalization. The K-3 curriculum was approved and implemented in 2005. Grade 4 was
approved and implemented in 2006. At the time of data collection and analysis, Grades 5 and 6 were still in the
validation stage although Grade 5 was finalized and implemented in 2007. For the purposes of this study, the 2005
finalized version of the Program Rationale and Philosophy and K-3 documents were used along with the 2006
finalized grade 4 document. The validation draft version of the grades 5-6 curriculum was used—there were no
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of educating students for an ever changing world. These features are characterized as a
focus on learning outcomes, a focus on all students, a focus on integrated learning, a
focus on excellence and equity, a focus on accountability and standards, and a focus on
collaboration. The underlying educational philosophy of this document is that all
students must be educated for their futures, that members of society as a whole as well
as teachers and parents are co-responsible for ensuring students get that education, that
knowledge is connected and that learning is more meaningful when ideas are learned
across the boundaries of traditional subject areas, and that all students can meet
standards or minimum requirements as well as exceed these requirements when the
diverse needs of students are recognized and met. In addition to the six key features,
The Common Curriculum integrates the four fundamental educational principles of
learning, teaching, curriculum, and assessment and evaluation.
The Common Curriculum, 1995 is an outcomes-based curriculum document.
The specific knowledge and skill requirements, designed to meet ten essential learning
outcomes4, are organized into holistic, generalist subject program areas. This curricular
organization underscores the philosophy of the document as a whole because ".. .the
Common Curriculum emphasizes connections among ideas, people, and things in the
world..." (OMET, 1995, p. 31). The four program areas are: The Arts; Language;
Mathematics, Science, and Technology; and, Personal and Social Studies: Self and
Society. The specific outcomes are not written for each grade; rather the knowledge,
skills and values outcomes are written as educational goals students should meet at the
end of grades 3, 6 and 9 respectively. The specific outcomes include examples but not
prescriptions of relevant topics, activities and resources for teachers to use in planning
their programs.
appreciable differences between the draft and finalized grade 5 documents. When quoting from the documents, the
specific year of publication is used. When referring to the document in general, I call it the Alberta 2005 curriculum.
4
The ten essential learning outcomes are all considered essential and are not listed in a prioritized manner. Each
numbered outcome is elaborated on with lettered subcategories. By the end of grade 9, students should achieve each
of the ten major outcomes requiring them to: 1. Communicate effectively; 2. Solve problems and make responsible
decisions using critical and creative thinking; 3. Use technology effectively; 4. demonstrate an understanding of the
world as a set of related systems; 5. apply the skills needed to work and get along with other people; 6. participate as
responsible citizens in the life of the local, national, and global communities; 7. explore education and career
opportunities; 8. apply aesthetic judgment in everyday life; 9. make wise and safe choices for healthy living; and, 10.
use the skills of learning to learn more effectively.
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The Personal and Social Studies: Self and Society program area, the portion of
The Common Curriculum included in this study, "combines material from several
traditional fields of study, including business studies, family studies, geography,
guidance, history, and physical and health education" (OMET, 1995, p. 85). This
program area of the curriculum is itself organized into four smaller units. These are:
Meaningful Participation: The Individual in Society; Understanding Diversity and
Valuing Equity; Understanding Natural and Human-Made Systems; and Functioning in
the Age of Information. Both the program area as a whole and the four subcategories of
the program area include descriptive rationales. The specific learning outcomes are
listed under each of the four subcategories.
The Ontario Curriculum: Social Studies, Grades 1 to 6, 1998 was, in some ways,
written in reaction to The Common Curriculum. For example, the (unnamed) 1998
curriculum writers note that knowledge and skills are listed for each grade and that
concepts are introduced earlier and receive more rigorous treatment than in the previous
curriculum. Increased rigour is claimed due to an emphasis on civics, economics, and
the need for responsible citizenship. The curriculum was written and implemented in a
compressed period of time. Consultation with stakeholders and piloting were not part of
the 1998 curriculum reform process.
Unlike the 1995 curriculum, the 1998 curriculum as a whole, including the
elementary social studies curriculum, has been seen as being deliberately anti-equity.
The 1998 curriculum does not specifically use inclusive or anti-discrimination language
or espouse a philosophy of equity, diversity or even tolerance. At most, the curriculum
writers asserted that "Students graduating from Ontario schools require the knowledge
and skills gained from social studies...in order to function as informed
citizens in a culturally diverse and interdependent world and to compete in a global
economy" (OMET, 1998, p. 2). A considerable amount of space is spent describing the
new mandatory, province-wide assessment system based on a four level rubric that uses
the four areas of achievement outlined in the curriculum: Understanding Concepts,
Developing Inquiry/Research and Communication Skills, Developing Map and Globe
Skills, and Applying Concepts and Skills in Various Contexts.
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Table 2 Ontario Elementary Social Studies Curricula Scope and Sequence
ONTARIO 1995
Broad Topic Areas

1
2

3

Meaningful Participation: The
Individual in Society
Understanding Diversity and
Valuing Equity
Understanding Natural and HumanMade Systems
Functioning in the Age of Information

4

5

6

ONTARIO 1998 and 2004
Heritage and
Canada and
Citizenship Strand
World
Connections
Strand
The Local
Relationships, Rules,
Community
and Responsibilities
Traditions and
Features of
Communities
Celebrations
Around the World
Pioneer Life (1998)
Urban and Rural
Communities

Early Settlement in
Upper Canada
(2004)
Medieval Times

Early Civilizations

Meaningful Participation: The
Individual in Society
Understanding Diversity and
Valuing Equity
Understanding Natural and Humanmade Systems
Functioning in the Age of Information

Aboriginal Peoples
and European
Explorers (1998)
First Nation Peoples
and European
Explorers (2004)

The Provinces and
Territories of
Canada(1998)
Canada's
Provinces,
Territories, and
Regions (2004)
Aspects of
Government in
Canada(1998)
Aspects of
Citizenship and
Government in
Canada(2004)
Canada and Its
Trading Partners
(1998)
Canada's Links to
the World (2004)
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The grade 1 through 6 social studies curriculum is divided into two strands called
Heritage and Citizenship (HC) and Canada and World Connections (CWC). These
strands are clearly respectively grounded in the academic disciplines of history and
geography. Each grade level in both strands includes a general overview of the content.
This is then followed by a short list of overall expectations and a longer, more detailed
list of specific expectations organized into categories of knowledge (Understanding
Concepts), skills development (Developing Inquiry/Research and Communication
Skills); application (Applying Concepts and Skills in Various Contexts); and, in some of
the geography based units, mapping (Developing Map and Globe Skills). The
knowledge and skill expectations listed in these four achievement areas are mandatory.
Most of the specific expectations are followed by examples or suggestions of topics of
study appropriate to meeting the expectation. While these suggestions are not
mandatory in themselves, it is highly probable that they were intended as guidelines for
program planning.
Support for teachers implementing the 1998 curriculum was slow in coming.
Exemplars or examples of student work representative of the four levels of achievement
were made available to elementary teachers in 2002. While several publishers created
textbooks specifically for the 1998 Ontario social studies curriculum, formal approval
for any learning resources was not issued until 2005 when a listing was finally posted on
the Trillium website (http://www.curriculum.org/occ/trillium/index.shtml). Teacherwritten units designed to meet the expectations of the curriculum were posted to the
Ontario government's education website in August, September and October of 2001.
The 2004 revised version of the Ontario social studies curriculum differs in some
ways from the 1998 original. The rationale section of the newest curriculum has been
expanded and is organized into major categories with subcategories of relevant
information. There is a clear attempt to retroactively provide an educational philosophy
upon which to ground the social studies curriculum. General concepts are not only
identified but given definitions that are then linked to related concepts. Also, in a
significant departure from the 1998 document, the 2004 curriculum includes a statement
on Antidiscriminatory Education. It reads, in part:
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The social studies, history, and geography curriculum is designed to help
students acquire the 'habits of mind' essential in a complex democratic society
characterized by rapid technological, economic, political, and social change.
Students are expected to demonstrate an understanding of the rights, privileges,
and responsibilities of citizenship, as well as willingness to show respect,
tolerance, and understanding towards individuals, groups, and cultures in the
global community and respect and responsibility towards the environment
(OME, 2004, p. 17).
Unlike the 1998 curriculum, the 2004 document also includes a section on
integrated teaching and learning. While the (again, unnamed) curriculum writers have
done away with the claims to increased rigour featured in the 1998 version they have
also expanded the achievement and assessment section. The organization of the overall
expectations and specific expectations are the same as in the 1998 curriculum. The two
major strands of knowledge content—Heritage and Citizenship (HC)and Canada and
World Connections (CWC)—remain the same but the titles of some graded units have
been changed (see Table 2).
The Alberta Social Studies (Elementary) (Revised 1990) is a concise but wideranging document. The ultimate goal of this social studies program is to create
responsible citizens who understand their roles, rights and responsibilities, who
participate positively in a democratic society, and who respect both themselves and
others. The curriculum is designed with consideration to the intellectual and social
maturity of learners (The Nature and Needs of the Learner); the development of active
and responsible participation in a changing world (The Nature and Needs of a Changing
Society); learning within the disciplines at the appropriate maturity level (The Nature of
Knowledge in Each Subject Area); and teaching and learning in accordance with local
needs and resources (The Learning Environment). The 1990 curriculum rejects a
transmission model of learning and advocates for a model of active learning that
develops learners who are self-motivated, self-directed problem solvers and decision
makers capable of lifelong learning.
The content of the 1990 Social Studies (Elementary) curriculum is organized into
three main categories: knowledge objectives; skills objectives; and attitude objectives.
The knowledge objectives are further subdivided into generalizations (or "a general rule
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or principle that shows relationships between two or more concepts" (AE, 1990, p. B.l);
concepts (or "an idea or meaning represented by a word, term or other symbol that
stands for a class or group of things" (AE, 1990, p. B.l); and facts (or "parts of
information that apply to specific situations; for example, specific statements about
people, things, events or ideas" (AE, 1990, p. B.l). Skills objectives are also
subcategorized into process skills (compiling, evaluating, and using information),
communication skills, and participation skills. Attitude objectives are an integral part of
the 1990 social studies curriculum. In order to become responsible citizens, students are
expected to develop
positive attitudes about learning; positive and realistic attitudes about one's
self; attitudes of respect, tolerance and understanding toward individuals,
groups and other cultures in one's community and in other communities (local,
regional, national, global); positive attitudes about democracy, including an
appreciation of the rights, privileges and responsibilities of citizenship; and, an
attitude of responsibility toward the environment and community (local, regional,
national, global) (AE, 1990, p. B.2).
The curriculum writers of the 1990 document openly state that in meeting their
goals of creating a curriculum that balances learning about the immediate and larger
social world, the local and the global, the past, present and future, and Western and nonWestern society, choices have been made to include and exclude topics. The choices
made are intended to complement other areas of the curriculum as well as to avoid
repetition across the grades.
The 1990 Alberta social studies elementary curriculum is a graded document that
follows an expanding horizons model. The topics move from a focus on "Me and
Others" through to explorations of increasingly larger communities. There are three
topics of study for each of grades 1 through 6 (see Table 3 for the scope and sequence of
both the 1990 and 2005 Alberta social studies curriculum). Each topic is introduced
with a brief overview describing the learning focus and purpose for the unit. This is then
followed by a section titled "Questions and Issues for Inquiry". The fairly lengthy list in
the inquiry section is not intended to be inclusive; rather it is designed to help teachers
narrow the focus of learning toward those issues and questions that are of interest to
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Table 3 Alberta Elementary Social Studies Curricula Scope and Sequence
ALBERTA 1990
K

1

2

3

4

5

6

Me and Others
A. My School
B. My Family
C. Other Canadian Families
People Today
A. People Nearby
B. People in Canada
C. People in the World
Communities
A. My Community in the Past, Present
and Future
B. Communities Need Each Other
C. Special Communities
Alberta
A. Alberta: Its Geography and People
B. Alberta: Its People in History
C. Alberta: A Comparative Study with
Quebec
Canada
A. Canada: Its Geography and People
B. Early Canada: Exploration and
Settlement
C. Canada's Links with Other
Countries
Meeting Human Needs
A. Local Government
B. Ancient Civilizations
C. China: A Pacific Rim Country

ALBERTA 2005
Being Together
K. 1 I Am Unique
K.2. I Belong
Citizenship: Belonging and Connecting
1.1 My World: Home, School, and
Community
1.2 Moving Forward with the Past: My
Family, My History and My Community
Communities in Canada
2.1 Canada's Dynamic Communities
2.2 A Community in the Past
Connecting with the World
3.1 Communities in the World
3.2 Global Citizenship

Alberta: The Land, Histories and
Stories
4.1 Alberta: A Sense of the Land
4.2 The Stories, Histories and Peoples of
Alberta
4.3 Alberta: Celebrations and Challenges
Canada: The Land, Histories and
Stories
5.1 Physical Geography of Canada
5.2 Histories and Stories of Ways of Life
in Canada
5.3 Canada: Shaping an Identity
Action and Participation
6.1 Citizens Participating in Decision
Making
6.2 Historical Models of Democracy:
Athens and the Iroquois Confederacy

their students. This is then followed by the Knowledge Objectives; Skills Objectives;
and Attitude Objectives and subcategories thereof developed for the topic.
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Like the 1990 curriculum the Alberta 2005 Social Studies document is a graded
curriculum. The vision of the program is grounded in the core concepts of citizenship
and identity in the context of Canada in the 21 st century. The program is designed to
reflect multiple perspectives, particularly Aboriginal and Francophone experiences, in
order to foster inclusiveness, diversity and democracy. Social studies is defined as "the
study of people in relation to each other and to their world" (AE, 2005, Program
Rationale and Philosophy (PRP), p. 1) and is described as an interdisciplinary issuesfocused and inquiry-based subject. Social studies in Alberta is intended to develop "the
key values and attitudes, knowledge and understanding, and skills and processes
necessary for students to become active and responsible citizens, engaged in the
democratic process and aware of their capacity to effect change in their communities,
society and world" (AE, 2005, PRP, p. 1). These are then outlined.
The learning outcomes for the program are organized around six major
interdisciplinary strands: Time, Continuity and Change; The Land: Places and People;
Power, Authority and Decision Making; Economics and Resources; Global Connections;
and, Culture and Community. General Outcomes outline that which students should
know and do by the end of each grade. Specific Outcomes are characterized as the
building blocks of knowledge, skills and attitudes that are contained within each grade.
Topic suggestions connected to the specific outcomes are identified as either optional
(e.g.,) or required (i.e.,). The skills and processes are categorized as thinking skills
(critical thinking, creative thinking, historical thinking, geographic thinking); decision
making and problem solving skills; participation skills; research skills; technology skills;
and communication skills. The scope and sequence of the latest Alberta social studies
curriculum is then outlined in brief from Kindergarten through to grade 12.
Each grade of the new Alberta social studies curriculum is introduced with
a two page summary. The title of the grade's theme is followed by an Overview that
describes the purpose and general content focus for the year. This is followed by a brief
Rationale that justifies the theme as part of the overall social studies program. A short
list of relevant Terms and Concepts is also introduced. The General Outcomes to be
achieved over the course of the year—typically divided into two but sometimes also
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three units—are introduced. The persistent encouragement to include Local and Current
Affairs in the social studies program concludes the first page of the summary. The
second page of each grade's program summary outlines the Benchmark Skills and
Processes outcomes to be achieved over the duration of several years of social studies
study. For example, the Benchmark Skills and Processes outlined in the grades 1 and 2
curricula are intended to be achieved by the end of grade 3. The Skills and Processes are
organized according to the categories and subcategories—dimensions of thinking, social
participation, research, and communication skills—introduced in the rationale section of
the curriculum.
A more detailed outline of the curriculum then follows the introductory
overview. Each General Outcome is broken down into Specific Outcomes for Values
and Attitudes and for Knowledge and Understanding for the constituent units. These are
then followed by more detailed descriptions of the Skills and Processes to be addressed
for the grade as a whole. Again, these are broken down into the categories and
subcategories noted above. The final section of each grade in the curriculum is a
Glossary of Terms and Concepts specific to that grade.
3.3.2.2 Questions
The questions listed below provided the starting point for data collection and
analysis of the curriculum documents. The questions are intended to help expose the
'taken-for-granted' assumptions within the curricula to a critical feminist gaze.
1. What is the organizational structure of the curriculum?
2. What content knowledge topics and broad concepts are included in the
curriculum?
3. What pedagogical suggestions, if any, are included in the curriculum?
4. In what ways are equity issues—specifically gender and gender relations—
addressed in the following sections of a curriculum:
a. rationale or philosophy
b. topics and content knowledge
c. skills and inquiry
d. attitudes and values sections?
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5. In what ways are curricular representations of societal institutions (such as
education, family, government, religion, military, business, manufacturing)
inflected with gender and gender relations?
6. What key themes, generalizations, and ideas are found explicitly and implicitly
about groups of people and/or individuals?5
7. Whose story is told? How is it told? From which perspective is it told? Is it told
in relation to others' stories? What are the gaps? What else could have been
included?
8. Is there a dominant perspective in the curriculum? Whose perspective is it?
9. What notions are embedded within the curriculum that the document's author(s)
assumes the document's readers will accept as "given"?
10. What understandings about gender and/or gender relations might these
representations imply to students?
3.3.3

The Data Sources: Textbooks
The choice of which social studies units' corresponding textbooks to analyze was

not arbitrary. First, it was necessary for the units to have a social or human interaction
element which excluded the physical geography units from both Ontario and Alberta.
Second, the social studies story of Canada and Canadians is typically one of progress,
'nation-building' and 'destiny' (Lorimer & Keeney 1989)—a story which focuses on
positive contributions made within the expanding boundaries of a liberal democracy but
with little recognition for the "coercive elements of nation building" (Levstik, 2001, p.
198). I chose to exclude units focusing exclusively on Canadian history or society
because my own previous research (Bradford, 2000) explored and re-confirmed these
very patterns. Third, because feminist theory holds that gender is mutable and changes
over time and place, I looked for units within the current Ontario and Alberta documents
that were different from contemporary Canadian society in terms of either time and/or
place. I therefore chose to concentrate on curricular units that aimed at studying people
in an ancient or early civilization and studying people living in contemporary
Questions 6-9 are borrowed from another research project; see Lemisko and Bradford (2002).
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communities around the world. I chose the ancient/early civilizations unit from Ontario
2004 simply because the Alberta grades 5/6 curriculum has not yet been finalized. Two
topics were available: "Medieval Times" (grade 4) and "Early Civilizations" (grade 5). I
chose "Early Civilizations" because a similar unit ("Historical Models of Democracy:
Ancient Athens and the Iroquois Confederacy") will be included in the Alberta
curriculum potentially enabling comparisons in the future. This then meant that the far
away unit "Communities in the World" (grade 3) was chosen from the Alberta
curriculum although a similar unit "Features of Communities Around the World" (grade
2) is also available in the Ontario document.
Although not officially approved until 2005, various publishers did write and
publish textbooks and series specifically for the Ontario curriculum. Others modified
existing series to meet curricular requirements. The textbooks approved for the grade 5
Heritage and Citizenship "Early Civilizations" unit are:
•

Discovering Early Civilizations

(Oxford University Press Canada, 2002)

•

Early Civilizations (Duval House Publishing, 2001)

•

Tapestry 5: Ontario Edition (Harcourt Canada, 2000).

Unlike the Ontario Ministry of Education, Alberta Education has not been tardy in
commissioning, selecting, and approving textbooks for use with its new elementary
social studies curriculum. The Social Studies, Kindergarten to Grade 3 September 2005
(draft): Alberta Authorized Resource List and Annotated Bibliography lists the approved
Student Basic, Student Support, and Authorized Teaching resources approved for use
with the new K-3 curriculum. Student Basic textbooks and learning resources are those
deemed most appropriate for meeting the major components of the units of study;
Student Support learning resources are authorized for use in an 'assisting' capacity as
they meet only some of the mandated outcomes. Authorized Teaching resources include
teacher manuals written to complement student textbooks as well as professional
resources. Thus far only Student Basic and some Authorized Teaching resources have
been approved for grades K-3. The Student Basic textbooks included in this study are:
•

Many Voices: Grade 3: Connecting with the World;

•

Many Voices: Grade 3 Discovery Books: Myths and Legends;
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Many Voices: Grade 3 Discovery Books: Wish You Were Here: India;

•

Many Voices: Grade 3 Discovery Books: Wish You Were Here: Peru;

•

Many Voices: Grade 3 Discovery Books: Wish You Were Here: Tunisia;

•

Many Voices: Grade 3 Discovery Books: Wish You Were Here: Ukraine (all
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published by Pearson Education Canada, 2005)
•

Our World: Grade 3: World Communities (Thomson Nelson and Duval House
Publishing, 2005).
These textbooks, along with their respective corresponding teachers' resource

manuals, were included in the study because they represent an approved interpretation of
the Ministry's curricular expectations.
3.3.3.1 Descriptions
Discovering Early Civilizations (DEC), written by John Smith and Olha Pelech,
was published in 2002 by Oxford University Press. This 80 page soft cover book is part
of Oxford's Discovery Series. There are 10 chapters or units covering the following
topics: Early Civilizations; Mesopotamia, Egypt, Nubia, India, China, Greece, Rome,
The Maya, and Canadian Civilization. Chapters range from two to ten pages. With the
exception of the introductory early civilizations and concluding Canadian civilization
chapters, the information presented about each civilization is broken down into three
main themes: natural environment, society and culture, and knowledge and
achievements.
The main text is primarily presented in two columns. Each society is introduced
using main text; particulars or specifics about that society are presented in set aside
boxes or sidebars which sometime comprise the entire page. There are illustrations,
photographs, maps or some kind of graphic, often accompanied by a caption, on almost
every page. There are also timelines for each civilization covered. There are recurring
sidebars called "Did You Know" as well as student activity sections called 'Something
to Do". There is also a three page glossary at the back of the book.
Early Civilizations (EC), written by Pat Waters, was published in 2001 by Duval
House Publishing. This hardcover textbook is 156 pages long. The book consists of two
main sections covering content about Ancient Greece and Ancient China. Information
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about these two civilizations is organized around the topics of: the environment; meeting
basic needs; work and trade; social structure; religion, arts, and sports; and political life.
The text is presented in a two-column format and is generously interspersed with
illustrations, photographs, maps, and other graphics. One theme of the photographs
depicts modern day Canadian students in learning poses (for example, working on a
computer) and doing poses (for example, making pottery). There are plenty of sidebars
or set aside boxes of information. "Do.Discuss.Discover" questions are interspersed
throughout the pages. There are also numerous skills learning pages, such as "Role
Playing" and "Reading for Information", throughout the text. Student activity pages are
called "Using Your Learning". There is also a glossary and an index. The glossary is
preceded by a pronunciation guide for unfamiliar Greek and Chinese words.
Tapestry 5 Ontario Edition (T5), written by a team of authors led by Les
Asselstine, was published in 2000 by Harcourt Canada. It is a 168 page softcover book.
There are three major sections called "Windows on the Past", "Making Choices", and
"Town Planner". A fourth section is a skills section called "Information Station". Each
of these sections is then organized into eight or nine "Learning Events". T5 presents a
significantly different approach to the organization and presentation of social studies
textbook knowledge from the other grade 5 textbooks in the study—perhaps because the
series was originally written and published prior to Ontario curricular reform. Although
approved by the Ontario government for use with grade 5 social studies, there appears to
be little direct correspondence between the book's content and HC strand requirements.
The majority of the early civilizations information included in the book is about the
archeological process rather than about specific civilizations. There are, however, three
charts included in the "Information Station" section at the end of the book. These charts,
titled "Living in an Early Civilization", include information about Egyptian, Greek and
Aztec civilizations. The information is broken down into categories of land, farming,
main foods, most homes, government, beliefs, and entertainment. Each of these
categories contains between one and five "facts" about the civilization. The data
collection for T5 was correspondingly limited to these two sections.
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The text is presented mostly in one column. It is the rare page that does not have
a picture of some kind—there are many illustrations, some photographic pictures, maps
and other graphics as well. There are few text only pages. There are also some fictional
stories. Interestingly, there is a sidebar section called 'Book Shelf in which the
textbook authors recommend further sources of reading to learn about a topic in more
detail. Other sidebars include "Tech Tips", "How To" and "For Your Information".
Student activities are called "To Do". There is also an ongoing 'Working on Your
Project" sidebar that is a longer project activity.
Connecting with the World (CW), published in 2005 specifically for Alberta
social studies, is the primary grade 3 textbook for the K-3 Many Voices series. There is
no one author identified for CW, rather a Program Consultant (Lynn Bryan) is listed
along with the names of 30 Program Authors. Pearson Education Canada, the publisher,
has also listed the names of the Grade 3 Project Team (Pearson employees) as well as
Program Advisors and Reviewers (21 people), Grade 3 Specialist Reviewers (7 people),
and, with their affiliations, Subject Specialist Reviewers (10 people), Grade 3 Field-Test
Teachers (15 people), and Grade 3 Teacher Reviewers (16 people).
This hardcover book is 201 pages long. It contains four units, each comprised of
two chapters, that cover the entire grade three curriculum. Unit 1 Many Places, Many
Lives contains chapters on "Quality of Life'" and "Traditions and Celebrations". Unit 2
How Communities Work includes the chapters "Services People Need" and "Working
Together". Unit 3 Land and Resources consists of "People and the Environment" and
"Goods and Services". Unit 4 Citizens of the World has chapters on "Rights and
Responsibilities" and "Being a Global Citizen".
The textbook begins with the introduction of friends from around the world—
four children act as guides to the countries (determined by the curriculum) and cultures
being studied. Maria is from Peru, Ahmed is from Tunisia, Irena is from Ukraine, and
Ravi is from India. These children appear throughout the book in sidebar sections called
"In My Own Words". Each unit has an introductory page that contains a poem about the
main concept. There are also several folktales included in the textbook.
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The main text is one column wide and is surrounded by sidebars, photos,
illustrations, and maps. Many of the photographs are of people. There are also many
sidebars through the book including "Think About It" which asks relevant questions or
raises topics for thought or discussion; "Word Watch" which gives a definition for a
word or concept that has been bolded in the main text on the same page; "Favourite
Foods" and "Here and There" which note similarities between Canadian children and
those around the world; "Fact Finder", "Did You Know?", and "Fact Flash" which all
seem to serve the same purpose; and "Try This" which is a short student activity sidebar
connected to the information in the main text.
The student activity pages in each chapter include "Skill Power" and "Show
What You Know". The Skill Power pages include information such as "Take Jot Notes"
and "Learn About Point of View". "Show What You Know" is an end of chapter
activity page. Each two-chapter unit ends with a cumulative page called "Look What
You Have Learned". The book includes an atlas section with more country-specific
information and Skill Power pages. The textbook also has a glossary and an index.
The Many Voices series includes five soft cover booklets titled Wish You Were
Here.... (WYWH). These 24 page booklets are presented as travel diaries with grade 3
Alberta children as the main characters—each visiting one of four countries (India and
Ukraine written by Chelsea Donaldson; Peru and Tunisia written by Edward O'Connor)
stipulated for study in the curriculum. Each book begins with "Before You Read"
questions. While there is a main text, much of the information in the booklets is
presented in sidebars designed to look like travel itineraries, letters, postcards, emails,
and diary entries. There are many photographs and each booklet includes a map of the
country. Each booklet ends with a glossary and three "Think About It" questions.
The fifth booklet in the Many Voices series features stories from the four
countries. Myths and Legends (ML) is adapted by Sharon Steward. "The Thunder
King" is a story from Peru; "Sirko and the Wolf is a story from Ukraine; "The
Rumour" is a story from India; and "Five Things to Find" is a story from Tunisia. Each
page of the booklet includes an illustration about the story across the top and the text of
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story across the bottom. The style of illustration is unique to each story. This booklet,
like the others, ends with a glossary.
World Communities (WC), written by Patricia Shields and Douglas Ramsay, was
co-published by Duval House Publishing and Thomson Nelson in 2005. The Our World
series was written specifically for the Alberta K-3 social studies curriculum. This 220
page hardcover book consists of four content units that cover the entire grade three
curriculum. Each unit is then subdivided into either two or three chapters. Unit 1 Our
World consists of "How do people live in communities around the world?" and "What
affects quality of life in communities?". Unit 2 Places and People has three chapters
titled "How can a community's location affect quality of life?", "How does a
community's environment affect quality of life?", and "How do people in communities
affect their environments?". Unit 3 Living and Working Together also has three
chapters: "What affects how people live and work in communities?"; How are
communities connected?" and "How do people cooperate and share in communities?".
The three chapters in Unit 4 Communities Yesterday and Today are: "How do people in
communities make decisions together?", "How do people celebrate their communities?"
and, the conclusion, "How can people make a difference in their communities?". The
content information included in the textbook addresses the four mandatory countries of
study—India, Peru, Tunisia, and Ukraine—as well as Canada. There are numerous 'tour
guides' or 'ambassadors' in the text including a child from each of the study countries as
well as children from 'Ms. Bernard's Class' in Calgary, Alberta.
The main text is sometimes arranged into two columns and sometimes into one
column. There are many sidebars, graphics and photographs throughout the book.
There are some maps but few illustrations. The sidebars include "Focus on Learning"
which tells the reader the major topics in the chapter and "Do.Discuss.Discover" which
asks questions throughout the chapter. "Profile" pages share information about specific
peoples or places such as schools in the countries under study. Separate student activity
pages with different coloured borders and background colours are called "Research"—
these variously contain some text, some photos or perhaps a couple of questions; "What
Have We Learned"—which is a recap of content as well as questions at the end of each
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chapter, and "Participate"—which emphasizes volunteer work. A "Skills Centre" logo,
included throughout the book, directs readers to an explanation of that particular skill
(such as viewing photographs) included in the skills section at the back of the text.
There is also a glossary and an index at the back of the book.
Each of these textbooks has a corresponding teacher's guide or resource. The
World Communities: Teaching Resource was written by Pat Redhead and Sherry
Bennet. It was published by Thomson Nelson and Duval House Publishing in 2005. It
is a 543-page coil-bound book that includes information on program planning, unit and
lesson plans, correlations to the student textbook, internet links, blackline masters,
assessment strategies, and a CD-ROM.
The Many Voices Social Studies: Teacher Resource Grade 3, with authorship
credited to Lynn Bryan the Program Consultant, was published by Pearson Education
Canada in 2005. The 280-page binder and CD-ROM begins with an overview of the
Alberta social studies curriculum and then moves in to teaching plans that correspond to
the four units in the student textbook. The teaching plans include connections to the
textbook, suggestions for presenting information, additional background information for
teachers, links to literature and websites, blackline masters, assessment masters, and a
curriculum correlation chart.
Tapestry 5 Teacher's Guide Ontario Edition (2000) was written by the same
writing team as the textbook, headed by Les Asselstine. The guide is 218 pages long
and is coil bound. A large section at the beginning of the guide outlines the Tapestry
program and philosophy. This is followed by large sections on methods of assessment
(with blackline masters) and mapping skills development. Each topic includes
suggestions for fiction, non-fiction, and other media resources as well as addresses for
organizations to contact for further information. The Learning Events from the textbook
are broken down into smaller activities. There are a few blackline masters at the end of
each topic/unit.
The Early Civilizations: Teacher's Guide (2002) was written by the same author
as the textbook, Pat Waters. This 332-page long binder begins with a brief discussion of
the Heritage and Civilization strand of the Ontario social studies and then outlines the
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organization and features of the textbook. Waters then offers several ways of using the
teacher's guide. The guide details correlations between the Ontario grade 5 curriculum
and the textbook. It includes information on many websites and supplementary
resources. Each chapter in the textbook has a corresponding chapter in the guide which
includes blackline masters, suggestions for research materials, presentation materials,
and art materials. Lesson plans are provided and include margin notes identifying
curriculum integrations with language arts, math, and science.
Discovering Early Civilizations Teacher's Resource (2003) was written by
Elaine Ursel. The guide consists of 80 loose hole-punched pages. The guide begins
with an introduction to the Discovery series (edited by J. Bradley Cruxton) as a whole
including a discussion of the two major concepts that organize the series: culture and
location. This is followed by several sections discussing the needs of learners, the types
of activities necessary to meeting a variety of learning styles, and different approaches to
group/independent work for students. This is followed by a section on assessment and a
brief discussion of skills development. There is a large section connecting curriculum
expectations (Ontario 1998) to the textbook—these connections include social studies as
well as Language Arts, the Arts, and Math. Each chapter covered in the textbook is
introduced by listing out the activities and their correlation to social studies (and other)
curriculum expectations. This is followed by a brief paragraph on "Background Notes"
for teachers. Each of the numbered activities (between four and eleven per chapter) is
then described along with a sidebar noting necessary Resources, Time Frame, Key
Questions, Materials, and Assessment. There are numerous blackline student worksheet
and assessment masters. The guide concludes with brief lists of Student and Teacher
Resources and Reference Materials (student: five fictional resources; 19 fairly recent
reference books, and two series of books; teacher: one fairly recent reference book).
3.3.3.2 Questions
The questions listed below provided the starting point for collecting and
analyzing data from the textbooks:
1. What is the organizational structure of the textbook?
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2. What content knowledge topics and broad concepts are included in the textbook?
How closely to the curriculum does the textbook follow?
3. In what ways are women and men, boys and girls represented in the textbooks'
texts, illustrations, and pictures?
4. Does the textbook use gender equitable and inclusive language? How do words
and phrases portray women and men, boys and girls, and relationships among
and between them?
5. In what ways are textbook representations of societal institutions (such as
education, family, government, religion, military, business, manufacturing)
inflected with gender and gender relations?
6. What key themes, generalizations, and ideas are found explicitly and implicitly
about groups of people and/or individuals?
7. What understandings about gender and/or gender relations might these
representations imply to students?
3.3.4

The Research Process
Data collection and analysis proceeded in the same manner for both the curricula

and the textbooks. The curriculum documents were studied and analysed first. For the
majority of the questions, the documents were read and reread in a general manner with
relevant statements, sentences, paragraphs or sections being noted and recorded. The
question about societal institutions became a particular focus during the process of
analyzing the curricular data; it then became my primary focus for the textbook data
collection and analysis.
Data collection for the societal institutions questions for both curricula and
textbooks involved detailed searches for key words and related terminology. For
example, the societal institution of 'family' included searches for the terms family;
mother/father; son/daughter; sister/brother; sibling/offspring; aunt/uncle;
grandmother/grandfather; parent(s)/grandparent(s); relation/relative;

This question is inspired by Grant and Sleeter's Language Analysis in Turning on Learning (1989).
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descendant/ancestor; dynasty; and, any other relevant term that appeared in any of the
documents. As work progressed, new terms were added to reflect the vocabulary,
content, or perspectives of the various documents. Each statement including an
identified term was recorded.
The process of data analysis was similar for both the societal institutions
component as well as the other, more general questions. The collected data
statements—that is, the sentences, paragraphs, sections of text comprising the majority
of the data—were read and organized into initial categories. To continue with the
example of family, this meant organizing the statements about family into various
categories emerging from the data themselves such as relationship of birth; relationship
of marriage or legal relationship; the home; power; family structures; family member
identity; and any other concepts or ideas about family that emerged from the initial
categorizing of the data. Analysis then continued by searching for emerging conceptual
patterns within the parameters of a particular aspect of a societal institution with the goal
of determining what these patterns reveal about curricular representations of gender and
gender relations in social studies school knowledge. Again, to continue with the family
example, the theme about power and family developed into patterns about which family
members are portrayed as holding power and the ways in which that power was
manifested as well as exploring connections between family and the exercise of state
power. These patterns were then analyzed in terms of textbook representations of
gender and gender relations.
The only variation in this process was the more quantitative aspect of tallying
presences of female/male individuals named in the documents as well as tallying
pictures of male/female/gender unknown individuals in the textbooks. Noting the names
and genders of individuals specifically mentioned in the curricula and textbooks
emerged from the generalized search for statements about 'women' and 'men'. Noting,
categorizing, and tallying these individuals emerged from those data. The pictures in the
textbooks were examined and the genders of the individuals or groups depicted tallied.
In some cases, it was not possible to determine gender; these individuals are counted as
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gender unknown. Wherever possible, information from the text or from picture captions
was used to help identify, if necessary, the gender of the depicted individuals.
Pictures were also analyzed in terms of their connections to the themes and
patterns that emerged from the analysis of textual data.
3.4

Chapter Summary
In this methodology chapter I have discussed the overarching methodological

perspective for the study. Taking feminist methodology as the foundational basis for
approaching the research enables me to foreground content about women in social
studies curricula in order to understand the ways in which gender and gender relations
are portrayed in official school knowledge. The feminist methodological critique of
standard or mainstream Western approaches to knowledge means looking at school
knowledge representations of societies and the people within them from the perspective
of the periphery rather than only from the perspective of the centre. Relying on a
feminist methodological research approach means openly acknowledging the
emancipatory agenda of this research project—in identifying gaps and omissions and
well as the adequacy of representations of women as well as of men, it is possible to
begin working toward a reconstruction of social studies school knowledge that is more
gender equitable. In relation to this, I have outlined the premises of feminist critical
discourse analysis and explained why it, as the method of research for conducting this
study, is a good fit with feminist methodologies. I then described the design of the study
as well as each of the documents providing data for the study.
In the next five chapters I share the results of the data collection and analysis.
Chapters 4 and 5 examine the ways in which content specifically about women, men,
and gender is included in the curriculum documents and in the textbooks, respectively.
Chapter 6 explores broader portrayals of gender and gender relations as portrayed in
societal institutions in the curriculum documents. Chapters 7 and 8 cover the same
ground for the Ontario grade 5 and Alberta grade 3 textbooks respectively.
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4. "Who Were the Famous Five?" Representations of Gender, Females, and Males
in Curriculum Documents
The 1995 Ontario Common Curriculum was widely lauded as a curriculum
document that not only addressed and respected issues of diversity within Canadian
society and education, but that embraced and advocated for greater understanding of
diversity-based issues within school knowledge and pedagogical approaches. In direct
contrast, the 1998 Ontario curriculum which replaced the Common Curriculum was
widely disparaged as a document written to deliberately devalue if not diversity itself,
then at least the consideration of diversity as an aspect of educational experiences and
opportunities as well as outcomes and ameliorations of these educational features in the
spirit of equity and democracy. The 1998 document was commissioned and written
within the context of a system-wide, New Educational Right-inspired, education
restructuring. Similar debates and evaluations about diversity advocacy/bashing have
not been publicly waged in published academic articles about the 2004 revision of the
Ontario curriculum nor have they been introduced regarding the curriculum currently
being written, approved and implemented in Alberta—a curriculum that appears in the
wake of similar educational restructuring.
In this chapter I present and discuss data1 about and relating to representations of
gender, women and men in the Alberta and Ontario social studies curriculum
documents. I discuss specific examples from the documents by exploring patterns that
emerge from the data. I then interpret these patterns in terms of what they reveal about
curricular perspectives on gender and gender relations. I begin by exploring the overt
statements made in each of the documents about perspectives on and about diversity in

A note on citations: each quotation from a graded section of a curriculum begins with a designation noting the grade
and unit/strand within the grade that it comes from. Thus, Ontario 1995 quotations begin either with P(3) or P(6)
indicating the statement comes from grade 3 or 6 in the Personal and Social Studies: Self and Society program area of
the Common Curriculum. Ontario 1998 and 2004 quotations begin with either HC (Heritage and Citizenship strand)
or CWC (Canada and World Connections) and are followed by a number indicating the grade. Alberta 1990
document quotations indicate grade and unit, for example 6B refers to grade 6, unit B. Alberta 2005 quotations begin
with numbers indicating grade, unit, and specific expectation. For example, 5.1.3 indicates grade 5, unit 1, and the
third specific expectation for that unit. The letters following Alberta 2005 quotations indicate the strand addressed by
the learning outcomes; for example, TCC = Time, Continuity, and Change and ER - Economics and Resources.
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general. I then discuss the ways in which these broad contextualizations focus
specifically on gender and gender relations as an aspect of diversity. These
conceptualizations are garnered primarily from the rationale and philosophy sections of
the documents but also include information from the graded expectations sections. In
the second half of the chapter I look at the ways in which women and men, as
individuals and as collectives, are portrayed in the graded curriculum portions of the
documents.
4.1

Curricular Conceptualizations of Gender Equity
The earliest curriculum document included in this study was published in 1990.

This fairly recent date indicates several assumptions can be made regarding curricular
attitudes toward and representations of gender and gender relations: 1. the Canadian
Charter of Rights and Freedoms, 1982, enshrines equalities amongst Canadians stating
that discrimination on the basis of sex (as well as other identity ascriptions) shall not be
tolerated; 2. multiculturalism is an official government policy and was passed into law in
1988; 3. immigration to Canada from all areas of the world bringing people of all races,
ethnicities, and cultures to Canada has been increasing for several years; and, 4.
feminists and other equity activists have lobbied for increased content in school
knowledge about women and other similarly marginalized groups for several decades.
The curricula also represent documents written and approved prior to, during, and
following the New Educational Right education restructurings in Alberta and Ontario.
New Educational Right tenets advocate against equity based content in favour of
traditional, foundational, mainstream content. Within these established and shifting
contexts—the realities of Canadian society, official rhetoric, and public discourse—each
of the documents in the study make explicit statements in support of diversity.
The 1995 Common Curriculum is rightfully characterized as a document that
overtly advocates that human diversity be recognized and considered a fundamental
aspect of formal education in Ontario. 'Diversity' is a topic of discussion in many of the
rationale and philosophy subsections of the document. It is introduced in the Preface, in
the introductory statement outlining the general philosophy and perspective of the
curriculum, titled "Education in a Changing World", in numerous subsections of the
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introduction, and throughout various subsections of Parts One and Two in which "The
Principles of Education for Grades 1 to 9" and "Outcomes-Based Learning" are
respectively outlined:
Students must also be equipped to respond constructively to social change. In
recent years, for example, we have witnessed significant alteration in the
structure of the family, the influence of established institutions, and the roles and
lifestyle choices of men and women. In Ontario, there has been a significant
increase in racial and cultural diversity. It is therefore more important than ever
before that students develop the values, skills, and knowledge needed to live
productively and harmoniously in a society that values diversity and is
committed to equity and social justice (Ontario Ministry of Education and
Training [OMET], 1995, p. 8).
The 1995 document recognizes that considerable change has and is taking place within
Ontario and that much of this change has to do with ethnic diversity and the ways
women and men relate to each other. The ultimate curricular purpose for
acknowledging these societal shifts is to ensure that students are prepared to live
harmoniously with the realities of these diversities.
Although the 1995 Ontario document differs significantly from subsequent
Ontario curricula in the amount of space used to explain and justify the intended
emphasis on integrating diverse perspectives into the whole experience and intent of
formal schooling, it is not the only Ontario curriculum document to address, in some
way, the idea of diversity. The 1998 Ontario curriculum has been accused of being an
anti-equity, anti-diversity document. Yet, even the much-maligned 1998 Ontario
document manages to include a statement that diversity is a reality of Canadian society
and should be tolerated and appreciated:
Students need to develop the attitudes or 'habits of mind' that are considered
essential for the development of responsible citizenship in a complex society
characterized by rapid technological, economic, political, and social change.
These include positive attitudes about learning; respect, tolerance, and
understanding with regard to individuals, groups, and cultures in the global
community; respect and responsibility for the environment; and an understanding
and appreciation of the rights, privileges, and responsibilities of citizenship
(OMET, 1998, p. 7).
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While the actual term 'diversity' has been expunged from the document, recognizing the
realities of social change and differences between and among the people of the world
characterizes the idea of diversity. This is a much terser version of the same idea
introduced in the 1995 document. Remembering that this document was written at a
time of New Educational Right ascendancy—and remembering that the NER holds a
strong distaste for "too much democracy" (Apple, 2006)—this terseness is not
surprising. While the reality of social change is mentioned as the last aspect of a
rapidly changing world, the ideas of respect and tolerance for difference (however
limiting those concepts are themselves) within a liberal democracy simply could not be
completely erased from discussions of responsible citizenship that references
discussions of rights.
Interestingly, a very similar statement about diversity appears in the 2004 revised
Ontario curriculum document. This time, however, the statement appears under the title
of "Antidiscrimination Education in Social Studies, History, and Geography":
The social studies, history, and geography curriculum is designed to help
students acquire the 'habits of mind' essential in a complex democratic society
characterized by rapid technological, economic, political, and social change.
Students are expected to demonstrate an understanding of the rights, privileges,
and responsibilities of citizenship, as well as willingness to show respect,
tolerance, and understanding towards individuals, groups, and cultures in the
global community and respect and responsibility towards the environment
(Ontario Ministry of Education [OME], 2004, p. 17).
Again, the term 'diversity' has been excluded while the component ideas of social
change and the realities of 'globalism' (code for ethnic and racial differences as well as
economic markets) coupled with the rhetoric of citizenship and its corollaries of rights,
responsibilities and privileges are used to frame the discussion. By the time the Ontario
2004 social studies curriculum was revised, the climate of restructuring had cooled, the
ruling PCs had a new leader (Ernie Eaves) and had been replaced by the Dalton
McGuinty Liberal government. Yet the extant curricular statement about diversity—not
using the term diversity—was deemed to be adequate by the curriculum revisers.
Like their Ontario counterparts, the Alberta social studies curricula examined in
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this study also include overt statements about diversity within the parameters of social
studies educational goals. Within the acknowledged realities of our changing society,
the educational goal and purpose of social studies stated in the earliest document in the
study, Alberta 1990, is to develop responsible citizens:
The 'responsible citizen' is one who is knowledgeable, purposeful and makes
responsible choices. Responsible citizenship includes:
• understanding the role, rights and responsibilities of a citizen in a democratic
society and a citizen in the global community
• participating constructively in the democratic process by making rational
decisions
• respecting the dignity and worth of self and others (AE, 1990, p. Bl).
The very term 'diversity' is again absent from this document. However, clearly there is
recognition of diversity and an explicitly stated intent that each human being—in spite
of or because of the diversities s/he embodies—is respected by responsible citizens
within a democracy.
Similarly to the Ontario 1995 document, the Alberta 2005 curriculum contains
many statements about diversity or endorsing diversity throughout the rationale and
philosophy section of the document. It is present in bulleted points on values and
attitudes and on knowledge and understanding, it is present in the cornerstones of the
"Program Foundations" which are discussed in a section called "Core Concepts of
Citizenship and Identity" and then are further explained in subsections on "Social
Studies and Aboriginal Perspectives and Experiences", "Social Studies and Francophone
Perspectives and Experiences", and "Pluralism: Diversity and Cohesion". The themes of
multiple perspectives and respect for identity and human dignity are carried throughout
the explanations of the social studies strands such as "Time, Continuity and Change"
and even "Economics and Resources":
The Alberta Social Studies Kindergarten to Grade 12 Program of Studies meets
the needs and reflects the nature of 21st century learners. It has at its heart the
concepts of citizenship and identity in the Canadian context. The program
reflects multiple perspectives, including Aboriginal and Francophone, that
contribute to Canada's evolving realities. It fosters the building of a society that
is pluralistic, bilingual, multicultural, inclusive and democratic. The program
emphasizes the importance of diversity and respect for differences as well as the
need for social cohesion and the effective functioning of society. It promotes a
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sense of belonging and acceptance in students as they engage in active and
responsible citizenship at the local, community, provincial, national and global
level (AL, 2005, Program Rationale and Philosophy [PRP], p. 1).
This far ranging statement endorses diversity because it is both the social and cultural
reality of our past, present, and future and it is part of the official rhetoric of our nation
as a multicultural and bilingual democracy. Accepting and respecting diversity means
accepting and respecting each student and eventually means each student accepting and
respecting all others.
Each document includes overt statements—either within a broad conceptual
framework of meeting individual needs while working toward a more just society and
world or within a framework of recognizing lived realities and official rhetorical
endorsements of these realities—about respecting the diversity of human beings within
the context of democratic rights and freedoms. What then do these documents say
specifically about gender as an aspect of human diversity and human societies? What do
these stances mean when turned to the question of gender equitable knowledge in social
studies content?
The term 'gender', for example, is completely absent from the Alberta 1990,
Ontario 1998, and Ontario 2004 documents. The concept of gender is thus subsumed by
the concept of diversity; gender is conceptualized as merely one aspect of diversity.
This sublimation places gender into a tenuous and shaky position—does diversity
actually include gender? The writers of Alberta 2005, for example, conceptualize
diversity this way:
Diversity contributes to the development of a vibrant democratic society.
Through the interactions of place and historical processes of change, diversity
has been an important asset in the evolution of Canadian society. Some key
manifestations of this diversity include:
• First Nations, Inuit and Metis cultures
• official bilingualism
• immigration
• multiculturalism (AL, 2005, PRP, p. 5).
In Ontario 2004, the curriculum writers maintain that through social studies student will
be able to, in part, "learn that protecting human rights and taking a stand against racism
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and other expressions of hatred and discrimination are essential components of
responsible citizenship" (OME, 2004, p. 17). Certainly each of these manifestations of
diversity can be understood to encompass gender, however, gender is a silent partner.
In the curriculum documents, diversity is really conceptualized as ethnic, racial,
and perhaps, cultural differences. As seen above, curricular exhortations to work against
expressions of hatred or discrimination are almost always connected to racism. Sexism
is rarely, if ever, mentioned; rather it is offloaded and effectively dismissed in the term
'other expressions'. The predilection of the curriculum documents to overtly connect
diversity and related issues of equity and opportunity to ethnicity and race-based issues,
therefore, tends to exclude or marginalize gender and gender relations from broad
conceptualizations of diversity.
Diversity contributes to the vibrancy of Canadian society and positive attitudes
toward diversity will result in working against racism and discrimination, but diversity
does not encompass gender. How then is gender conceptualized in the two curriculum
documents which use the term? The most prevalent use of the term gender in Alberta
2005 and Ontario 1995, is to conceptualize and include it as one aspect of individual
student identity. In Alberta 2005, while well-intentioned, this is the extent of the
conceptualization:
A key component of effective social organizations, communities and institutions
is recognition of diversity of experiences and perspectives. The program of
studies emphasizes how diversity and differences are assets that enrich our lives.
Students will have opportunities to value diversity, to recognize differences as
positive attributes and to recognize the evolving nature of individual identities.
Race, socioeconomic conditions and gender are among various forms of
identification that people live with and experience in a variety of ways (AL,
2005, R&P, p. 5).
Ontario 1995 slightly extends the understanding of gender as an aspect of individual
identity. Gender as an aspect of students' identities is connected to the needs of those
students and how the curriculum can be used to meet those needs:
The Common Curriculum is designed for all students; that is, it recognizes that
programs must reflect the abilities, needs, interests, and learning styles of
students of both genders and all racial, linguistic, and ethnocultural groups
(OMET, 1995, p. 9).
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The Common Curriculum also introduces the idea of meeting the needs of
individual students through the curriculum in terms of systemic issues. While there is
little explication of this idea, it must be acknowledged for its presence in the curriculum:
Implementation of the Common Curriculum must be linked to the development
and implementation of policies on antiracism and ethnocultural equity, as well
as policies on the elimination of inequities based on gender, disability, socioeconomic background, and sexual orientation (OMET, 1995, p. 4).
What is interesting in the above example is that the curriculum writers do not
conceptualize the curriculum itself as a policy document which should be working
toward the elimination of inequities. The curriculum writers in no way suggest that the
curriculum they have envisioned is intended to actually challenge the systems that make
inequities possible. Rather, the intent is that students learn to succeed in spite of the
structural limitations they are facing. Yet, while not specifically identified as systemic
issues, the requirement to develop and implement policies to eliminate inequities is still
significant. No such acknowledgement of structural systems enabling and perpetuating
social inequities is included in the current Ontario document. The Alberta 2005
document however, does make certain, limited connections between the ideas of
individually experienced discrimination and systemic discrimination. These overtures
include the stated intent to ameliorate the difficulties faced by Indigenous students
within a predominantly euro-centric school system and of francophone students within
anglo-dominant society. What is completely missing, however, is the idea that gender
goes beyond an individually experienced, expressed, performed attribute—that gender is
also part of socially constructed systems limiting and/or enabling people to achieve
within our society depending, in part, upon their gender. One of these systems is official
school knowledge.
In keeping with New Educational Right rhetoric, the Ontario 1998 and Ontario
2004 curricula conceptualize knowledge as a concrete product that can be organized and
categorized. In Ontario, social studies knowledge is characterized as "basic" and
"fundamental" (OMET, 1998, pp. 2, 8) and as "basic" and "essential" (OME, 2004, p.
2). These understandings of knowledge are diametrically opposed to the perspective on
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knowledge espoused in the 1995 Common Curriculum. The first of several key
principles of education for grades one through nine in the 1995 document is that
"Learning involves developing values as well as knowledge and skills" (OMET,
1995, p. 16, holding in original). The following explanation and justification for this
statement is part of an even lengthier discussion:
The curriculum itself cannot be neutral about values. This statement has
particular implications for our schools, in which the student population
represents a variety of races and cultures. The curriculum in our schools cannot
ignore this diversity by focusing exclusively on the traditions and perspectives of
a dominant group; it must draw from a wide range of beliefs, experiences,
backgrounds, and viewpoints so that all students are included and recognized,
and are able to relate to learning experiences in a meaningful way. The values
that are at the heart of the curriculum described in this document reinforce
democratic rights and responsibilities and are common to many faiths and
cultures. They are based on a fundamental belief in the worth of all persons, a
recognition of the interdependence of human beings and the environment, and a
belief in the inherent value of all forms of life in nature. They should help all
students to develop a positive sense of self and respect and concern for others, as
well as a sense of belonging in the community, a sense of social responsibility, a
commitment to democracy and human rights, and a love of learning. It is
important to note that these values will not be developed in isolation but will
form an integral part of students' learning as they explore various areas of
knowledge and relate them to problems and issues in everyday life (OMET,
1995, pp. 16-17).
This statement in the 1995 Ontario curriculum about the connections between values and
knowledge is certainly inspiring. It is respectful, complex, and wide-ranging. It is not
quite wide-ranging enough, however, when the question of gender is inserted. The
student population is identified as embodying 'a variety of races and cultures'. No one
disputes this reality. What is completely disheartening, is the unwillingness of
curriculum writers to overtly identify gender as worthy of explicit mention. The writers
identify and explain the necessity to move beyond the reification of traditional
knowledges serving only the needs and interests of dominant groups. The writers are
even willing to invoke correlations between State and Church by explaining the
common, respectful values between a democratic government curriculum policy
document and the fundamental beliefs of 'many faiths'. What the curriculum writers are
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unwilling to do, however, is to draw explicit connections between the reification of
traditional knowledges and gender asymmetries. Certainly one can assume that
references to 'human beings' really mean children, women, and men together. Why not
then state this explicitly? Such specifications contextualize the actual male and female
people involved while relying on human being is a generalization and an abstraction.
Giving the benefit of the doubt to the above well-intentioned statement, perhaps
judgment should be reserved until further evidence from the document is examined.
Ten essential outcomes comprise the basis of the 1995 Common Curriculum. The fourth
essential outcome introduces the idea of human-created systems as well as the genders
of the aforementioned human beings:
4. demonstrate an understanding of the world as a set of related systems;
a. use appropriate ideas, models, and theories to investigate and describe the
natural and human-made worlds;
b. evaluate the interdependence of local, national, and global communities
and their dependence on the environment;
c. describe the contributions to today's world of men and women of many
races, historical periods, and cultures;
d. analyse the causes and effects of power relationships within groups in
their immediate environment, the larger society, and the international
community (OMET, 1995, p. 27, holding in original, italics added).
What is not introduced is the idea that the genders of human beings are systems created
by human beings. Rather, gender is again predominantly conceptualized and limited to
being one aspect of personal identity within a broader understanding of diversity.
Point 4.c, in fact, seems to have very little to do with the idea of systems because
its wording emphasizes the contributions of worthy individuals. Although the essential
outcome of learning is included within the idea of the world as a set of systems, Point
4.c fails to overtly establish that men and women operate within gender systems that
organize and limit relationships, behaviours, expectations, and attitudes between and
among women and men. This essential outcome is not really about learning about
women or about men and their experiences and perspectives within various societies or
systems across time and place. Rather it represents an 'add-on'; the curriculum writers
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have added-on to the typical 'great man' approach to history by including a few 'great
women' and a few 'great [insert non-European ethnic marker] men'.
The following essential outcome, Point 4.d comes closer to introducing human
systems and structures in relation to privileges and oppressions; favouritisms and
discriminations. Yet, like much in the curriculum documents, this characterization
really seems to be addressing ethnic and cultural groups—particularly minority groups
within euro-dominant Canadian society. That the idea of studying power relations
within groups was included in the curriculum should itself be lauded. However,
choosing to emphasize power relations within groups and not also emphasizing power
relations between groups all but effectively excludes studying gender and gender
relations. Certainly, a key component of feminism is to understand the ways in which
sameness and differences between and among women affect the ways in which gender
structures enable and privilege some women at the expense of others. However, gender
relations must also be understood as relations between (at least) two groups—women
and men. Thus studying power relations only within a group is insufficient. Limiting
curricular conceptualizations of studying women and men to the recognition and
acknowledgement of the contributions made by individuals fails to address the
constraints or liberties experienced by individuals and impacting on their worthy
contributions. Thus, the Ontario 1995 curriculum writers have toned down their rhetoric
about learning, knowledge, and values when choosing to include an expectation
requiring that women as well as men be subjects of study in the classroom. Focusing on
individuals and the achievements of those individuals without providing the context of
the social (dis)advantages through which the achievements were attained, misrepresents
not only the individuals and the achievements but the societies as a whole.
Although the theoretical good intentions of the Ontario 1995 curriculum writers
fails to materialize in the actualization of those intentions, they do at least manage to
recognize that women as well as men populated past and present societies. Just five
years previous to the Common Curriculum, the writers of the Alberta 1990 social studies
curriculum made this statement about the connection between citizenship and
knowledge:
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To be a responsible citizen, one needs to be informed about the past, as well as
the present, and to be prepared for the future by drawing on history and the social
science disciplines. The knowledge objectives should take into account the
history of our community, the growth of democratic society, an understanding
of the nature of man, and an understanding of our changing social, political,
technological and economic environment (AE, 1990, p. B.l, holding added).
The phrase 'the nature of man' leaves little doubt that the epistemological perspective of
this document places the histories, stories, perspectives and knowledges of men at the
forefront; the existence of women is not even acknowledged. Should women—or other
groups outside the parameters of the dominant [male] group identity—manage to appear
within this knowledge system, it will be in supporting roles. Such overtly sexist
language rarely appears in recently written curriculum documents. However, excluding
(or including) particular terms does not necessarily mean that entire ideas have also been
excluded. Shifts in language—especially hot button language—do not necessarily
equate to parallel shifts in underlying perspectives.
The overtly sexist statement in Alberta 1990 (see above) has been replaced by
silence in Alberta 2005—at least on the issue of gender and knowledge. While
connections between gender, epistemology, and social studies content have been
completely ignored, the writers of the Alberta 2005 curriculum have gone to great effort
to ameliorate the language and content of social studies knowledge to better represent
the perspectives of two select groups: Indigenous peoples and Francophone Albertans.
Social studies provides learning opportunities for students to:
• understand historic and contemporary issues, including controversial issues,
from multiple perspectives
• understand the diversity of Aboriginal traditions, values and attitudes
• understand contemporary challenges and contributions of Aboriginal peoples in
urban, rural, cultural and linguistic settings
• understand the historical and contemporary realities of Francophones in Canada
• understand the multiethnic and intercultural makeup of Francophones in
Canada
• understand how political and economic distribution of power affects
individuals, communities and nations (AL, 2005, PRP, p. 2).
Thus, while the curriculum writers are willing to identify and privilege particular ethnic
groups because of their historic presence within an intact dominant curricular
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perspective, they are unwilling to make similar efforts on behalf of a particular gendered
group—regardless of historic and contemporary presence. Granted, as the final point
notes, the general statements within the curriculum certainly leave room for content
exploring relations between men and women within the structures of Canadian society.
That space, however, would have to be recognized by individual classroom teachers and
the onus would then be on them to select and provide content; whereas the curricular
privileging of Aboriginal and Francophone groups means that ministerial efforts will be
made to select and provide content about peoples from those groups. This discussion
should not be misconstrued as a criticism of the efforts of Alberta Learning to broaden
the perspective of the curriculum to specifically include Aboriginal and Francophone
content. Rather, it should be understood as a criticism of the limited vision guiding the
conceptualizations of diversity and multiple perspectives. By ignoring gender as a
fundamental component of diversity, the curriculum writers fail to challenge
predominant androcentric perspectives and also imply—albeit unwittingly—that the
specially identified groups may have been ethnically diverse but were monolithic in
terms of gender and gender relations.
That gender and gender relations may inform epistemological perspectives seems
to be a largely foreign concept within school curricula. However, unlike any of the other
curriculum documents, the Ontario 1995 document actually brings forth the idea of
systemic gender relations into the graded section of the curricula. For example, the
curriculum writers have hinted at, if not forthrightly suggested, that an individual's
perspective or opinion may well be informed by that person's position within gender
relations:
P25 (3) identify and describe different opinions on a classroom resource or
activity or on a current event
(e.g., views on picture books from the perspectives of people of both genders and
of diverse racial and ethnocultural groups) (OMET, 1995, p. 91, Understanding
Diversity and Valuing Equity [UDVE], italics in original).
Recognizing that the suggested examples are merely suggestions, the simple insertion of
'both genders' makes explicit the idea that people's genders influence their perspectives.
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Overt statements such as these make it impossible for those reading the curriculum to
simply insert their own understanding of more general terms such as 'people' or 'human
beings'. Specifically stating that gender is a point to be considered means that gender
cannot then become a point that is ignored.
The Ontario 1995 curriculum writers actually go much further than this though:
P7 (3) identify forms of violence and report threats to their safety
(e.g., identify bullying, abuse, racism, sexism, stereotyping; discuss films or
group theatrical presentations; role-play appropriate behaviour) (OMET,
1995, p. 87, Meaningful Participation [MP], italics in original);
P14 (3) contribute to school activities connected with an issue of concern
(e.g., help solve a problem concerning classroom waste; promote safety in the
schoolyard; challenge racial and sexual harassment; come up with ways to
ensure equitable participation of all students) (OMET, 1995, p. 88, MP, italics in
original).
The above two learning outcomes appear to be significant attempts on the part of the
writers to address systemic issues connected to gender. It is extremely unusual to read
about overt connections between gender and violence—particularly in elementary level
school curricula. This 'step in the right direction' falters, however, upon closer
examination. To begin with, these conceptualizations of gender relations are portrayed
as inherently negative and as actually downright dangerous. Certainly, some
expressions of sexism, including sexual harassment, are violent. However, sexism also
occurs in other systems such as who gets hired for jobs and who gets promoted; who
cleans the house and cooks the meals; who controls the family budget; and, other
similarly everyday experiences that may appear to be mundane but which, within a
sexist society, actually mean considerable privileges and disadvantages for the
individuals involved depending, in large part, on their genders. Thus, to delimit
curriculum portrayals of sexism as only expressions of violence, disposes of the need to
address these more mundane aspects of life from a gendered perspective within the
curriculum.
Secondly, these learning outcomes are all limited to grades one through three.
These curricular acknowledgements of sexism and sexual harassment fall off the
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curriculum agenda in grades six (representing grades four through six) and nine
(representing grades seven through nine). It is both disappointing and completely
ludicrous that these sole acknowledgements of systemic gender relations are attached to
the grade three curriculum. I am not suggesting that children in early primary school do
not operate within gendered relational systems nor that these systems do not include
experiences of sexism and sexual harassment. What I am suggesting is that it is
ridiculous to expect children aged six to nine, who have received no formal instruction
in the school system about gender and gender relations, to recognize and understand the
subtle complexities of sexual harassment. Without formal instruction about how these
systems are constituted and enacted, how are grades 1 to 3 students supposed to combat
the violence and inequities of such systems? Keeping in mind that both of these
examples (sexism and sexual harassment) are intended only to illustrate the intent of the
mandated learning outcome, limiting these acknowledgements of systemic gender
relations to the grade 3 level—the only two such learning outcomes in the entire graded
curriculum—leaves the impression that gender relations are not intended to be addressed
seriously. From a cynical perspective, the examples appear to have been inserted to
stave off criticisms of gender bias against the much-touted 'diversity' curriculum.
Exploring the ways in which gender and gender relations are conceptualized in
the curriculum documents reveals the underlying perspective of the ways in which
content about women and men are included in those same documents. Curriculum
writers delimit their conceptualizations of gender to being an aspect of identity
experienced by individuals rather than extending this to include the understanding that
gender is also an overarching societal system which serves to regulate expectations,
behaviours, and opportunities available to individuals according to their gender. This
limitation then enables those same curriculum writers to leave dominant epistemological
perspectives intact in their curricula. Identifying gender as an aspect of an individual
comfortably allows an 'add-on' approach to social studies knowledge content. The
dominant knowledge, such as unit topics and historical periods, need not be challenged
or altered, rather suitably worthy individuals representing a variety of differences from
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the traditional actors are trotted out to ameliorate but not transform school content
knowledge.
4.2

Representations of Females and Males in the Graded Curricula
Explicitly recognizing and studying gender as a socially constructed system of

relationships between and among women and men is virtually absent from authorized
social studies knowledge and content. However, the idea of gender as an aspect of
individual identity of both students and the people they are studying is acknowledged
and, sometimes, even embraced. Women and men, therefore, are most definitely present
in the curriculum documents.
General patterns in these presences are easily discernable. Men are present more
frequently and with greater prevalence than women but only when they appear as
individuals. Each of the curriculum documents in this study includes references to male
individuals. Individually named and identified women, however, appear in only two of
the five curricula (see Table 4).
In total there are 45 individuals named across the curriculum documents. Of
these, 36 or 80% are men and 9 or 20 % are women. Looking at each document in
isolation shows that three of them fail to identify a single female individual; yet all
identify individual males. Alberta 1990, Ontario 2004, and Alberta 2005 include only
references to individual men. Ontario 1995 and Ontario 1998 both include references to
at least one woman as well as to several men. Clearly, Ontario 1995 includes the most
references to individually named women and men. Of the 20 individuals named in
Ontario 1995, 8 or 40% are women and 12 or 60% are men. Ontario 1998, the only
other document to identify an individual woman (1 or 20%), includes 4 (80%) references
to individual males. Whether the numbers are relatively large or small, the number of
men identified in the curriculum documents significantly outnumbers the number of
women identified in the curriculum documents.
Looking beyond mere numbers to the context of these representations in the
documents reveals further complexities in the emerging pattern of gender imbalance in
the curriculum documents. Understanding the ways in which women and men, both as
individuals and as collectives are included in curricular knowledge is far more complex
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Table 4 Individual Females and Males Named in the Curriculum Documents
Curriculum
Document
Alberta 1990

Ontario 1995

Ontario 1998

Female

Laura Secord
Susanna Moodie
Pauline Johnson
Rosemary Brown
Silken Laumann
Jean Little
Roberta Bondar
Harriet Tubman

Agnes McPhail

Ontario 2004

Alberta 2005

Totals

9

Male

Total

Cabot
Cartier
Champlain
Hudson
Frobisher
Kelsey
Radisson
Groseilliers
Christ

9

Alexander Graham Bell
David Thompson
William Peyton Hubbard
George Erasmus
Terry Fox
Rick Hansen
Lincoln Alexander
Jack Miner
Stanley Grizzle
Tom Longboat
Marc Garneau
Reginald Fessenden
Sir John A. Macdonald x 2
Samuel de Champlain
Sir Wilfred Laurier
Marco Polo x 2
Cartier x 2
Donnacona
Champlain x 2
Magellan
John A. Macdonald
Georges Etienne Cartier
Lester B. Pearson
36

OF
9M

20

8F
12M

5
IF
4M
8
OF
8M
3
OF
3M
45

than simple tallies suggest. Where and how these individuals appear, coupled with
more generalized references to men and women, reveals a more complete understanding
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of how gender and gender relations are conceptualized within the documents and
exposes underlying perspectives and ideologies. The curriculum documents are heavily
weighted toward the overt representation of 'famous' individuals or individuals whose
contribution within the public spotlight is somehow deemed worthy. For example, of
the 45 individuals named, 17 (38%) are explorers;2 all of whom are men. Thirteen or
29% of the individuals named are/were politicians at various levels of government or
within different types of organizations. With the exception of Christ, Alberta 1990 and
Alberta 2005 list only explorers and politicians. All the individuals in Ontario 1998 and
seven of the eight individuals in Ontario 2004 are politicians. Only Ontario 1995 moves
beyond the reliance on explorers and politicians to include a variety of people from
several walks of life.
In the Ontario curricula, the individuals named in the documents appear not as
the subject of the mandatory learning expectations/outcomes but as examples illustrating
something about those mandated requirements. Thus, the specific individuals
themselves are not necessarily the points of the expectations:
P23 (3) describe the contributions of various individuals to the history of Canada
(e.g., Laura Secord, Susanna Moodie, Alexander Graham Bell, David Thompson,
Pauline Johnson, Rosemary Brown, William Peyton Hubbard, George Erasmus)
(OMET, 1995, p. 90, UDVE, italics in original);
HC1 identify important people in Canada in both the past and present (e.g., Sir
John A. Macdonald, Samuel de Champlain, the current prime minister) (OMET,
1998, p. 15);
HC6 select relevant resources and identify their point of view (e.g., recognize
the historical context of Cartier's logbook; recognize bias in Champlain's
drawing and descriptions of Mohawk villages) (OME, 2004, p. 32).
In the Alberta documents the individuals named are integral to the learning expectation
or are identified as a significant aspect of the unit of study:
5B Explorers studied should include Cabot, Cartier, Champlain, Hudson,
Frobisher, Kelsey, Radisson and Groseilliers. ... This topic is not a
chronological study of Canadian history; rather, it is a selected study of several
2

Some individuals are named more than once within a document. Some individuals are named in more than one
document.
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events with an emphasis on the people of that time period (a social history up to
the 1800s) (AE, 1990, p. C.39);
5.3.2 critically assess the changes that occurred in Canada immediately
following Confederation by exploring and reflecting upon the following
questions and issues:
• How did John A. Macdonald and Georges Etienne Cartier contribute as
partners of Confederation? (TCC, PADM) (AL, 2003, p. 7, holding in original);
5.3.5 critically assess how historical events shaped collective identity in the
Canadian context by exploring:
• How has Lester B. Pearson's initiative within the United Nations contributed to
Canada's identity as a peacekeeping nation? (GC, I, PADM) (AL, 2003, p. 7,
holding in original).
In the above examples, individuals are selected as representatives for a variety of
reasons: 1. their involvement in an historical event of note; 2. their role in nation
building—oftentimes a 'first'; 3.they exemplify cultural literacy; and, 4. they are noted
for a personal achievement. Of course, these categories overlap for many of the
individuals. Only the Ontario 1995 document goes beyond typical references to
individuals representative of standard knowledge or cultural literacy to deliberately
include individuals from both genders as well as from a variety of ethnic and racial
backgrounds.
Most of the identified contributing individuals are noted for the part they have
played in 'founding the nation'. There is a preponderance of explorers and political/
governmental figures in this category. Ontario 1998 and Alberta 2005 name only
politicians. Alberta 1990 and Ontario 2004 list mostly explorers. These two groups
represent key figures in finding and founding Canada as a nation. Connected to the
theme of nation building, 'firsts' are highlighted, particularly in the Ontario curricula:
"identify the significance of early Canadian Members of Parliament (e.g., Sir John A.
Macdonald, Sir Wilfrid Laurier, Agnes McPhail) (OMET, 1998, CWC5, p. 37). Named
individuals include the first prime minister (MacDonald), first Francophone prime
minister (Laurier), first woman member of federal parliament (McPhail), first African
Canadian member of federal parliament (Alexander), first African Canadian woman
member of provincial legislature (Brown), first African Canadian city councilor
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(Hubbard), first Canadian in space (Garneau), first female Canadian in space (Bondar).
A mysterious and unexplained absence from this listing of firsts is Kim Campbell, the
first female prime minister of Canada. Note the pattern of firsts—the first first is always
a man and always a Euro-Canadian—thus setting not only the standard to meet but also
the very measurement itself. These worthy firsts exemplify the progress Canada is
making as a nation in allowing individuals from previously disadvantaged groups—
namely men from various minority ethnic (linguistic and racial) groups and women as a
whole—to begin accessing formal systems of power and opportunities for personal
advancement and achievement. The listing of firsts—particularly in terms of political
office—is one example in which the gender of the individual, particularly if that gender
is female, is the point of that individual's inclusion.
The writers of the Ontario 1995 chose to include a variety of people to represent
individuals within history moving beyond the limitations of explorers and politicians.
Of course, explorers and politicians are included in their list of historical figures—these
individuals include people from the past (Thompson and Hubbard) as well as people
from the present (Brown and Erasumus). They also represent both genders and people
of various ethnic and racial backgrounds. Writers (Moodie and Johnson) and inventors
(Bell) are included. Even a war heroine is included (Secord). The individuals identified
in expectation P23 (3) deliberately include women as well as men and ethnic minorities
as well as members of dominant ethnic groups. Yet, again, the idea of nation-building
and progress is present. Historical figures, such as Laura Secord and her exploits in the
War of 1812, for example are included to represent a key event in the progressive
development of Canada as a sovereign nation. Contemporary figures, such as George
Erasmus as national leader of the Assembly of First Nations, for example, are included
to represent key shifts in the ever-expanding enactment of democracy and freedom
within Canada.

3

Campbell held the position because she won the leadership of the sitting Progressive Conservatives. The PCs
subsequently lost power to the Liberals in a general election and Campbell stepped down as party leader.
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What is particularly interesting about these curricula encapsulations of nationbuilding through exemplary individuals is that there is rarely an acknowledgement of
systemic privileges and advantages nor who, in particular, was enjoying the privileges
within an unfair system. With the possible exception of Ontario 1995, there is little
acknowledgement nor context for the systemic discriminations within which nondominant individuals had to manoeuvre. Laura Secord, for example, is included to
demonstrate the presence of women in the historical record. That is her curricular raison
d'etre. It is highly unlikely that the curriculum writers intended for children to learn that
Laura Secord struggled to maintain the acknowledgement of the pivotal role she played
in the War of 1812—that her actions were dismissed and denied within her own lifetime.
In a move reminiscent of the perspective advocated in the curriculum's rationale
section, the real obstacles individual Canadians must overcome are overtly connected
only to racial and ethnic diversity—obstacles connected to gender are not highlighted.
For example, at first glance, the following expectation from Ontario 1995 appears to
include gender discrimination as an obstacle to overcome because both women and men
are included as examples.
P20 (3) describe how Canadians from various racial and ethnocultural
backgrounds have overcome obstacles
(e.g. tell the stories of Terry Fox, Rick Hansen, Silken Laumann, Lincoln
Alexander, Jack Miner, Jean Little, Stanley Grizzle) (OMET, 1995, p. 90,
UDVE, italics in original);
Exploring the stories of the named individuals, however, reveals that the obstacles
overcome by some of them include systemic racism and personal triumph in the face of
physical adversity; the genders of the individuals has nothing directly to do with their
achievements. For example, Alexander and Grizzle are included because they rose to
political prominence despite the obstacles presented by their ethnic/racial identities.
Alexander became the first African Canadian elected to the House of Parliament (1968)
and also became the first African Canadian to be appointed to a vice-regal position
(Lieutenant Governor of Ontario, 1985). Grizzle, the son of Jamaican immigrants,
became a union leader representing the Brotherhood of Sleeping Car Porters and worked
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to overcome the racial segregation and systemic racism endemic to occupations and
labour organization. The remaining individuals are all European Canadians. Fox and
Hansen achieved significant athletic goals despite physical challenges. Little, vision
impaired since birth, enjoys a successful career as a writer. Laumann won an Olympic
medal despite suffering a serious but temporary injury prior to competition. Miner was a
pioneer in the field of bird conservation and overcame his illiteracy to become a wellknown lecturer. None of these individuals' accomplishments is linked to their gender.
Alexander, for instance, did not have to convince voters that he could represent their
interests despite being a man. Laumann, for example, did not have to first convince the
International Olympic Committee that she was worthy for competition despite being a
woman.4 So, for some of the individuals, white people, the obstacle to overcome is not
their ethnicity or race, the obstacle is a physical challenge; for non-whites, the obstacle
is their ethnicity. For none, does gender and unfair systemic discrimination stand as an
obstacle to be overcome.
Several of the individuals named encapsulate the idea of cultural literacy:
6B an awareness of chronology, B.C., and A.D.; that time is measured from the
birth of Christ (AE, 1990, p. C49);
HC6 read, interpret, and compare historical and modern maps of an area to
determine accuracy (e.g., Champlain's maps versus present-day maps of North
America; a map based on Magellan's journey versus modern projections of the
world) (OME, 2004, p. 32).
These offhand references to individual men—even to individuals who would not
normally be mentioned in Canadian social studies because their accomplishments fall
outside the boundaries of Canada (Magellan did not explore Canada in any way) reveal
the perspective of the curriculum writers. The writers of the Alberta 1990 document, for
e x a m p l e , did not think it necessary to specify that measuring time from the birth of

Christ, while prevalent in Western, Christian contexts, is certainly not the only way of
measuring time.
While there is some variation in the individuals specifically named in the
4

At the time of writing, female ski jumpers in Canada are trying to convince the IOC to include their sport in the 2010
Vancouver Olympics.
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curriculum documents, each individual was chosen for one reason: he or she has made a
worthy contribution. As noted above, many of the individuals named are either
politicians or are explorers. These are not the only fields identified as representing
worthy accomplishments:
P20 (6) describe outstanding accomplishments of individual Canadians from a
variety of backgrounds in the past and the present in such fields as science,
medicine, the arts, sports, and politics
(e.g., Tom Longboat, Roberta Bondar, Harriet Tubman, Marc Garneau,
Reginald Fessenden) (OMET, 1995, p. 90, UDVE, italics in original).5
Clearly the contributions that meet the criteria of worthiness, and thus entry as a
curricular example, are contributions made on the public stage. That is, contributions to
Canada the nation or to the local community are considered worthy only if they fall into
the public realm which is primarily characterized through formal political office,
occupations, and performances. Notable achievements thus occur within what are
typically identified—particularly within historical time periods—as the worlds of men.
These are: adventure and exploration; formal political office; occupations; and athletics.
Each of the individuals included either represent the standard 'great man' story or are
gendered and ethnicized variations (great woman, great Indigenous man, great African
Canadian woman) of the great man story. Contributions to Canada or to the community
that happen on a personal or private level—such as raising children, caring for aging
relatives, organizing a neighbourhood watch—are excluded as worthy of note. That is,
individuals are not recognized as important or significant or as building the nation
because they are good parents, friendly neighbours, or coaches of local sports teams.
When men and women are referred to as collectives—that is men as a group or
women as a group— in the graded sections of the curriculum documents, women appear
more frequently than do men. W o m e n and men as collectives are present in the same

three documents (Ontario 1998, Ontario 2004, Alberta 2005). Collective references to
women and to men are absent from the Alberta 1990 and Ontario 1995 documents.

The inclusion of Tubman leads to a quandary. She is included for her leading role and activities in the Underground
Railroad which brought escaped African American slaves to freedom in Upper Canada. While she had a home for a
short time in St. Catharines, ON, she was born, lived most of her lengthy life, and died in the United States.
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Women tend to be identified simply as 'women' but sometimes have adjectives such as
'First Nation' attached to them. Men as men appear quite infrequently. There are
several patterns that emerge when the curricular statements are analyzed. Collective
references to women and men are included in units studying historic societies or early
civilizations. References to men and women occur within the parameters of systems of
governance, social structure, and daily life. Of course, these various categorizations
sometimes overlap.
When the curriculum documents include learning expectations/outcomes about
government or about politicians, two patterns appear: men are identified as individuals
(see the examples above) and women are identified as a collective. Curricular
references to women and legal rights—particularly the right to vote—are commonplace
and emerged in response to early criticisms by curriculum analysts that women were
mostly absent from social studies knowledge (Woyshner, 2002). One response to these
critiques was to include information on first wave feminist agitations for the right to vote
within western democracies. This is still a prevalent theme in material specifically
designed to add content about women into social studies. Examples from the Alberta
2005 and Ontario 2004 curricula demonstrate how this theme, while still present, has
been refined in more recent documents.
In an attempt to move away from emphasizing the denial and eventual granting
of women's voting rights, the Ontario 2004 document includes another legally oppressed
group of people:
CWC5 describe the rights of groups and individuals and the responsibilities of
citizenship in Canada, including participation in the electoral process and the
granting of voting rights to various groups (e.g., women, First Nation peoples)
(OME, 2004, p. 44).
Perhaps a better companion example group to women would have been Asian Canadians
who were denied the right to vote solely on the basis of their ethnicity/race. Indigenous
peoples were not denied the right to vote in federal elections per se; Indigenous
Canadians were eligible to vote in federal elections provided they gave up their Indian
Status and the benefits accrued to them through that legal status. Of course, this was an
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unfair and discriminatory system which virtually ensured the exclusion of Indigenous
people from enfranchisement, but it does demonstrate that Indigenous peoples were not
excluded from the franchise on the sole basis of their ethnicity/race.
More to the point, however, are the gaps in this curricular expectation. The first
gap, described above, is the exclusion of various other groups disenfranchised and the
means/ methods/tools of that exclusion. The second, and perhaps more important gap,
are the groups which held the power to grant the franchise to other groups. Thus, those
missing from the example include men enjoying elite positions of privilege and power
who granted only to themselves the rights and privileges connected to their limited
conceptualizations of democracy. In addition to these 'alpha' men, the other significant
group missing in action is the men who, on the basis of their ascription to the privileged
gender, eventually secured the vote for themselves after removing barriers such as
adequate property ownership. Thus, the curriculum writers continue to portray gaining
the right to vote in terms of oppression—typically one of gender and ethnicity, but rarely
in terms of wealth—and to recognize only the oppressed and not the oppressors.
The Alberta 2005 curriculum writers have chosen to emphasize a slightly later
legal battle than the suffrage movement:
5.3.3 critically assess how the Famous Five brought about change in Canada
by exploring:
• Who were the Famous Five? (LPP, TCC)
• How did they identify the need for change in Canadian laws? (C, I, PADM)
• How did the changes brought on by their actions affect individual rights in
Canada? (C, I, PADM) (AL, 2003, p. 7, holding in original).
Including the Famous Five demonstrates that exercising the rights and responsibilities of
citizenship within a democracy involves much more than simply casting a vote. Emily
Murphy asked Nellie McClung, Henrietta Muir Edwards, Irene Parlby, and Louise
McKinney—colleagues and adversaries in the early women's rights movement—to join
her in challenging first the Supreme Court of Canada (1928) and then appealing to the
British Privy Council (1929) to change the status of women in Canada to that of 'persons
under the law' thereby enabling women to be appointed to the Senate. At the time, the
British North America Act declared that "women are persons in matters of pain and
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penalties, but are not persons in matters of rights and privileges" (Alberta Government,
http://www.albertacentennial.ca/news/viewpost.aspx~id=364.html, downloaded January
30, 2007). By the time of the challenge, women had been granted the right to vote
provincially in Manitoba, Saskatchewan, and Alberta (all in 1916), in British Columbia
and Ontario (in 1917), federally and in Nova Scotia (1918), in New Brunswick (1919),
and in the then British colony of Newfoundland (1925). Women had been appointed as
magistrates (Emily Murphy in Alberta, 1916), had won political office (Louise
McKinney and Roberta MacAdams in Alberta to the provincial legislature, 1917; Agnes
McPhail in Ontario to the House of Commons, 1921), and had held government cabinet
positions (Irene Parlby in Alberta, 1921).
The Alberta 2005 curriculum treatment of the Famous Five is particularly
interesting. To begin with, the women constituting the Famous Five are not individually
identified, they are identified as a collective; the issue they undertook on behalf of a
collective is portrayed as work done solely for individual rights. Of course, individual
women did/do benefit from the Famous Five Persons Case, however, the activism
pursued by the Famous Five was conceptualized as a women's rights issue. The gender
equity work pursued individually by these five women also encompassed a far wider
range than this particular case of legal rights.
The physical location of the Famous Five learning expectation is also interesting.
To begin with, it is a stand alone expectation, separate from the other expectations. For
example, expectations 5.3.2 and 5.3.5, which include individually named Canadian men
(see examples above) situate the content about those men within larger contexts. The
MacDonald/Cartier expectation is one of four discussing various aspects of
Confederation. The Pearson expectation is one of six expectations about the
development of collective Canadian identity that range from early Canadian history to
recent events such as the creation of Nunavut. The Famous Five expectation is
decontextualized from broader frames of Canadian history and society—it is segregated
as a women's issue and it is segregated in time from other woman-centred activism. For
example, just as the curriculum writers engage with the creation of collective Canadian
identity across time, they could have engaged with feminist agitation for women's equal
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legal rights over time. This would then have meant the Famous Five case would have
been contextualized within the framework of ongoing gender struggles to obtain
suffrage, to obtain property rights, and, more recently, to ensure the enshrinement of
gender-based equality under the law in the Charter of Rights and Freedoms.
The male politicians named in Alberta 2005 are individually identified as are
their particular accomplishment of note. Murphy, Edwards, McKinney, Parlby, and
McClung, the five women constituting the Famous Five, are not individually identified
and their accomplishment of note receives a cryptic hint but not a specific mention. For
example, choosing to use parallel language to the expectations identifying men could
change the expectation to read, in part, as:
critically assess how Emily Murphy, Nellie McClung, Irene Parlby, Louise
McKinney, and Henrietta Muir Edwards brought about change in Canada by
exploring:
• What was the Persons Case?
This wording places these women and their contribution on par in the curriculum with
the individually identified men and their noted accomplishments.
Both of these curricular conceptualizations of women and politics ignore the
larger structures or systems that were denying legal equality in the first place. This also
means that the curricula ignore and excuse those members of Canadian society—namely
privileged, elite, and powerful men—from being held accountable and responsible for
both their oppression of others and the assurance of their own privileges. At the same
time, this decontextualization also disallows information about parts played by male
allies in the struggles for legal equalities.
Another limitation of these curricular approaches to content about 'women' is
that they imply a level of equality and equity based on singular events that misrepresent
the realities of Canadian society and the consequences of the events. For example,
winning the right to vote and the achievement of a 'first' representative are portrayed as
the ends of struggles for women and minority ethnic groups in the political arena. These
are really the beginning points of working to acquire real political power through
participation in government. For example, five of the twenty-seven current federal
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government cabinet ministers are women; none hold a senior portfolio (Ditchburn,
January 10, 2008). In other words, the removal of legal barriers does not necessarily
equate to active participation and inclusion.
Another reference to women as a collective occurs in the Alberta 2005
curriculum:
6.2.4 analyze the structure and functions of the Iroquois Confederacy by
exploring and reflecting upon the following questions and issues:
• What was the role and status of women within the Iroquois Confederacy? (I,
PADM) (AL, 2003, p. 5, holding in original).
The unit focuses on the structure of the Iroquois Confederacy6 as an example of
democratic governance. The emphasis on the involvement of women in decision
making is likely included for several reasons. First of all, it is an example of women
being formally involved in government at a time when women in European societies
were either legally or socially excluded from formal governance. Due to the traditional
dominance of European sources of knowledge, perspectives, and periodization in school
knowledge, European societies serve as the de facto norm for comparison. Secondly, it
is an apposite example of women wielding significant power—thus it is historically
accurate and also conveniently serves to increase content about women in the
curriculum.
This reference to the role and status of women within the Iroquois Confederacy
is noteworthy for several reasons. To begin with, the curriculum writers ask only about
the role and status of women but not of men within this political organization. This
connotation indicates that the curriculum writers either view the women (but not the
men) within this society as different from those of other societies, or that the system of
governance in this society is different from that of other societies. That difference then
obviously has something to do with women and formal political power.
Connecting women to power within the Iroquois Confederacy is a topic also
covered in the Ontario 2004 curriculum:
The first unit in Grade 6 studies democracy in ancient Athens. Women are not specifically named, however, the
curriculum does address issues of social organization, structure, and status and political participation—which can
certainly be assumed to include the differential statuses of men and women as of citizens, metics and slaves.

An Androcentric Gauge: Social Studies Portrayals of Gender

160

HC5 compare how two or more early civilizations were governed (e.g., pharaohs
in Egypt; early democracy in Greece; emperors in China; republican government
in Rome; nobles, priests, and military in Aztec society; chiefdoms in the Indus
Valley; city states on the Swahili Coast; clan mothers and chiefs in the Iroquois
Confederacy) (OME, 2004, p. 29).
The gender of women is the predominant fact in discussions of their agency as political
actors. Men, on the other hand, are almost never identified as men/male political actors,
they simply are political actors and usually acquire some kind of special title to identify
them as such. There is no need to identify Iroquois Confederacy chiefs with a gendered
adjective of explanation. Chiefs are men. Granted, clan mother is a term used within
Iroquoian conceptualizations of their system of governance. However, of all the titles
listed in the HC6 expectation directly above, it is the only title specifically gendered and
certainly is the only title to be gendered female. These examples of explicitly gendered
female and implicitly gendered male (really implying gender neutral) language choices,
coupled with the emphasis on the political role played by women in Iroquoian societies,
clearly indicates that the curriculum writers accept as a given that men hold and wield
political power and women typically do not.
In addition to the assumptions about women in general revealed through the
attention given to Iroquoian women—which reveals an unwitting universalized
assumption about gender relations across time and space—is the particularity of the
curriculum documents in singling out Indigenous women. No other women as women—
and certainly not men as men—are to be specifically studied in terms of societal status.
This indicates that the status of Iroquois women—in other words, that of being equitable
participants—is conceptualized as unusual and therefore worthy of study. The status of
women in other societies and at other times—and particularly if that status is subordinate
in general to that of men—is apparently unworthy of study, perhaps because it is
assumed to be normal and representative of the natural order. Accepting as normal
entrenched systemic inequities enables curriculum writers to leave unexplored
connections between formal political power and other aspects of a society such as
military power, religious power, wealth, and birth rites, to name a few.
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There is a faint glimmer that the Ontario 2004 curriculum writers might be
setting the stage for future work toward including complexified understandings of
societies:
HC6 compare key social and cultural characteristics of Algonquian and
Iroquoian groups (e.g., language; agriculture and hunting; governance;
matriarchal and patriarchal societies; arts; storytelling; trade; recreation; roles of
men, women, and children) (OME, 2004, p. 32).
The introduction of the terms 'matriarchal' and 'patriarchal' into elementary social
studies is a significant step. It must be recognized that simply using terms that overtly
connect power to gender relations is a huge leap in curricular conceptualizations.
However, the limited inclusion of these terms also represents a reification of existing
patterns of gender representations. While the introduction of these terms recognizes that
women held formal power, it perhaps misrepresents that power. The Iroquois
Confederacy was not controlled exclusively by women but rather involved leaders of
both genders working together in separate but connected and complementary functions.
It is unclear in the curriculum expectation whether matriarchy/patriarchy is also intended
to include matrilineal/ patrilineal systems of kinship, family relations, and property
control/ownership.
Certainly, it is overly optimistic to think that the introduction of these terms
themselves are indicative of the long-awaited percolation of feminist epistemological
perspectives and knowledges into school knowledge. The placement of these concepts
within the curriculum actually serves to indicate that a wholesale shift in achieving a
gender-balance in school knowledge is still a long way off. Mentioning the idea of
patriarchy/matriarchy in the discussion of only one society (or comparing groups of
generally similar societies) and completely ignoring patriarchy/matriarchy in all other
societies at all other times, demonstrates that the curriculum writers understand the
Iroquoian situation to be significantly different from all other societies studied in the
curriculum. As already discussed, it is the matriarchal component of particular
Indigenous societies that is signified as different and therefore worthy of study. This
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then means that the patriarchal aspects of Indigenous societies (including the Iroquoian
Confederacy nations) represent the norm.
The periodization of the Ontario curriculum significantly limits the study of
matriarchal and patriarchal Indigenous societies. All the curricula and the societies
chosen for study within them are limited through periodization. The deliberate actions
taken by Canadian federal governments, for example, to assimilate Indigenous people, to
actively destroy matrilineal kinship systems, and to disempower Indigenous women
within their own societies are completely ignored in the Ontario curriculum. The Indian
Act of 1869, a date outside of the periodization of the curricular discussion of
matriarchies and patriarchies, imposed the contemporary European model of family,
kinship, and economic control onto Indigenous nations present within the landmass of
Canada. Indigenous women became legally subordinated to Indigenous men and their
legal status was dependent upon that of men. Status Indian women who married nonStatus Indian men lost their status7 as did any children of the union. At the same time,
Status Indian men who married non-Status Indian women did not lose their status nor
did their children. In fact, non-Indigenous women who married Status Indian men
gained Indian status, as did their children. This official system of blatant gender
discrimination was not rectified until the 1980s. Despite decades of agitation by
women's organizations, the federal Canadian government was reluctant to change this
section of the Act, in part because of resistance from within Indigenous communities
themselves.
Indigenous women are also included in the curricula through a brief reference to
their economic and social roles within the Euro-Canadian context:
HC6 formulate questions with a statement of purpose to develop research plans
(e.g., Why did Cartier kidnap Donnacona and his sons? What was the role of
First Nation women in the fur trade?) (OME, 2004, p. 32).
Like the above example of the Famous Five, in this expectation women are referred to
collectively while men are referred to as individuals or in relation to an individual. The
Losing Indian Status meant losing treaty rights, the inability to participate in the political affairs of the community
and reserve, and losing the right to live on the reserve.
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curriculum writers could have made an effort to use parallel language and connotations
in these examples by making both either general or specific. For example, making both
general would alter the Cartier/Donnacona example to read "Why did European
explorers kidnap Indigenous people?" and making both specific would alter the First
Nation women example to read something like "What was the role of Charlotte Small in
the fur trade?". Inserting the name of an actual historic figure into what was a
generalized collective emphasizes the ambiguity of the expectation. Asking why some
people kidnapped other people—whether as generally referenced groups or as specific
members of those groups does not really change the purpose of asking why these actions
were committed. However, replacing First Nation women with an actual Indigenous
woman reveals the lack of focus or purpose in learning about the ways in which
Indigenous women were connected to the fur trade (it also presupposes that the fur trade
was really about men). What exactly is a role? A better revision of the statement would
read "What were the economic, social, ambassadorial, and familial roles of Indigenous
women, such as Charlotte Small, in the fur trade?". Of course, to expand the collective
categories would also change the way the question is understood: "What were the roles
of First Nations women, First Nations men, and European Canadian men in the fur
trade?" Such conceptualizations make plainly evident the depth and breadth of the
contribution made to the fur trade by many anonymous women (and obviously would be
far too complex for an independent student research project) as well as many anonymous
and known men.
There is evidence in the Ontario 2004 document that curriculum writers are
beginning to comprehend the necessity of understanding information about women and
men in connection to each other within a given situation.
HC4 describe aspects of daily life for men, women, and children in medieval
societies (e.g., food, housing, clothing, health, religion, recreation, festivals,
crafts, justice, roles) (OME, 2004, p. 27).
This above expectation is an example of curriculum writers attempting to move beyond
traditional limits of historical study—that is, learning about great and powerful men such
as kings and warriors—to embracing a much broader concept of history that means
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learning about the many people populating a society. This 'ordinary folks' approach
makes it possible to expand the portrayals of women and men within any society.
Content about men who are not affiliated with dominant or elite groups can be included
just as content about women who are or who are not affiliated with dominant or elite
groups can be included. This excellent starting point still requires additional work. For
example, the expectation could read "describe aspects of daily life for men, women, and
children from different social classes in medieval societies". The addition of two words
indicates that men as men cannot be considered a singular, homogeneous group and
neither can women. The daily lives of men and women in various European medieval
societies were heavily impacted by, for example, wealth, status, education, occupation,
religion, physical location and historical location. It is also important to note that the
children in the above example are not even afforded the difference of gender.
References to children throughout the documents never identify them as girls or as boys.
Comparing two very similar expectations from Ontario 1998 and Ontario 2004
indicates how significant is the shift by the inclusion of the word 'men' in perspectives
toward gender equitable knowledge:
HC4 communicate information (e.g., about the roles of women and children in
medieval society), using media works, oral presentations (OMET, 1998, p. 21);
HC4 use media works, oral presentations, written notes and descriptions, and
drawings to communicate information about life in medieval society (e.g., the
roles of men, women, and children; the problems of sanitation and health in
towns and cities) (OME, 2004, p. 28).
In the 1998 version of the exact same expectation, the curriculum writers reveal their
gendered bias toward the unit they designed for medieval times. It was conceptualized
as a unit about the history of men, women and children were merely added on to it. The
curriculum writers 'corrected in' the presence of men as men to the unit and in so doing,
significantly altered the potential perception of at least one component of the unit.
To be fair, the 1998 document was not a total washout as far as recognizing the
impact gender had on the experiences of women and men within a time or place:
HC3 describe the lifestyles of male and female pioneers, and the various roles of
individuals in a pioneer settlement (OMET, 1998, p. 19);
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HC3 describe the various roles of male and female settlers (e.g., farm worker,
minister, teacher, merchant, blacksmith, homemaker) (OME, 2004, 25).
While using the terminology men and women or male and female in the above examples
reads somewhat pedantically, it actually signifies a reasonable level of awareness about
not only gender relations and gender systems but also other systems of difference or
similarities such as ethnicity, religion, and socioeconomic class within representations of
societies. The Ontario curricular usage of male/female does seem to indicate that they
apply only to ordinary folk rather than privileged members of higher classes, nobilities,
or wealthy elites. Yet they do at least acknowledge that the everyday lives of people
were and are different depending upon one's gender. This is not to suggest that these are
absolutes—that all women are different from all men or that all men are the same, nor is
it intended to judge those lived realities—it simply acknowledges that within societies at
particular times, expectations and limitations are often organized along gender lines.
Of course, these two examples do not necessarily mean that the curriculum
writers have attended to equitable content about men and women throughout each unit,
let alone the curriculum as a whole. For example, the roles played by women and men
in early Canadian history are conceptualized as occupational roles; roles as mothers and
fathers and roles as women and men are not important enough for inclusion. Also, while
there are examples of the curriculum writers expanding the idea of studying daily life
from various perspectives, in other aspects the same writers have contracted the study of
gender relations:
HC4 describe the manor system (e.g., laws, courts, taxation) and identify the
hierarchy (lord, dame, knight, squire) (OMET, 1998, p. 21);
HC4 describe characteristics of castles and aspects of castle life (e.g., design and
building methods; community structure - lord, knights, squires, men-at-arms,
workers; sports and entertainment; heraldry; justice; conflict and defence) (OME,
2004, p. 27).
In shifting the focus of European medieval societies away from the manor system to a
study of castle life, lords, knights, and squires have remained and have been joined by
additional friends while dames have been expunged from the unit. Castles are wholly
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conceived of as military institutions and the community structure of castles includes
only men. Certainly, this may make possible a study of the ways in which gender
relations are experienced by men of various ranks within a highly structured and
hierarchical society. In choosing to emphasize militarism over societal organization,
however, the curriculum writers have also decontextualized the medieval castle from the
society within which it existed. There is no effort to connect the military base to the
villages and towns which were typically established outside the castle walls.
Overall, representations of men and women in curriculum documents reveal that,
as individuals, men are present far more frequently than women. However, all the
individuals who are named in the documents are named because they somehow
represent a contribution worth noting. The standard of measure for those worthy
contributions are the male domains of formal politics, adventure, and nation building.
Representations of women and men as collectives reveal far more references to
women. Formal political involvement is again a strong theme in content deemed worthy
for inclusion. However, references to women and men as collectives also include
content about regular people in their daily lives. As such, a trend appears to be
developing in the Ontario 2004 document—but not the new Alberta 2005 document—
that recognizes men as people living regular lives, just like women. These
representations, however, are quite limited. Also, while men as men are not present
particularly frequently in the documents, men as identifiable groups are very present in
the documents. For example, the men responsible for exploring Canada are called
explorers and not men and the leaders of castles are called lords not men. Thus, it
appears that while men are given some kind of special title, women typically are not.
This then suggests patterns in which women are conceptualized as a homogeneous,
monolithic group of similar people while the differences between and among men are in
some way automatically recognized and considered.
One final point about curricular representations of men and women that must be
addressed is the tendency of curriculum writers to specify gender differences only within
an historical context. Modern societies are studied in terms of generic 'people' rather
than in terms of men and of women. None of the contemporary curriculum topics, such
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as communities around the world or communities' economic interdependence, approach
content with the influence of gender systems in mind.
4.3

Chapter Summary
What is missing, then, from the curriculum documents in terms of

conceptualizing gender is an overt recognition that gender is a social construct; and that
as a social construct, gender is a system of relations involving privileges and advantages
as well as disadvantages and oppressions. Gender is reduced to being an aspect of
identity; a mere accident of nature. Of course, gender is an aspect of identity. However,
to limit the conceptualization of gender and gender relations in school knowledge to
only one of identity rather expanding it to also be a concept of societal structure—
including epistemological perspective—enables curricula to avoid significant
amelioration of content or worldview while also concurrently withstanding criticisms
and charges of gender bias.
Refusing to acknowledge gender as a system in philosophies of social studies
enables the curricula to continue conceptualizing and presenting gender and gender
relations as limited concepts that are unworthy of increased attention or space. Gender
and related issues can, therefore, be adequately addressed through the sporadic inclusion
of content about worthy individuals and their contributions. This then means that
curricula need not change the ways in which men in particular are portrayed in social
studies. The emphasis on noteworthy individuals, however, becomes problematic when
attempting to fit women into the extant curriculum form. The solution is to treat women
collectively, as a homogeneous mass, and to insert them only at key points in time.
Thus, while women and men may indeed be present in curricular knowledge, gender—
as a system of often inequitable relations—functions as a largely silent,
unacknowledged, reified and ever-present absence.
In the next chapter I explore representations of women and men in Ontario grade
5 and Alberta grade 3 textbooks.
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5. "It Was Unusual for Women to Have Opportunities": Females and Males
in Alberta Grade 3 and Ontario Grade 5 Textbooks
Having explored and interpreted the presences and absences of women and men
in the curriculum documents, I now turn my attention to the presences and absences of
men and women in learning resources approved for use with the two most recent
curriculum documents in Alberta and Ontario.
Women and girls (females will be used as a collective term) and men and boys
(males will be used as a collective term) are present in a variety of ways in the textbooks
approved for both Alberta grade three and Ontario grade five. Historic and
contemporary individuals appear or are mentioned in the main text as well as in sidebar
text, graphics, and picture captions. Boys and girls appear as 'real' people who are
representative of global communities although they and the people who are connected to
them, such as family members, friends, and neighbours, are actually fictionalized
persons. Women and men also appear as fictional characters in fictional stories that are
included in the textbooks or as part of the overall series. Males and females are present
in generalized, collective terms such as 'boys', 'men', 'girls', and 'women' and are also
present in illustrations, photographs and in pictures of artifacts.
5.1

Presences of Individual Females and Males in the Textbooks
In the following discussion of women/girls and men/boys in the textbooks, I will

begin by first presenting total tallies (see Table 5) in the Grade 3 and Grade 5 textbooks,
respectively. I will then break these totals into various categories to give a better
understanding of the ways in which content about women/girls and men/boys are
presented in the textbooks. These categories include historic figures; contemporary
figures; deities; 'real' characters within the textbooks; characters from fictional stories
(that is, stories or narrative selections written specifically and only for the textbooks) in
the textbooks; and, characters from examples of cultural literature included in the
textbooks. The data in the tables indicate the number of individuals as well as the
number of times those individuals are mentioned within the texts. Counting the number
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Table 5

Individual Females and Males Named in Grade 3 and 5 Textbooks
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21

79

151
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F
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F
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Legends
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World
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Early
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Early
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Tapestry 5

39

38

252

3

7

19

Totals
Totals /Text
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Textbook Totals

391
39

1887 w ««
61 :: 43

::;:57

of times individuals are mentioned quantifies the data about women and about men.
Some individuals appear in more than one textbook. These multiple appearances, in
some ways, give an indication of the status select individuals enjoy as cultural
representatives.
Overall, more males are present in greater numbers across the textbooks than are
females. Male individuals account for 61% of the individuals identified or mentioned in
the textbooks while female individuals account for only 39% of the individuals.
Obviously, taken as a whole, individual males enjoy a greater presence in elementary
These totals in this and subsequent charts in this chapter include the 4 titles from the Wish You Were Here... student
Discovery booklets that are part of the Many Voices series. The individual books cover India, Peru, Tunisia, and
Ukraine.

An Androcentric Gauge: Social Studies Portrayals of Gender

170

textbook texts than do individual females. With two exceptions, there are more
individual males named in each of the textbooks than individual females. This pattern is
particularly obvious in the three grade 5 historical textbooks and the grade 3 anthology
booklet of fictional stories in which the ratio of males to females is heavily skewed in
favour of males. In Discovering Early Civilizations (DEC), males account for 71%
while females account for only 29% of the gendered presences. In Early Civilizations
(EC), males account for 73% and females account for 27% of the gendered presences.
Tapestry 5 (T5) is even more skewed with males present 83% of the time and females
present a mere 17% of the time. In the grade 3 Myths and Legends (ML) anthology,
male characters account for 70% of the gendered presence and female characters
account for 30% of the gendered presence. The four Wish You Were Here... (WYWH)
grade 3 student booklets also reveal a male over female favouritism with 44% of the
individuals being female and 56% being male. The remaining grade 3 textbooks both
contradict the dominant pattern of male/female presence. There are slightly more female
individuals in Connecting with the World (CW) and in World Communities (WC).
Females account for 51% of the gendered presence in CVKand males account for 49% of
the gender presence. In WC there are also slightly more females present (51%) than
males (49%).
When comparing the number of times the individuals who are present in
textbook's texts are mentioned , that is the frequency of their presences, again the male
individuals enjoy greater presence than do individual females. Overall, individual males
constitute 57% of the number of times individuals are mentioned while females account
for 43% of the times individuals are mentioned. Similar patterns in the number of times
male individuals are mentioned to the number of male individuals emerge. In each of
the textbooks in which there are more individual males present than individual females
present, those males are also mentioned more frequently. In WC, one of the grade 3

For example, in DEC, Julius Caesar, one male individual, is mentioned seven times and Hatshepsut, one female
individual, is mentioned once; in EC, Ares is mentioned once and Demeter is mentioned nine times.
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textbooks in which individual females outnumber individual males, those females (54%)
are mentioned with more frequency than are the males (46%). There is one exception to
this pattern of the number of gendered individuals reflecting a similar pattern of the
frequency of mentions of gendered individuals. Although there are slightly more
females than males in CW, the frequency of times those individuals are mentioned
favours males (52%) over females (48%).
The only textbooks with similar gender parity between named female and male
individuals are the grade 3 textbooks—excepting the ML anthology. In WC 54% of the
mentions are of males while 46% are of females; in the WYWH... booklets 57% of the
mentions are of males and 43% of the mentions are of females. As noted above, WC has
a similar gender parity with 52% male mentions and 48% female mentions. None of the
other textbooks enjoy equitable similarities in the number of times males to females are
mentioned with the grade 5 history textbooks, again, revealing particularly shocking
differences. Of the individuals mentioned in DEC, males account for 71% while
females account for only 29% of the mentions. In EC males account for 69% and
females for 31 % of the mentions. In T5 males account for 79% of the mentions and
females for only 21% of the mentions. The grade 3 ML booklet also has tremendous
differences with only 22% of the mentions referring to females while 78% of the
mentions refer to males.
The above overall figures indicate a trend of more males than females both in
terms of total number of individuals present in textbooks as well as, for the most part,
how often those individuals are mentioned. Yet, overall numbers can also conceal
interesting and important details about the ways in which males and females are
included in school knowledge. To better understand and appreciate the complexity of
portrayals and presences of gender and gender relations in these elementary textbooks, I
now move on to an examination of particular categories of representation. The
categories—historic figures, contemporary figures, deities, student guides, secondary
characters, and characters from cultural literature and in-text stories—emerged from the
data in the textbooks.
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The differentiation between the numbers of male and female historic figures
named in the elementary social studies textbooks is nothing short of shocking. Across
the textbooks, the total number of identified male historic figures is 66; these individuals
account for 93% of the historic figures named in the textbooks (see Table 6 below).
Female historic figures—of whom there are only 5—comprise a mere 7% of the total.
With these significantly inequitable numbers, it is not surprising that historic male
figures are mentioned 154 times, accounting for 86% of the total times an individual is
mentioned. Female historic figures are mentioned 26 times across the textbooks,
accounting for 14% of the total. (See Appendix B for a list of historic figures and the
number of times those individuals are mentioned in each textbook). Given these
extremely discrepant presences, I now turn to a discussion of the various patterns that
emerge in the textbook portrayals of historic women and men.
All of the content about the five historic females—one individual is present in
two different textbooks—is sidebarred. No female is present in the main text of any of
the books. Mumtaz Mahal is present in a photograph caption in WC and in a 'letter' in
WYWH...India which is also accompanied by a photograph; the photographs are of the
Taj Mahal. Hatshepsut is mentioned in a photograph caption. Ban Zhao is the subject
of a sidebarred full page historical biography. Sappho is also the subject of a sidebar.
Certainly, historic male individuals are also subjects of sidebars, however, they also
appear in the main text of the books.
Some male individuals are considered important enough that they actually
'define' their civilizations. For example, Smith and Pelech (2002) include a timeline for
each of the eight civilizations covered in DEC. Five of these timelines include the
names of key leaders: King Hammurabi and King Nebuchadnezzar in Mesopotamia;
King Narmer in Egypt; King Kashta in Nubia; Alexander the Great in Greece; and Julius
Caesar in Rome. Julius Caesar also provides an excellent example of how the perceived
or attributed importance of one historical figure can be reinforced through textual

3

Considerable portions of the text in the WYWH booklets is presented in a sidebarred format such as photograph
captions, e-mail messages, postcards, letters, and travel journals. Each booklet, however, also has main text.
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Historic Figures in the Grade 3 and Grade 5 Textbooks
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representations. In DEC, Julius Caesar is mentioned in the introductory timeline to
ancient Rome and twice in the main text section on government; an illustration of him is
captioned with his name; he is the subject of a sidebar on the Calendar, and he is the
subject of one of the "Something To Do" student activity questions. If students have not
figured out his 'central role' in the history of Rome through his textual portrayals, the
question will send them in the right direction:
Use books, CD-ROMs, or the Internet to research the importance of Julius
Caesar to Rome. Start your research by writing down three questions that you
would like to answer with your findings. Consider questions about his actions,
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his role in government, and his effect on the future of Rome. (Smith & Pelech,
2002, p. 63).
In contrast, female historical figures such as Hatshepsut, Sappho, and Ban Zhao remain
in their sidebarred isolation and no questions are asked about them.
'Great leaders of the past' is a significant category for the historic figures. Three
of the five females named are named because of their connection to power at elite levels.
Twenty of the 66 individual males named are identified because of their connection to
power. What do we learn about these great leaders of the past? According to the grade
3 textbooks, Mumtaz Mahal's great claim to fame is to be the immeasurably lamented
wife of an emperor. Mumtaz Mahal is the only female historic figure named in the
grade 3 textbooks (which have a contemporary global perspective). She is mentioned in
WC and in the student booklet WYWH...India. In a letter home to her teacher and
classmates, Julia, the traveler in WYWH...India writes:
There is a romantic story about [the Tah Mahal]. In 1630, Emperor Shah Jahan's
wife, Mumtaz Mahal, died. People say that the Emperor was so upset that his
hair turned white overnight! He had the Taj Mahal built so that Empress
Mumtaz could be buried there. Even with 20 000 workers, it took 22 years to
build! (Donaldson, 2005a, p. 11).
Similarly, in WC, student guide Ranjeet claims that "I visited the Taj Mahal in Agra,
India. It is a famous building. Here is a postcard I brought home with me" (Shields &
Ramsey, 2005, p. 175). A picture of the Taj Mahal is then captioned:
A Mughal emperor named Shah Jehan [sic] built the Taj Mahal (taaj mah hal) in
memory of his wife, Mumtaz Mahal. It took 22 years to build and was finished
in 1648 (Shields & Ramsey, 2005, p. 175)
In essence, we learn that Mumtaz Mahal died. We actually learn far more about Shah
Jahan; we learn about his grief, that his hair turned white, and that he had the Taj Mahal
built as a monument to his beloved wife. Neither textbook mentions that Mumtaz Mahal
was the third wife of Shah Jahan nor that she died after giving birth to her fourteenth
child. Neither mentions that she was the constant companion of her husband,
accompanying him on military campaigns throughout their marriage, nor that Shah
Jahan bestowed considerable real power on her by granting her access to the royal seal.
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Mumtaz Mahal and Shah Jahan are two of only three historic individuals whose marital
status comprises a component of their textbook portrayal; the third is Ban Zhao.
The other historic female figure included because of her role as a leader is
Egyptian pharaoh Hatshepsut. In the caption to a photograph of a statue, we learn that
"Although the pharaohs of ancient Egypt were usually men, four were women. This
sculpture shows Hatshepsut, the first female pharaoh of Egypt, who ruled for 22 years
during the New Kingdom period" (Smith & Pelech, 2002, p. 18). Thus, what Smith and
Pelech really tell us about Hatshepsut is that she was a woman. Compare this to a
caption below an illustrated portrait of the Chinese Emperor Shi Huangdi in the same
textbook:
The first ruler of the Qin dynasty called himself Shi Huangdi, or 'first emperor.'
He created a powerful central government in the capital city of Changan. Why
was it important to have a centralized government in China? (Smith & Pelech,
2002, p. 43).
Note the differences. The authors connect Shi Huangdi to the achievements he initiated
as the head of government in his society. Hatshepsut is completely disconnected from
her society—the length of her reign seems to be her only achievement. Smith and
Pelech do not even go so far as to ask a question about why it was unusual for a woman
to be pharaoh. In fact, having established her gender as the key point of her status as
pharaoh, Smith and Pelech go on to completely dismiss her existence; every single
statement they make about "pharaoh" in general refers to pharaoh as he or him. Thus,
the actual historic fact of 'her' does not compel the textbook authors to use gender
balanced terms such as 's/he', 'she and he' or 'her and him'.
Shi Huangdi is not alone in having his achievements noted by textbook authors.
The great male leaders of history have been builders of monuments: Nebuchadnezzar
and the Hanging Gardens of Babylon is mentioned three time in DEC; Tupa Inca and his
palace at Chincheros is mentioned in WC; King Yaroslav the Wise and his building
project, the Golden Gates and the Cathedral of St. Sophia in Kiev, is mentioned in WC;
and, Shi Huangdi and his tomb guarded by the Terracotta Warriors appears in EC.
Hatshepsut was also a great builder of monuments such as her mortuary temple at Deir
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el-Bahari and her 96 foot obelisk at Karnak; these monuments are apparently unworthy
of mention when compared to her gender.4
A considerable number of the references about many of the kings or leaders are
about their military conquests. Shi Huangdi, for example, "conquered other kingdoms
until he controlled all of China" (Waters, 2001, p. 139). King Hammurabi led invading
Amorites from the west to "form the empire of Babylonia" (Smith & Pelech, 2002, p. 9).
In Egypt "there was a war between the two regions. Upper Egypt won the war, and its
king, Narmer, brought the regions together to form a united Egypt" (Smith & Pelech,
2002, p. 18). Of course, this was not the last war in either Egypt nor elsewhere as
eventually "Kushite King Kashta conquerfed] Egypt in 747" (Smith & Pelech, 2002, p.
28). Certainly, the Macedonians were not going to be left out: "The Greek city-states
were defeated by Philip II of Macedonia. He and his son, Alexander the Great, created a
powerful army that conquered many lands" (Smith & Pelech, 2002, p. 50). Sometimes
the warfare and violence behind the machinations of power are more subtly addressed.
"Roman army generals fought for control of the Republic. One such general, Julius
Caesar, took control of the Senate and became dictator of Rome in 49 BCE" (Smith &
Pelech, 2002, p. 61, holding in original). Regardless of the forthright or more guarded
statements textbook authors make about invasion, war, and conquering, the real
consequences for real people are almost never mentioned.
Not all was war and violence, however. In Mesopotamia, the "most important
set of laws was created by Hammurabi, the king of Babylonia..." (Smith & Pelech,
2002, p. 14). Having conquered India, Persia, and Egypt "Alexander's empire spread
the Greek language and culture to many parts of the world" (Smith and Pelech, 2002, p.
50). Shi Huangdi is alone amongst leaders noted for less admirable feats. In EC, Waters
(2001) describes his propensity for book burning as well as his politics of fear. Despite
his strict laws, however, Waters (2001) still emphasizes his accomplishments: "He built
roads and canals to improve communication. He created a common form of writing,
money, and measurement to be used throughout China (p. 139).
Hatshepsut is not alone in having her building programs ignored by textbook authors; Pericles' program of Athenian
public works is also unacknowledged, although there is information on both him and the Parthenon.
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Most of the male historic figures, including the above-noted leaders, can be
understood as filling the role of cultural literacy or cultural currency. There are several
instances in which one individual is either included in each of the textbooks or in which
the mention of his name is really intended to say 'our' civilization. For example, Homer
and Archimedes exemplify the idea of cultural currency because they are both
mentioned in each of the grade 5 textbooks—they are the only historical figures to be
accorded such status. They fill the role of cultural currency both by their cache as well
as by becoming the standard of measure.
Homer is lauded as the author of "the Iliad and the Odyssey.. .two of the greatest
adventure stories in literatures" (Smith & Pelech, 2002, p. 55, italics in original). The
authors then describe the plot highlights of the epics. In describing the tradition of
memorization and recitation in formal Greek education, Waters (2001) also includes a
brief description of Homer's poems. Homer even manages to appear in a chapter called
"Voices From the Past" in T5 which consists almost solely of a story retelling an oral
history of the origins of the horse for the Blackfoot people of southern Alberta. Homer
appears in a "For Your Information" sidebar describing the connection between oral
history, literature, and archeology.
The Iliad is a story probably created by a Greek poet named Homer around 850
B.C. In the story, the ancient Greeks use a giant wooden horse to capture a city
called Troy and burn the city down. Most people thought that the city of Troy
was imaginary. But in 1870 Heinrich Schliemann dug into a hillside in Turkey
and found not one, but many, cities of Troy.... With the help of details from
Homer's Iliad, Schliemann was able to prove that Troy had indeed existed.
(Asselstine et al., 2000, p. 27, italics in original).
Homer represents the zenith of Greek literature and culture. EC emphasizes this with an
illustration on the last content page of the textbook titled "Legacy". The illustration
shows four books—two of which are attributed to Homer.
Other writers are also mentioned in the textbooks. Aesop and his fables,
particularly references to "The Tortoise and the Hare" appear in both DEC and EC.
Waters (2001) makes him the subject of a student activity question (p. 67). Few
references are made to individual writers from other civilizations or societies, although
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Waters (2001) manages to include a reproduction of a portrait of the poet Tao Yuan
Ming with this caption: "This portrait of the poet Tao Yuan Ming (365-427 CE) was
painted with a brush and ink on a paper scroll" (p. 132). We learn nothing about him
other than the dates of his life. The only other writer to appear in the textbooks is
Sappho. Sappho fares better that Tao Yuan Ming as an example of an 'Other' achieving
the minimum standard of cultural currency. Sappho receives an entire paragraph of
description—but the paragraph is sidebarred and is the only place where she is
mentioned:
Sappho was a Greek poet. She lived on the island of Lesbos and her writing was
respected and admired. She recited her poetry to audiences. People throughout
the Greek-speaking world bought books of her poems. They could even buy a
small portrait of her as a souvenir. Only two short poems and some lines quoted
by other writers have survived to this day. Nevertheless, she is considered to be
one of the ancient world's great poets (Water, 2001, p. 58).
Although Sappho is portrayed as a great poet, Waters did not see fit to include any of her
lines of poetry, even when she discusses the fragility of ancient manuscripts and the lack
of extant works by Sappho. Rather, Waters (2001) chooses to include a stanza from
Homer's The Odyssey (p. 58). It seems more logical to include an example of a stanza
from the small body of work of Sappho to illustrate the point of the lost historical record
rather than to quote a few lines from an extant book-length poem. This is not to
disparage Homer or his literary achievements, rather it is to demonstrate that textbook
authors seem to be incapable of moving beyond the established pattern of 'men = main
story; worthy women = optional add on'.
Waters' treatment of Homer as bearer of the Greek cultural flame is significantly
different from her treatment of Sappho. We learn virtually nothing about Sappho, not
even the estimated dates of her life. Sappho is treated as more of a celebrity than a
contributor to the cultural heritage; she is 'oh so popular' and she can 'move the
merchandise', too—people want a little piece of her that they can call their own.
Textbook readers must simply accept or reject the attribution of her greatness as they
have absolutely nothing upon which to judge it.
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Archimedes represents the zenith of Greek scientific intelligence and superiority.
"Archimedes was a famous scientist and mathematician" (Waters, 2001, p. 31). We
learn that Archimedes "studied the circle and worked on the value of pi" (Smith &
Pelech, 2002, p. 57, italics in original). The authors of EC describes Archimedes
irrigation invention, the Archimedian Screw, in a main text section on farming
technology in ancient Greece. In a sidebar Waters (2001) then lists Archimedes other
achievements such as:
• studying levers and pulleys for lifting huge weights
• a war machine like a catapult
• positioning mirrors in the harbour to confuse attacking navies (p. 31).
Archimedes even appears in a section of T5 called "Fascinating Facts" which
highlights significant technological inventions attributed to various societies across time
and space. Here, the authors explain that "People everywhere used levers for thousands
of years before the Ancient Greek scientist Archimedes (287-212 B.C.) explained how
they worked. (Asselstine et al., 2000, p. 157). Archimedes is also the subject of an end
of chapter student activity question in EC.
Scientific and mathematical thought and inventions represent a gold standard of
measure. Historic figures—not just ancient Greeks—who fit this category are worthy of
mention in school textbooks. Aristotle is mentioned for his invention of the camera
obscura (Waters, 2001) and for his work in biological categorization (Smith & Pelech,
2002; Waters, 2001). Pythagoras and his study of number patterns is mentioned by
Smith and Pelech (2001). Zhang/Chang Heng represents Chinese scientific thought in
both EC and T5. Both textbooks describe the seismograph he invented and Waters
(2001) also mentions his mathematical achievements of accurately measuring the
circumference and area of circles. Smith and Pelech (2002) include a discussion of the
philosopher Kanada and his theory about parmanu, tiny particles comprising any object,
in their sidebar on Indian Knowledge and Achievements.
Although not present in T5, the authors of DEC and EC bestow cultural literacy
status upon another Greek, Hippocrates. Hippocrates receives considerable attention in
both textbooks. He is defined as the 'Father of (Modern) Medicine' in both books and is
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connected to the present through the tradition of the reverentially referenced
Hippocratic Oath. Waters (2001) makes him the subject of an end of chapter student
activity question.
Clearly, then, a society that has medical doctors such as we in the modern West
would conceptualize them, is a society worth studying. Hence, one of the famous
individuals from ancient India that Smith and Pelech (2002) introduce is a doctor:
Sushruta was a famous Indian surgeon who lived around 600 BCE. He
was the first person to perform plastic surgery by fixing a patient's nose after it
was cut off for a crime. Sushruta developed more than 120 surgical instruments
in his lifetime (p. 38).
That being a doctor is a gold standard of measure is supported by Waters (2001) who
explains that in ancient China "Either men or women could be doctors. They used herbal
treatments, acupuncture, and moxibustion5 to treat illnesses" (p. 100). Although no
individual doctors from ancient China are identified, stressing the point that women
could be doctors as well as men indicates the importance of the category. Scientists
other than medical practitioners are also included to demonstrate the level of
sophistication of a civilization.
Another way in which historical figures fit into the category of cultural currency
is the way in which authors include statements about people without further
explanation—these figures fulfill the role of cultural currency. For example, identifying
Roman numerals as a connection between modern Canada and ancient Rome, Smith and
Pelech (2002) state that "Numbers of events, for example, World War II, and monarchs,
for example Henry VIII, also appear in Roman numerals" (p. 67). There is apparently no
need to explain just who Henry VIII was as it is assumed everyone knows 'our' English
heritage. Would the authors have used Cleopatra VII (perhaps a more 'timely' example)
as cavalierly? Both Aristotle and Confucius appear in the context of fictional stories in
EC ("Ikaros at the Agora" and "A Change in Fortune," respectively) thus ensuring their
'cultural currency' status. The most egregious example of 'our' cultural currency is the
timeline explanation offered by the authors of T5:
' Waters' (2001) describes moxibustion as a treatment for chronic pain: "Dried leaves of the moxa plant were applied
to various parts of the body. The leaves were set on fire and the ashes rubbed into the blisters" (p. 100)
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Most time lines covering long periods of time are marked with the letters B.C.
and A.D. B.C. stands for 'before Christ,' so 500 B.C. means 500 years before
the birth of Christ. A.D. stands for 'anno Domini,' which is Latin for 'in the
year of our Lord' and means the number of years since the birth of Christ. For
example, A.D. 1900 is 1900 years after the birth of Christ (Asselstine et al.,
2000, p. 13, italics in original).
Of course, these authors fail to explain that this is one way of measuring time and that
many societies have methods of measuring time intrinsic to themselves. However, more
to the point, the authors feel no need to actually explain who Christ was and why time is
measured according to his birth. This is underscored by textbook references to
Buddhism in which the founder of the movement, Siddhartha Guatama, is introduced
(Smith & Pelech, 2002) and the basic tenets of Buddhism are explained (Waters, 2001).
Buddhism is assumed to be outside the parameters of cultural knowledge of grade 5
Ontario students, while Christianity is assumed to be the norm.
There are many other examples of male historic figures in the textbooks. T5,
with its considerably different approach, mentions several historical figures from the
not-so-distant past. Numerous men are identified for their contributions to the field of
archeology as well as for their specific archeological discoveries (Heinrich Schliemann,
Jean-Francois Champollion, Father Jerome Lalemont, Reverend George Hallan, and
Hiram Bingham). Cai Lun and Zhang Heng are mentioned as inventors. Philosophers
in particular, enjoy a considerable presence, particularly in EC and DEC and comprise
another category of cultural currency. Socrates, Aristotle, and Plato represent the whole
of Greek philosophy. Laozi and Confucius represent Chinese philosophy. Aristotle and
Confucius are mentioned in fictional stories in EC. Confucius, in fact, is the most
frequently mentioned male historic figure; the only other historic figure identified more
frequently is a woman, Ban Zhao.
Ban Zhao appears as the subject of a short historical biography (p. 124 in EC)—
the only one in the textbook—which explains why her name is the most frequently
mentioned name in that textbook. She is not mentioned anywhere else in the book. The
frequency of Ban Zhao's appearances requires some contextualization. Although Ban
Zhao's name appears twenty times in the biography, seven of those instances actually
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refer to other people: Ban Zhao's father (1); Ban Zhao's brother (3); Ban Zhao's
husband (1); Ban Zhao's son (1); Ban Zhao's family (1). Clearly, if actual names had
been used for Ban Zhao's male relatives, four more men would have been added to the
male historic figures count and seven of the mentions would have shifted from the
female count to the male count.
In contrast to this, Confucius appears once in DEC and thirteen times throughout
EC. In EC Confucius appears in the main text section on "Education", in the biography
of Ban Zhao, in a section on "Thinkers and Inventors" (caption to a photograph of a
statue), in a sidebar titled "The Three Ways," in the main text section on "Literary
Arts", and in the fictional story "A Change of Fortune". Only Shi Huangdi (mentioned
11 times; mentioned variously as Qin Shi Huangdi, First Emperor, and Ying Zheng)
rivals the amount of times Confucius is mentioned. Shi Huangdi, present in both DEC
and EC is the subject of picture captions, sidebars, and several main text references. As
noted above, the authors of DEC give a similarly broad treatment to Julius Caesar
(mentioned seven times).
The story of Ban Zhao opens with these sentences: "During the Han dynasty in
China, it was unusual for women to have opportunities for education or to have a career.
However, a woman named Ban Zhao came to be highly respected as a writer, historian,
and tutor" (Waters, 2001, p. 124). The next three paragraphs describe the position of
Ban Zhao's family within the hierarchical and stratified Chinese society. The reader
learns that Ban Zhao's great-grandfather, father, and brother all served the Emperor. We
then learn that as a girl Ban Zhao liked to read, write and learn and spent her time in the
family library. Then the family's circumstances reassert their presence in the story with
the death of her father. The next two paragraphs tell of Ban Zhao's early adult life:
It was a young woman's duty to marry and have children. At the age of 14, Ban
Zhao was married to a man whose family lived in a neighbouring region. She
went to live with her husband's family, as was traditional.
They were married 20 years, then Ban Zhao's husband died. Her children were
grown up, so Ban Zhao chose to return to live with her own family. This was
6

Within the historic figures category only, this would have meant 5 females and 70 males (7%F and 93%M unchanged) and 19 female mentions and 162 male mentions (10%F and 90%M - a shift in 4%).

An Androcentric Gauge: Social Studies Portrayals of Gender

183

very unusual. Normally a widow would continue to live with her husband's
family (Waters, 2001, p. 124)
The story resumes with more information about the context of Ban Zhao's life:
she follows her government official son to eastern China and her scholar brother dies.
Finally, the story reaches its goal—Ban Zhao is asked to complete the scholarly history
of the Han dynasty begun but not finished by her father and brother. Ban Zhao
completes the work, impressing the Emperor so much that she is asked to tutor his
young wife. We learn that Ban Zhao wrote 16 books over the course of her life.
We actually learn a tremendous amount about Ban Zhao's family. The threads
of her life—the significant events such as her marriage, widowhood, and eventual
literary career—are intertwined with the fortunes of her male relatives. Ban Zhao's
behaviour in her later adult life is portrayed as somewhat rebellious. Little effort is
made, however, to connect the circumstances of her life and her rebellious actions to the
absence of dominant male family members. In other words, having outlived her father,
brothers, and husband, there were no longer any men to whom she had to acquiesce, and
she could pursue her interests without the constraints of familial gender barriers.
Of course, portraying Ban Zhao in connection to her family is not 'wrong' per
se—in fact, if more context were offered about the everyday lives of 'great men',
perhaps there would be less emphasis upon the invasions and wars perpetrated by them
as their greatest and worthiest achievements. For example, while we are told that Phillip
II of Macedonia was the father of Alexander the Great, we learn only that they both lead
powerful armies and "conquered many lands" (Smith & Pelech, 2002, p. 50). We learn
nothing about their (apparently rocky) relationship as father and son. What about other
'great men' in the textbooks? Was Confucius married? What about Aristotle or
Archimedes? Was Julius Caesar? Why did Caesar's great-nephew Octavian 'succeed'
him rather than his own son or daughter? Wasn't there some kind of scandal involving
the Queen of Egypt? What happened to Chinese dynasties when infant sons succeeded
their fathers? What happened to the son of Alexander the Great, born after his father's
own death? Thus, while the textbook content about Mumtaz Mahal and Ban Zhao
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intimately connects them with their families, the male historic figures exist in virtual
familial isolation—certainly they exist in isolation from women and from the very real,
real life consequences that often occur because of family circumstances.
Also somewhat troubling is the willingness of the textbook author to hold Ban
Zhao accountable for not being feminist enough. The final paragraph of the story reads:
Surprisingly, Ban Zhao held traditional views on the place of women in the
social structure. She followed the teachings of Confucius. Confucius believed
that women's most important roles were as daughters, wives, and mothers.
However, Ban Zhao also believed that education for girls was important. Her
life would have been very different if she had not had that opportunity (Waters,
2001, p. 124).
No other writer or philosopher is held to account for her or his position on the status of
women and men. Confucius, for example, is not analyzed to determine the cause of his
misogynistic perspectives nor do we learn what he considered to be the most important
roles for men. The differences between Plato and Aristotle on whether or not girls could
and should be educated are not part of the information shared about their philosophical
opinions. Thus, one woman—included because her achievement has been deemed
worthy against the measure of that which men consider worthy—fails because she does
not advocate for the overthrow of deeply entrenched, society-wide sexism. Perhaps a
comparison for this unfair treatment of Ban Zhao could be found in the apparent
acceptance—on the part of the textbook authors as well as the way they portray the great
thinkers of various societies and times—of slavery. It simply was the way it was. For
example, Ikaros, an in-text story character, is not presented as raging against the
systemic inequities perpetrated against him as a slave; rather he accepts his lot in life,
hopes to work for a better future within the structures of the society in which he lives,
and is not found wanting by the story's author as a result.
Historic figures represent an extremely narrow spectrum of people. For the most
part, the textbooks limit the study of history only to men and, importantly, only to elite
men. The few women who do manage to appear in the textbooks appear because their
achievements are considered acceptably worthy against the measure of the achievements
considered most worthy for elite men.
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The contemporary figures named—almost all of whom appear in the grade 3

textbooks—are either confirmable as real people (such as Susan Aglukark, for example)
or are assumed to be real people but their existences cannot really be confirmed (such as
Mustafa Hazaris, for example). As shown in Table 7 below, the comparison of
individual male and female contemporary figures reveals their presences to be virtually
comparable. Over the three textbooks that specifically identify contemporary
individuals, 49% of those individuals are female while 51% are male (see Appendix C
for a list of the individuals). Comparing the number of times those individuals are
mentioned in the textbooks, however, illustrates a tendency to refer more frequently to
males (57%) than to females (43%). Looking at the individual textbooks, reveals
divergent patterns. For example, in EC, the only one of the grade 5 books to include a

Table 7

Contemporary Figures in the Grade 3 and Grade 5 Textbooks
#of
Individuals

# of Times
Mentioned

Totals

Percentages
# of Ind.

# of Times
Mentioned
F
M

# of Times
Mentioned
30

F

M

15

#of
Ind.
12

67

33

50

50

38

56

30

94

40

60

40

60

0

1

0

1

1

100

0

100

0

22

54

71

43

125

49

51

43

57

Textbooks

F

M

F

M

Connecting
with the
World
World
Communities
Early
Civilizations
Totals

8

4

15

12

18

1
21

contemporary individual, the one individual is a woman and thus accounts for 100% of
the individuals named as well as 100% of the number of times contemporary individuals
are mentioned in that book.7 In CW, there are only 12 contemporary individuals
identified. Females account for 67% of the individuals identified but only 50% of the

7

The individual is Debbie Brill, an athlete whose picture appears in a section on the modern Olympic games. It is
captioned "Canadian high-jumper Debbie Brill competed at the 1976 Olympics in Montreal" (Waters, 2001, p. 66).
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times those individuals are mentioned. Individual contemporary males in CW account
for just 33% of the individuals identified yet represent 50% of the times those
individuals are mentioned. In WC the gender pattern is reversed with only 40% of the
contemporary individuals identified being female while 60% of the individuals
identified are male. The same pattern holds for the number of times the individuals are
mentioned in WC. Thus, while there are roughly equivalent numbers of male and female
contemporary individuals named in the textbooks, the number of times those individuals
are mentioned shows a pattern that favours males over females.
Volunteerism or working in some way to help others constitutes the largest
category of individuals across both grade 3 textbooks and includes individuals from
Canada and around the world. Of the contemporary Canadian figures identified in the
textbooks almost all are volunteers; at least that is why they are included in the grade 3
textbooks. Some, of course, do other things such as sing, compete in athletics, or
conduct scientific research, but they are present in the textbooks because of their
volunteerism. The individuals from other countries around the world—including those
whose actual existence cannot be confirmed—appear either as national government
leaders, as people making changes within their communities or countries, as somehow
illustrating daily life, or as exemplifying cultural heritage and tradition.
Most of the Canadian volunteers appear in the last chapter of CW, "Being a
Global Citizen". Throughout the chapter, student readers are introduced to various
Canadians who are making a difference in a variety of fields. Terry Chicoine and her
son Daniel are identified for their crisis work with the Red Cross. Susan Aglukark is
identified for her role as Inuit representative to the World Conference on Human Rights.
Sheree Fitch receives considerable attention (a captioned photograph and main text
mention) as a UNICEF Special Representative. A photograph of Becky Scott also
identifies her as a UNICEF volunteer. In a discussion of Doctors Without Borders, Dr.
James Orbinski is identified both for his volunteer work during a cholera epidemic as
well as for representing the organization when it won the Nobel Peace Prize. In a
photograph caption, Dr. Joanne Liu is also noted for her volunteerism with Doctors
Without Borders. Dr. Fiona Schmiegelow is included because of her work on behalf of
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the World Wildlife Fund. Schmiegelow is mentioned in a photograph caption as well as
in main text.
WC also includes information on Canadian volunteers. The two volunteers
mentioned in WC made noteworthy contributions as young boys. Ryan Hreljac is
included for the efforts he began, while in grade one, to raise money to help provide
clean water for people in need around the world. Craig Keilburger is the other boy who
receives considerable attention in CW as well as WC. Keilburger is lauded for his efforts
to end child labour. Keilburger is the subject of a special "Profile" (including captioned
photographs) in WC. Hreljac is introduced on the following "Participate" page. Both
boys are then again mentioned at the end of the book on a page titled "Take Action" in
which one of the student guides says:
Ms. Bernard asked us how we can use what we have learned to help others or to
help our community. She told us that taking action is doing something that you
think is important. We brainstormed ideas and questions about taking action.
Ryan Hreljac and Craig Kielburger took action. They tried to do something
about a problem they saw. Nadia (Bryan with Akins, et al., 2005, p. 194).
Keilburger is also a subject in the CW chapter on being a global citizen. The textbook
discussion on "How Free the Children Began" focuses primarily on Keilburger's
impetus for initiating his organization rather than on the work pursued by the
organization. The information includes a captioned photograph as well as main text
discussion. Obviously, Keilburger is portrayed as a person—specifically a child—to
emulate. Keilburger is the only contemporary individual to appear in more than one
textbook.
The authors of WC chose to include the four male leaders of the studied nations:
Manmohan Singh of India; Alejandro Toledo of Peru; Zine El Abidine Ben Ali of
Tunisia; and Viktor Yushchenko of Ukraine. Each is identified as being democratically
elected and the initial date of his election is included. The humble beginnings of
Peruvian President Alejandro Toledo and the long-running popularity of Tunisian
President Zine El Abidine Ben Ali are also mentioned.
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Many of the contemporary individuals from global communities who are
included in the grade 3 textbooks are also noted for their volunteer efforts or efforts at
effecting positive change within their communities. In WC, Nancy Santullo and her
work to help provide clean water to Peruvian mountain villages and Geeta Dhamarajan
are both profiled. In the same textbook, a man named Jethu Ram receives considerable
attention. Student guide Ranjeet shares 'the notes' he wrote about Jethu Ram from a
story he read on the internet. They read, in part:
Jethu Ram worked with the people of his village to make a change.
Jethu Ram helped the villagers to plant more trees. This helped to keep water in
the soil (Shields & Ramsey, 2005, p. 73).
Jethu Ram then appears again with Ranjeet connecting the story he read and the notes he
wrote about Jethu Ram to a subsequent main text story on the reforestation project
undertaken by people in Jethu Ram's village to improve their environment.
Individuals from the global communities are also included as representatives of
daily life. In WC, a special profile of Irena includes information about the way her
family works together to make decisions and complete chores and the ways in which the
people in her community are working to provide safer and more reliable services such as
water and electricity. Much of the daily life content in WC shares information about the
jobs and work-life of global individuals. For example, Victor Oleynik is a beekeeper in
Ukraine. The profile of him includes information about the processes of bee keeping,
the connections between beekeeping and the environment, and even some history of
beekeeping in Ukraine. A profile of Shikha Banerjee from India begins with an
explanation of Shikha moving herself and her children to New Delhi in order for her to
work in the construction industry. The profile then moves into a discussion of how the
Canadian government is helping to fund daycare projects to help care for the children of
women who work in the construction industry. Although several other workers are
profiled or included in sidebarred content (Vinay Deshpande, a computer worker in
Bangalore; Natalia Voloulina, a toy factor worker in Donetsk; Serhii Rybalko, a farmer
in Kherson; Yuri Lysenko, a modernizing farmer in Kherson), Shikha Banerjee's is the
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only story to acknowledge the need to care for children while parents are pursuing paid
employment.
Several of the contemporary individuals included in the grade 3 textbooks are
used to represent the ideas of tradition and change. Mitiarjuk Nappaaluk, an Inuit
teacher and writer, is the subject of a sidebar in CW explaining her efforts to keep Inuit
Q

culture alive. A profile of Radhoua from Tunisia in WC, for example, explains the
religious observance of Ramadan and the celebratory feast, Aid-el-Fitr at the conclusion
of the month of fasting. A profile of Luis in WC describes the unique home in/on which
he lives and points out the interplay between continuing traditional ways of life, such as
living on human-created islands in Lake Titicaca, while also pursuing modern interests,
such as playing soccer. Shields and Ramsey (2005) also address the idea that sometimes
traditional ways must give way to modern ways. They explain that
Some Berber families in Tunisia have moved from their villages into more
modern towns. Mustafa Hazaris is one of these people. ... The Elders of
Ghomrasen were the last to leave the old town. 'There was no longer any
community life,' said Mustafa Hazaris. 'We were away from our friends and
relatives. There was nothing left but empty buildings, so we had to move'
(Shields & Ramsay, 2005, p. 183).
Contemporary figures thus represent a broad range of people. Importantly, both women
and men are shown in a wide variety of situations and as equitable contributors to their
families and communities.
Deities appear in both the grade 3 and grade 5 textbooks although they are far
more numerous in the grade 5 books. Of those books including deities, all have at least
one male god while two have no female goddesses. Overall 59% of the deities are male
and 41% are female (see Table 8). In two grade 3 textbooks, the split between male and
female deities is even. In all the other textbooks, the male deities outnumber the female
deities—sometimes with considerable spreads such as in DEC. In only one textbook,
WC are female and male deities mentioned with parity (two deities, each mentioned
Radhoua is the most frequently mentioned contemporary individual in the grade 3 textbooks. Although her name is
used 13 times, it actually refers to her only 6 times. The other 7 references are to Radhoua's father (2), Radhoua's
brothers (1) and Radhoua's family (4).
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Deities in the Grade 3 and Grade 5 Textbooks
#of
Individual
s

Totals

# of Times
Mentioned

Textbooks

F

M

F

M

Connecting
with the
World
Myths and
Legends

0

1

0

0

1

Wish You
Were Here
World
Communities
Discovering
Early
Civilizations
Early
Civilizations
Tapestry 5

1

Totals

190

Percentages
# of Ind.

# of Times
Mentioned
M
F

#ofMentions/Ind.
1

F

M

1

#of
Ind.
1

0

10
0

0

10
0

0

13

1

13

0

10
0

0

10
0

1

1

3

2

4

50

50

25

75

1

1

1

1

2

2

50

50

50

50

17
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once). In all the remaining textbooks, male deities are mentioned with more frequency.
Excepting CW and ML which include only one male god each and thus have extremely
skewed numbers, the frequency of male to female deities borders on shocking: WYWH...
25% female deities mentioned 75% male deities mentioned; DEC 38% female deities
mentioned, 62% male deities mentioned; and T5 20% female deities mentioned, 80%
male deities mentioned. See Appendix D for a list of deities.
Textbook discussions of deities fall largely into the category of cultural currency.
The few mentions of deities in the grade 3 textbooks refer to them in this aspect. In WC,
student guide Rosa explains that "People in Andean communities leave gifts of
appreciation to Father Mountains, Apus, (aah poos) and Mother Earth, Pachamama (pah
cha ma ma). The gifts are often wrapped in a woven cloth" (Shields & Ramsey, 2005, p.
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24, italics in original). In WYWH...India, Donaldson (2005a) explains that "Mumbai
was named after Mumba Devi, a Koli goddess with eight arms" (p. 14). In
WYWH...Peru, O'Connor (2005a) highlights the re-enactment of a Mayan festival in
honour of Inti, the Sun God. Deities also appear in stories in the grade 3 textbooks.
Shields and Ramsey (2005) include cultural stories from each of the four countries in
WC; in the story from India "A wise, tricky monkey god named Hanuman [becomes the]
helper and friend" of Ram, the hero of the story (p. 43). The Thunder King is a deity
who is a central character in a self-titled story in ML.
The Thunder King, who is mentioned thirteen times in the ML story, exemplifies
a common pattern in the portrayal of deities in the textbooks. Those deities who feature
in stories enjoy far greater presences that deities who receive only an introduction or
who serve as cultural markers typifying a society. For example, in DEC, Athena appears
far more frequently than any of the other deities. This is because she is the subject of a
story called "The Myth of Athena and Arachne". Similarly Persephone, Demeter, and
Hades appear in large numbers (10, 9, and 7 respectively) in part because they all figure
in a story called "Demeter and Persephone". The same pattern holds in T5 in which the
deity Old Man features in "Sky Dogs".
For the most part, deities are mentioned once or twice in a textbook. When
presented in this way, they are clearly intended to typify something about the religious
beliefs of a given society. In DEC, for example, Smith and Pelech routinely mention a
god and goddess in this way. Thus, Enki (male) and Ninhursag (female) represent
Mesopotamian beliefs; Ra, Amun, Anubis, Osiris (all male), and Isis (female) represent
Egyptian beliefs; Apedemak, Dedun, and Dedwen (all male) represent Nubian beliefs;
Vishnu, Shiva, Parjapati, Agni (males), and Parvati (female) represent Indian beliefs;
Itzamna, Ah Mun (males) and Ixchel (female) represent Mayan beliefs; Hera, Artemis,
Athena, Aphrodite, Hestia, Demeter (all female) and Zeus, Poseidon, Hephaestus,
Hermes, Ares, and Apollo (all male) represent Greek beliefs; and, finally, the similar
Pantheon of Juno, Minerva, Ceres, Vesta, Diana, Venus (females) and Jupiter, Neptune,
Apollo, Mercury, Vulcan, Mars (males) represent Roman beliefs. The exception to this
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pattern is in DEC is China. The god Pan Gu appears in DEC and the goddess Nu Wa9
appears in both DEC and EC:
One Chinese myth tells of the goddess Nu Wa modelling human figures from
mud. She set the tiny figures on the Earth and they became the rich nobles. When
she became tired of this activity, she scattered the leftover bits of mud. These
became the poor people of China (Waters, 2001, p. 132).
Waters' telling of the tale is shorter than Smith and Pelech's and excludes the role
played by Pan Gu in forming the world. What is particularly interesting about these
inclusions are their accompanying omissions. Neither author suggests that Nu Wa and
Pan Gu belong to a pantheon of Chinese deities. These deities are never connected to
Chinese religious beliefs. Clearly, however, Nu Wa is still used in the pattern of cultural
currency because her actions in creating humankind set the stage for understanding the
class-based hierarchies epitomizing ancient Chinese society.
Another interesting aspect of the textbook portrayal of deities is their static
nature. By this, I mean that the textbooks do not capitalize on the few opportunities
available to them to explain that deities change over time due to the intermingling of
peoples and their cultures. Smith & Pelech (2002) state that, due to invasions, "The
people of Nubia became familiar with the gods and religious practices of Egypt through
trade with the Egyptians. .. .In northern Nubia, Egyptian gods and goddesses became
very important, the most important ones being Amun, Isis, and Osiris" (p. 29). In
another chapter they claim that "Like the Greeks, the Romans had twelve gods—six
male and six female. Some were imitations of Greek gods" (Smith & Pelech, 2002, p.
63). Rather than explaining how similarities in local deities could be blended to create
new deities, the authors instead present deities as immutable, fully formed from
inception, complete and unchanging.
The last quotation about Greek and Roman deities exemplifies the final point of
this discussion about deities—the sexist language used in both DEC and T5. In both
textbooks, the authors use the term 'god' to refer both to male deities and to all deities
within a belief system. This is illustrated by Asselstine et al (2000):
Nu Wa is the only non-Greek deity mentioned in EC.
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Egyptian: beliefs
• worship of many gods, such as Ra (king of the gods who created all things) and
Bastet (cat goddess who ripened crops)
offerings of food made to gods (p. 154).
Greek: beliefs
• worship of many gods, including Zeus (king of the gods) and Aphrodite
(goddess of love and beauty)
• animals sacrificed as offerings to gods (p. 155).
Aztec: beliefs
• worship of many gods, such as Huitzilopochtli (god of sun and war) and
Xilonen (goddess of young maize)
• people believed gods would die without offerings of human blood (p. 156,
bolding added).
At no time is the term 'goddess' used to refer generally to all deities within a belief
system; goddess refers only to female deities and usually to a specific female deity.
Eichler and Lapointe (1985) identify this type of sexist language as overgeneralization.
They state that there is a "tradition of using male terms to refer to the whole human
population.... Since these terms also refer to exclusively male populations, using the
same terms for the two different meanings is ambiguous and unscholarly" (p. 15). Such
is the case with these authors' uses of 'god'.
There are two types of fictional characters included in this analysis: characters
from stories written specifically for the textbooks and characters who appear within the
parameters of cultural literature—either in direct reference to a work of art from a
culture or in a re-telling of an existing story chosen as representative of that culture. All
the characters counted in this study are human, no non-human characters are included.
Overall, there are more male fictional characters (67%) than female fictional characters
(33%) (see Table 9). Male characters are also mentioned more frequently than female
characters (71% compared to 29%). In all of the textbooks with fictional characters,
references to males far outweighs references to females. Even in CW, in which there is
an almost equal number of male and female characters, the number of references to male
characters (81%) overwhelms the number of references to female characters (19%).
Similar patterns emerge in most of the other textbooks with only DEC and 75 coming
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close to having equitable representations of number of male/female mentions of story
characters (46%F to 54%M in DEC; 43%F to 57%M in T5).
The in-text stories include fictional characters used to introduce topics or
to share information in a dialogue format. These characters are Aziza, Ms. Adachi,
Marcus, and Mr. Anderson from DEC and Professor Chu, Jessica and Jim from T5; these
are the only in-text story characters in DEC and T5 (see Appendix E for a list of the
fiction characters). In EC, the in-text story characters all appear in full-page stories
written by the textbook author and her granddaughter; three stories were written for the

textbook and one is an adaptation of a story from the culture. There are four stories in
CW retelling stories from the global communities being studied in grade 3. A story in
T5 retells an oral history of the Blackfoot people. Finally, the grade 3 ML anthology
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from the global communities studied in grade 3. There are also

several references to characters from cultural literature in DEC and EC.
The various ways in which fictional characters appear in the textbooks reveals
that those who are featured in lengthy stories enjoy far more frequency in being
mentioned. Typically, the gender of the main character in a story heavily influences the
overall pattern of gender representation. For example, the story of Romulus and Remus
told to introduce the chapter on "Rome" in DEC includes three male characters (14
mentions) and one female character (3 mentions). "A Long Journey" in EC, featuring
Melika as the main character, has two females (18 mentions) and two males (11
mentions). "A Change in Fortune" in EC includes four male characters (37 mentions)
and two female characters (four mentions). For the most part, most of the stories
include both female and male characters. There are, of course, some exceptions. The
story of "The Thunder King" in ML features only male characters as does "Sky Dogs" in
T5 and "Ikaros at the Agora"11 in EC. "The Myth of Athena and Arachne" in DEC is the
only story to feature only female characters. Two stories, "Five Things to Find" in ML
and "The Birds' Gift" in CWinclude female and male characters in roughly equal
numbers and with roughly equal frequency.
Both EC and DEC also include references to characters from cultural literature in
the main text discussions of various civilizations. Smith and Pelech (2002) include
Medusa in their introduction to "Greece" and mention Achilles, Odysseus, and Cyclops
as famous characters in representative Greek literature The Iliad and The Odyssey.
Waters (2001) includes synopses of the stories of Orpheus and Jason and the Argonauts
in main text sections on "Myths" and "Legends" and the "Literary Arts" respectively, in
the ancient Greece section. Charon is mentioned in a section on "The Underworld" in
EC. In addition to these characters, the characters from "The Myth of Athena and
Arachne", "Mulan", "Sky Dogs" and the retelling of the legend of Romulus and Remus
all fit into the cultural literature category. All the characters in the grade 3 textbooks also
fit this category of cultural literature. Comparing female to male presence as cultural
One story, "The Rumour", has only animal characters and was thus excluded from analysis.
" Waters (2001) credits the authorship of this story to her granddaughter Danielle Stock in EC.
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literature, females account for 26% and males account for 74% of those present. The
same percentages hold for frequency of appearances between male and female
characters. The remaining characters in the grade 5 textbooks are in-text story
characters. As characters from stories written specifically for the textbooks, females
account for 42% of the characters but only 34% of the frequency of their presences
while males account for 58% of the characters and 66% of the mentions.
Both CW and WC, the main textbooks for Alberta grade 3 social studies, are
structured around children acting as guides to their communities. As per the
requirement of the curriculum, these communities are situated in India, Peru, Tunisia,
and Ukraine. In addition to the global guides, WC also includes five grade 3 students
from Calgary who are learning about the global communities. The CW global guides are
clearly identified as fictional characters in the teacher resource guide (Bryan, 2005, p.
xxxv). The WC global and local guides are not openly acknowledged as representative
models, however, the acknowledgement of the photographer, coordinator of the photo
shoot, and names of the photographic models—names which do not correspond to the
guides' names in the textbook—indicate the fictional status of the WC guides as well
(Shields & Ramsey, 2005, p. ii).
There are two female and two male global guides in CW: Maria represents Peru;
Ahmed represents Tunisia; Irena represents Ukraine; and, Ravi represents India. There
are also two female and two male global guides in WC: Rosa represents Peru; Tahar
represents Tunisia; Oksana represents Ukraine; and, Anil represents India. There are
three female and two male local guides in WC: Nadia, Kim, Melissa, Martin, and
Ranjeet are all from Calgary (see Appendix G for the names of the student guides and
related friends and family). The Calgary guides have been 'paired up' with the global
guides in WC. Melissa is a member of the Stoney First Nations. Together, she and Rosa
represent the 'Aboriginal' perspective that is part of the overall Alberta social studies
curriculum mandate. Similarly, Tahar from Tunisia and Kim, whose ethnic background
is Vietnamese, represent the 'Francophone' perspective. Nadia has relatives in Ukraine
and is paired with Oksana; Ranjeet has relatives in India and is paired with Anil. The
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odd one out appears to be Martin; he has no particular connection to any of the other
children. Martin receives the fewest number of mentions of any of the WC guides.
The result of the uneven number of student guides obviously results in higher
numbers of females than males in the grade 3 textbooks. Overall, 53% of the student
guides and connected characters are female while 47% are male (see Table 10).
Females are mentioned 52% of the time compared to males being mentioned 48% of the
time. Comparing student guides only, results in 54% females and 46% males with
females being mentioned 52% of the time and males being mentioned 48% of the time.
Comparing the secondary characters—these are characters whom are present in relation
to the student guides such as Anil's father and Oksana's sister—reveals numbers that
slightly favour females. The female relatives and friends of the student guides account
for 56% of the characters in WC and CW; the male relatives and friends account for
44%. However, when the frequency of appearances of the female and male friends and
relatives of the student guides are compared, males account for 53% of the mentions
with females accounting for only 47%. Thus, the greater number of female friends and
relatives does not translate into a greater overall presence.
Much of the content in the grade 3 textbooks is told in a sort of story format. For
example, the WYWH... booklets are designed as travelogues. Each of the travelers (Nick
goes to Tunisia; Julia to India; Freda to Peru; and, Max to Ukraine) writes letters,
emails, and postcards home; some also keep intermittent travel diaries. In the primary
textbooks, CWand WC, typical textbook expository style is interspersed with the 'real
life stories' of the student guides. Ravi from India, for example, shares information
about his family, his father's work as a farmer, his grandmother's care for his family, the
education circumstances of his friends Anil and Kabir, and a trip to New Delhi to see his
Aunt Veena and Uncle Sanjay. We also learn that Aunt Veena voted for the candidate
supporting more money for hospitals while Uncle Sanjay voted for the candidate who
promised a 24 hour water supply. Ravi tells us, for example, that his father wants to buy
more farmland but does not have enough money. Ravi hopes to become a scientist in
order to solve the water shortage problems for his father and other farmers.
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All of the student guides refer in some kind of way to their families—for Ahmed
it is a large family with many aunts and uncles and cousins, many of whom are named;
for Martin family involves one reference to his mom and one reference to an uncle—and
to the work done by their parents, to their homes and schools, and to family traditions
and daily routines. In the course of sharing this information, they mention many female
and male family members, friends, neighbours, and community members. They talk
about everyday people leading everyday lives.
The most obvious pattern of gender representation in the grades 3 and 5
textbooks is that those with an historical focus overwhelmingly favour the presence of
males over females while those with a contemporary focus approach gender parity and,
on occasion, shift slightly to the favour of females over males. This pattern emerges
because the history textbooks emphasize famous great men of the past and the categories
of their achievements. Any women included in history textbooks must be seen to
compete against the measuring stick of great men. In the contemporary grade 3
textbooks, however, the emphasis is upon the daily life of everyday people—there are
few famous women and men named in the books. Those individuals who are named
tend to be included because of the work they have done on behalf of others—either
within their own communities or as Canadians volunteering at home and around the
world. The idea of cultural currency, particularly in the grade 5 books, enables the
subtle use of sexist language and conceptualizations—particularly in terms of deities—
and also enables some ethnocentrism in the guise of using the birth of Jesus Christ as the
measure of all time. It is also obvious, however, that textbook authors can make efforts
to shift textbook content toward gender parity of at least presence and frequency of
presence, if not in terms of the conceptual frameworks themselves. The student guides
both represent gender parity and represent continuing gender imbalances (albeit in
favour of females over male). Had the authors of WC chosen only four Calgary guides
and divided this number equally between females and males, the numbers would not
have been skewed so heavily in favour of females.12 Still, it is encouraging to note that

12

Obviously making three of the Calgary guides male rather than female would have had the opposite effect.
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when textbook authors represent the 'reality' around them, women and men are both
recognized as important and contributing members to their societies.
5.2

Females and Males in Pictures in Social Studies Textbooks
Another method for determining the presences of women and men in elementary

social studies textbooks is to examine the pictures chosen for inclusion in the resource.
Each picture representing a person was studied to determine whether a gender (male or
female) could be assigned or whether the individual should be counted as a Gender
Unknown individual. For example, a picture showing an adult and a baby typically
resulted in a count of one female or male for the adult—usually female—and one gender
unknown for the infant. Those pictures including too many people to count as
individuals and those pictures that were really about street scenes rather than people and
naturally include crowds of people were counted as groups. The possible group
categories are Female Groups, Male Groups, and Mixed Gender Groups (see Table 11
for total individual and group pictures). For the most part, the pictures in the grade 5
textbooks are comprised mostly of illustrations while the pictures in the grade 3
textbooks are comprised mostly of photographs.
Pictures were categorized into photographs and illustrations. These two broad
categories were further subdivided. Photographs were counted as general
Photographs of People; as Photographs of Student Guides; and as Photographs of
Artifacts Depicting People. Photographs of People is the largest category of individual
pictures and is the largest category of pictures in the grade 3 textbooks. Combining
grade 3 and grade 5 Photographs of People (945 total pictures) reveals 428 Males (45%);
372 Females (39%); and 145 Gender Unknown Individuals (15%) (see Appendix H for
Pictures of Individuals in Grade 5 Ontario Textbooks and Appendix I for Pictures of
Individuals in Grade 3 Alberta Textbooks). Photographs of Artifacts Depicting People
(for example, a statue or a painting on an urn) totals 135 with 91 Males (67%); 26
Females (19%); and 18 Gender Unknown Individuals (13%). Combining grades 3 and 5
Photographs of Student Guides results in 218 Males (42%) and 299 Females (58 %)
totaling 517 guides. The student guides category is only one of two categories in which
pictures of females outnumbers pictures of males. While the number of male and
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Table 11 Total Pictures of Individuals and Groups in Grades 3 and 5 Textbooks
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13

females student guide pictures is virtually identical in EC (39 boys, 51%; 37 girls, 49%),
the female to male numbers in WC are far different. There are 3 female Calgary guides
and 2 male Calgary guides in WC. In addition to the uneven number of actual
individuals, the recurring "Ms. Bernard's Class" icon, which flags a learning or review
point and appears 57 times in WC, features only three of the five Calgary guides; two of
whom are girls and one of whom is a boy. The numbers are thus heavily skewed toward
females. Interestingly, the three female Calgary guides also all represent some kind of
diversity—Kim is a 'visible minority' (East Asian Canadian), Melissa is an Indigenous
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Canadian, and Nadia has a physical challenge. There are 441 total photographs of
student guides across WC and CW, 262 (59%) Females and 179 (41%) Males.
Photographs of Groups were subdivided into the same categories as Photographs
of (Individual) People (see Appendix G). Photographs of People comprises the largest
category of group pictures (127 total) with the vast majority counting as Mixed Gender
Groups (118). There are two (1.5%) Photographs of Female Groups and seven (5.5%)
photographs of Male Groups. These two Female Groups pictures are the only Female
Group pictures across the textbooks; one each appears in CW and WC. Photographs of
Male Groups appear in CW, WYWH... Tunisia, WC, DEC, and EC. There is also one
Photograph of an Artifact Depicting People showing a Mixed Gender Group in DEC.
Illustrated pictures were subcategorized as Illustrations Commissioned for the
Textbook; as Illustrations Lifted from Another Source; and as Illustrations of Artifacts
Depicting People. Illustrations Commissioned for the Textbook comprises the second
largest category of pictures of individuals with a total 823 across the textbooks. Of these
528 are of Males (64%); 198 are of Females (24%); and 97 are of Gender Unknown
Individuals (12%). There are far more commissioned illustrations in the history focused
grade 5 textbooks than in the contemporary focused grade 3 textbooks. In the grade 5
books, Illustrations of Male Individuals account for 67% of the total; Female Individuals
account for 20% of the total; and Gender Unknown Individuals account for 13%. In
comparison, the grade 3 books have total percentages of 53% Male; 40% Female; and
6% Gender Unknown. Of the Illustrations borrowed from other sources (30 total), 13
(43%) are of Males, 13 (43%) are of Females, and 4 (13%) are of Gender Unknown
Individuals. Only T5 includes Illustrations of Artifacts Depicting People. Of these eight
pictures, three are Males (37.5%) and five are of Gender Unknown Individuals (62.5%).
The Illustrations of Groups that belong in the commissioned illustrations
category fall into two broad categories: they are either street and market scenes (all
Mixed Gender Groups) or they are scenes depicting the male citizens of Athens meeting
to discuss and govern democratically (all the Male Group Illustrations). The three group
pictures that are Illustrations lifted from another source—all are Mixed Gender Groups
and all are found in DEC—depict a funeral scene, a theatre scene, and a coliseum scene.
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The one exception to the separation of photographs and illustrations is the
category 'Deities'—pictures of goddesses and gods were totaled together regardless of
their compositions as photograph or illustration. Pictures of deities show a near equal
number of males to females with 22 pictures of Male deities (51%) and 21 pictures of
Female deities (49%). The one group picture of deities is a marble relief photograph
that is the background to a list of the twelve major roman deities in DEC. All the
pictures of deities appear in EC and DEC.
Pictorial representations tend to echo textual representations of women and men
in social studies textbooks. The history focused textbooks heavily favour pictures of
men over women. This is particularly discouraging as many of the pictures in the grade
5 history textbooks are commissioned illustrations and are therefore completely within
the control of the author, artist, and publisher. The contemporary textbooks, which
include far more photographs than illustrations, tend to reach a more equitable position
in the portrayals of females and males. The exception to this is, again, WC with unequal
numbers of female and male guides compounded by the unequal numbers of males and
females in the ubiquitous "Ms. Bernard's Class" icon. Recognizing that the authors and
publishers were attempting to satisfy diversities more dominantly emphasized in the
Alberta curriculum—francophone and aboriginal perspectives—coupled with their own
laudable decision to portray a child with physical challenges as just another student
perhaps helps to explain the unevenness of their choices. However, it seems patently
clear that different choices could have been made to pictorially represent the necessary
Calgary guides within an equitable gender pattern.
5.3

Chapter Summary
In this chapter I have discussed the ways in which individually identified men

and women, girls and boys are portrayed in grades 3 and 5 social studies textbooks. The
grade 5 early civilizations textbooks are overwhelmingly androcentric in perspective—at
least in terms of individually identified characters and figures from history. The grade 3
global communities textbooks are far more gender equitable. This pattern emerges not
just because the student guides in the textbooks are, for the most part, equitably split
between female and male, but because the references to the friends and relations in these
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children's lives include both males and females. The grade 3 textbooks therefore
demonstrate the inherent gender equitability of societies when the 'reality' of everyday
life is the focus. When efforts are made to portray men and women and girls and boys in
the everyday context of working, belonging to a family, going to school, being in a
community, and making friends, a fairly normal gender distribution occurs. Comparing
these slices of reality to the re-creations of early societies—re-creations that tend to skip
along hitting only the traditionally identified highlights in vast expanses of time and
space—reveals the complete 'un-reality' of those re-creations. Civilizations of the past
are portrayed as static, homogenous and unchanging. A very few elite men—and an
even fewer number of elite and unusual women—stand in as representative of entire
societies. The resulting portrayal is limited and limiting.
In the next chapter I move beyond the focus of representations of individuals in
social studies textbooks and begin the discussion of understanding gender and gender
relations within the broader parameters of societal institutions. I turn first to the
curriculum documents.

An Androcentric Gauge: Social Studies Portrayals of Gender

205

6. "Lord, Knights, Squires, Men-at-Arms": Gender and Gender Relations
in Societal Institutions in the Curriculum Documents
Although interesting and compelling, the presences and absences of women and
men in school knowledge is too narrow in and of itself to adequately assess how gender
and gender relations are conceptualized and portrayed in official curriculum documents.
In the next three chapters I focus the discussion of the curriculum analysis on portrayals
of societal institutions to better understand how gender and gender relations are
represented within them and the subsequent meanings about gender and gender relations
that are generated through these portrayals. Questioning and understanding the ways in
which social studies documents portray various aspects of modern and historic Canadian
society as well as societies other than Canada and distant from Canada in terms of either
time or space or both, reveals the perspectives and worldviews about societies as well as
knowledge about those societies underlying the curricula—it also reflects and reveals
attitudes within our own society toward gender and gender relations.
The limitations of space demand that choices be made about which societal
institutions will be discussed within this thesis. The societal institutions included in this
chapter are the family, meeting needs, education, occupations and work, community,
and government. I begin the discussion of gender and gender relations in societal
institutions by looking first at the mandated curriculum documents.
6.1

The Family in Social Studies Curricula
What little ground the study of the family once held in elementary social studies

curricula is being eroded. Of the curriculum documents included in this study, only the
now-defunct Alberta 1990 curriculum includes 'the family' as a specific focus of study.
These two units—"My Family" and "Other Canadian Families"—are part of the grade
one curriculum, virtually guaranteeing that the constituent content informing the study
of family is considerably simplified. Yet, even this limited effort at concerted study

about the family has lost ground in social studies. In its stead, a trend is discernable in
which the idea of 'the family' has been co-opted to act as a vehicle for other content;
particularly content about preparation for the roles and responsibilities of citizenship,
social history, and traditions and cultural heritage.
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The family does appear in several curricula in terms of membership and
structure. For the most part, family membership remains a general concept, undefined
by specificities. The term 'family member(s)' is used in all the documents. More
specific familial terms are somewhat of a rarity across the curriculum documents.
Certainly, it appears that the roles and responsibilities held or carried out by family
members is deemed to be more important than identifying the actual family members,
their relationships within the family, and their biological or legal claims to membership.
On occasion, however, parents and grandparents appear. As will be seen below,
grandparents tend to appear particularly in connection to the idea of traditions. Parents,
on the other hand, appear in broader contexts such as demonstrating roles and
responsibilities: "describe significant people and places in their lives (e.g., parents,
sports figures; bedroom, park, playground, community centre) and the rules associated
with them" (OME, 2004, HC1, p. 21).
While parents are infrequent guests within the documents, parents as gendered—
as mothers and fathers—are even more elusive. In fact, while a father is present, fathers
in general are completely absent: "formulate questions with a statement of purpose to
develop research plans (e.g., Why did Carrier kidnap Donnacona and his sons? ...)"
(OME, 2004, HC6, p. 32). Mothers make a brief appearance, but then they, too,
disappear from the curriculum: "recognize and describe consequences of events and
actions that affect their lives (e.g., mother's being grateful for their playing with sibling)
(OMET, 1998, HC1, p. 15). The ways in which these only instances of gendered
terminology are used in the documents in comparison to the plethora of the
generalization 'family member' is particularly interesting. In Ontario 1998 the term
'mother' is used as a general, everyday reference—it has since been expunged from the
Ontario 2004 revision of this learning requirement. In Ontario 2004 we have reference
to a particular person and his sons. There are significantly different connotations
between the use of 'mother' and 'sons' and by implication the father of the sons. The
sons referred to in the Ontario 2004 curriculum were actual historic persons and, in this
instance, actually have their individual identities subsumed under that of their
specifically identified father. It is their relationship to Donnocona that identifies him as
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a father; Donnocona's status as a father is not why he has been included in the
curriculum. The use of 'mother' in the Ontario 1998 curriculum, on the other hand, is a
general reference to a specific member within a family. In the case of the Ontario 1998
document—and particularly given that this usage has been deleted from the revised 2004
document—the use of the term mother can be seen as an indication that the curriculum
writers conceptualize some kind of inherent or natural relationship between children and
women as their mothers, or that they stereotype the idea of family to that of woman as
mother. The choice of language in most other instances is carefully gender neutral—
parent—and is never gendered male—father. Thus, the curriculum writers of the 1998
Ontario document inadvertently reveal their presupposition that automatically connects
children to mothers and not to fathers and therefore, identifies family with women and
not with men. At a systemic level, it reveals a predilection to connect women but not
men to the private sphere of the family. This juxtaposes to the very careful gender
neutrality employed in the same curriculum document when naming occupations in
communities.1
The study of the family in grade 1, Alberta 1990 is really a topic intended to help
very young learners feel comfortable with their own families and other people's
families. This comfort is conceptualized primarily as the process of accepting that the
individual child's family structure and living arrangements might well be different from
another child's. Grade 1 students are to learn the general knowledge objective that
"Families are similar" (AE, 1990, p. C5) and the related fact of "membership and size of
families" (AE, 1990, p. C5). These knowledge generalizations and concepts are then
connected to the Attitude Objective "acceptance of a variety of family structures,
including one's own family" (AE, 1990, p. C7). Here the idea that families have
similarities is centralized but there is also recognition that family structure and size
differs. There is an expectation that students will appreciate and respect various ways of
organizing families. Interestingly, there is also the expectation that students will accept
the structure of their own family as well as others'. This statement may be a subtle

See the Work and Occupations section below.
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reference to shifting familial structures resulting from the increasing prevalence of
divorce, remarriage, no marriage, and blended family structures.
There is little wrong with learning about various ways in which families are
structured and how these structures may differ between families. Certainly modern
Canadian familial complexities related to adult/parental marital situations (common-law,
legal marriage, divorce, remarriage, single parent, same sex) and offspring relationships
(biological children, step children, adopted children, new partner's children on
weekends, and so on) should be—but are no longer—addressed in social studies
knowledge. The idea that families involve complex relations of kinship and
relationship—both legal and biological—is now virtually absent. Learning about how
people over time and space have organized and structured their families, and how
families live together and work together rarely appears. Even in Alberta 1990, the
complexity of familial organization is not on the agenda.
The one exception to the increasing curricular silence on family structure is the
idea that individual families change in structure and size:
IB changes families may face; e.g., new baby, children mature, children leave
home, families move, parent changes careers, parent loses job, foster children,
adoption, separation or divorce, death (AE, 1990, p. C.6);
P35 (3) identify past and present effects of social and economic factors on them
and their family, and predict possible future effects
(e.g., a move to a new school; a death in the family; job loss; winning of a
lottery) (OMET, 1995, p. 93, italics in original);
1.2.2 analyze how their families and communities in the present are
influenced by events or people of the past by exploring and reflecting upon
the following questions for inquiry:
• How have changes affected my family over time (e.g., births, deaths, moves)?
(CC, TCC) (AL, 2005, p. 5, holding in original).
Although each of these statements, in some way, acknowledges that family size and
structure is affected by changes over time,2 it is only the Alberta 1990 document that
centres the idea. In Ontario 1995, the idea of family change is actually subsumed within
2

Note that divorce is no longer specifically identified as a change within families—a possible influence on the
curriculum of neoconservative ideology about 'family values'.
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the broader contexts of economic and social change. Similarly, in the Alberta 2005
document the idea of studying family structural change in and of itself has given way to
the idea of family changes as an example of social history. Yet, neither of these content
vehicle moves actually accomplishes the task laid out. For example, the changes
envisioned and the consequences to be discussed all focus on exceptional circumstances
rather than everyday life. Why not study the impact of both parents working fulltime
jobs on the functioning of the family unit, for instance rather than the fantastical
proposition of a lottery win? In Alberta 2005, the study of changes in the family is
loosely connected to the social history of the community. Again, however, the locus of
study remains within the family. In neither instance do the curriculum documents
require that students learn about and understand the influences of social systems and
social structure upon the individual family. Changes in the family, such as births and
divorces, are limited to the family rather than being connected to the larger society in
which birth rates have plummeted in response to the legalization of birth control and
divorces have risen in response to changes in divorce laws enabling, for example,
women to keep custody of their children and to have a fair share of the family finances.
Changes in the family are de-contextualized from the time and place within which they
occur.
Family structure continues to appear in another way in curriculum documents.
Studying family structure now serves the purpose of introducing cultural heritage and
multiculturalism with a particular emphasis on family origins: "identify the origins and
features of various families (e.g., nationality, culture, size, structure) (OME, 2004, HC2,
p. 23). Again, the family has become a vehicle for other content and, as such, has been
disconnected from the larger society within which it exists. In the above statement from
Ontario 2004, the idea of culture is subsumed to family. Culture is a product of family;
family is not a product of culture. The family and the structure of family—and all the
related possibilities, expectations, restrictions, and privileges associated with those
structures—are isolated from the larger society. At the same time, the concretization of
culture—as a product of family—is also disconnected from the larger society as well as
from time and place.
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Using family as a medium for introducing multiculturalism and cultural
diversity—particularly in the guise of traditions—is a ubiquitous presence across the
documents. In curriculum portrayals of tradition and family, tradition is equated to
products; to tangible evidences of cultural diversity. The traditions itemized in the
documents include: "language, food, clothing, special days, celebrations, music, crafts
and recreation" (AE, 1990, p. C.8); "food, dress, celebrations" and "festival of lights"
(OMET, 1998, p. 17, 18); "stories; community celebrations; special days such as
Remembrance Day, Canada Day, Aboriginal Solidarity Day, and religious holidays; the
Canadian flag; music, crafts, dance, food, recreation, clothing" and "restaurants, places
of worship, styles of dress" (OME, 2004, pp. 23-4); and "languages, traditions,
celebrations and stories" (AL, Grade 1, 2005, p. 5).3 The idea of tradition within family
is not associated with attitudes, practices, or beliefs—and certainly tradition is not
conceptualized as gendered in any way.
In learning about traditions, students are to "demonstrate an understanding that
traditions are passed down from parents and grandparents (e.g., celebrations, names)"
(OMET, 1998, HC2, p. 17). Of course, traditions are passed from previous generations,
however, reverentially associating traditions with previous generations imbues them
with an otherworldliness, a saintliness, with an unquestionable authority. In reality,
traditions, of course, are created, transformed, and discontinued by human beings.
In general, traditions are conceptualized as necessarily good. There is a strong
current in the curricula emphasizing an unquestioning respect for the traditions of others
(AE, 1990; AL, 2005). Aside from explicit exhortations to demonstrate respect (AE,
1990) for the traditions of others through compliments, for instance, students are also
expected to share their own family's traditions (AE, 1990; OMET, 1998). There is also
an explicit connection between the idea of family traditions as positive and the
contribution these traditions make to Canadian society as a whole (OMET, 1998; OME,
2004).

A compounding problem with curricular portrayals of traditions is that they are completely de-contextualized in
space and time. Foods or dress are traditional because they are traditional. There is no explanation, for example, of
how a particular food or recipe came into existence, why it became popular or perhaps associated with a specific
celebration, and hence now enjoys the status of traditional dish.
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The necessary goodness of tradition is likely the predominant approach, in part,
because of how tradition and traditions are characterized within curricula. The few
examples given to describe traditions tend to focus on the food, fun, and festival
approach to multiculturalism. Tradition in social studies is all about happy occasions or
the pursuit of enjoyable activities. Tradition is not conceptualized as in any way
denying particular groups of people anything or unfairly privileging other groups of
people. So, for example, while religious holidays and places of worship are used as
affirmations of tradition, the part played by various religions in the subjugation and
oppression of women or of people of colour is decidedly excluded.
One aspect of studying the family that remains front and centre, particularly in
Ontario curricula but virtually all the documents, is the ideas of 'roles and
responsibilities'. Roles remain largely undefined in the curricula, however, the context
of the usage of roles implies that they refer to all the work necessary to the functioning
of a family group:
3.1.2 examine the social, cultural and linguistic characteristics that affect
quality of life in communities in other parts of the world by exploring and
reflecting upon the following questions for inquiry:
• How does daily life reflect quality of life in the communities (e.g.,
employment, transportation, roles of family members)? (CC, ER, GC) (AL,
2005, p. 3, holding in original).
Although roles are undefined, they do seem to be differentiated according to
family member status, particularly maturity. In the curricula, roles are most definitely
not connected to family members according to gender. It is as if the curriculum writers
are afraid to specifically identify 'roles' in order to avoid charges of stereotyping and
sexism. It appears that the curriculum writers are attempting to avoid reifying domestic
responsibilities and roles with women/mothers. At the same time however, refusing to
identify roles within a family again disconnects the family from the larger society.
When looked at through a gendered lens, the carefully constructed gender neutrality of
the roles discussion reveals a refusal to deal with the reality of differences between the
roles and responsibilities typically performed by women and those typically performed
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by men within a family; the curriculum writers are deliberately ignoring the phenomena
of the double shift which sees women working both a paid job and then returning to their
homes to fulfill their domestic responsibilities while men, concurrently, have not stepped
in to assume equitable domestic responsibilities in addition to their own paid
employment.
Importantly, the idea of roles is almost always connected to the idea of
responsibility. While the Alberta 1990 curriculum emphasizes the student's own
responsibilities within her/his family as well as how other family members fulfill their
responsibilities, the Ontario 1998 and 2004 documents include the family as only one of
several institutions—including the school and the community—in which students must
learn to accept and fulfill their responsibilities: "describe the roles and responsibilities of
various family members, as well as of other people in their school and neighbourhood"
(OMET, 1998, HC1, p. 15). The curricular emphasis on roles and responsibilities is
another use of the family as content vehicle. Roles and responsibilities are overtly
connected to citizenship: learning one's roles and responsibilities as a child means one's
acceptance and continued performance of roles and responsibilities as an adult,
Canadian citizen.
Another very interesting idea about families that is raised in several of the
curriculum documents is the idea of power or authority:
P29 (3) determine when it is appropriate to act on their own decisions, when
negotiation is possible, and when they must abide by others' decisions
(e.g., discuss factors affecting their freedom of action, such as knowledge and
skills, age, safety and health concerns, family rules) (OMET, 1995, p. 92, italics
in original);
3.1.2 examine the social, cultural and linguistic characteristics that affect
quality of life in communities in other parts of the world by exploring and
reflecting upon the following questions for inquiry:
• How are the various leaders chosen in the communities (e.g., within families,
within schools, within communities, within government)? (GC, PADM) (AL,
2005, p. 3, holding in original).
These curricular conceptualizations of power, however, are both extremely limited and
somewhat ambiguous. The Ontario 1995 discussion of power within the family, for
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example, is limited to the differential relationship between parents and children. Alberta
2005 is more direct about families and power by requiring students to learn how leaders
within families are chosen; the catch is that this expectation applies only to learning
about leadership in communities in other parts of the world. Thus, Alberta students are
not expected to learn about or question how leadership, power, and authority operate in
their own family or in other families in their own communities. In both cases, power is
conceptualized as a benign force. In Ontario 1995, students are encouraged to recognize
the difference between situations in which they can negotiate a compromise and
situations in which they must simply acquiesce to the person—most likely a parent—
with greater power. That power is taken-for-granted; it is 'natural'. In Alberta 2005,
families around the world 'choose' their leaders. This perspective actually denies a
natural, taken-for-granted assumption of power resting with parents. It does, however,
introduce the possibility that while leaders within a family may most often be parents the
gender of those parents does not necessarily determine the status of leadership. In other
words, mothers/women as well as fathers/men may be leaders within a family. What
remains unexamined in both discussions, however, is the source of power and authority.
The implication is that it is simply a natural relationship between children and adults; it
is connected to ideas such as respect and greater knowledge through life experience but
not, more negatively but as equally authentic, to ideas such as obedience, discipline, and
punishment.
The family, and connected ideas such as domesticity and childcare, are societal
institutions that have been traditionally associated with the 'feminine' or the sphere of
'private' influence in comparison to the 'public domain' or spheres of masculine
influence, power, and control in modern Western societies. While these dichotomous
differentiations of spheres of influence are most certainly being challenged in modern
democracies and may well never have existed in various historic and prehistoric
societies—and recognizing that the spheres of influence theory is taking heavy blows
from both feminist and non-feminist critics—they do continue to provide useful
categories or classifications when thinking about which societal institutions and how
societal institutions have been presented in school knowledge. The family as a topic of
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study in and of itself, let alone as an example of including a 'feminine' or private sphere
of influence in curricular knowledge, is losing ground to the 'masculine' or public
sphere in social studies knowledge.
6.2

Meeting Needs in Social Studies Curricula
The idea of meeting basic human needs is a foundational concept in social

studies knowledge and continues to be a key organizing idea in studies focused on past
societies and societies in other parts of the world. Analyzing how food, clothing, and
shelter are portrayed within curriculum documents reveals subtle, underlying patterns of
gender and gender relations.
Food enjoys a ubiquitous presence in most of the curricula although that
presence tends to be latent. There are many statements mentioning food but there is
little actual information about food. Food is identified as a basic need and is mentioned
in most if not all societies or communities studied. Food is also frequently mentioned as
an aspect of cultural tradition and diversity and is often portrayed as a particular item of
contribution and connection between peoples of different cultures at varying times in
Canada's history.
At the most basic level, the idea that food is to be eaten and that all human
beings must eat food barely surfaces in the curricula. The idea that food must be
prepared prior to being eaten is also mostly absent from the curricula. Only in Ontario
2004, is there the slightest indication that people prepare food before they eat it: "
explain how cooperation between First Nation groups and early European explorers
benefited both groups (e.g.,.. .First Nation peoples acquired products of European
technology such as cooking pots, metal tools, blankets, and clothing... ) (OME, 2004,
HC6, p. 32). Admittedly, this example is not really about actual food preparation as it
refers to cooking pots more as a technology than as tools for preparing food.4 The
identity of the people—often women—responsible for preparing the food is also
completely absent.

This learning expectation is also an excellent example of very subtle 'Othering' in the curriculum. The daily
accoutrements of various Indigenous peoples are not mentioned at all. The items of their own manufacture and
integral to their culture(s) are completely excluded. Items that are mentioned are those gained through trade with
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The idea of food preservation and storage make appearances in the Ontario
curriculum documents. However, they appear only in units on peoples of the past:
HC5 identify and compare design and technology in early civilizations (e.g.,
with respect to roads, jewellery, irrigation systems, tools, food preservation,
pottery, buildings) (OMET, 1998, p. 23);
HC3 collect information and draw conclusions about human and environmental
interactions during the early settlement period (e.g., settlers storing food for long
winters,...) (OME, 2004, p. 26).
Food preservation continues to be vital to our contemporary society. It is just that, for
the most part, we now rely on someone else to do it for us. This then leads to another
similar theme: that of food procurement. In our modern world, we tend to rely on
others—namely the food industry—to grow the food that will be preserved or prepared
by other corporations or simply sold to grocery store chains and eventually made
available to consumers. This, of course, is rarely how food procurement is portrayed in
elementary social studies curricula. The most common way for modern Canadians to
acquire food—shopping for it—barely makes an appearance in the curricula:5 "identify
how their basic needs are met (e.g., food from farms, markets, and stores; garbage
collection and/or disposal)" (OMET, 1998, CWC1, p. 28).
The most basic approach to acquiring food is to gather it from nature. This
means gathering plant materials, fishing, and hunting animals. Gathering, as a means of
acquiring food from the natural bounty of the environment, is an idea that is present in
the curricula "describe the interaction between people and the environment (e.g.,
dependence on nature for food, water, energy)" (OMET, 1998, CWC3, p. 32). However,
actual processes of gathering from nature, such as berry picking for example, are
completely absent. Hunting receives more attention across the various documents
although there is really very little information attached to it; the focus is more on
European peoples, thus implying that those items are inherently superior to all similar items produced by Indigenous
peoples.
Only Alberta 1990 acknowledges that some people rely on the charitable contributions of others to acquire food:
"2A ways people cooperate; e.g., parent/school cooperation, block parents, food bank, planning for wheel chair
ramps, volunteer work, building foster homes, group homes, recreation centres, senior homes and hospitals" (AE,
1990, p. C. 11). Despite the continuing pervasiveness of food banks in serving an ever-growing number of the poor
and working poor, this idea is no longer present in the Alberta curriculum.
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technology and equipment: "describe how technology (e.g., in communications,
transportation) affects the lives of people in an isolated community in Canada (e.g., the
impact of snowmobiles on hunting in the Arctic...)" (OME, 2004, CWC4, p. 43).
Fishing is mentioned numerous times in the documents although it is typically
associated with commercial rather than subsistence activity. Even references to fishing
in historic times (OME, 2004) characterize it as an industry.
Probably the most prevalent reference to food procurement comes through the
mentioning of farming. Agricultural practice is, not unreasonably, connected with
various early civilizations and historic societies, with modern Canadian communities,
and with communities around the world. In Alberta 1990, farming tends to be
associated with the land itself; with clearing the land (p. C.31), cultivating the land (p.
C.30), and with concerns of the loss of farmland for various reasons (p. C.26; p. C.21).
Ontario 1995 also makes a connection between agriculture and land (p. 94). In Ontario
1998 and Ontario 2004, farming tends to be more associated with geographic location.
Farms characterize rural communities (OMET, 1998, p. 32) and particular areas of the
province such as the community of Bradford (OME, 2004, p. 39) and the St. Lawrence
lowlands (OME, 2004, p. 41). Of course, farming is also presented as an agricultural
process. It is a process that is affected by seasons and cycles (OMET, 1995, pp. 93-4;
OME 2004, p. 30); by practices such as crop rotation (OMET, 1998, p. 19; OME, 2004,
pp. 27-8) and irrigation (OME, 2004, p. 29), and by innovative tools and technologies
such as ploughs (OME, 2004, p. 27). On occasion the idea that farming is ultimately the
practice of growing food also appears: "describe ways in which they and their families
use the natural environment (e.g., playing in the park, growing food)" (OMET, 1998,
CWC3, p. 33).
Interestingly technologies connected to growing or processing raw materials into
edible foods appear to receive more attention—or at least appear in more detail—than
the food itself. Agricultural processes such as crop rotation (OMET, 1998; OME, 2004);
farm machinery like sickles, ploughs, and combines (OME, 2004); mills (OMET, 1998;
OME, 2004); and irrigation (OME, 2004) are all mentioned in the curricula as
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illustrations of important developments. Thus, the tools and processes—or the 'business
end'—of agricultural practices receive attention but the ultimate purpose for practicing
agriculture in the first place—that of feeding people—is ignored.
These portrayals of the procurement of food reveal subtle, underlying gendered
presuppositions within curricular portrayals of meeting the basic need of food. One has
to wonder why the tools and processes of agriculture hold place of prime importance in
meeting the basic need of nourishment but the private processes of preparing, cooking,
and preserving food are virtually ignored. Also, differentiations of who gathered, who
hunted, who fished, who farmed—and whether any of these activities were either
expected of or denied to members of any society based on their respective genders and
the concomitant ways in which this may have been enacted, such as property ownership,
for example—is completely absent from curricula.
There are two predominant themes in curricular representations of clothing as a
basic human need. The first is the connection of clothing to place. The environment
and its influence on choices or development of clothing appear in curricular units on
early civilizations and communities around the world. The theme also appears in
relation to modern Canadian society: "identify factors that influence choice of clothing
(e.g., weather, culture, temperature, activity)" (OMET, 1998, CWC2, p. 31).
Wearing clothing, however, has a lot more to do with social reasons than climatic
ones (Barber, 1994). It is used to demarcate "sex, age, marital status, wealth, rank,
modesty (whatever that may be within a particular culture), place of origin, occupation,
or occasion" (Barber, 1994, p. 128). This certainly is not how clothing is represented in
social studies knowledge. In fact, studying the idea of clothing as an aspect of
identity—particularly as an aspect of gendered identity—is virtually absent from the
curricula. The curriculum writers are somewhat willing to acknowledge clothing as an
aspect of identity when it is an expression of cultural diversity.
Thus, the second way in which the curricula address clothing is as an aspect of
the social world—rather than a mere reflection of the physical world—but it is limited to
the theme of cultural heritage and tradition. Clothing is a tangible and commendable
way in which people can safely express and pass on their traditions and heritages. This
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is particularly evident in the units on traditions, celebrations, and cultural diversity.
Clothes are "significant features of various family cultures" (OMET, 1998, p. 17) and
help "people maintain culturally distinct lifestyles" (AE, 1990, p. C.33). Clothing "helps
us to recognize different groups or communities" (AL, 2005, Grade 1, p. 3). "Styles of
dress" demonstrate "the participation of various cultures in the community" (OME,
2004, p. 24).
Emphasizing clothing as an expression of cultural traditions within the
contemporary Canadian milieu emphasizes simple and unproblematic transplantings of
cultural embodiments "identify ways in which heritage and traditions are passed on (e.g.,
stories; community celebrations;...; music, crafts, dance, food, recreation, clothing)
(OME, 2004, HC2, p. 23). What social studies curricula fail to do—as with food—is
explain why some clothing gets identified as traditional. What makes clothing
traditional? Another overlooked idea is who made/makes traditional clothing.
Would it not be reasonable to assume that the choice of clothing one makes is
also influenced not just by the weather or the climate, or even by cultural heritage and
traditions, but also by whether one is a boy or a girl, a woman or a man? This is a rather
basic and obvious component of our society as well as most societies across time and
space. Even when individual items of clothing are similar, such as slacks or tops, colour
is often used to gender specify clothing. Despite considerable criticisms about sexist
stereotyping, it is still relatively common for people to associate the colour pink with
baby girls and the colour blue with baby boys in mainstream Canadian society. Ignoring
gender as an influence on choice of clothing is another example of the way in which the
curriculum writers seem to be attempting to maintain a position of gender neutrality. Of
course, refusing to explicitly acknowledge and address differences rooted in gender does
not abolish gender differences, it simply masks them and dismisses them as unimportant.
Shelter, like food and clothing, receives little substantive attention in the
curriculum documents. Most references across the curricula simply mention shelter,
homes, or housing and many of these references are made in relation to the environment.
Housing is a function of meeting the basic need of shelter from the elements. In only
one instance, does a curriculum offer any kind of detail regarding actual homes:
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HC5 explain how two or more early civilizations shaped and used the
environment to meet their physical needs for food, homes, clothing, and health
(e.g., ...use of bamboo for homes in China, pottery making in Mesopotamia,
.. .use of cedar trees by Haida people) (OME, 2004, p. 29).
There is virtually no detail offered other than an emphasis upon differences attributed to
environment.
Castles enjoy particular attention in the Ontario 1998 and Ontario 2004
curriculum documents. Castles, as well as places of worship, predominate as the types
of buildings to be studied—and these are actually to be studied in terms of construction
and usage—that comprise the unit on medieval times:
HC4 describe some design and construction methods of medieval buildings
(e.g., castles, mosques, monasteries, manors) (OMET, 1998, HC4, p. 21);
HC4 describe characteristics of castles and aspects of castle life (e.g., design and
building methods; community structure - lord, knights, squires, men-at-arms,
workers...) (OME, 2004, p. 27).
In contrast to all this attention, the homes of 'regular folks' in the European medieval
period is reduced to one of several "aspects of daily life" (OME, 2004, p. 27) with no
further detail offered. This is not just a question of ignoring ordinary people in favour of
wealthy and noble people, but also of ignoring women in favour of men. Castles and
cathedrals are typically the domains of men; castles are military installations and
cathedrals are the seats of Roman Catholic bishops and a centre of power within the
diocese—not an occupation available to women in medieval Europe (nor the modern
world). Although monasteries are mentioned, their gender equivalent, the convent, is
excluded. Another type of 'great church', the abbey, is another religious institution that
is also omitted from the curriculum although some medieval abbeys allowed the
leadership of both women and men. Thus, the curriculum emphasizes the study of

buildings that were the physical embodiments of institutions that actively excluded
women from participation, at least from participation as those making decisions and
wielding power.
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Education in Social Studies Curricula
In the Alberta and Ontario elementary social studies curricula, education is

almost wholly associated with the idea of schooling. School is a place, a rite of passage,
a point of comparison between communities across time and space. School is equated to
rules and responsibilities, to contribution and cooperation. School is about people and is
often about occupations. Occasionally school is even about learning; although it is
never directly connected to knowledge.
Alberta 1990 is the only curricula in which the school is studied. Like the
family, the specific study of school is limited to grade 1. Students learn numerous
aspects of school including the purpose for school, the purpose of the rooms in the
school, how to be a contributing member to the school, and how to help others learn
while at school. The unit, thus, is really about children learning to be successful
students for the next twelve years. Even this take on schooling, however, is a sharp
contrast to both Ontario 1998 and 2004 in which school itself is never a topic of study.
Rather, in these documents the school becomes a vehicle for learning to become an
obedient citizen through adherence to rules and responsibilities.
Learning—as the purpose for school—is explicitly addressed only in Alberta
1990: "The school is a place where people come to learn, work and play" (AE, 1990,
1 A, p. C.2). The idea of learning is also mentioned in the Ontario 1995 document.
Here, however, it is less about the purpose of schooling and more about personal
achievements and skills and how those talents might become lucrative occupations in
later life: "PI 1 (6) describe their abilities, skills, and interests, and analyse them in
relation to various jobs (e.g., continue developing a personal and educational portfolio;
relate an ability in drawing to various occupationsj" (OMET, 1995, p. 88, italics in
original). Schooling is thus explicitly connected to the job market and employment
opportunities.
Interestingly, it is also in Ontario 1995 that the idea of learning from stories is
introduced: "P22 (3) describe the contributions of diverse peoples to the community
(e.g., describe what they learned from visiting local historical sites, historical houses, or
museums, or from listening to local storytellers)" (OMET, 1995, p. 90, italics in
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original). Storytelling—which also makes an appearance as an aspect of Indigenous
cultures at the time of European contact in Ontario 2004—enjoys a prevalent and
significant place in the Alberta 2005 document. Particularly in the grade 4 and 5 units
on the histories of Albertans and Canadians respectively, the idea of the "oral traditions,
narratives and stories" of various groups of Indigenous and immigrant peoples are
characterized as "valid sources of knowledge" (AL, 2006, Grade 4, p. 5). While not
directly about either schooling or learning, it is an idea that connects sources of
knowledge to ways of learning that is a significant departure from previous curricular
reliance on authoritative sources of knowledge in social studies.
There are two significant aspects of school that stand out across most of the
documents: school as place and school as an aspect of society convenient for
comparison. School as place boils down to repeated references to the school as a
building within a community. School also serves as a convenient introduction to
mapping: mapping routes to school and within school and drawing models of the school
(AE, 1990; OMET, 1998; OME, 2004).
School as an aspect of a society convenient for comparison is an idea that is
based in the assumption that social studies students know about school and thus can
easily make comparisons between their own experiences of school and those of other
children across space and across time:
HC3 compare and contrast life in a pioneer settlement with that in their own
community (e.g., with respect to services, jobs, schools, stores, use of natural
resources) (OMET, 1998, p. 20);
2.1.2 investigate the physical geography of an Inuit, an Acadian, and a
prairie community in Canada by exploring and reflecting the following
questions for inquiry:
• What is daily life like for children in Inuit, Acadian and prairie communities
(e.g., recreation, school)? (CC, I, LPP) (AL, 2005, p. 3, holding in original).
Finding connections between students and the people they are studying is vital within
social studies. However, making comparisons based on one's own sometimes limited
experiences might not result in fair and equitable assessments. Comparing school in
modern Canada—with its formal systems of governance, highly trained and well-paid
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teachers, library systems and information technology systems, easily obtainable furniture
and supplies, and universal availability to all children (excepting children under five
years of age)—to school systems in earlier times or other places may well reinforce
rather than challenge stereotypes.
Comparisons across time and space are not always constituted as comparisons of
schooling. The Ontario 2004 curriculum has managed to include the broader idea of
education:
HC3 compare and contrast aspects of daily life for early settler and/or First
Nation children in Upper Canada and children in present-day Ontario (e.g., food,
education, work and play) (OME, 2004, p. 26);
HC5 outline how social needs were met in two or more early civilizations (e.g.,
...education, written language) (OME, 2004, p. 29).
This is small but encouraging progress. When education is equated only to schooling, a
particular perspective of learning is advocated in the social studies curriculum. Formal
education—such as learning to read and write, learning arithmetic and mathematics,
learning about the world around us through formal theories of science and the social
sciences—privileges particular ways of learning and types of knowledge. Highlighting
formal education and schooling, implying even that this is the only kind of education,
devalues other kinds of education and learning. Comparing modern schooling in Canada
to schooling in other societies in the past may present a skewed picture. Formal
schooling—or more precisely, the lack of it—did not mean a child was uneducated.
Children were taught what was necessary for survival. A broader perspective of
education in the curriculum documents would enable a more equitable comparison of
what children in other places and other times learn(ed), both through formal schooling as
well as through informal teaching and learning by parents and other mentors.
Encouraging the study of the tasks of survival—such as the steps involved in growing
and harvesting food; the steps involved in creating not just clothing but the cloth itself;
the steps involved in not just using tools but in making tools—leaves a far different
impression of what children learn(ed) than a simplistic comparison of schooling.
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Work and Occupations in Social Studies Curricula
Work and occupations is one area of the social studies curricula which

specifically acknowledges the participation of men and women. Analyzing how the idea
of work is portrayed in the curriculum documents helps reveal how gender and gender
relations are conceptualized. Categorizing and analyzing the occupations chosen for
inclusion also reveal patterns about gender relations in social studies knowledge.
The idea of work permeates the curriculum documents. For the most part, work
is equated to the idea of paid employment. The Ontario 1995 curriculum requires
students to learn about the occupations of people in their schools; to describe different
types of work situations such as being an employee or employer; to describe the kinds of
work done in various community institutions; to learn about information technologies in
the workplace; and to consider the economic impact on their family due to, among other
factors, job loss. The Ontario 1998 document requires students to compare jobs in their
communities to those in a pioneer settlement and to describe workers and jobs in their
own schools and communities. Ontario 2004 also requires students to compare jobs in
their communities to those in "early settler and/or first nation communities in Upper
Canada" (OME, 2004, p. 26). Alberta 2005 overtly connects the location of natural
resources to the availability of jobs in a community.
There is some acknowledgement of volunteer work in the curricula. This is
mostly through implication and is possibly mostly unintentional. The three Ontario
documents as well as the Alberta 1990 curriculum reference 'block parents'—people
who volunteer their homes as temporary havens for children experiencing a difficult or
dangerous situation—as an example of a safe place in the community and to also
illustrate ways in which people cooperate. The actual idea of volunteer work is raised
only in the Alberta 1990 curriculum. It is associated with contributing to the community
through such activities as helping special needs groups, sports and recreation, and the
school. This is the only instance in which the idea of contributing to the community
involves work that is unpaid. Volunteerism no longer appears in the Alberta curriculum;
it is also absent from the Ontario curriculum. Excluding volunteerism as a topic of study
effectively excludes the presentation of a more rounded understanding of the different
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but equally valuable ways in which women and men contribute to their communities
through both paid and unpaid work.
Unpaid work, particularly as work associated with domestic responsibilities, is
largely absent from the social studies curricula. There are certainly numerous references
across the documents to 'family roles', but these remain undefined and may be intended
to encompass both paid and unpaid labour. Alberta 2005, however, specifically
separates the ideas of employment and family roles, thus, it could be assumed that
family roles really do refer to unpaid domestic tasks:
3.1.2 examine the social, cultural and linguistic characteristics that affect
quality of life in communities in other parts of the world by exploring and
reflecting upon the following questions for inquiry:
• How does daily life reflect quality of life in the communities (e.g.,
employment, transportation, roles of family members)? (CC, ER, GC) (AL,
2005, p. 3, holding in original).
It is disappointing that the curriculum writers do not further itemize the particularities of
'roles'. This would not only make sense to most children in terms of connecting
classroom knowledge to their lived realities; it would also authenticate and value the
work that is vitally necessary to the functioning of families, that is performed by both
women (primarily women) and men as well as children, but that receives no monetary
reward.
Having an occupation, exemplifying paid work, is the predominant
conceptualization of work in the social studies curricula. Occupations are a key topic to
be studied in both Canada and other societies across time and space. There are
numerous categories of occupations representing both contemporary jobs and
occupations held by people in the past. Categories of occupations mentioned in at least
one of the curriculum documents, and often in several, include: explorers and
adventurers, political and governmental leaders and figures; religious vocations; military

roles; and general 'people in the neighbourhood'. For the most part, it is clear that
efforts have been made to ensure gender neutral language is used in titling occupations.
References to political and governmental figures and leaders include both
historic and contemporary positions and people. For contemporary societies, no

An Androcentric Gauge: Social Studies Portrayals of Gender

225

individuals are identified, however there are numerous references to titles of office as
well as a plethora of general references. Offices or holders of offices named include:
municipal councilor (OMET, 1995; OME, 2004); the current prime minister (OMET,
1998) and cabinet ministers (Al, 2005); members of various legislatures (AL, 2005;
OME, 2004); members of the Supreme Court of Canada and the Chief Electoral Officer
(OME, 2004); and the Lieutenant Governor (AL, 2005). More generally, there are
references to leaders at the three levels of government; political leaders; elected
representatives; elected officials; government officials; political figures; and, leaders in
communities around the world ranging from within the family to the school and to
formal government. Historically, there are several government leaders or figures named
in the Ontario 1998 curriculum (see Chapter 4). There are also references to formal
political offices held in historic Canada as well as leaders in several historic and early
civilizations (pharaohs, emperors, clan mothers, and chiefs). Various general terms are
also used to describe positions of power in earlier times including: royalty, courtiers, and
lords (OMET, 1998); and, officials, lords, knights, nobles, priests, and the military
(OME, 2004).
People working in religious occupations are present in the curricula only as
historic figures. In ancient times, some people were Egyptian pharaohs or Aztec priests
(OME, 2004). In medieval Europe, some people were caliphs, nuns, monks, clergy, or
members of religious orders (OMET, 1998; OME, 2004). The European settlers of
Upper Canada included ministers (OME, 2004) and the early Europeans in Alberta
included missionaries (AE, 1990; AL, 2005).
Military personnel, in modern times, are made up wholly of Canadian
peacekeepers (OMET, 1998) and the ceremonial guard on parliament hill (OME, 2004).
Historically, military personnel are portrayed as much more important. They are part of
the ruling classes in Aztec society and are central to medieval social structures as
knights, squires, and men-at-arms (OME, 2004).
The workers in the contemporary neighbourhood include teachers and school
staff (resource people and support staff in OMET, 1995; principal, caretaker, teacher,
secretary in AE, 1990; teachers and secretaries in OMET, 1998; teachers in OME,
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2004); business people (entrepreneur in OMET, 1995; storekeeper in OMET, 1998;
storekeeper and salesperson in OME, 2004); service people (mail carrier and doctor in
OMET, 1998; hairstylist, mail carrier, doctor, and nurse in OME, 2004); people
responsible for community safety and protection (police officer and fire fighter in
OMET, 1998 and OME, 2004); entertainers (local storytellers in OMET, 1995; sports
figures in OME, 2004); farmers (in OMET, 1995; OMET, 1998; OME, 2004); and
academics (historians and archaeologists in AE, 1990; archeologists [sic] and
paleontologists in AL, 2005).
The examples of neighbourhood occupations included in the Ontario 1998 and
2004 curricula highlight an interesting, subtly gendered comparison:
CWC1 identify the occupations of some people in the community (e.g.,
storekeeper, mail carrier, farmer, teacher, police officer, fire-fighter, doctor)
(OMET, 1998, p. 28);
CWC1 list the occupations of some people in the community (e.g., storekeeper,
hair stylist, mail carrier, farmer, teacher, police officer, firefighter, doctor, nurse,
salesperson) (OME, 2004, p. 35).
Note the addition, in the 2004 revision of the curriculum, of the stereotypically femaleidentified occupations hair stylist and nurse. Of course, as with the other job titles listed
in the examples, all of these jobs can be and are performed by both women and men in
modern Canadian society. However, it is obvious that the curriculum writers realized
their original list emphasized or at least favoured occupations once traditionally held
only by men. The choices that came quickly to mind were all subtly evocative of men.
Many of the same categories are used to include occupations and jobs held in
historic societies. There are scholars and teachers (OME, 2004); business people
(merchants in OMET, 1998 and OME, 2004); government and political leaders (as noted
above); people responsible for protection as well as military aggression (North West
Mounted Police in AL, 2005; knights, squires, men-at-arms in OME, 2004); and farmers
(peasants and pioneers in OMET, 1998; farm workers and settlers in OME, 2004;
homesteaders and settlers in AL, 1990). There are also some differences. Historic
communities and societies also include examples of religious leaders and members of
religious communities (as noted above) skilled labourers (blacksmith in OMET, 1998;
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OME, 2004); unskilled labourers (railway workers in AL, 2005); fur traders (in AE,
1990 and AL, 2005); and, in Ontario 2004, homemakers:
HC3 describe the various roles of male and female settlers (e.g., farm worker,
minister, teacher, merchant, blacksmith, homemaker) (OME, 2004, p. 25).
It is important to realize that this example comes from the revised version of the
curriculum. The inclusion of homemaker was intended as an ameliorative measure; it
was not an oversight. In particular, the inclusion of 'homemaker' in a list of occupations
or, as the curriculum has it, 'roles', highlights the difficulty of conceptualizing work
only as paid occupations rather than as necessary contributions. This perspective toward
occupations is an example of presentism; of projecting the realities of our society (which
are themselves in flux) onto past societies. By favouring the classic public domain over
the private domain—in particular, in presuming to portray all societies as if they
embodied the gendered separation of public and private spaces typified by mid-twentieth
century middle class North American family homes with many fathers/men leaving the
home space to pursue paid work elsewhere and many mothers/women staying in the
home to care for children and perform unpaid work—the curriculum writers face a
conceptual difficulty in attempting to maintain gender neutrality when discussing
historical occupations. Such a perspective also incorrectly assumes that all occupational
work occurred outside the home rather than as an extension of it. It is also worth noting
that the curriculum writers have chosen to emphasize continuity of occupations rather
than change. The list does not include any now-defunct jobs, such as cooper or
wheelwright, nor does it indicate the variety of jobs or more specifically 'work', that
would have been the responsibility of one individual simply out of necessity.
Attempting to portray historical occupations as gender neutral effectively erases
both the unpaid work done by women (think midwives rather than just doctors); legal
and social barriers raised against women pursuing paid occupations (think doctors);
socially acceptable occupations for women (think nurses); and occupations deemed
socially unacceptable for men (think nurses). That both men and women are now
teachers ignores the historic predominance of men as teachers. That frontline bank
tellers now tend to be women ignores the historic dominance of men as bankers at every
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level. That women are now more commonly accepted as religious leaders—with
significant omissions still existing in numerous religions and denominations—does not
erase their virtual absence from religious leadership in the past. Nor does it
acknowledge that this enforced absence came after periods of significant leadership,
particularly in medieval Europe.
It is a shame that the curriculum writers missed an obvious opportunity to
acknowledge the work done by women, as well as men, in an historic society that would
be far more authentic even within the curricular parameters of work as paid
employment. For example, both men and women belonged to trade guilds6 in medieval
Europe. While some guilds were exclusively male, such as masons, others were
exclusively female, such as the 14th century silk weavers in London or the spinsters of
"wool, silk, cotton, or linen thread used in clothmaking, weaving, and embroidery"
(Cosman, 2000, p. 76); still others—such as bakers (women were baxters), brewsters
(men were brewers), weavers (women were websters), and lavenders or launderers (men
were lavers) (Cosman, 2000), were open to both men and women.
Thus, a very carefully constructed veneer of gender neutrality about work and
occupations serves to reify gender biases. The unpaid work performed primarily by
women but also by men is all but completely excluded; the paid occupations typically
associated with men are unthinkingly favoured over those typically associated with
women (and the list itself is extremely limited); volunteerism—often characterized as
giving communities their soul and pursued by both women and men, has been
completely excluded from current documents. What is left is unwavering support for the
idea of work as paid employment and formal occupation as the basis of one's identity.
6.5

Community in Social Studies Curricula
The idea of community saturates the social studies curriculum. Community is

the focus of study in units on rural and urban communities, communities around the
Trade guilds are mentioned tangentially in Ontario 2004. "HC4 formulate questions to guide research (e.g., What
impact did Islamic culture have on European medieval societies? Why did castles have moats? Which medieval trade
guilds have comparable apprenticeship programs today? What valuable items did Marco Polo bring back from Asia?)"
(ON ME, 2004, p. 28). It is possible, but not overly probable, that the curriculum expectation of finding similarities
between modern Canada and medieval Europe could result in studying the guilds through a gendered lens.
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world, Canadian communities in the past and the present, communities in Canada's
history (typically called settlements and differentiated from existent Indigenous
communities), and communities in other eras such as early civilizations or medieval
Europe. Interestingly, community is conceptualized differently within these topics.
Community is both people and location. Community is local, provincial, national and
global. Community is now and then. Community is history and heritage; it is both
connections to and continuity with the past, as well as change. It is diversity and unity
through cultures and languages; it is identity, belonging and celebration. Community is
social organization and structure. Community is economics. Above all, community is a
public place. There are three overarching themes about curriculum representations and
portrayals of community that are particularly cogent to this discussion: community as
economics; community as heritage; and community as socioeconomic hierarchy.
The heavy emphasis upon communities and economic relationships permeates
the social studies curriculum. Goods and services, the exchange of goods and services,
and meeting needs are the most prevalent topics used to discuss economic relationships
in the elementary social studies. The discussions of goods and services (AE, 1990; AL,
2005; OMET, 1998; and OME, 2004) are situated primarily in units exploring local
communities but the exchange of goods and services includes both nearby communities
as well as communities in other parts of the world. Goods and services and the
exchange of goods and services are rarely overtly linked to the idea of economics and
economic systems. Curricular portrayals of needs and meeting needs also entail tenuous
acknowledgements of economic needs and systems.
The less obvious theme of community and economics manifests itself through
the ubiquitous representation of community as a physically tangible thing: community is
located. That location is then overtly linked to geography and the environment which
are in turn linked to the presence of natural resources with the final link in the chain
connecting resources to industry and jobs. All of the curricula connect the environment
in some way to economics—whether meeting needs in an early civilization or through
industrial exploitation of natural resources. Neither the production nor the consumption
of goods and services is overtly connected to gender in the curriculum documents.
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The curriculum documents also heavily associate community with ideas of
heritage. Heritage is conceived of as societal links to the past and as expressions of
multiculturalism. One interesting theme regarding community and heritage to emerge
from the documents is the persistent demand in the documents to link previous societies
to our own. This is especially prevalent in units of study that include ancient Greece—
particularly when the topic is democracy:
6B How have Greek values, beliefs and ideas affected our Western civilization;
e.g., Olympics, architecture, geometry, idea of democracy? (AE, 1990, p. C.48);
HC5 make connections between some elements of modern life and similar
elements from early civilizations (e.g., the Olympic ideal, democracy, money as
a medium of exchange, citizenship, philosophy, mythology, trade, social
structures, legal systems, theatre, architecture) (OME, 2004, p. 30).
Like democracy, the ancient Greek Olympic Games receive consistent and persistent
attention. It is unlikely that the ancient/modern Olympic connection envisioned by the
curriculum writers is intended to be a study of gender based discrimination. For
example, while it is now often acknowledged that the ancient games barred women from
participating—just like Athenian democracy—it is less commonly known that initially,
the modern games also excluded women athletes. It is only in very recent years that the
International Olympic Committee (IOC) has acknowledged systemic gender-based
discrimination and begun specific work to ameliorate gender disparities in events. The
result is that women are increasingly present in Olympic competitions from which they
were previously barred, such as the marathon. There is also ongoing agitation that the
Games include only sports in which both women and men compete. The forthcoming
2010 Vancouver Games are currently embroiled in a battle between Canadian women
ski jumpers who are claiming, in part, that the Canadian Charter of Rights and Freedoms
should ensure their participation in a federally funded event, and the IOC which is
claiming that the sport does not currently meet the technical requirements necessary for
inclusion in the Olympics (Smyth, January 10, 2008). The curricula also do not mention
the ancient female-only Hera Games as a balance to the 'no women allowed' theme.
With Canadian society firmly established within the realm of 'our' Western
civilization (see Alberta 1990 above) through curricular links to the past, the documents
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can safely acknowledge and even celebrate the ever-increasing reality of cultural
diversity within Canadian communities. In fact, the idea of celebration, coupled with
respecting, understanding and perpetuating traditions, plays a significant role in
curricular conceptualizations of ethnic diversity within communities. Interestingly, at
times it is not even the actual people from diverse ethnic backgrounds that make
celebratory and tangible (as in food, dress, and music) contributions to the Canadian
cultural mosaic, it is the culture itself: "identify examples that show the participation of
various cultures in the community (e.g., restaurants, places of worship, styles of dress)"
(OMET, 2004, HC2, p. 24). Oddly, it is as if the culture exists outside of the people
who created, practice, perpetuate and adapt the culture.
It is important to note that in these curricular portrayals of Canadian diversity,
diversity—and its corollary 'tradition'—is always, without exception, conceptualized as
positive. This is particularly evident when diversity and tradition are conceived of only
in a celebratory role. In our era of multicultural enlightenment, one would be hard
pressed to argue against diversity as a positive aspect of Canada and Canadian
communities. What is missing from this conceptualization, of course, is that traditions
are not always positive. Traditions and expected adherence to traditions transplanted
from another time and place can simply mean the transference of inequitable behaviours
and expectations if not unquestionably dangerous attitudes and practices. A prime
example of the abhorrent expression of cultural traditions is the spate of extreme
violence perpetrated against women by men in the South Asian communities of greater
Vancouver in the spring of 2007. Considerable attention—within the South Asian
community itself—has been drawn to the complicity of cultural traditions and attitudes
to these individual acts of violence (Calgary Herald, April 16, 2007, p. A2). This
example is not intended to unfairly accuse or criticize South Asian Canadians nor the
whole of South Asian cultures and traditions; rather, these events were unfolding at the
time of writing and succinctly emphasize the point. Violence against women is not
limited to South Asian communities; violence against women inexcusably also
permeates mainstream Canadian society as well as other distinct ethnic groups
comprising Canadian society.
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Curriculum writers tend to conceptualize change within communities as
something tangible; buildings can be compared, size and demographics of populations
can be compared, ethnic and racial origins of populations can be compared. Less
tangible changes—such as attitudes toward social ideas like equality between women
and men and the rights of children to be safe, for example—are not as easily compared.
Comparisons of intangible changes are made even more difficult when school curricula
adopt a position of continuity regarding cultures and traditions (partly because the
traditions and expressions of cultures are themselves portrayed as tangibles such as food
and clothing) rather than exploring the underlying ideas comprising attitudes, beliefs,
and other expressions of culture and how these do sometimes change when influenced
by different attitudes, beliefs, and expectations.
There are two major themes that control the presence of socioeconomic hierarchy
as an aspect of community in the curricula: social organization and hierarchy; and,
quality of life. What is particularly worthy of note in discussing curricular examples of
social organization and hierarchy is the almost complete dominance of an historical
framework. Particularly as systems of inequality, social hierarchy appears only in past
societies such as early civilizations, medieval Europe, and the Iroquois Confederacy.
With the exception of the somewhat euphemistic 'quality of life' in Canada and
communities around the world in the Alberta 2005 curriculum, there are no examples of
socioeconomic hierarchy in current day or modern societies.
Social organization and hierarchy—when addressed overtly—are absolutely
features of the past. All of the curricular references about class denote earlier societies:
HC4 describe the hierarchical structure of medieval society and the types of
people in it (e.g., peasants, officials, scholars, clergy, merchants, artisans,
royalty, nobles), and explain how and why different groups cooperated or came
into conflict at different times (e.g., to promote trade, to wage war, to introduce
the M a g n a Carta) (OME, 2004, p. 27);

6.2.3 analyze the structure and functions of the democratic system in ancient
Athens by exploring and reflecting upon the following questions and issues:
• How did identity, status and class structure impact citizenship in ancient
Athens? (C, I)
• How did the social structure of Ancient Athens impact its political structure?
(CC, PADM) (AL, 2003, p. 5, holding in original).

An Androcentric Gauge: Social Studies Portrayals of Gender

233

There is a definite willingness in the curricula to introduce class stratifications through
discussions of social structure, class structure, and hierarchical structure in societies that
are either long ago or far away or both. The curricula acknowledge a connection
between individually experienced social status and the larger society, and there is even a
willingness to study those systems themselves. There is even an overt connection
linking systems of power to systems of class differences. Alberta 2005 goes so far as to
state that students should "6.2.1 appreciate the relationship between the values of a
society and the model of government adopted within a society (PADM)" (AL, 2005,
p. 4, holding in original). This well-intentioned attitude expectation is included only in
the units exploring ancient Athens and the historic Iroquois Confederacy; the same overt
link between social values and systems of government are not made, for example, in the
unit studying Canadian democracy. Of key importance to this study, is the lack of overt
connection made between societal hierarchies and structures, socioeconomic class, and
gender.
The only curriculum to actually address the idea of socioeconomic class or
social structures in a contemporary sense—and particularly in connection to Canadian
society—is Alberta 2005. In this curriculum, however, the idea of class is subsumed in
the euphemistic phrase 'quality of life'. Quality of life, defined only in the grade 3
glossary but also used in grades 4 and 5, is described as "the sense of safety, comfort,
security, health and happiness that a person has in his or her life" (AB Learning, 2005,
Grade 3, p. 8). This is a broad definition, but it is not unreasonable to assume that
feelings such as safety and comfort and states of being secure and healthy are all
reflections of a certain amount of economic power. Given the deliberately gender
neutral terminology in the statement, it is difficult to tell whether the conceptualization
of the study of quality of life includes a gendered understanding or not.
In grade 3, quality of life is discussed in terms of communities in four countries
around the world: India, Tunisia, Ukraine and Peru.7 The curricular expectations
include:
3.1.2 examine the social, cultural and linguistic characteristics that affect
No justification is offered in the curriculum as to why these particular countries were selected for comparative study.
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quality of life in communities in other parts of the world by exploring and
reflecting upon the following questions for inquiry:
• What determines quality of life? (CC)
• How does daily life reflect quality of life in the communities (e.g.,
employment, transportation, roles of family members)? (CC, ER, GC)
• How does access to public services affect the communities? (e.g., schools,
hospitals, libraries, transportation systems)? (ER, GC, PADM)
• What are the traditions, celebrations, stories and practices in the communities
that connect the people to the past and to each other (e.g., language spoken,
traditions, customs)? (CC, GC, TCC)
• How is identity reflected in traditions, celebrations, stories and customs in the
communities? (CC, I, TCC)
• How are the various leaders chosen in the communities (e.g., within families,
within schools, within communities, within government)? (GC, PADM)
• How are decisions made in the communities? Who is responsible for making
the decisions? (CC, PADM)
• How do the individuals and groups in the communities maintain peace? (GC,
PADM)
• How do the individuals and groups in the communities cooperate and share
with other group members? (C, CC)
• How is cultural diversity expressed within each community? (CC, I) (AL, 2005,
p. 3, holding in original).
In the case of communities around the world, quality of life is defined broadly to include
economic situations—such as personal economic relationships based in employment and
in familial responsibilities as well as community-based economic abilities to provide for
services such as transportation—and societal relationships such as political organization
and the preservation and celebration of traditions. Clearly, within these connotations,
there are opportunities for quality of life to be explored from a perspective of gender and
gender relations.
6.6

Government in Social Studies Curricula
The topic of government in social studies curricula is, of course, too large to

discuss adequately in a few pages. Government and politics are addressed through
content about the duties, responsibilities and rights of citizens; structures of Canadian
governments; services provided by those governments; taxation administered by
governments to pay for services; and the processes of forming governments. Corollary
themes that enjoy considerable presence are the connections between the Canadian
Charter of Rights and Freedoms and citizen's rights and the connections between
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democracy as a system of government and the interpretation of Canada's heritage as
Western European. Several of the themes that emerged from and are consistent across
the documents are particularly relevant to the discussion at hand.
In the Ontario 1998 and 2004 documents, citizenship is significantly associated
with obedience; this is evident through the heavy emphasis on rules and responsibilities
The curricular emphasis on rules and responsibilities is developed using societal
institutions such as the family and the school as content vehicles. In the Alberta
curricula, rules and responsibilities also play a role in developing responsible citizens,
however, in the newest document, responsible citizenship has transformed more
conclusively into a model of active and participatory citizenship. The Alberta 2005
curriculum now emphasizes that active citizens are involved in their communities as
well as being active participants in the democratic process. The democratic process
itself is now equated to not just high level government and individuals' voting for
members of those governments and their oppositions, but also to participation in local
forms of government such as school boards and special interest group associations.
There is a heavy emphasis on the political system and the institutions of formal
government in most of the documents. Political representatives play a primary role in
explanations of the electoral process. Identifying (OMET, 1995; OMET, 1998; OME,
2004) and respecting (AE, 1990) political leaders and representatives as well as learning
about their duties and responsibilities (AL, 2005) are all topics addressed in curricular
learning expectations and outcomes. Understanding the electoral processes such as the
right to vote as well as learning political jurisdictions (AE, 1990; OME, 2004) and the
levels of government are also part of learning about the Canadian political system.
Interestingly, several curricula also include the idea of citizens influencing governments
beyond casting a vote in an election; the Alberta documents are fairly specific about this
topic:
6.1.6 analyze how individuals, groups and associations within a community
impact decision making of local and provincial governments by exploring
and reflecting upon the following questions and issues:
• How can individuals, groups and associations within a community participate
in the decision-making process regarding current events or issues (i.e., lobbying,
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petitioning, organizing and attending local meetings and rallies, contacting
elected representatives)? (C, PADM) (AL, 2003, p. 4, holding in original).
While there is an emphasis on civics—that is citizenship participation, electoral
process, and functions of government—what is less obvious within the elementary social
studies curricula is an understanding of varying systems of government. There are
references to political systems, political organization and government in all of the
Ontario documents: "compare Canada's system of government with other systems of
government found around the world" (OMET, 1998, CWC5, p. 38). These generalized
references include Canada and other contemporary societies including the United States.
The Ontario documents also specify different types of government and political systems
in both particular historic societies as well as unnamed contemporary countries:
"identify the characteristics of different systems of government (e.g., democracy,
dictatorship, monarchy)" (OMET, 1998, CWC5, p. 37). Alberta, on the other hand,
acknowledges only democracy as a system of government:
6.2.3 analyze the structure and functions of the democratic system in ancient
Athens by exploring and reflecting upon the following questions and issues:
• To what extent were democratic ideals of equity and fairness part of the
structure of government and society in ancient Athens? (I, PADM) (AL, 2003, p.
6);
6.2.4 analyze the structure and functions of the Iroquois Confederacy by
exploring and reflecting upon the following questions and issues:
• To what extent did the decision-making process within the Iroquois
Confederacy reflect democratic ideals of equity and fairness? (PADM) (AL,
2003, p. 6).
Certainly, the current system of government in Canada is democracy. What is
particularly interesting within the various social studies curricula is the deliberate
association—as if a direct and uninterrupted link actually exists—between the current
Canadian democratic system of government and these earlier systems of democracy.
There is a heavy emphasis on ancient Greece as a democracy—and only as a
democracy—across the documents: "ways that Greek values, beliefs and ideas have
affected Western civilization, such as: idea of democracy; geometry; architecture;
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Also, as noted in the example above, there is

increasing attention being paid to the Iroquois Confederacy as an example of early
democracy although it does not yet enjoy quite the same status as Greece as a
predecessor to Canadian democracy. Of course, the emphasis on connecting our
democracy with historic examples of democracy glibly ignores hundreds if not
thousands of years of other forms of government as also part of Canadian 'heritage' and
all but completely erases the ongoing existence of a foreign monarch as the Head of
State of Canada—Head of State by virtue of birth.
One aspect of democracy that receives particular attention in the curriculum
documents is the idea of rights: "demonstrate an understanding of how values and
beliefs in early civilizations affected people's daily lives (e.g., the right to vote)"
(OMET, 1998, HC5, p. 23). Citizen rights are certainly not confined only to the right to
vote in elections. Rights specifically mentioned and defined in the curricula include: the
right to "freedom of speech" (AE, 1990, p. C.46); the "right to be protected [and the]
right to due process under the law; [the] right to safety; [and the ]right to belong to a
union" (OMET, 1995, p. 89, italics in original); "the right to vote [and] the right of
democratic governance" (OMET, 1998, pp. 23, 37); "the right to vote...; the right of
freedom of speech...; [and] the right to freedom from discrimination and
harassment...[as well as] language rights, [and] equality rights" (OME, 2004, pp. 44,
46); and, "Aboriginal rights, [and] the linguistic rights of official language minorities"
(AL, 2003, Grade 6, p. 3). There are many general references to rights (and their almost
constant corollary responsibilities) throughout the curriculum documents.
Rights, not unreasonably, are specifically associated with ideas of fairness and
equity:
6.1.3 analyze how the democratic ideals of equity and fairness have
influenced legislation in Canada over time, by exploring and reflecting upon
the following questions and issues:
• How does the Canadian Charter of Rights and Freedoms protect the
individual rights and freedoms of all Canadians? (I, PADM)
• How does the Canadian Charter of Rights and Freedoms protect collective
When conceptualized as a continuous link to the past and to 'our' Western Heritage, the Olympics arguably receive
as much attention as democracy in elementary social studies curricula.
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rights in Canada (i.e., Aboriginal rights, the linguistic rights of official language
minorities)? (I, PADM) (AL, 2003, p. 3, holding in original).
Equity is often connected to the privilege or right to vote or to partake in the government
of a society. This idea is raised quite particularly in terms of women—in Canadian
society, in early Greek society, and in the Iroquoian Confederacy—and in terms of
Indigenous people in modern, mainstream Canadian society.
Rights, as seen in the above example from Alberta 2005, are also particularly
connected in the curricula to the law and legal or formal documents. The Charter figures
in both Alberta and Ontario curriculum documents : "describe the basic rights that are
specified in the Canadian Charter of Rights and Freedoms" (OME, 2004, CWC5, p. 44).
The Charter is not the only legal document identified with the granting of rights.
6.1.3 analyze how the democratic ideals of equity and fairness have
influenced legislation in Canada over time, by exploring and reflecting upon
the following questions and issues:
• How did the Treaty of La Grande Paix de Montreal address collective identity
and collective rights? (I, PADM, TCC)
• How do the Treaty of La Grande Paix de Montreal and the Canadian Charter of
Rights and Freedoms compare in the way that each addresses individual and
collective identity and collective rights? (PADM, TCC) (AL, 2003, p. 3, holding
in original).
Alberta 2005 deliberately attempts to paint a picture of continuous adherence to the
rights of all people—with particular attention to those comprising a minority within the
larger society. The emphasis then becomes one in which particular minorities, such as
women and Indigenous peoples as noted above, stand as tokens of equity, fairness and
justice within the Canadian practice of democracy. Thus, the story of democracy,
government, citizenship, and rights told in elementary social studies curricula is the
story of Canada the Good.
What is missing from these conceptualizations of Canadian equality and rights
under the law is the idea that in order for laws to be enacted that enable or encourage or
allow equity—such as suffrage for women and for Indigenous peoples—chances are that
there were previous laws that expressly denied these privileges and rights. Accepting
this as an inevitability and examining curricular emphases on 'the right to vote' within

An Androcentric Gauge: Social Studies Portrayals of Gender

239

the light of legal allowances and disallowances would give a considerably different
perspective to understanding the evolution of voting rights as well as Canadian
expressions of democracy. For example, enfranchisement prior to Canadian
confederation did not expressly disallow women from casting a vote. The determining
factor in exercising one's privilege to vote was the measure of wealth. Those who did
not own property or who could not prove adequate levels of income were barred from
voting. Thus, voting excluded the poor, regardless of gender. With Confederation the
franchise was legally denied to particular groups; this formal, legal denial specifically
included women. Thus, a privilege that had previously been afforded to women (albeit a
small number; and potentially a privilege that was not exercised), or at least not
specifically denied to women, was taken away from women following formal
nationhood on the basis of their gender alone. Indigenous people were not denied the
right to vote per se following Confederation. Those willing to give up their status as
Registered Indians and the treaty rights and benefits accrued to them through that status,
were eligible to vote. Other identifiable groups were also legally barred from exercising
the franchise. These groups included religious as well as ethnic groups. Asian
Canadians were denied the right to vote until the late 1940s. Indigenous Canadians were
unable to both vote and retain their Indian Status until 1960.
These situations are hinted at in the curriculum, but are not directly studied. The
story of consistent progress ignores the ebb and flow of suffrage and enfranchisement.
The story told ignores the reality that the people making up governments (all men prior
to 1917 in Alberta; 1921 federally) enact laws; that governments can change laws passed
by previous governments. Changes can be both steps backward as well as steps forward.
Introducing the Charter of Rights and Freedoms as an ultimate document of individual
and collective rights—without addressing the history of events leading up to the Charter
nor addressing the campaigns necessary on the part of special interest groups,
specifically by women, to ensure that collective rights, specifically for women, became
entrenched into the Charter by the sitting government—leaves the impression that
Canadian governments always do what is right for all Canadians. Government is thus
portrayed as benevolently paternalistic.
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Chapter Summary
In this chapter I examined the ways in which gender and gender relations are

portrayed in social studies curriculum documents using the idea of societal institutions
as a focus. As the discussion demonstrates, studying curricular portrayals of the family
reveals that the family itself—and certainly the family as gendered—has lost ground in
social studies. Rather the family has become a content vehicle for the introduction of
ideas such as cultural diversity and traditions, social history, and roles and
responsibilities of citizens in a democracy. 'Diversity' in the family ignores the concept
of gender in favour of the concept of ethnic heritage. Within these conceptualizations
the family is largely disconnected from larger structural issues such as attitudes based in
traditional beliefs and changes in laws that have enabled significant shifts in family
structure.
Curriculum portrayals of meeting needs tend to focus on technological aspects of
procuring food, such as farming tools and techniques, but do not specifically address
ideas such as cooking or preserving food. This perspective privileges the business of
farming over the purpose of farming and also centres the discussion of food as an
occupational pursuit rather than as the private need of feeding one's family. Clothing is
discussed as a reflection of the physical world—as meeting the demands of climate—
and as the embodiment of cultural diversity. The curriculum writers are willing to
discuss clothing in terms of ethnic identity yet clothing as gendered seems to be
deliberately avoided. Curricular portrayals of shelter are limited to very general ideas
about the need for protection from the environment and, especially in early civilizations,
of using the environment to construct that shelter. Interestingly, the only shelters to
receive protracted attention in terms of construction are monumental medieval structures
that represent the embodiment of men's jurisdictions of power.
The treatment of education in the curriculum documents focus on formal
schooling. This can be understood as privileging particular ways of learning and
particular types of knowledge—knowledges that centre Western, androcentric ways of
seeing and learning about the world.
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Work and occupations in the curriculum documents portray employment as
available to both women and men; this is done through the selection of gender neutral
occupational titles. However, the underlying conceptualization of work is a modern one
that shows partiality towards paid work. Unpaid work—typically that done by women
in the domestic realm—and volunteer work—again unpaid, but work done in the public
sphere by both women and men—barely appear in the documents. The conception of
work as paid employment becomes problematic when curriculum writers attempt to
address work done in pre-modern, pre-industrial societies. It also consistently renders
invisible the work done by women across time and place.
Community is a pervasive idea in the curriculum documents and is particularly
associated with economic exchanges between producers and consumers. Community is
also associated with the celebration of cultural diversity and tradition. The habitual
lauding of cultural tradition, however, is rooted in concepts of tradition as product (food,
clothing) rather than tradition as attitudes and practices. This then ignores that tradition
sometimes enables or excuses both subtle and blatant discrimination against women—in
both majority ethnic and minority ethnic communities—that runs counter to the rhetoric
of freedom and equality for all in Canadian society. Community as cultural heritage
centres on connections between previous societies—particularly ancient Greece—and
current Canadian society. The Olympics are lauded as exemplary of the greatness of
Greece while the Hera Games are ignored. The Olympics are deemed as applicable to
all; a pointedly androcentric topic is unthinkingly universalized. Social hierarchy within
communities is limited to societies in the past. Quality of life, determined by economic
resources, is the organizing idea in studying communities around the world. Whether
social hierarchy is inflected by gender is not addressed in the curricula.
Portrayals of government in the curriculum documents focus on types of
government and particularly privilege democracy. As part of the discussion of
democracy, the curriculum writers focus specifically on the franchise—and specify the
status of women in relation to the franchise across time and place. The rights of citizens
also receive considerable attention, especially those guaranteed in legal documents.
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In the next chapter I examine social studies curricular portrayals of gender and
gender relations within societal institutions in the textbooks approved for use with the
Ontario Grade 5 Heritage and Citizenship unit "Early Civilizations".
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7. "Women Had to Respect and Obey Men": Gender and Gender Relations
in Societal Institutions in Ontario Grade Five Textbooks
In this chapter I discuss and analyze data collected from the textbooks—
Discovering Early Civilizations (DEC) by Smith and Pelech (2002), Early Civilizations
(EC) by Waters (2001), and Tapestry 5 (T5) by Asselstine et al (2000)—and their
accompanying teacher resource guides approved for use with the Ontario grade 5 unit
"Early Civilizations". The data were collected and analyzed within the framework of
understanding representations of gender and gender relations within societal institutions.
The societal institutions included in this discussion are: the family; meeting needs;
education; work and occupations; community; and government.
According to the 2004 Ontario social studies curriculum, students in grade 5
study early civilizations for three reasons:
Students investigate the influence of the natural environment on the development
of various early civilizations around the world. They examine changes in the
ways human needs were met as a result of technological advances. Students
investigate the significant innovations of early civilizations and assess their
continuing relevance to modern society (OME, 2004, p. 29).
This curricular overview is then supported by three Overall Expectations which
themselves are then broken down into component items categorized as Knowledge and
Understanding expectations, Inquiry/Research and Communication Skills expectations,
and Application expectations.
The pictures referred to in this chapter include only those illustrations
commissioned specifically for the textbooks. Following Osier (1994), I limit my
analysis to the illustrations because the composition and content of illustrations represent
conceptualizations and re-creations of past societies that are wholly within the control of
artists, editors, and publishers.
7.1

The Family in Ontario Grade 5 Textbooks
Family is identified as extremely important within past societies in the textbooks:

"Family life was considered very important in Mesopotamian society" (Smith & Pelech,
2002, p. 10); " Ancestors and family were extremely important in ancient China"
(Waters, 2001, p. 117). This oft-stated importance, however, does not translate to
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importance within the textbooks themselves. Little tangible information about family in
these various past societies is shared; that which is shared skips along the surface with
no explanation or contextualization. There is little explanation about family structure;
particularly family structure that differs from modern, Western notions of the isolated
nuclear family. There is virtually no explanation about legal or economic relations
based on and in the family.
Although the idea of family is connected to both women and men in the text of
the textbooks, there are interesting patterns in form and content of the illustrations.
Families are pictured in DEC and EC. In DEC, for example, a woman, man and boy are
shown enjoying a meal and each others' company in ancient Egypt (p. 19) while in
ancient China a bemused father and attentive grandmother watch a toddler walk into his
mother's arms (p. 44). The captions to these two pictures discuss types of food as well
as types and styles of clothing. In EC, illustrations show families together but are
actually about clothing typical to societies and ranks of people within those societies. A
man, woman, girl, and boy are shown wearing chitons in ancient Greece (p. 24) and, in
ancient China, two families—a man, woman, and two boys and a woman, a man, and
two girls—show the types of clothing worn by wealthy and poor Chinese people. The
two other pictures of women and men together with children show women serving food
or beverages to men {EC p. 44 & 118).
There are very few pictures of men with children that do not also depict women.
One illustration in EC shows two men and a boy; this picture illustrates a story about a
boy and his family so we know that the people represent Wu Mantian, his father Wu
Wulong, and Sai Jixian, the well-connected government official. An illustration on the
title page of Chapter 11 "Religion, Arts, Sports" in ancient China shows two men
worshipping at a shrine with a child (p. 128). The few other depictions of men only with
children occur in occupational situations. Pictures of women, on the other hand, tend to
almost always show them in the company of children. In T5 there are three pictures of
Professor Chou explaining the development of ancient civilizations to Jessica and Jim
(pages 9, 10, and 13). Also in T5 a group of four independent illustrations representing
various civilizations over time and place show two single men, one single woman, and a
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woman walking with a boy (pp. 8-9). Many of the street and market scenes and
overview chapter title page scenes in EC show at least one woman in the company of at
least one child (see pages 6, 18, 23, 28, 42, 80-81, 92, 102, 122, and 140).
In the text, there is a general indication that extended family living arrangements
were common in various societies—namely Mayan society, Chinese society, and Greek
society in DEC and Greek and Chinese society in EC—although these depictions are
generally limited to children, their parents, and their grandparents. Waters (2001)
implies that the extended family in Ancient China was based on a patrilineal system.
Little else is to be learned about the structure of family in various places nor does the
student learn whether the structure of family differed across time within a place or
whether social status and wealth had any bearing on family size. There is no discussion
whatsoever about familial structures such as clans and tribes. There is also no
discussion of the ways in which social organization and control operated along kinship
lines. Family members outside the triad of child/parent/grandparent are also excluded.
Beyond platitudes, the ways in which people organized living with each other
and raising the next generation simply do not receive much attention. Giving general
descriptions of ideal situations does not address the complexity of family. Any number
of factors—such as the unexpected death of a husband, the unexpected death of a wife,
the inability to conceive, not marrying—experienced by real women and real men over
time have significant impacts on families.1 What do we learn about these individual
eventualities and how societies chose to cope with them? Absolutely nothing. Thus,
what appears at first glance to be substantive information about family structure is
revealed to be a gloss.
Interestingly, the one exception to this veneer of information is Waters' (2001)
explanation that "Men [in ancient China] had one main wife, but they were allowed to
have secondary wives if they could afford to support a large household" (p. 118).
Unfortunately, not only does Waters delimit this discussion of polygamy to one of
economics—what a man could afford and thus virtually equating secondary wives and
Entire nations have suffered the consequences of conception; Henry VIII, Catherine of Aragon, and Anne Boleyn
provide an obvious example from Western history.
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their phantom children to pieces of property—she also then conveniently ignores it in
her remaining discussions about family life. For example, although she repeatedly
emphasizes that wives endured a secondary status to their husbands, the varying statuses
between and among wives is never mentioned. Waters also fails to contextualize
polygamous practices within the society. For instance, could any man take multiple
wives if he so chose? Was this predominantly a practice of the nobility and the wealthy?
Did the working classes emulate this behaviour as a sign of status? Who exactly was
allowing it? Waters' failure to discuss the practice in any detail emphasizes a reification
of male dominance over women and implies that only men benefited from this practice.
She fails to address how women felt about polygamous marriage and whether there were
benefits for the wives involved. For example, would a woman from a noble family
accept secondary wife status? Would a peasant woman? Any hint of sexuality is, of
course, completely avoided.2 None of the illustrations in EC depict this type of familial
organization.
Rather than being married, getting married is emphasized in the textbooks.
There is information about marriage arrangements and wedding ceremonies,
celebrations, and wardrobe in DEC and EC. Smith and Pelech (2002) even make sure to
explain that "Unlike the people of other ancient civilizations, Egyptians could marry for
love and did not have to accept a marriage arranged by their parents" (p. 19); implying
through this example of modern love in ancient times that romantic love is the better
foundation for marriage.
One aspect of new marriages that receives some attention in both EC and DEC is
the dowry:
The parents of a girl or young woman offered a dowry to the man who would
marry their daughter. A dowry is a gift of money or property to a groom (Smith
& Pelech, 2002, p. 35);
Some brides were given dowries by their families (Waters, 2001, p. 118).

' For example, in the novel Pavilion of Women, author Pearl S. Buck depicts a wife of high status actively searching
for a concubine for her husband as a means of practicing birth control for herself.
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The purpose and owner of dowries seems to be disputed by the textbook authors. In one
case it is a gift to the groom and in other cases it is a gift to the bride. There is little
indication, however, as to the intended purposes of a dowry. Waters (2001) claims it
was a sum of money given by the bride's family to the groom in order to "set up the new
home" (p. 44).3 Rather than emphasizing the acquirement of only commonplace
personal property, Lerner (1986) explains that dowries played significant structural
economic roles in ancient times. Writing about Mesopotamian societies, Lerner (1986)
explains that dowries represented a daughter's share of the family wealth—sons
inherited property upon their father's death but daughters, who left their birth families
upon their marriage, received their inheritance in the form of dowries. Dowries made
the 'marriage more stable' and, while under the control of the husband during his
lifetime, provided both an inheritance for the sons of the marriage as well as a source of
income to care for the wife in the eventuality of her widowhood (Lerner, 1986, p. 108).
In the textbooks, dowry money is portrayed almost as a bribe, whereas Lerner's
explanation offers concrete information and contextualization within a place and time
about a custom that provided a modicum of protection to some women in highly
patriarchal and androcentric societies.
Another aspect of marriage in ancient societies that is largely absent from the
textbook is the end of marriage. There are only two statements about the ending of
marriages in the textbooks:
[Egyptian women] also gained the right [during the New Kingdom] to make a
will and divorce their husbands (Smith & Pelech, 2002, p. 19);
They were married 20 years, then Ban Zhao's husband died. Her children were
grown up, so Ban Zhao chose to return to live with her own family. This was
very unusual. Normally a widow would continue to live with her husband's
family (Waters, 2001, p. 124).
The authors share absolutely no context about the consequences of a marriage ending.
For example, while the right to divorce is presented as a step forward for Egyptian

The conceptualization of dowries as providing the necessities of a new home virtually dismisses the work, such as
weaving and making textiles, likely done by the bride-to-be, her mother, and other women within the family in
preparation for the eventuality of her marriage.
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women, it is unclear why it should be considered as such. What Smith and Pelech
(2002) fail to explain is that existing social convention and property rights allowed
women to "own servants, slaves, houses, land and other property, adopt children and
inherit their husband's or their father's estates" (Johnson, 1999, p. 121). Owning
property in one's own right ensured that women would not be economically destitute
upon the end of a marriage—whether they initiated the end of the marriage or their
husbands did. Why did this social convention exist? One can conjecture that men had
had the right to divorce their wives before women enjoyed a similar privilege. Who kept
custody of the children following an Egyptian divorce is not discussed. Similarly,
Waters gives no explanation as to why a widowed woman would remain with her
deceased husband's family. Through implication, the reader can perhaps determine it
has something to do with the offspring of the marriage because the author takes pains to
explain that Ban Zhao's children had grown to adulthood. The economics of the
situation, however, are completely excluded. Ban Zhao, who provides the only example
of a widowed person, came from a wealthy family, so perhaps the immediate needs of
feeding and clothing oneself were not quite so pressing to her. None of the authors
address the end of marriage from the perspective of men—this omission certainly
implies that ending of marriage was a concern only for women. The authors are also
completely silent on the issue of remarriage. With the exception of Waters' (2001) brief
acknowledgement of polygamy in ancient China, the privileges available to men and
(possibly denied) to women within the institution of marriage are simply not part of the
discussion of familial organization.
A prevalent theme in textbook discussions of family in the ancient world is the
idea of power. According to the grade 5 textbooks power in the family was heavily
gendered and rested solely and absolutely with the father: "In Aryan society, the father
was the head of the family and had control of the lives of all family members" (Smith &
Pelech, 2002, p. 35). Smith and Pelech (2002) make comparable statements about
Mesopotamian societies, ancient China, and ancient Rome. Similarly, Waters (2001)
makes the same assertion about ancient Greece and ancient China. Despite this oftrepeated assertion, the authors provide no explanations or reasons as to why all the
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power rested with the father/patriarch; in other words, what was the source of his power?
The authors do not bother to explain other aspects of the various societies which would
have supported such absolute, patriarchal and androcentric power nor do they draw
connections to which institutions or systems were supported by the patriarchal family.
For example, how did people acquire jobs? How did they find places to live? How did
they acquire land? How did they procure food? Were there common or formal laws that
delimited the potential behaviours and choices of individuals; were these gendered?
How was patriarchal power maintained? The implied answer is through violence
or the potential for violence: "The family was responsible for how its members
conducted themselves. They had to punish those who did not behave appropriately"
(Waters, 2001, p. 118). There is little indication by any of the textbook authors that the
absolute control of family members by the male head of the family might have been
challenged. One of the five laws in Hammurabi's Code chosen as representative of the
Code does, however, imply that all was not smooth sailing within the patriarchal
family: "If a son strikes his father, his hand shall be cut off (Smith & Pelech, 2001, p.
15). This law, and the harshness of punishment meted out for bad behaviour, is the only
suggestion given in the textbooks that children may have rebelled against the (implied)
iron fist of their fathers. There is little indication that women may also have rebelled or
challenged the authority of their fathers and/or husbands. The potential punishments
meted out to rebellious women are omitted from the discussion.
As Lerner (1986) reminds us, laws—and by extension, prescriptions on
acceptable behaviour—do not necessarily always equate to actual practice, nor do the
stated punishments for violations of those laws:
What the law does is to set limits to permissible behavior and offer us rough
guidelines toward the social structures underlying the laws. They tell us what
should or should not be done and thus better describe the values of a given
society than its actuality (Lerner, 1986, p. 103, italics in original).

"...of the 282 laws in the Code of Hammurabi, 73 cover subjects pertaining to marriage and sexual matters" (Lerner,
1986, p. 102). Smith and Pelech did not see fit to include any of these laws, a full one quarter of the laws, as
examples of the Code.
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Thus, it is not unreasonable to assume that within widely accepted systems designed to
control the behaviour of individuals, some individuals simply did not acquiesce nor
comply—and surely some of those individuals would have been female as well as male.
Particularly in terms of textbook portrayals of ancient Chinese society, the
authors of DEC and EC both emphasize the subordinate status of women/wives to
men/husbands and the apparent stoical acceptance of this state of affairs: "Families had
strict rules for behaviour. Younger people were required to respect and obey older
people. Women had to respect and obey men" (Waters, 2001, p. 118). The textbooks
portray the relationships between women and men almost exclusively as relationships
between wives and husbands and, as such, as one of complete subordination on the part
of women. Hierarchical status within families is also completely conceptualized as
gendered between women and men. The illustration accompanying the discussion of
familial status in EC depicts a young woman serving refreshments to an elderly man, a
young man, and a child who is potentially a boy (p. 119). Varying statuses of women to
other women within a family or men to other men within a family are not discussed. For
example, although it is explained that men were expected to be obedient and respectful
to their parents, it is unclear what the status-imbued relationship between adult brothers
would be within a family. Also, although Waters (2001) explains that the lowly status of
new wives would improve in consequence of giving birth to a male child, it is unclear in
what way this status would change—did she gain precedence over other women within
the family (Other wives? The mother-in-law? Sisters-in-law? Servants?) or was it more a
case of gaining prestige and respect rather than status? Did it, for example, relieve her
of any duties or enable her to assume others?
Another source of patriarchal power is repeatedly emphasized in the textbooks;
the power of the patriarch to choose the life partners of his children:
In most of ancient Greece, girls.. .got married at an early age to mates chosen by
their fathers (Smith & Pelech, 2002, p. 51);
[Ancient Maya] Boys usually married between the ages of 18 and 20, while
girls married at 14 (Smith & Pelech, 2002, p. 71);
[Ancient Greek] Women married when they were around 14, but men were
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often twice that age (Waters, 2001, p. 44);
In ancient Egypt, an Egyptian boy entered manhood when he married, which
usually took place in his late teens (Smith & Pelech, 2002, p. 19).5
That the father had absolute control in choosing mates for his children in most of the
early societies is one of the few tangible facts readers learn about marriage in early
civilizations. The second key point about marriage that is emphasized by the authors is
the typical age at which marriage occurred. This is an example of the authors'
emphasizing getting married rather than being married. There is no discussion,
however, about what these ages at marriage might have meant for the individuals in the
marriage. For example, the similar ages of marital partners in Mayan society must
surely have resulted in different kinds of relationships than those between very young
women in ancient Greece and the mature men to whom they were married.
Also, there is no discussion as to why the age of fourteen was (apparently) seen
to be the optimum age of marriage for girls. The avoidance of the obvious physical
reason—menarche—merely emphasizes the de-sexualization of relationships between
women and men. Also, although constant reference is made to children within families,
there is little real discussion of what those fourteen year old wives were facing. In a
section on Health (not Family Life), Waters (2001) explains that: "Greek people did not
live as long on average as modern people do. This was because babies and infants often
died of childhood diseases. Women frequently died in childbirth" (p. 26).
The de-sexualization of relationships also makes it easy to completely exclude
information about many women within ancient societies. For example, what was the lot
in life for a girl who refused her father's proposed marriage partner; what was the lot in
life for a woman whose child was born without benefit of formal marriage? Lerner
again explains that marriage and the paternity of children in many ancient societies was
a complex one—sometimes a man would marry his brother's widow in order to provide
his dead brother, not himself, with an heir—far more complex familial relations than
those appearing in grade 5 history textbooks.
The discussion of marriage in Egypt in DEC does not include a bride, nor her age.
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Marriage and family connections were not just about love or not love—marriage
in the ancient world (just as now) involved connections to economics and to social
hierarchy. The textbooks share little or no information about the ways in which family
property would have been shared or, as importantly, not shared amongst the offspring.
For example, did each child receive a share of the family farm, family business, or
family debt? Did only each son receive a share? How many times can a farm or
business be subdivided amongst offspring and remain viable? Lerner (1986) explains,
for example, that family debt was a key cause of slavery in Mesopotamian societies—
that men could and would sell or indenture their offspring and even their spouses to pay
off their debts. Such an explanation begins to contextualize the system within which the
all-powerful head of household functioned.
Within the textbooks, the connection between family and power is also addressed
through discussions of state power. The general idea of hereditary power is addressed
several times. While they are willing to acknowledge that hereditary monarchy is a
system in which women as well as men, in theory, can and do assume power,6 the
authors tend to routinely exclude—or at least do not draw attention to—the idea of
queens or female rulers from the idea of dynasty: "A dynasty is a series of kings or
emperors who come from the same family" (Smith & Pelech, 2002, p. 42). Not only are
women generally excluded from being part of a family of emperors or kings, the actual
role played by women in the creation of dynasties is also conveniently ignored.
Certainly there would be no kings or emperors without mothers to bear them. In many
instances, the 'exchange' of royal or noble women between various states was used to
either cement alliances or to build power. In some instances, such as ancient
Egypt, royal women were jealously guarded and in fact not sent to foreign powers for
the purpose of politically motivated marriages. lohnson (1999) explains that "... even
during the New Kingdom period it was considered demeaning for an Egyptian princess
to give herself to a foreigner, however exalted, for in Egypt.. .the birthright of blood was
thought to pass through the mother" (pp. 79-80).

Perhaps this is only the case because the current formal Head of State of Canada is a woman, Elizabeth II.
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The general idea of family-based state power is illustrated with numerous
examples across time and space: "power usually passed from pharaoh to son [in ancient
Egypt]" (Asselstine et al., 2000, p. 154); "Only free men and women whose parents had
been born in the city-state [of Athens] could be citizens" (Waters, 2001, p. 72); and,
"The mother of a king, or the queen mother, had the power to decide who would be the
next king or queen and could remove a ruler who was not doing his or her job [in ancient
Nubia]" (Smith & Pelech, 2002, p. 28). It is interesting to note that the two examples
which stray slightly from the standard form of son/prince inherits crown from
father/king still emphasize the idea of inherited birth right. The example of Athenian
citizenship—the much revered and vaunted initiator of democracy—underscores the
importance of birthright and family connection and seems to imply that the status of
mothers was on par with the status of fathers in the determination of citizenship status.
The importance of Nubian kandakes in DEC, however, is not because of the role they
played in the perpetuation of hereditary monarchy but because of 'real' power they are
believed to have held. This then also presupposes that women within other royal
systems or families did not hold or wield power because of a lack of their formal
placement within a formal power structure. Another interesting omission of the
textbook portrayals of family-based state power is the competing interests of family
members in acquiring and maintaining that power. The implication of simple
inheritance—father to son—is presented as a reality rather than an ideal. Regardless of
the system of government and regardless of the gender of those actively participating in
government, the textbooks emphasize formal state power as a function of family status.
The authors engage in no discussion whatsoever to explain the hierarchical
gendered systems centred within the institution of the family; nor do they discuss any
reasons why any woman in particular—let alone all women—would have acquiesced to
such systems. Repeatedly making statements about the subordination of women to men
within the family but giving them no context reifies systems of gendered asymmetries by
imbuing them with a naturalness—this was simply the way it was and obviously the way
it was meant to be. The real question is why—why did wives/women (apparently)
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accept subordinate position to their husbands/men? What alternatives were available to
women if they rejected the patriarchal family?
7.2

Meeting Needs in Ontario Grade 5 Textbooks
The idea of meeting basic needs—food, clothing, and shelter— in early

civilizations is addressed in some kind of way in each of the three grade five textbooks.
The authors of the textbooks enjoy listing out the types of foods typically enjoyed in the
various civilizations discussed. What is more interesting than lists of food products,
however, are the ways in which food is acquired and by whom; how these foods were
prepared for consumption and by whom; and information about customs around meals
and feasts.
The textbooks include a significant amount of information about the various
people involved in the procurement of food. There are a tremendous number of
statements about farmers7 with respectively decreasing information about fishers,
hunters, and gatherers.8 We learn a fair bit about the processes, techniques and tools
used by farmers, fishers, hunters with a particular emphasis on farming:
Farmers mostly used simple wooden and metal tools. Oxen or mules pulled
wooden ploughs, sometimes with iron tips on the blade. Seeds were dropped by
hand into the furrows left by the plough. Hand sickles like this one on the right
were used for cutting grain (Waters, 2001, p. 31);
Greek fishers used small wooden boats to fish offshore. They used woven nets
and bronze fishing spears to catch mackerel, tuna, octopus, squid, shellfish, and
eel. They caught lobsters in cages made of twigs. They also fished with a pole
and line and bronze fish hooks (Waters, 2001, p. 32).
Information about gathering is shared in far less detail: '"We call people who live this
way hunter-gatherers because they fish, hunt animals, and gather food such as nuts and
berries'" (Asselstine et al., 2000, p. 9). Notice that there is no information offered in the
textbooks about the knowledge, skills, or tools required for gathering food from the
environment. Nuts and berries were gathered, but we do not know how or when this
was done. Was it necessary to create tools in which to gather those nuts and berries?
7

Interestingly, many of the statements about farmers in DEC refer more to their status within a social hierarchy than
to their function as growers of food.
8
1 discuss the occupations of farmer, fisher, hunter, gatherer in the "Work and Occupations" section of this chapter.
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Aside from a brief remark about Chinese farming families gathering "herbs and products
such as mushrooms from the environment to sell at the markets" (Waters, 2001, p. 104),
gathering is wholly connected to pre-civilization human life.9
There is one illustration of a woman gathering berries in DEC—she is presented
as a nomadic person (p. 4). In comparison, there are many illustrations of farmers in
both DEC and EC and most of them are male. In DEC male farmers performing various
tasks such as plowing and irrigating are shown on pages 4, 12 and 24. In EC, male
farmers are shown plowing, sowing seeds, and picking and stomping grapes on pages 6,
30, and 42. Pictures of women farming are far rarer. In DEC one picture shows a
woman and man in a field; she is sowing seeds (p. 7). In EC an overview title page
picture shows two women working in a field with a child nearby (p. 92). Several of the
illustrations in EC show children (pp. 116 and 119), groups of people (p. 105), and
individuals from a great distance in which the genders of the farmers are not possible to
determine. It is possible that some of these individuals or members of the group are
female as well as male. Fishers are also depicted pictorially in EC. All the illustrations,
a boatload of fishers on page 32, a cormorant fisher on page 105, and depictions of
fishers within overview or title page illustrations (pages 28 and 102) show only men.
On the other hand, cooking is almost wholly identified with women:
Women in ancient Greece.. .used olive oil to prepare their meals, which often
included cheese and fish (Smith & Pelech, 2002, p. 51);
Women cooked over fires in a three-sided fireplace, which is still used in some
areas of Central America today. They used a grinding stone and a hollowed-out
stone table to crush softened corn into a paste. This paste could be cooked into a
flat bread called a tortilla (Smith & Pelech, 2002, p. 71, holding in original);
Women and slaves prepared all of the food. Cooking was done on a charcoal
hearth (like a barbecue pit) or on a grill over coals in a metal pan called a brazier
(Waters, 2001, p. 20, holding in original).
Certainly this is the case in DEC and in the chapters on ancient Greece in EC. In the
chapters on ancient China in EC, however, the gendered identity of the cooks becomes
For example, in contrast, Waters (2001) draws an explicit connection between ancient Greek fishers and modern
Greek fishers (p. 32).
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blurred. Although there are references in later chapters to women being responsible for
cooking for their families (see p. 119), the artful cooking and presentation of food
enjoyed by the wealthy is not attributed to anyone. The gender of the two cooks in the
accompanying illustration is also ambiguous (p. 94).
Similarly, necessary tasks for processing and/or preserving foods for
consumption is attributed to no one in particular: "Olive oil was produced by pressing
fresh green olives in a simple press weighted with stones" (Waters, 2001, p. 31). The
illustration accompanying the statement, however, shows a man using the press (p. 31).
The very few other statements about food preservation attribute agency to no one. One
suspects it was likely women undertaking the tasks of drying and salting fish (EC, p. 32)
and drying and storing mushrooms (EC, p. 93), however, it is impossible to tell as no
textual or pictorial clues are offered.
One aspect of food from which women are actively disconnected is the
consumption of food. Women are shown preparing food (EC pp. 18, 22, 45; DEC pp.
51, and 71) and serving food (EC pp. 44, 118), but rarely eating food (T5 p. 38; DEC pp.
19, 37) in the illustrations. Men, on the other hand enjoy meal time privileges based on
their gender. They enjoy men-only feasts and priority seating at the dinner table: "Meals
were served in the morning, at noon, and in the evening. Usually men and boys over
seven ate first. When their meal was completed, the women and other children ate
together" (Waters, 2001, p. 94). These privileges are, of course, presented as completely
normal, universal, and untroubling. Men are shown eating or being served food in T5
page 38, DEC page 19, and EC pages 44 and 94.
There is one reference in the textbooks to breastfeeding: "The twins were
rescued from the river by a she-wolf who nursed them... (The Legend of Romulus and
Remus)" (Smith & Pelech, 2002, p. 58). This is the only time any of the authors address
nursing infants. Even in this instance, women are excluded. Note that the authors felt it
necessary to continue the tradition of specifying a 'she-wolf even though it is highly
unlikely a 'he-wolf would be nursing infants. Other than this 'founding of Rome' story,
the entire concept of providing nourishment to infants through breastfeeding is
completely absent from the textbooks.
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Both DEC and EC include basic descriptions of the types of clothing typical to
various societies—such as the sources of material—as well as the gendered
differentiation between the styles of clothing or particular garments worn by females and
males: "The main garment worn by the people of ancient Greece was called a chiton. A
chiton was a large rectangular piece of finely woven cloth. It was wrapped around the
body like a tube and pinned over the shoulders" (Waters, 2001, p. 24). Clothing also
tends to be segregated in terms of socioeconomic status. In EC for example, Waters
offers considerable descriptions of the types of clothing worn by wealthy men and
wealthy women as well as the clothing worn by poor women and men in ancient China.
Clothing is also connected to other demonstrations of status:
Beginning at age 16, males wore a white toga (centre) to show they were adults
and could vote (Smith & Pelech, 2002, p. 62, holding in original);
Hats indicated a person's class or occupation [in ancient China]. Men would not
be seen in public without a hat (Waters, 2001, p. 98).
Each of these descriptions of clothing and status are about men. No explanations are
offered in the textbooks as to whether or not women also indicated status or rank
through their styles of dress. Waters (2001) mentions that Greek "Women piled their
hair into elaborate styles" (p. 24) but fails to explain whether these were expressions of
vanity or whether they depicted something in particular. For example, did a woman use
her hair to indicate her occupation or, perhaps, her marital status?
Of particularly more interest, however, are depictions of how clothing was made
and by whom. There are a few statements referring to the people who made cloth as
makers of cloth or as cloth-makers; they are rarely identified as weavers.10 Rather, the
majority of statements in the textbooks talk about women and their responsibilities.
Spinning thread and weaving cloth is conceptualized as part of women's household
responsibilities. Concurrently, there is precious little substantive information about the
actual processes, techniques or tools11 involved in weaving cloth.

1

I discuss the work done by women in the "Work and Occupations" section of this chapter.
' Particularly when compared to the textual emphases on farming, fishing, and hunting.
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To prepare raw materials for spinning, in the case of silk, we learn that "women
soaked the cocoons in water. Then they carefully unwound the cocoons and rewound
the thin fibres onto spools" (Waters, 2001, p. 99). Silk production is actually the topic
of sidebars in both EC and DEC. The EC sidebar focuses on the process of making silk
while the DEC sidebar shifts from the process of silk-making to a discussion of the
famed Silk Road. The illustration accompanying the EC sidebar depicts two women
boiling the silkworms and unraveling the cocoons (p. 99). Actually weaving thread into
cloth is reduced to numerous repetitious and information-poor statements about women
weaving cloth, as in this example "The wool was spun into thread and then woven into
cloth" (Waters, 2001, p. 25). These insubstantial statements about spinning are
supported by equally repetitious and unchanging pictorial representations of women
spinning thread. An overview illustration in T5 depicts a woman outside spinning wool
and being watched by a girl (p. 13). This is a recurring pictorial pattern. In EC,
overview pictures show a woman and a girl both spinning in the courtyards of their
Greek homes (pp. 6 & 42).
Compared to the extensive information on farming and fishing tools and
techniques, little is shared about any of the tools or techniques required to transform
plant or animal fibres into a completed piece of clothing: "Fabrics were woven on looms
made of heavy wooden beams. The looms were set up permanently in the home (Waters,
2001, p. 25). Women are also shown working at looms in a cutaway picture of a wealthy
Greek home (EC, p. 22). Another woman is shown working at a loom in a section on
"Weaving" in EC (p. 25). In DEC a triptych of pictures illustrates "The Myth of Athena
and Arachne" and shows the woman and the deity working at looms (p. 52). This is the
only depiction of cloth making in DEC.
In a section called "Artifact Mysteries", Asselstine et al. (2000) include a picture
and description of an epinetron. The following page offers this explanation about the
mystery object: "A woman would place this object, called an epinetron, over her knee.
She would pull wool across the surface of the epinetron to draw out thin strands
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suitable for spinning" (Asselstine et al., 2000, p. 38). The accompanying illustration
actually shows a woman using the epinetron to prepare a basket of wool for spinning (p.
38).
One aspect of clothing that is completely excluded from all of the textbooks is
laundry. Given the pattern of omitting information about features of society specifically
connected to women, one suspects that this particular aspect of clothing, was, in fact, the
responsibility of women.
Like clothing, shelter is also used as a vehicle for introducing ideas of status and
privilege - status is usually connected to wealth but is also linked to gender.
Discussions of homes in ancient Greece tend to emphasize gender segregation, often
with no further explanation or contextualization. In T5, for example, 'most homes' in
ancient Greece had a "courtyard in middle and special rooms for men and women"
(Asselstine et al., 2000, p. 155). Statements about separate living quarters for women
and men do not in and of themselves imply inequitable statuses. However, when
accompanied by frequently recurring statements such as "Women spent most of their
time at home..." (Waters, 2001, p. 45); "A woman's social life mainly took place in
other women's homes" (Waters, 2001, p. 45); and "Girls stayed at home until they
married" (Waters, 2001, p. 45); the impression becomes one of gender-based repression
if not oppression.
Not all of the statements about gender specific spaces imply gender segregation:
This clay object is about 20 cm long and looks like a vase with one side missing. It
is decorated with scene of women working at home. In ancient Greek homes,
archeologists have found artifacts like this in the room called the gynaekonitis.
This room was used by women as a place to work and to entertain family and
friends. Do you know what the object is? (Asselstine et al., 2000, p. 36).
In this example from 73, the separate space reserved for women within a Greek home
does not imply a secondary status to women nor does it imply their segregation. Rather,
the space is given a context and a purpose. Perhaps because the focus of the topic under
discussion is the epinetron (the mystery artifact used to prepare raw wool for spinning)
rather than the gynaekonitis, the focus is on work done by women and the tools used in
that work rather than on women themselves. Most importantly, the explanation
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provided by the authors gives the space a context and a purpose other than simply
separating women from men. At the same time, it must be pointed out that there is no
information in any of the textbooks about the andron—the space in the house reserved
for the use of men. Also, there is no information on how families used any or all of the
spaces within their houses when they were alone and how that may have changed when
outsiders to the family were present. What is missing from the statements about Greek
women and men and the homes in which they lived are reasonable explanations.
7.3

Education in Ontario Grade 5 Textbooks
The overwhelming message in the early civilizations textbooks is that boys were

educated and girls were not. From Smith and Pelech (2002) we learn that: "Boys of
wealthy families started going to school at the age of eight or nine [in Mesopotamia]" (p.
10); and, "In most of ancient Greece, boys went to school from the ages of 6 to 14" (p.
51). Waters (2001) replicates the same pattern: "Boys usually went to school after about
age seven [in Ancient Greece]..." (p. 48); "Boys were looked after at home until they
went to school [in Ancient Greece]" (p. 45); and "Public and private schools for boys
were established in parts of China during the Han dynasty (p. 122). Descriptions of boys
and school are then juxtaposed against girls and not going to school: "In most of ancient
Greece, girls did not attend school" (Smith & Pelech, 2002, p. 51); and "Girls did not go
to school [In Ancient China]" (Waters, 2001, p. 122). The only exception to the boys go
to school and girls do not pattern is a statement about Ancient Rome, where it is
explained that "Both boys and girls could attend school..." but that girls left at about
ten years of age (Smith & Pelech, 2002, p. 62).
The privileged boys in ancient civilizations were learning a variety of things at
school or from their private tutors. In Ancient Greece, they were learning "reading,
writing, poetry, arithmetic, drawing, and painting" (Smith & Pelech, 2002, p. 51) and
"music" (Waters, 2001, p. 48). In Ancient India, students at the University in
Takshashila "studied subjects such as medicine, chemistry, metalwork, and the science
of wealth" (Smith & Pelech, 2002, p. 39). In Mesopotamia, boys "learned to read and
write, and they studied mathematics, science, history, and geography" (Smith & Pelech,
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2002, p. 10). In Ancient Rome, reading, writing, and mathematics were on the agenda
for the girls and boys attending school.
Readers of the textbooks learn that girls in early civilizations who were not going
to school were not necessarily uneducated. In ancient Greece "some girls from
wealthier families learned to read, write, count, and play a musical instrument such as
the lyre..." (Waters, 2001, p. 48). Smith and Pelech (2002) explain that in ancient
Greece "[girls] stayed home and learned reading, writing, arithmetic, and household
chores from their mothers" (p. 51). In ancient China "some girls also learned music,
painting, and crafts from their mother or a woman tutor. Some girls learned to read and
write, but they could not hold government jobs" (Waters, 2001, p. 122). In the historical
biography of Ban Zhao we learn that she "learned to read and write and ... spent her
days in the family library learning about the life and ideas of Confucius and reading
poetry and other literature" (Waters, 2001, p. 124).
Formal education in the textbooks becomes associated more with the idea of
wealth than with gender. The gendered discrimination of educational opportunities in
early civilizations, at least as they are portrayed in social studies textbooks, is therefore
softened by acknowledgements that usually only the children of wealthy parents were
formally educated and that that formal education often occurred in different locations for
boys and for girls. The influence of wealth on types of education is even acknowledged
in terms of military training. We learn several times in EC that formal physical training
was undertaken by Greek and Athenian boys in preparation for their military training
(see Waters, 2001, pp. 26, 44, 76):
In their teens, boys went to a special school to become physically fit. They
learned to wrestle, run, jump, and throw a javelin and discus. Only wealthy boys
learned to ride horses, which were expensive to buy and to feed (Waters, 2001,
p. 48).
While all healthy young males were training for their future as soldiers, only the rich
boys were going to be in the cavalry.
Although the textbook portrayals of education in the ancient world emphasize
formal education, they do address the realities of most non-wealthy, non-noble people's
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educational opportunities: "Common people could not afford to go to school and were
trained at home or in workshops" (Smith & Pelech, 2002, p. 10). The majority of boys,
like the majority of girls, were not schooled or educated in the formal sense, rather they
learned necessary knowledge and skills about everyday life and, perhaps, about working
at a trade or craft:
Most families [in Ancient China] could not afford to educate their sons. Boys
were often needed to work on the land or learn the skills of their father's trade
(Waters, 2001, p. 122);
[In Mesopotamia] the boys learned specific trades, such as pottery-making,
metalwork, or woodwork... (Smith & Pelech, 2002, p. 10);
An artisan or craftsperson learned the skills of the trade by becoming an
apprentice as a child. An apprentice worked for an experienced person, usually
his father, and learned from him for a number of years. When an apprentice
finished training, he had to show his skill, usually by doing a special project.
Then he was qualified to work alone. Eventually he might train his own
apprentice (Waters, 2001, p. 34).
Through fictional stories, Waters offers some detail as to what apprentices might
be learning in their various trades. We learn a little about the materials if not the
processes and skills used by shoemakers in Ancient China. We learn slightly more
about various aspects of the potting trade in Ancient Greece:
Wu Mantian.. .prepared the leather, hemp, or silk they used to craft the footwear
that the family sold (Waters, 2001, p. 142);
In the workshop, [Ikaros] turned the heavy wheels for Haimon and the other
potters to fashion urns, bowls, and plates. He kept the kiln heated with wood or
charcoal so that the temperature was right for firing. He carefully transferred
vessels and clay figures to the kiln to be fired and then removed them after it
cooled down (Stock in Waters, 2001, p. 37).
These little snippets of information about common people place boys at the
centre of the idea of learning. Notice the language of apprenticing. Apprentices and
their expert teachers are all conceptualized as male—even when the same author states
that both women and men worked as skilled artisans and crafters in early civilizations.
Sons learn the trades and skills of their fathers. Waters (2001) does manage to include
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one item about non-school learning for girls: "The daughter of a herbalist learned her
mother's knowledge of herbs and healing" (p. 122). This is accompanied by an
illustration of the mother and her daughter; it is the only illustration specifically
identifying a woman in the role of teacher.
If wealthy boys go to school, and non-wealthy boys learn trades, and only the
daughters of wealthy families were learning school skills such as reading, writing, and
counting, what were most girls in early civilization learning? Housework: "... the girls
were taught to run a household [in Mesopotamia]" (Smith & Pelech, 2002, p. 10);
"Between the ages of 10 and 12, girls [in Ancient Rome] returned to their mothers, who
taught them how to manage the household" (Smith & Pelech, 2002, p. 62); "women...
taught their daughters home-making skills [in Ancient Greece]" (Waters, 2001, p. 45);
"girls learned their mothers' skills and knowledge in the home [In Ancient Greece]"
(Waters, 2001, p. 48); "All girls learned to spin and weave [in Ancient Greece]"
(Waters, 2001, p. 25); and, "[girls] learned their mothers' skills in the home [in Ancient
China]" (Waters, 2001, p. 122). Other than learning that girls learned to spin and weave,
we learn absolutely nothing about home-making skills and knowledge, running and
managing a household, or a woman's responsibilities. There is little or no differentiation
offered for girls of varying classes or other societal groups. Did the daughters of poor
tenant farmers learn the same household skills as the daughters of wealthy merchants?
Did girls in ancient civilizations learn the same household skills as children today?
Coupled with this is the implication that boys needed to learn absolutely nothing about
running a household. In fact, the very idea of 'household' remains undefined. This lack
of specificity enables both a complete dismissal of household skills and knowledge as
vitally necessary to survival as well as potentially enabling stereotyped assumptions
about modern, Canadian households (themselves potentially gender stereotyped) being
incorrectly transferred back onto other peoples and other societies.
In another fictional story in EC, this time about a girl living on a farm outside of
Greece, readers are sent a message about how we (that is 21 st century, modern, Western,
industrialized individuals) should understand girls in the ancient world felt about their
looming womanly duties: "In a few years, [Melika] would leave home and have a
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household of her own to run. She had to learn a woman's responsibilities. Melika
sighed a little..." (Waters, 2001, p. 46). What we do not learn in this story of Melika is
any reasonable detail of those womanly duties. Rather we must be content with pasttense explanations that wool had been spun and dyed at some point in the past and that
Melika is now supposed to "weave a warm himation for her brother" (Stock in Waters,
2001, p. 46). Later we read that "Melika worried [about her pet bird] as she drew the
bright yellow wool back and forth on the loom" (p. 46). In fact, the story is more about
Melika's pet bird than it is about her learning 'a woman's responsibilities'.
This fictional representation effectively denies that women took pride in
performing the vitally necessary work and duties they undertook as their invaluable
contribution to meeting the needs of themselves and their families. There is no denying
the drudgery of the daily grind, however, this is a perspective implied only in relation to
women and domestic responsibilities. There is no such similar sighing over the duties of
a pottery slave or a shoemaker—and surely those occupations also involved drudgery
and repetition. The glossing of the actual work undertaken to run a household (without
benefit of modern conveniences such as fully-stocked grocery stores and long-term food
preservation done by someone else) misrepresents domestic responsibilities.
The grade 5 textbooks portray formal schooling as the preferred educational
option. All discussions of education in the grade 5 textbooks begin by describing the
formal schooling available to wealthy and/or privileged boys. This is the standard that is
then modified for all girls and poor boys. Waters (2001), for example, states that "The
ancient Chinese believed that education was very important" (p. 122). Waters continues
from the above statement to explain that not all families could afford to educate their
sons in either of the private or public schooling options. A more accurate opening
statement about education in Ancient China would be that the ancient Chinese believed
that education for boys was very important as it is stated repeatedly throughout the book
that Chinese girls were not formally educated and those who were, such as Ban Zhao,
19

were highly unusual.

Of course, to attribute a belief to an entire population is itself high questionable.
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Perhaps one reason for the emphasis on formal schooling —beyond the obvious
'student-friendly' connection to modern Canada's mandatory schooling system—is the
association within our own society of formal education to personal opportunity and a
transference of this idea back onto ancient civilizations:
The family hoped to send Wu Mantian to school. Few boys could be spared
from working in family businesses, even for a short time. However, Wu
Mantian's father was able to read. All his life he had studied the works of
Confucius after his work in the shop was done. He wanted his son to share his
love of knowledge and ideas, as well as be a good shoemaker (Waters, 2001, p.
142);
Ikaros...could not attend school like boys his age who were free. However, with
the help of an older slave, Ikaros had learned to read and write. He dreamed of
discussing great ideas about the world with one of the great teachers who often
spoke in the Agora (Stock in Waters, 2001, p. 37).
The portrayal of formal education in the early civilizations textbooks, therefore, tends to
both justify and excuse the privileged status of some members of a society and the
exclusion of other members of the same society as simply the way it was then. A second
approach to portrayals of formal schooling, at least in Waters' EC, is to romanticize the
idea of accessing and acquiring formal schooling. Being a shoemaker or a potter is
simply not good enough—something akin to the contemporary belief that university
educated lawyers and doctors are somehow superior to trade school educated plumbers
and electricians.
That formal systems of education in early civilizations were male-oriented
systems is underscored by discussions of who taught students and of the systems
themselves. In Ancient Greece, readers learn that "Important Greek thinkers, called
philosophers, wrote about their ideas and scientific discoveries" (Waters, 2001, p. 47).
We then learn that these important thinkers and "Philosophers were educated men who
...shared their ideas with students and interested people" (Waters, 2001, p. 50). A key
component of formal schooling in ancient China was learning "the teachings of the great
teacher Kong Fuzi" (Waters, 2001, p. 122). In Mayan society priests were responsible
for educating the sons of the nobility (see Pelech & Smith, 2002, p. 71). In
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Mesopotamia we learn that "priests were in charge of ...running the schools" at which
boys were the only students (Smith & Pelech, 2002, p. 10). We also learn that "scribes
were public writers who worked for religious temples or the government" (Smith &
Pelech, 2002, p. 10, holding in original) and were highly respected in Mesopotamian
societies for their abilities to read and write. They were the only people who could do
so. Formal examinations systems were devised in ancient China to determine the merit
of civil servants serving in government bureaucracy:
The Han dynasty created a large civil service or group of government workers.
These people had to go to government schools and pass examinations to take on
different roles in the government" (Smith & Pelech, 2001, p. 43, holding in
original);
In later centuries, men had to pass several levels of strict government
examinations (Waters, 2001, p. 141).
The systems of formal schooling are thus revealed as male-oriented and maledominated. It is also not an isolated system, rather, formal schooling is a means to
power and prestige within other social institutions such as religion and the government.
These textual representations are reinforced by pictorial representations. The
very few pictures depicting men alone with children almost all portray the men in the
role of teacher. In EC men are shown teaching children on pages 42, 80, 116, and 122.
There are also illustrations depicting Aristotle surrounded by students (p. 37) and Plato
surrounded by students (p. 50). DEC also has an illustration of three boys sitting on
mudbrick benches and writing on clay tablets (p. 10).
Formal schooling in ancient societies was not really about the abilities of
individual students—whether they were girls or boys—it was more about the
continuation of power, particularly the power of some men. As stated above, even
though some girls in China learned to read and write they were barred from holding
government jobs. Only men could work in the government because only men could
write the government examinations required for the civil service. Priests controlled the
education systems in Mesopotamian and Mayan societies, priests were men, and priests
educated only boys. Similarly, only scribes could read and write on behalf of
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government and religious institutions and only boys were allowed to go to school in
order to learn to read and write. There is never an explanation as to why these systems
of gender discrimination were instituted within the society nor what kinds of effects
these exclusions may have had.
7.4

Work and Occupations in Ontario Grade 5 Textbooks
Many occupational titles are used throughout the grade 5 textbooks to describe
1^

the types of work done by people in early societies.

Some types of occupations receive

far more attention than others while some occupations are consistently referenced
through an occupational title but actually receive little substantive attention. For
example, people working in various forms of entertainment are identified as actors,
musicians, jugglers, and dancers with descriptions of the work offered. Other people are
identified as leaders or emperors or kings—and these types of occupational titles are
used in large numbers—yet the work actually done by leaders, emperors and kings
receives passing mention or little detail.
The textbook authors take great care to use gender neutral terminology in
describing various occupations or types of occupations. For example, words such as
farmer, teacher, and doctor while often carrying with them gendered connotations are
not in and of themselves gender specific. At other times, the language used in
describing some occupational titles reveals subtle gender biases. For example, in terms
of leaders, Smith & Pelech (2002) state that "Although the pharaohs of ancient Egypt
were usually men, four were women. This sculpture shows Hatshepsut, the first female
pharaoh of Egypt, who ruled for 22 years during the New Kingdom period" (p. 18).
Every general reference to pharaoh in the remainder of the chapter identifies pharaoh as
him rather than as him or her. Yet, later in the same textbook, the authors manage to use
gender inclusive language when describing different types of government structures.
For example, they state that "The ruler of a monarchy is born into his or her position of
power" (Smith & Pelech, 2002, p. 61). Thus they include women as leaders
13
T5 includes a lot of information about modern archeologists and the kind of work they do, but has little information
about working and occupations in early civilizations.
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hypothetically while simultaneously erasing them from the extant historical record
through language choices.
In some cases the authors have carefully chosen gender neutral terms such as
craftspeople and artisans rather than terms such as craftsmen which would have been
commonly used in the past. Yet again, this carefully constructed veneer of gender
neutrality begins to slip upon closer inspection. For example, Waters (2001) states that
"Most artisans and craftspeople were free men and women" (p. 35) but then goes on to
state that "Sons of farmers, fishers, miners, craftspeople, artisans (such as the metal
workers shown above), and merchants worked as apprentices to learn the skills needed
to do their fathers' work" (p. 48). This is certainly not the only instance in which a
generalized and apparently gender neutral term is revealed to actually be gender specific.
Smith and Pelech (2002) describe "Athenian citizens [as] men who came from
many backgrounds and had the freedom to work as farmers, craftspeople, and traders (p.
51, holding in original). Waters (2001) narrows the occupational choices of Greek men
even further noting that "The majority of the men of ancient Greece were farmers...
Most farmers worked with their family members" (p. 30). Men in Greece are identified
as farmers and, by default, farmers in Greece are identified as men. Farmers are also
identified separately from their family members. This too indicates that it is only the
male head of household who holds the honorific of farmer. The statement below about
farmers in ancient Rome appears to be gender neutral and potentially inclusive of
women as farmers. However, the explanation of voting privileges enjoyed by farmers
effectively excludes women as farmers because the same authors explain that women in
ancient Rome were denied the privilege of voting: "Farmers, shopkeepers, and
craftspeople were plebeians, or common citizens of Rome, and were allowed to vote"
(Smith & Pelech, 2002, p. 62). Even when women are identified with the general idea
of farming, they are effectively denied the title of farmer, rather they are merely helpers:
"On small farms, women and children probably helped in the fields when needed"
(Waters, 2001, p. 30). Another example of the veneer of gender neutrality exists in
descriptions of the Chinese civil service: "During the Han dynasty, people of any class
could get an important government job in the civil service, earning enough money to live
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a comfortable life" (Smith & Pelech, 2002, p. 43). Yet we also learn that in order to be a
civil servant, the applicant had to pass rigorous government examinations. Most
importantly, we learn that "Some girls learned to read and write, but they could not hold
government jobs" (Waters, 2001, p. 122). Thus, the choice of gender neutral
terminology 'people' rather than 'men' attempts to deny or at least disguise blatant
sexism within the society.
On occasion the authors see fit to identify the gender of a worker. This happens
more frequently when the gender of the worker is female. For example, "Some girls
also learned music, painting, and crafts from their mother or a woman tutor" (Waters,
2001, p. 122). Having spent considerable time explaining that only boys in ancient
China were educated and that very few girls and only those from wealthy homes would
have received formal schooling of any kind, it is somewhat difficult to understand from
whence came a woman tutor. Nevertheless, this is the occasion in which an author feels
compelled to attribute gender to a tutor: "Women in ancient Greece took pride in their
weaving.... Women also supervised women slaves doing some of the weaving" (Waters,
2001, p. 25). This example of specifying the gender of workers, in this case the female
slave engaged in work that has already been identified specifically as the work of
women, is a direct contradiction to descriptions of other kinds of work and workers in
which the authors have attempted to avoid deliberately identifying the genders of those
workers. The attempts are somewhat unsuccessful, however, when unthinking 'slips' of
language routinely identify particular workers as he, him, fathers, and sons.
There is another example however, in which the gender of particular workers is
emphasized. In a lengthy description of Greek actors and the form and structure of
Greek theaters, Waters (2001) explains that: "A few actors played all of the main parts
in Greek plays.... Male actors played both the female and male roles" (p. 60). Here
again is another example of textbook authors choosing to emphasize aspects of a society
denied to the women of the society—although the identity of the deniers is not made
clear. Denying women an occupation on 'the stage' is not connected to other aspects of
ancient Greek society at this particular time which denied much of public life to women,
or at least to women of a certain class. Certainly the textbook author does not broach the
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topic of exclusion and representation—that the men writing and performing the plays for
the benefit of other men may well have chosen to portray women in particular ways that
women themselves might not have recognized nor endorsed.
Religious leaders were very important in many early societies. We learn, for
example, that in Mesopotamia the "priests were in charge of giving out land to the
farmers and running the schools" (Smith & Pelech, 2002, p. 10). In Egypt priests "made
offerings to the gods on [pharaoh's] behalf and "performed spells and rituals to help the
dead get into the afterlife" (Smith & Pelech, 2002, p. 20). Mayan priests "performed
sacrifices and other religious ceremonies" (Smith & Pelech, 2002, p. 73) and "studied
the sky and the positions of the sun, the moon, and the planets very closely [in order to]
determine when good or evil gods were going to be in control of time" (p. 75). In
ancient Greece "priests of the god Aesculapius had much practical experience and skill
at treating illness" (Waters, 2002, p. 26); they would "prescribe herbs, exercise, and
baths" (p. 26). We also learn that women served as religious leaders and servants the
deities of ancient societies. In ancient Greece "a few [women], such as priestesses,
work[ed] in public positions. Priestesses performed religious duties" (Waters, 2001, p.
43). Certainly, we learn far more about priests than we do about priestesses. Also note,
that at no time is the gender of priests placed at the forefront nor even mentioned,
whereas the gender of priestesses is presented as the most important aspect of their
occupations.
At times, the authors openly state that particular occupations were dominated by
one gender: "Philosophers were educated men who had studied the physical world and
human life" (Waters, 2001, p. 50). While most philosophers in ancient Greece were
indeed men (or at least existing records and writings seem to indicate this), the textbook
authors fail to identify exceptions to this rule (Hipparchia the Cynic, for example) while
they also fail to explain the systemic limitations placed on girls and women that
effectively denied their participation in public occupations specifically and only because
they were female and not male.
Interestingly, there is a deliberate intent to ensure that students conceptualize
certain workers as both women and men. Waters (2001) states that "Either men or
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women could be doctors [in ancient China]" (p. 100) and that "Some women ran small
shops or worked as doctors or herbalists" (p. 103). This suggests that textbook authors
seem to presuppose that elementary level students tend to associate references to doctors
as references to male doctors. This is a vital clue to understanding textbook
representations about women and men and work. Although female doctors have become
as commonplace as male doctors in the past thirty years—and grade 5 students in the
21 st century would not themselves have lived at a time when women were actively
discouraged from pursuing careers as doctors—textbook authors feel compelled to
specify occupations available to women at other times and in other places, especially
jobs holding prestige and honour in the here and now.
Despite the textual effort to portray 'doctor' as a gender neutral occupational
title, the illustrations in the textbooks, EC in particular, all depict only males as doctors.
In the Ancient Greece section, men are portrayed attending to male patients on pages 18
and 26. In the Ancient China section, men are portrayed performing acupuncture on
pages 92 and 100. One illustration shows a woman in a medical capacity—this is the
herbalist passing along her knowledge to her daughter (p. 122).
Other workers depicted in illustrations in EC include farmers and fishers
(described above in the Meeting Needs section); teachers (described above in the
Education section); male miners in the Laurion silver mine (p. 33); male sculptors (pp.
35 and 109); a male potter (p. 43); male merchants (pp. 38 and 111); male workers
(un)loading a ship (p. 39); male caravan traders (p. 113); conscripted male workers
building a road (p. 103); male artisans (p. 110); male metal workers14 (p. 48); male civil
servants (pp. 141, 142, and 143); a male shoemaker (p. 142); and several overview or
market scenes in which many of these same types of male workers appear (pp. 28, 36,
81, 102, and 112). There are instances where women are shown working. As described
above in Meeting Needs, women are shown cooking, spinning, and weaving and,
specifically in EC, are shown preparing silk worms for spinning. They also occasionally
appear as farmers (again, see Meeting Needs above). Women also appear in illustrations

Also one of the rare occurrences in which men are depicted with a child.
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as entertainers. In EC a female juggler and male acrobat are depicted on page 60 and a
male juggler and three female dancers are depicted on page 133. In DEC two men and a
woman are depicted as merchants (p. 30). In EC two men and a woman are depicted as
potters (p. 34). Interestingly, the men are shown in active roles (one is making a pot;
one is painting a pot) while the woman is seen in a more static position (holding a pot,
although she may also be transporting the pot). Thus, unless they are shown doing
specifically 'womanly' tasks, women are never portrayed alone in the illustrations in a
work or occupational status while men frequently appear as solo workers or in the
company of other men.
Despite the concerted efforts to present occupational titles with gender neutral
terminology, the underlying conceptualization of work/jobs/occupations as the
prerogative of men is revealed in the titling of occupations. For example, men who
grow food are given the title farmer. Men who hunt or fish are called hunters and
fishers. Men who govern are titled king, emperor, lugal, halach uinic, pharaoh, vizier,
nomarche, and civil servant. Men who are civil servants are titled scribe, censor,
magistrate. Women are never given the title farmer; in fact, their work on farms is even
denied the honorific of farming—at best, they are helpers or they work in the fields.
Women leaders are acknowledged and their titles—queen, kandake, pharaoh—are used
but only with the emphasis upon their rarity either across time within a given society or
else when compared to other known societies. Women's chief occupations or vocations
are routinely denied a title. Women wove cloth but are seldom identified as weavers;
women cooked meals but are never called cooks or chefs. While women were the
raisers of silkworms, they are not identified as silkwormers or farmers. Even
craftspeople are specifically identified as shoemakers, leatherworkers, and
metalworkers. Thus, the textbooks reify an androcentric perspective of work and
occupations in early societies.
The idea of work and occupations seems to be conceptualized in terms of
modern, Western ideas of jobs, salaries, and systems of employment in which work is
separated from home. This becomes particularly clear when comparing descriptions of
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occupations and the work done by the people within those occupations to descriptions of
the work done by women or identified as 'woman's work':
The Egyptian woman's most important roles were that of wife and mother, and
unlike Egyptian men, women did not hold jobs outside the home (Smith &
Pelech, 2002, p. 19);
Women [in ancient Rome] owned property, worked outside the home, and
managed their own businesses (Smith & Pelech, 2002, p. 62);
Men [in ancient China] worked to provide most of the income to support their
families (Waters, 2001, p. 119).
These statements all place the concept of 'work' firmly within the realm of paid
employment. Even when the statements are somewhat nonsensical—such as Egyptian
men holding jobs outside the home when the majority of Egyptian men, who were
peasant farmers, did not 'hold jobs' per se—they still invoke a relationship between
income and occupation. Several statements by Waters (2001) reinforce the idea of work
and income:
Most women worked in the home. They often added to the family income by
raising silkworms, making products such as sandals for sale, or keeping chickens
[in ancient China] (p. 103);
A woman.. .cooked, did household chores, and looked after the children. Many
women also contributed to the family income through their work. For example,
women raised silkworms and produced and embroidered fine silk fabric [in
ancient China] (p. 119);
Most women worked mainly in the home. Women were essential to economic
life. They cooked, raised children, and wove fabrics [in ancient Greece] (p. 29).
With the exception of the third statement in which Waters (2001) manages to
respectfully acknowledge but fails to adequately explain the essential contribution made
by women through their work, the above statements equate only the work done by
women that earned tangible income to actual work. The converse of this implication, of
course, is that all of the work women did that earned no income, that is, no cash, was not
actually work. Thus, cooking, cleaning, weaving, and childcare are not conceptualized
as occupations because within the home, they did not earn money.
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These vitally necessary tasks are conceptualized and, almost, dismissed as
'woman's work'. This, in fact, is how most of the work attributed to women by the
textbook authors is portrayed:
Women ran the household... (Smith & Pelech, 2002, p. 35);
Women were expected to.. .take care of the home and children. They also
worked in the fields (Smith & Pelech, 2002, p. 44);
Women on farms probably worked mainly in the home. They prepared food,
raised families, spun thread, and wove cloth (Waters, 2001, p. 30);
Mothers took care of the home, cared for children, and supervised the household
slaves (Waters, 2001, p. 44);
Women spent most of their time at home cooking, cleaning, spinning wool, and
weaving. They made household items like blankets, pillows, and wall hangings.
Women cared for the children and taught their daughters home-making skills
(Waters, 2001, p 44).
It is not difficult to suggest that these textbook representations of women's work borders
on dismissive. Little or no detail is offered to describe any of the tasks involved.15 The
final example from Waters begins to hint at the various areas within the domestic
household in which work had to be accomplished. Unfortunately the statement is not
expanded; hence it does not adequately represent the work involved: food production,
preservation, preparation (including fetching the source of fuel), and management (to
avoid starvation before the next harvest) is reduced to cooking; the acquisition of raw
materials (growing flax, raising sheep) for carding, spinning, weaving and eventually
making clothes and other textile products for use in the home is reduced to simply to
spinning and weaving. We learn more about actors on the Greek stage than we do about
what was involved in preparing a meal in ancient Greece.
It is assumed in the textbooks that all men work, that their work entails an
occupation, and that that occupation occurs 'outside the home' and rarely, if ever, in
connection to the domestic. This is exemplified in the Black Line Master 62 "Work in
15

The little information on spinning and weaving does not do justice to the techniques or skills involved in these
tasks. The same can be said for processes involving food preparation, preservation, and storage. See Meeting Needs
in this chapter.
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Ancient China" from the Early Civilizations Teacher's Guide (Waters, 2002). Next to a
list of occupational categories, students are to describe the "Importance of This
Work to the Ancient Chinese Economy" and to then "write a summary statement
describing how work contributes to the economy" (Waters, 2002, p. 269). The
following categories of workers are listed: Farmers; Craftspeople; Business People;
Service Workers; Women in the Home; Conscripted Workers. Men are present through
a large variety of occupations but are virtually dismissed from the domestic realm.
Apparently men throughout history and across all geographical spaces have been
shirking their household responsibilities. At no time do authors indicate ways in which
men were involved in the domestic sphere. Did no man at any time ever make a repair,
tidy up behind himself, mind the children, or carry in the groceries? By choosing to
completely gloss over the details of the tasks of daily living, the authors not only dismiss
the history of half of the population of the world whose responsibility it typically has
been to fulfill those duties, but they have also denied to students the opportunities to
learn about different ways of organizing and sharing necessary labours in societies both
different from and similar to our own. The authors of the textbooks have chosen to
emphasize occupations found in what we would now identify as the 'public sphere',
even when those occupations may well have been considered offshoots or aspects of
domestic labour within the studied societies themselves.
7.5

Community in Ontario Grade 5 Textbooks
The idea of 'community' is present as both a physical and a societal

conceptualization in the grade 5 early civilizations textbooks. Physical connotations of
community include references to settlements, villages, towns, cities, and empires, citystates, kingdoms or countries as both specifically named places as well as general ideas.
The idea of community is also imbued with a social aspect. In this sense, the authors of
the textbooks discuss civilizations, cultures and societies in terms of notable
achievements—such as inventions, innovations, and large building projects—as well as
in terms of social organization.
Social status and social hierarchy are also consistent themes in portrayals of
community in early civilizations. For example, Smith and Pelech (2002) include a
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section on Social Structure for each of the eight early civilizations covered in the book.
A graphic pictorially represents each society's social structure in addition to the textbased paragraphs. Every social structure graphic in DEC is a pyramid depicting a
hierarchy with some kind of governmental or religious ruler at the apex and some
category of common people at the very bottom.
The pyramid for Mesopotamia, for example, includes separate categories for
lugal (king) at the top and then in descending order priests; scribes; traders and
craftspeople; common people; and, at the bottom, slaves (Smith & Pelech, 2002, p. 10).
Egypt, the next civilization, echoes the hierarchical pyramid of Mesopotamia with the
following inclusions: pharaoh at the top followed by nobles and military leaders; priests
and scribes; craftspeople; peasant farmers; and slaves (Smith & Pelech, 2002, p. 19).
The social structure for China, chapter six, begins with emperor at the top and is
followed by two further categories divided, in descending order, amongst "emperor's
family, nobles, landowners, civil servants" and, at the bottom, "peasants, farmers,
craftspeople, traders, servants" (Smith & Pelech, 2002, p. 43).
What is particularly interesting about the Social Structure section in DEC is the
androcentric perspective used to devise the rankings. The categorizations of social
hierarchy are connected to roles or status within formal government, to roles or status
within state religions, to occupations, and to economic status (particularly whether one
was owned by another). Employing apparently gender neutral terminology—in
particular using 'craftspeople' rather than 'craftsmen' as well as general terms such as
'farmer' and 'common people' — gives the appearance of a gender neutrality to these
hierarchical categories.
This veneer of gender neutrality, however, slips away when the reader moves on
to the next section in each of the chapters titled "Family Life". It is in the "Family Life"
sections, and not the "Social Structure" sections of DEC that Smith and Pelech include
information about women thus revealing that their "Social Structure" sections are really
discussions of hierarchy and status among men within a society. Women are excluded
from social organization, and their absence seem to be unnoticed—they are effectively
conceptualized as outside of society. For example, the "Social Structure" section on
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Rome, chapter eight, states: "Patricians, the wealthy families of Rome, were either
senators or knights. Farmers, shopkeepers, and craftspeople were plebeians, or common
citizens of Rome, and were allowed to vote" (Smith & Pelech, 2002, p. 62). Yet, in the
very next section on "Family Life", Smith and Pelech (2002) state that "Roman
women.. .were not allowed to vote..." (p. 62). The authors of DEC simply omit women
from their discussion of Roman social organization.16
In two cases the gender of the people occupying hierarchical categories in the
DEC social structure pyramids is specifically accentuated—each is a case of women
within the social hierarchy. The hierarchical pyramid for Nubia includes the following
entries: "king or queen; nobles; working people" (Smith & Pelech, 2002, p. 28). In this
pyramid, the authors have made sure to include women leaders as well as men leaders
because, as they explain in the accompanying text "Between 270 BCE and 250 CE, both
kings and queens ruled equally in Nubia" (Smith & Pelech, 2002, p. 28). Although
Smith and Pelech explain that Nubian queens were known by the title 'kandake', they
fail to include this specific title in the pyramid. This contrasts with the Mesopotamian
and Mayan pyramids in which the specific titles for kings—'lugal' and 'halach uinic'
respectively—are used in the graphics as well as the main text. The second example in
which social hierarchy is deliberately rather than unintentionally connected to gender is
the description of social structure in Ancient Greece. Here, Smith and Pelech (2002)
include a pyramid with the following stratifications: "citizens; wives and children of
citizens; foreigners; [and] slaves" (p. 51). The gender of the citizens is implied and then
confirmed only because one assumes that wives are married to husbands who are
typically men, hence, citizens are men. Only the gender of the women citizens is
specified, thus reifying their status as Other to the standard citizen.
The exact same pattern of specifying only women citizens is also evident in the
teacher's guide for EC. The student worksheet BLM 33, titled "Ancient Greek Social
Structure" includes a hierarchy of classes. Students are to read the sentence prompts
and then complete them with appropriate information from the textbook. At the top of
16
It is also completely nonsensical to include information about one's right to vote in a section on "Family Life"—
particularly when the previous two sections are "Social Structure" and "Government".
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the page is an illustration of a bearded man with a speech bubble saying "I am Arkos, a
male Greek citizen. As a citizen, I have the following rights:" (Waters, 2002, p. 239).
Directly below the picture of Arkos is a picture of a women. She is saying "I am
Sophia, a female Greek citizen. I would describe my rights as follows:" (Waters, 2002,
p. 239). Below Sophia is a picture of another bearded man. He says "I am a Metic. My
name is Jason. My rights in this ancient Greek society are:" (Waters, 2002, p. 239). At
the bottom of the page is a young, unbearded male saying "My name is Milos and I am a
slave in ancient Greece. I would describe my rights in this society as:" (Waters, 2002, p.
239). Note that there is only one situation for which the gender of the individual
involved must be specified—the female Greek citizen. This identification is necessary
because of the heavy emphasis in elementary social studies curricula upon the practice
of democracy in ancient Athens and the conflation of the term 'citizen' with democratic
freedoms and responsibilities. With the advent of demands for increased information
about women in official school knowledge, it has been necessary to explain that not all
persons of the citizen class in ancient Athens were entitled to partake in the practice of
democratic government. Thus, the taken-for-granted definition of 'citizen' must be
modified. The other major classes within the social hierarchy of ancient Greek
society—metics and slaves—require no such modification because both males and
females in these rankings were excluded from participation in government. However,
the overall impression is that there were either no female metics or female slaves or that
they are so unimportant it is irrelevant to include them.
In the EC textbook, the discussion of social status also assumes men as the
measure with specific information about women being added on. An illustration of
social hierarchy in ancient China in EC (p. 117) also excludes women although the
pattern of exclusion is opposite to that of ancient Greece. Here illustrations of four
ranks within Chinese society depict a woman and a man at each of the lower statuses
(peasants, artisans, and merchants) but shows only two men at the highest status of
nobility. This makes complete sense within the descriptions of these rankings:
Nobles, landowners, and scholars were respected for their power, wealth, land,
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and knowledge. Nobles usually came from families who had gathered land and
wealth through family connections or success in war. If they supported the
emperor, they kept their lands and titles (Waters, 2001, p. 117).
The textbooks consistently emphasize that within the ancient Chinese social structure
women were subordinate to men and that women were rarely, if ever, educated. The
specific association of nobility to warfare and to property ownership (although the status
of women regarding property ownership in ancient China is never discussed)
conceptualizes nobles as men. The exclusion of women from the pictorial representation
of this class does raise the question of how the nobility was perpetuated without the
participation of women!
The discussion of social structure in the EC textbook section on Ancient Greece
is much less concrete than that of ancient China. Greek social structure is divided into
three categories: citizens, metics, and slaves (p. 43). Following a description of citizens
of Athens as the progeny of Athenian parents, the discussion turns to the rights and
privileges of men. This is then followed by a subsection titled "Women" in which the
status of women citizens is discussed in comparison to the status of men citizens. The
categories of metic and slave combine the discussion of rights and privileges available to
women and men holding these statuses. The illustrations chosen to represent the class
structure of ancient Greece, however, are almost wholly conceived of as male. Three
men of varying ages discussing something represent male citizens and a man painting a
pot represents metics. Two women are shown. They clearly represent women citizens
because they are well-dressed and are walking together under the shade of a parasol held
by a male slave. This male slave visually represents the category slave.
The explanation of the social structure really hinges on the ability of members of
the various classes to participate in government and to own property. The disallowance
of women from these privileges has led many authors, including Waters (2001) to
specify the differences between male citizens and female citizens. In EC we learn that
"Most women citizens contributed to society by caring for the family and the home"
(Waters, 2001, p. 43). What we do not learn is the ways in which women metics and
women slaves contributed to society nor do we learn much about them in relation to
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their families. Gender becomes a non-issue in the lower status categories because the
men within those rankings are denied the right to vote—there is therefore, little reason to
give any specific information about the women in these classes.
Waters (2001), like Smith and Pelech (2002), draws overt connections between
social status and gender by frequently highlighting the subordinate status of women to
men as pervasive and absolute within the societies she covers in EC. In the section on
ancient China, Waters (2001) repeatedly makes statements about women—particularly
as wives—and their subordinate status: "Within the family, men had higher status than
women and children. However, they were expected to respect and obey their own
parents and elders" (p. 119). Both Waters (2001) and Smith and Pelech (2002) attribute
class and gender hierarchies within Chinese society to an adherence to Confucian
ideology. Both also suggest, perhaps too subtly for grade 5 students to fully understand
the implications, that the family as a whole bore both the honour and the shame of
individuals members:
In ancient China, there were strict rules that controlled the social structure.
Obedience within a family was expected. The family was held responsible
for the behaviour of its members. If a person committed a crime, the authorities
could punish the family (Waters, 2001, p. 143).
Such explanations perhaps offer some reasons for the apparently widespread
acquiescence of subordinate persons to systems of hierarchy and to their 'social
superiors'. There is, however, little explanation as to why members within a family
accepted these statuses. There is also no acknowledgement that the status of an
individual could change simply because of the passage of time—a woman suffering the
lowly status of new bride might eventually become the family matriarch and perhaps
even de facto head of family as a dowager widow. Similarly, a son would eventually
take his father's place but perhaps would face challenges from younger brothers.
The androcentricity of Waters' (2001) portrayal of Chinese social hierarchy
continues in her explanation of ways through which one might improve one's status:
People were born into a certain social class. Change was not easy. There were
two main ways to improve your status.... One way was to show superior fighting
ability in wartime. The other was to move up in the hierarchy as a public official
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in the government (p. 117).
Since readers of EC learn that Chinese girls were formally excluded from working in
government jobs and that they were not trained as soldiers, clearly Waters is describing
11

two ways in which men could improve their social status.

Waters (2001) has either

forgotten or chosen to ignore a third and vital way through which social status could be
improved: marriage. Including marriage as a means for improving social ranking offers
the opportunity to include information about women and the, albeit limited, channels
available to them within an androcentric society for improving their life chances.
Including marriage as a means of social climbing also contributes to developing a
reasonable explanation for the apparent acquiescence of women in ancient China to their
subordinate status within their marital families when the idea that families "used the
marriages of their daughters to consolidate their own social and economic power"
(Lerner, 1986, p. 111) is added into and foregrounded in the discussion.
Marriage is an institution that is intimately connected to other societal
institutions such as economics and political power. The authors miss the opportunity to
discuss this connection even though the occasion presents itself. Smith and Pelech
(2002), for example, introduce but do not expand upon nor discuss the idea of marriage
as a method of either social control or social fluidity:
In India, people who belonged to one caste could not marry, work with, or even
eat with people from another caste (p. 35);
Table XI reads:
> Marriage between plebeians and patricians shall not take place (p. 66).
Smith and Pelech (2002) use these sidebarred statements to introduce discussions of
fairness and equity—discussions that are rooted in notions of modern Canadian
multiculturalism and classlessness—but concurrently ignore the gendered aspects of
these systems. They fail to address the idea that something as (apparently) innocent,
expected, and 'normal' as marriage can actually become a tool in the propagation of
17

On a previous page Waters (2001) states "Men could improve their social position through education and work" (p.
116)
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social inequities. Homogamous marriage laws ensure that power and wealth remain
with certain groups and that those outside those privileged groups will not be able to
access that power and wealth. By discussing marriage in the ancient world within the
parameters of modern marriage—with its rhetorical emphasis on love and romance—the
authors of DEC miss an excellent opportunity to introduce information that goes beyond
mere judgments of inequity to greater understanding of how those inequities were/are
created and perpetuated.
The authors of both of these textbooks effectively ignore the role played by the
institution of marriage within the larger structures of social hierarchies and the exercise
of power between individuals within a marriage as well as within the larger society as a
whole. Denying inter-class or inter-caste marriage effectively ensures that wealth and
power remain within the control of a limited number of people—it is a system of
organization that supports and maintains other systems of societal organization. For
example, connecting ideas about social status (patrician or plebian) to ideas about formal
political power (patricians could be senators but plebeians could not) and to ideas about
using formal legal power to deny plebeians the opportunity to improve their social status
and political power through marriage to patricians is a far different approach to
understanding social hierarchies than disconnected, simplistic and, most importantly,
static representations of apparently immutable categorizations and rankings.
7.6

Government in Ontario Grade 5 Textbooks
Government and various aspects of governing such as types of government,

leaders, war and the military, laws, and rights are discussed or mentioned in each of the
three grade 5 textbooks. It is also one social institution in which the gender of the
participants—particularly women—is both routinely introduced and routinely
overlooked.
The pictorial representations of systems of government routinely exclude
women. For example, across DEC and EC there are several pictures of large groups of
men gathered together discussing and voting on issues—these obviously represent
Athenian democracy in action (DEC p. 50; EC pp. 68 and 72). In EC there are also
pictures showing small groups of men discussing issues (pp. 7, 28, 42 and 43). The
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chapters on "Political Life" in EC for ancient Greece and ancient China do not include
one illustration of a woman. The illustrations in the ancient Greece section show the
large groups of men participating in government, men acting as judges

of a male

lawbreaker, and male soldiers. The pictures for ancient China show processions of
soldiers and servants carrying high-ranking officials (all men); male civil servants;
magistrates and violators of the law (all men); and soldiers (all men). The one female
soldier who appears in EC does not appear as part of the discussion of "Defense and
War" because Mulan is a figure from legend and the inclusion of her story appears in the
section on "The Arts". The one exception to this overwhelming pattern of men-only in
political life is a cityscape scene illustrating Chang' an, the capital city, in which it is
possible to identify a woman (possible by virtue of the child accompanying her). This
one tiny female figure is the only indication that, despite their formal exclusion from
participation in government, women were affected by the political organization and
political decisions made by the men who did control the governance of ancient societies.
Different types of government are either mentioned or defined in DEC, EC, and
T5. Waters (2001) and Smith and Pelech (2002) both include statements describing and
explaining different types of government such as hereditary monarchy, dictatorship,
republicanism, and, of course, democracy. In DEC, for example, Smith and Pelech
(2002) explain that "A theocracy is a form of government led by a god or religious
figure" (p. 9, holding in original). Similarly, Waters (2001) explain that "In a hereditary
monarchy a king or a queen governs by right of birth. An oligarchy is a type of
government where a small group of people has all of the power" (p. 72). These general
descriptions are then used to identify types of governments predominant in particular
societies covered in the textbooks. For example, Waters (2001) describes ancient China
as a hereditary monarchy and Smith and Pelech (2002) connect the idea of theocracy to
the type of government used by the ancient Maya. Both Waters (2001) and Smith and
Pelech (2002) also take the opportunity to pass judgment upon different types of
government. Waters (2001), for example, overtly connects the idea of hereditary
monarchy and the lack of political power held by common people: "The government
18

The illustration may also be representing the process of ostracism.
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The people had no say in choosing

their leaders or style of government (Waters, 2001, p. 138). Smith and Pelech (2002)
assert that "An effective government takes care of its people and maintains order within
a large kingdom. However, the primary role of the early Egyptian government was to
support the pharaoh" (p. 18).
These types of statements are made in comparison to democracy as a style of
government. In fact, democracy is the only type of government pursued by ancient
Greeks that receives more than passing mention or attention in the textbooks: "The
ancient Greeks in Athens were the first people to establish a form of government called
democracy (Waters, 2001, p. 72, holding in original). Two interesting themes develop
through the school knowledge representations of democracy: the treatment of 'citizen'
and the treatment of 'the vote'. The ideas are intimately connected with each other and
are heavily inflected with gender.
'Citizen' is a term imbued with more than one meaning within the textbooks—it is
a rank within a social hierarchy but it is also the key to certain privileges based on
gender. At times, the authors feel it is necessary to specify the gender of citizens and at
other times it is deemed unnecessary to specify that the citizens actually being discussed
are of only one gender. Sometimes, the lack of care taken by authors in denoting both
rank and gender tends to exclude certain people (typically women) from the concept
altogether:
Athenian citizens were men who came from many backgrounds and had the
freedom to work as farmers, craftspeople, and traders. Spartan citizens entered
military service at the age of seven. ... In both Athens and Sparta, the wives of
citizens did not have the right to vote (Smith & Pelech, 2002, p. 51).
By identifying Athenian citizens as men, Smith and Pelech effectively exclude Athenian
women from the category. In discussing Sparta, Smith and Pelech find it unnecessary to
even identify the gender of Spartan citizens; they clearly expect readers to understand
that military service is performed by males, hence Spartan citizens are male. This is
then confirmed by their statement about wives of citizens. It remains unclear from the
discussion in DEC whether women as women enjoyed the rank of citizen or whether this
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rank was available only the women married to male citizens. In other words, did
unmarried or widowed women hold the rank of citizen?
Waters' (2001) treatment of 'citizen' is slightly more careful than Smith and
Pelech's, however, she too chooses to identify gender particularly in terms of women:
"Citizens of Athens were men and women whose parents had been born in that city....
Women citizens had some legal rights but little independence. They did not take part in
government" (Waters, 2001, p. 43, holding in original). Yet, there are also instances
throughout EC in which the term citizen is used to discuss the rights, roles, and
opportunities or expectations available to or performed only by men: "All male citizens
of Athens were members of the Assembly" (Waters, 2001, p. 73); and "At Assembly
meetings the citizens would speak about their ideas" (p. 73). Having explained that only
male citizens belonged to the Assembly, the concept of citizen is no longer prefaced by
'male'; citizen alone is now understood as male citizen. Citizen thus becomes reified as
a universal male term. As such, it primarily remains unexamined but on occasion is
recognized as such and is modified to include exceptions—most notably the exclusion of
women from political power.
The authors of all three grade 5 textbooks are careful to denote—at least once in
their discussions—that it was only adult male Athenian citizens who participated in
democratic decision making. This then means that the exclusion of women from
participation in government becomes a focus of the information about women that is
included: "Men who were citizens could vote, participate in making laws, and own land.
Women citizens could not vote or make laws" (Waters, 2001, p. 43). The denial of 'the
vote' to women is sometimes mentioned even when voting was likely not a typical
aspect of the society. For example, having explained that in the early Sumerian stage of
Mesopotamian history the early leaders were elected by assemblies, Smith and Pelech
(2002) go on to explain that "the lugals began to consider themselves gods and handed
over their power to members of their family when they grew too old to rule" (p. 9); thus
establishing a system of hereditary monarchy/theocracy and not one of democracy. On
the following page (in "Family Life"), Smith and Pelech (2002) go on to explain that
"Women were highly respected and could own land or property, as well as establish
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their own business; however, they could not vote or govern" (p. 10, emphasis added).
There is an emphasis upon the negation of suffrage for women—even when voting is not
part of the system of governance.
Oddly, the emphasis on voting privileges enjoyed by some men and the voting
exclusions suffered by most women and many men in various societies (particularly
ancient Athens and Republican Rome) do not translate to student activities about
democratic practices. Both EC and DEC textbooks and teacher guides include student
activities focusing on experiencing participatory democracy in the style of ancient
Athens. Both are intended to replicate the Athenian assembly.
BLM 43 Ancient Greek Democracy
Hold a Mock Assembly Meeting
1. Decide on a class issue that must be addressed.
2. Decide on two possible resolutions to the issue. List these on the blackboard.
3. Allow any student who wishes to do so to talk about her or his point of view.
4. Use a water clock to time each of the speakers.
5. When all students who wish to speak have had their stay, review the two
possible resolutions.
6. Allow all of the students to vote on each possibility with a show of hands.
7. Count the votes to determine which resolution will be used (Waters, 2002, p.
249; emphasis added).
Activity Four - Democracy
.. .Divide the class into two groups. Half of the students will play the roles of the
Assembly, while the other half will assume the roles of the Council of Athens.
The Council will suggest a stand on a current school issue.. .and present
arguments for their stand on the issue. The Assembly will vote in favour or
against the Council's stand.
In their learning logs, students will answer the following questions:
> What role did you play?
> Do you think this is a fair way to make decisions?
> How would you like living under this governmental system? (Ursel,
2003, p. 29, emphasis added).
Clearly neither of these conceptualizations of practicing ancient Athenian democracy
are particularly accurate. Both incorrectly include all students in the class. Surely a
more accurate representation of Athenian democracy would immediately exclude all the

An Androcentric Gauge: Social Studies Portrayals of Gender

287

girls in the class as no woman in Athens—whether slave, metic or citizen—was
allowed by the men controlling the system to participate in the system. Secondly, an
accurate representation of Athenian democratic practices would need to exclude a
certain number of boys representative of the male slave and metic populations.
According to information in Waters (2001) only about 25% of the Athenian population
was eligible to partake in political life. Thus, 75% of a classroom's population should
be excluded from the actual discussion and voting in the activity. This would lead to far
different discussions about the exercise of formal power and whether or not one would
wish to live in such a society. The practice of Athenian democracy could then be
compared to the practice of modern Canadian democracy in which all members of the
class would participate.20 Perhaps the resulting discussions would begin to reveal the
connections between having access to formal power and controlling political and
societal agendas.
As discussed earlier in chapter 5, the vast majority of government leaders named
in the grade 5 textbooks are men. Of particular interest is the habit of specifically
mentioning the gender of leaders or rulers only when the leader or ruler is female. Of
the leaders named in DEC, only Hatshepsut is named specifically because of her gender.
The other notable leaders of the ancient world—all men—are identified because of their
accomplishments. Narmer united Egypt, Hammurabi wrote the first known formal laws,
Shi Huangdi united China, Alexander the Great conquered the known world and spread
Greek culture, King Kashta conquered Egypt, and so on. The only other instance where
the gender of leaders becomes a point of discussion is in the chapter on Nubia in which
Smith and Pelech (2002) explain that formal power was shared between queens and
kings:
Both kings and queens led armies into battle. The queen, or kandake, raised and
led armies, m a d e decisions about the e c o n o m y , and dealt with foreign lands. T h e

Both activities also assume the unquestioning willingness of female students to assume the roles of men.
This participation would assume the willingness of all students to assume the roles of adults because children are
not enfranchised in Canada.
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mother of a king, or the queen mother, had the power to decide who would be the
next king or queen and could remove a ruler who was not doing his or her job
(Smith & Pelech, 2002, p. 28, holding in original).21
That it is the femaleness of these leaders that makes their leadership a particular
focus is emphasized by the accompanying "Something to Do" student activity:
"Describe the duties of a Nubian queen and a queen mother. What might the duties of
these women tell us about the role of women in Nubian society?" (Smith &Pelech, 2002,
p. 29). It seems rather dangerous, from an academic perspective, to assume that the elite
of a society represent the whole of that society. To imply that the duties of a leader in a
hereditary monarchy have a direct connection to the duties of all the subjects of that
leader is highly contentious and one that many young students would not automatically
assume—given their exposure to fairy tales, movies, cartoons—in terms of kings and
subjects. This then reveals the underlying conceptualization of women within Nubian
society as homogeneous. Women are women without differentiation. Kandakes are the
same as slaves and merchants and housewives. Perhaps a more reasonable suggestion
would be to ask students to consider the overall attitudes within this Nubian society
toward both women and men and attitudes about men and women working cooperatively
with each other.
Interestingly, while the exploits of King Kashta, who conquered Egypt in 747
B.C.E., are important enough to include in the Nubian timeline in DEC, the 500 year
period of joint queen-king leadership is not. The timeline representation of this period,
270 B.C.E. to 250 C.E., is described in terms of the capital city and cultural prosperity.
Thus, the uniqueness of Nubian queens is not quite enough to elevate them to a status in
which they 'define' their society—as an individually named king does—rather they are
only able to 'define' the women within their society.
The exploration of the Nubian Queen continues in the teacher resource manual.
Activity Five - Defining the Duties of a Nubian Queen
In pairs, have students read page 28 of the student book and discover the role of
women in Nubian society.
1

It is somewhat unclear whether the mother of a king and a queen mother are the same person. If so, Smith and
Pelech should identify the mother of the king as the king mother not the queen mother.
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Ask students to find out about past and current female political leaders. As they
gather information, have students create a class chart or graffiti board of the
characteristics these women possess(ed) that has allowed them to be successful
leaders (Ursel, 2003, p. 17).
Such questions presuppose that Nubian women were, in some identifiable, homogeneous
way, different from all other women in all other ancient societies. Note what is not
presupposed here: that all Nubian men were somehow different from or held attitudes
toward women within their society that were different from all men in all other societies;
that hereditary monarchies are systems in which the characteristics of the individuals
holding power do not necessarily equate to their holding or exercise of that power—
individuals are king/queen by accident of birth, not because of their fitness for the role;
that Nubian queens considered themselves superior to their subjects—whether female or
male—and willingly subjugated them; and, most importantly, that the structures and
systems of Nubian society were somehow different from other known societies (or
historians interpretations of them) and thus enabled some Nubian women and men to
share power. It is also telling that not one of the Nubian queens or queen mothers is
individually identified—even though there were numerous individuals to choose from in
the 500 year period of their existence.22
Other rulers (as rulers and not as notable individuals) from other early
civilizations do not receive equitable treatment in suggested student activity questions;
particularly in terms of their gender. Students are not encouraged, for instance, to
discover the role of men in Mayan society by reading about the halach uinic. Students
are also not encouraged to explore the characteristics of past and present male political
leaders to determine what general attributes made/makes them successful leaders. It is
particularly interesting, however, to note that the authors of DEC equate the primary
basis of the power held by the queens of Nubia to their ability to lead armies into battle.
Thus it is apparently the willingness to act violently against others that marks the key
characteristic of Nubian queens. Had Smith and Pelech (2002) chosen to expand their

Fluehr-Lobban (1998) offers a considerable list of names including: Bartare (260-250BC); Shanakdakhete (c. 160150 BC); Amanishakhete (c.41-at least 23 BC when she is mentioned...as the 'one-eyed' Candace); Nawidemak...;
Amanirenas...; Amanitare, co-regent with Natakamani; [and] Amanikhatashan (62-85 A.D[ )]" (p. 2).
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discussion of Hatshepsut as pharaoh beyond the identification of her gender, they could
have presented a different kind of leadership in which foreign policy is based on trade
and diplomacy rather than open confrontation. Style of leadership, of course, is not
necessarily associated with the gender of the leader.
7.7

Chapter Summary
In this chapter I examined the ways in which gender and gender relations are

portrayed in selected societal institutions of early civilizations in Ontario social studies
textbooks approved for use with the Heritage and Citizenship grade 5 unit.
Studying grade 5 textbook portrayals of the family in ancient times tend to emphasize
idealized, simplistic and generalized descriptions of extended family living
arrangements that do not address complexities of family such as kinship and tribal or
clan allegiances. Rare occurrences of complexity in familial organizations, such as
Waters' introduction of polygamy in ancient China, are decontextualized from the larger
society. The textbooks tend to emphasize getting married rather than being married but
there is a modicum of information about the end of marriage. At no time is sexuality an
overt aspect of the family; at the same time, however, the family is also rarely connected
to societal aspects such as economics. The textbooks heavily emphasize the exercise of
patriarchal power within the family. Recurring themes about power include the power
of the father to determine marital partners. Patriarchal family power is also connected to
state power and is raised in discussions of dynasties. In many ways, discussions of the
family focus on women—this focus, however, is not necessarily a positive thing. The
textbook authors repetitiously emphasize the subordinate status of women to men within
the family.
Curriculum portrayals of meeting needs in early civilizations tend to focus on the
procurement of food through farming. Farming tools and techniques receive
considerable attention. This becomes particularly apparent when compared to other
aspects of food, such as cooking and preserving food. Farming is equated with men and
cooking is equated with women. Even textbook portrayals of eating food become
gendered—women tend to serve the food while men feast. Descriptions of clothing are
segregated according to both gender and wealth. Descriptions of clothing as
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embodiments of status or rank, however, reserved for men. Descriptions of who made
the clothing are the domain of women, however, the amount and quality of information
about weaving is minimal; particularly when compared to similar descriptions of
farming. Discussions of shelter also tend to be gender segregated. The textbooks
authors emphasize the separate quarters for women and men in ancient Greek homes.
The emphasis however, leaves the impression that women were relegated as virtual
prisoners to their quarters.
The treatment of education in the grade 5 textbooks overwhelmingly privileges
the formal schooling of wealthy boys. Wealthy boys are always the standard against
which other children are compared. Thus, while information is included to explain the
children of regular folks had opportunities to learn skills, it is always in reference to the
higher ideal of academic learning. The education of children is an openly gendered
topic in the textbooks. The authors routinely explain the differences between girls and
boys; boys however, receive the lion's share of attention.
Work and occupations in early civilizations at first appears to be topic in which
both women and men will figure equitably. Gender neutral occupational titles are
frequently revealed to be gender-specific—and usually gendered male—when
descriptions are expanded. Without doubt, men comprise the standard or norm in the
discussion of jobs. The gender of some workers is specifically identified, usually when
the workers are female. Thus, leaders, tutors, and religious leaders are described in
gendered terms most often when they are female. There are instances when the gender
of some occupations are identified as male; in these instances, the identification of men
with the occupation is often accompanied by an explanation that women were barred
from the occupation. Work itself is conceptualized in terms of paid employment;
effectively dismissing much of the work done by women within the domestic sphere that
did not realize cash payments although the work was of fundamental economic
importance.
Social status is the dominant theme about community in the early civilizations
textbooks. The descriptions of social hierarchy in various societies tend to assume the
positions of and relationships between men within a society. The positions of women
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within those societies are then sometimes identified in relation to men, although women
are also frequently excluded from either a part or the whole of the stratification
explanation. Differential statuses between women within a society are virtually ignored.
That men are used as the standard of measure in hierarchical rankings is underscored by
discussions of social climbing. Moving up the ladder is identified only as something
done by men and as only done through male activities of warfare and politics. The
social advantages of a good marriage—one way in which women could improve their
social status—is ignored.
In a nutshell, textbook portrayals of government in early civilizations are all
about the participation and privileges of men and the concurrent exclusion of women.
Oddly, the emphasis on the disbarment of women from a place in government
bureaucracy or active political involvement does not filter down to suggested classroom
activities intended to symbolize, in particular, ancient Athenian democracy. Rather than
excluding girls on the basis of their gender and excluding a certain number of boys as
representative of disenfranchised men, all students in the social studies class are to
participate equally and to ponder the merits of the system. The little information in the
textbooks that does portray women as leaders of government emphasize the gender of
the leaders. Similar emphases on the gender of the many male leaders mentioned
throughout the textbooks simply do not occur. Female leaders are included and
discussed because of their femaleness.
In chapter eight I examine social studies curricular portrayals of gender and
gender relations within societal institutions in the textbooks approved for use with the
Alberta Grade 3 curriculum "Connecting with the World".
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8. "My Father Told Me That My Mother Was A Leader": Gender and Gender
Relations in Societal Institutions in Alberta Grade 3 Textbooks
In this chapter I discuss and analyze data collected from World Communities
(WC) by Shields & Ramsey (2005), Connecting with the World by Bryan et al. (2005),
and the Wish You Were Here... (WYWH...) booklets. WYWH... India (2005a) and
WYWH... Ukraine (2005b) were written by Donaldson. WYWH...Peru (2005a) and
WYWH...Tunisia (2005b) were written by O'Connor. As with chapters 6 and 7, the data
were collected and analyzed within the framework of societal institutions. The
institutions discussed in this chapter are: the family; meeting needs; education; work and
occupations; community; and government.
The Alberta 2005 curriculum document requires grade 3 students to:
...investigate life in four diverse communities around the world. The
contemporary communities examined will be drawn from India, Tunisia, Ukraine
and Peru. Students will inquire into how geographic, social, cultural and
linguistic factors affect quality of life in communities in the world. Students will
enrich their awareness and appreciation of how people live in other places. Their
understanding of global citizenship will be further developed and they will
recognize Canada's involvement in other parts of the world (AL, 2005, Grade 3,
p. 1).
In addition to the above overview, the introduction to the grade 3 social studies
curriculum also includes a rationale, significant concepts and terms, introductory
overviews to the two key learning outcomes which form the units of study. The specific
learning outcomes for the two units are categorized as Values and Attitudes and
Knowledge and Understanding. The skills requirements for grade 3 are listed at the end
of the grade 3 curriculum.
8.1

The Family in Alberta Grade 3 Textbooks
The idea of family enables the grade 3 textbook authors to address numerous

categories of information ranging far beyond the structures of different families in
different communities around the world. Family is also used to introduce ideas such as
contributing to the community; economically and domestically supporting the members
of a family; caring for children and encouraging their future opportunities; the
celebration of traditions and observances; and a sense of belonging. Unlike the
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curriculum documents' co-option of the family as a content vehicle, the grade 3
textbooks manage to use the family as a point of reference—family is connected to other
ideas, not subsumed by them.
Many, but not all, of the student guides in the grade 3 textbooks describe their
immediate and extended family connections. In CWwe learn that Maria lives with her
mother, father, grandmother, grandfather, baby sister, and cousin in Villa El Salvador,
Peru. Ahmed lives with his mother, father, and brother in Tunisia but spends
considerable time with his grandparents. We learn that Irena's mother and father are
divorced. Irena lives with her mother, her grandparents, her sister, and her aunt in Kiev.
Ravi lives with his father, grandmother, great grandfather, and sisters1 in India. We are
told that "Ravi's mother died when he was very young. Since then his grandmother has
taken care of the family" (Bryan et al., 2005, p. 20). Irena and Ravi are the only student
guides whose family situation does not overtly conform to a pattern of intact parents.
In WC we learn about the families of both the global student guides and the local
student guides. Oksana tells us that "I live with my mama, my papa, my sister, and
Sasha, my cat" (Shields & Ramsey, 2005, p. 7). Anil lives with his mother, father, and
little sister. Rosa mentions her mother and her father. Tahar tells us about his father,
Ferid the hotel manager and his mother who volunteers with the Tunisian Mothers'
Association. Of the local guides, we learn the most about Melissa's family and Kim's
family. Melissa lives with her mother, father, two sisters and brother in Calgary. Her
grandparents visit often and she often visits her aunt and cousins at the Stoney First
Nations community at Morley. Kim is an only child who lives with her mother, father,
and Patches the dog. Nadia tells us that she and her brothers help her parents clean the
house for Easter. Nadia also receives a lot of information about Ukraine from her aunts,
uncles, and cousin who live there. Martin mentions his mother. Ranjeet mentions his
father, mother, and grandmother as well as his relatives in Mumbai.

1
The ages of Ravi's sisters shift over the course of the textbook. At various times, the authors of CW explain that
Ravi has two sisters (p. 20), that Ravi has a younger sister (p. 3), and that Ravi's older sisters (presumably there are
two) do most of the cleaning (p. 20).

2

This is most likely due to the connections between these characters and Alberta social studies curriculum
requirements which emphasize Aboriginal (Melissa) and Francophone (Kim) perspectives.
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Additional family members are added for many of the student guides. Aunts,
uncles and cousins are used to share information about the countries that cannot be
addressed through the "main" characters. For example, Irena has an aunt and uncle who
live in the Ukrainian countryside and Ravi has an aunt and uncle who live in New Delhi.
Other families are also mentioned in the textbooks. For example, in CW, we learn about
Koya, her brother, and her parents.
The travelers in the WYWH... booklets, Nick, Freda, Max, and Julia, all seem to
be only children. Each child travels with at least one parent and each writes home to at
least one relative. Julia travels with her mother to India to attend the wedding of her
aunt and writes home to her grandfather about their adventures. Max travels with his
mother and father to visit relatives in Ukraine, meeting his aunt, uncle, cousin, baba, and
prababa for this first time. He writes home to his Babo and Didu. Freda travels with her
mother to visit her archeologist father in Peru. She writes home to Grammy. Nick
travels to Tunisia with his parents and writes home to his Aunt Susan.
We learn that family members get involved in making their communities better
places. This includes joining volunteer organizations, taking a lead role in determining
economic activities for the community, and in helping to build the community—both
figuratively and literally.
Most of the families in the grade 3 textbooks include some kind of reference to
the work done by the parents.4 For the most part, work is conceptualized as a job or as
paid employment. However, in WC, Rosa talks about the many types of traditional work
her mother does and consistently identifies this work—particularly her spinning and
weaving—as a source of economic support. The other student guides identify the
occupation of their parents: Maria's father is a mechanic and her mother sells vegetables
and clothes on the street; Ahmed's father works in a bank and his mother is a teacher;
Irena's mother is a doctor and her father is a store manager; Ravi's father is a farmer;
Kim's mother is an artist and her father teaches people to use computers; Melissa's
mother is a teacher and her father is a welder; Rosa's father is a farmer; Oksana's father
Community is discussed at greater length later in the chapter.
Work and occupations are discussed at greater length later in the chapter.
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is in the army and her mother works for the Red Cross; and Tahar's father manages a

hotel. Martin, Ranjeet, Nadia, and Anil do not tell us what their parents do for a living.
Only Irena's mother the doctor is overtly identified as the sole economic supporter of
her family although Ravi's father is described as working "hard to give his children a
good life" (Bryan et al., 2005, p. 23). In WC both Maria and Ahmed express their
frustrations about work taking away time with their parents but acknowledge the
economic benefits of all their hard work. As Ahmed explains "My parents put our
family first, but they are also very busy" (Bryan et al., 2005, p. 24).
Family also serves as a means for discussing domestic responsibilities.5 We
learn that mothers, grandmothers and aunts are the family members primarily
responsible for shopping, cooking, and cleaning. Some fathers and grandfathers, such as
Kim's father in WC and Irena's grandfather in CW, also help to cook meals. Cleaning is
the purview of grandmothers, aunts, sisters and daughters although some brothers/sons
do chores on occasion and usually only for a special occasion such as Easter or Diwali
(Nadia's brothers and Anil respectively in WC). Grandfathers are handy around the
house and can fix many things (Irena's in CW). Sometimes, fathers actually build the
house in which the family lives (Maria's in CW).
Families care for children. The textbook authors chose to reinforce the
assumption that it is the female members of a family who care for children. For
example, Maria's "Grandmother looks after the baby while Mother and Father are at
work" (Bryan et al., 2005, p. 9). Irena's Aunt Marta takes her to the library after school
in CW. Sometimes it is the older sisters—still children themselves—who care for little
ones, as we learn in the CW story about Filipino girls unable to go to school because of
their family care responsibilities. Women caring for children also do not necessarily
belong to the family. Ahmed tells us that he goes "to our neighbour's house until my
father and mother come back from work. I play with my friend Amir. His mother
prepares a snack for us" (Bryan et al., 2005, p. 76). Certainly male family members are
present—Ravi has tea with his great grandfather after school and Maria likes that her
"grandmother and grandfather are always at home to keep [her] company" (Bryan et al.,
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2005, p. 24). It is clear, however, that the responsibility for active child care lies with
mothers and other females.
It is also the responsibility of female members of families to access healthcare on
behalf of their children. The authors of WC explain that the leaders of a communitybased health program in Peru take food to malnourished children and "show mothers
how to use health care centres in their communities" (Shields & Ramsey, 2005, p. 30).
Maria's mother, Ravi's grandmother, and Ahmed's mother are each described as seeking
medical attention for their children. Fathers as fathers are absolved of this responsibility
by the grade 3 textbook writers. The authors of CVKdo make reference to parents in
general being responsible for their children's nutritional and healthcare needs.
Fathers like mothers, however, offer encouragement to their children. For
example, after chiding him for his poor school performance, Ravi's father "smiled and
said I should think more about schoolwork and less about cricket!" (Bryan et al., 2005,
p. 65). Ahmed's mother and father both encourage Ahmed and his brother to study hard
in CW.
Families are the source of learning about traditions. Family members—typically
grandparents and cousins—are used to represent traditional ways of life that are waning
in the face of modernization. Traditional styles of dress, in particular, are discussed in
reference to rural and/or older relatives. The weddings of relatives—Tahar's cousin
Yasmine in WC and Julia's Aunt Leia in WYWH...India—also provide opportunities to
mention and describe traditional or special occasion clothing.
Grandparents and other family members are also used to portray the idea of
cultural origins. Melissa discusses her Nakoda heritage in relation to her grandparents'
teachings and Nadia talks about keeping alive her heritage through connections with her
Ukrainian relatives. Anil mentions the Indian village from which his parents emigrated,
Tahar talks about his Arabic and Berber ancestors, and Kim explains that her father was
born in Vietnam. Rosa speaks eloquently of the pressures brought by modern
transportation on her own traditional Peruvian way of life, passing on her mother's
words of wisdom:
Cooking, shopping, and cleaning are discussed at greater length in the next section, Meeting Needs.
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My mother says that sometimes this is a good thing. It is easier to get things that
we need. We can bring our weavings to markets in Cuzco. This is one way of
sharing our traditions with others. Other times, my mother says that the road is
not a good thing. It means that some people pay less attention to our traditional
way of life (Shields & Ramsey, 2005, p. 114).
Most of the other student guides, such as Ranjeet, however, speak not of living their
cultural heritage but of learning about their cultural heritage from their parents and
grandparents.
Learning languages is a key part of keeping one's cultural heritage alive. Kim
explains that her father speaks "Vietnamese, English, and French. ... My dad and I
speak French at home. I am also learning Vietnamese!" (Shields & Ramsey, 2005, p.
169). Melissa and Nadia also discuss learning the languages of their ancestors. Modern
Canadians are not the only children attempting to retain original languages as Freda
learns from Jose, her guide to Machu Picchu: "He said he learned Quechua from his
parents and grandparents. Now, he teaches his children how to speak Quechua, too.
(O'Connor, 2005a, p. 19). At the same time multi-lingualism is lauded; each of the
global student guides in CW mentions the languages she or he is learning and all
mention learning English.
Celebrations and festivals comprise a significant part of familial portrayals of
tradition. Nadia, Irena and Oksana discuss Easter. Oksana, Irena and Maria all mention
Christmas. Maria also celebrates Carnival and Oksana also celebrates Masliana. Anil
celebrates Diwali. Tahar enjoys the Medina Festival that takes place during Ramadan.
Ahmed's parents fast during Ramadan and they all enjoy the celebration of Eid ul-Fitr at
the end of the month. They also celebrate Mouled. Ravi celebrates Holi and a family
festival called Raksha Bandhan which is "about how brothers should protect their sisters.
My sisters love it! I have to give them presents. They pray that I will have a long life.
They make me bracelets out of ribbon or thread" (Bryan et al., 2005, p. 42).
Mostly women do the preparation for festivals and celebrations—sometimes
their children and husbands help. Anil helps his mother clean the house for Diwali.
Nadia and her brothers help her parents clean the house for Easter. Nadia's mother also
sets out the pysanky and "buys willow branches [and] puts them in vases around our
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house" (Shields & Ramsey, 2005, p. 186). For the most part, however, it is mothers and
grandmothers who prepare the feasts or at least the traditional centerpiece food. Nadia's
mother bakes special Easter breads as does Oksana's grandmother.
Most of all, families represent feelings of security, belonging and enjoyment.
Families spend time together. Tahar loves to "walk down the streets of the medina with
[his] father and mother" (Shields & Ramsey, et al., 2005, p. 25, italics in original).
Ravi's Uncle Sanjay takes him to a cricket game. Anil visits the national park with his
parents and sister. Oksana goes to the internet cafe with her mother and sister. Ahmed
visits the market with his Aunt Faiza and cousin Leila. Irena explains that "Sometimes I
wish our apartment were bigger. But I can see the Dnipro River from my window. And
when I hear my grandfather making tea at night, I think it's the best home in the world"
(Bryan et al., 2005, p. 141). The authors seem to have made efforts to emphasize
emotional connections between both the boys and girls and the adults in their lives—
regardless of their genders.
8.1

Meeting Needs in Alberta Grade 3 Textbooks
The portrayals of basic needs in the grade 3 textbooks centre on two predominant

themes: connections to the natural environment and veneration of traditions.
Climate affects quality of life. The amount of sun or rain, how hot or cold the
temperatures are, and even how much wind a place gets can affect
• .. .how well crops grow and what crops are grown...
• where people get water (Shield & Ramsey, 2005, p. 50).
Food is discussed in a variety of ways. Food appears as typical regional crops.
The source of food is discussed throughout the textbooks and is particularly connected to
processes of farming but also includes references to fishing and, very occasionally, to
gathering. The industrialization of food and food as a commercial product is also
discussed. Difficulties of malnutrition and hunger are mentioned in both CW and WC
and, importantly, are not limited only to difficulties in the global countries. Access to
clean water features significantly in the textbooks. Food also appears in descriptions of
favourite or traditional/typical dishes and meals.
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Food that is typical or traditional to the four countries features in each of the
textbooks. Each of the travelers in the WYWH... booklets also enjoys a typical or
'traditional' meal in either a restaurant or at a special party. The favourite meal of each
of the global guides in CW is mentioned. In WC Oksana talks about the springtime
celebration of Masliana and eating "many delicious foods—varenyky (vah reh nih kih)
(potato dumplings) with sour cream, and mlyntsi (mlihn tsee) (pancakes)" (Shields &
Ramsey, 2005, p. 185, italics in original). Ahmed in CWand Radhoua, the subject of a
special profile in WC, discuss fasting during Ramadan.
With few exceptions, we learn that it is the women in the families who cook
these meals. In WC Rosa's mother cooks. Natalie's mother bakes paska and babka at
Easter. Natalie helps her grandmother bake paska as well. In CW Maria's mother cooks
potatoes to go with Maria's favourite chicken stew and Ahmed's mother serves
couscous with vegetables and lamb. Ravi's grandmother does the cooking and "brings
lots of good food" when the family travels by train (Bryan et al., 2005, p. 53). Maria's
friend Koya's mother "cooks meals over an oil burner" (Bryan et al., 2005, p. 53). Irena
serves tea at her mother's Sunday community clinic.
There are three exceptions to this overwhelming pattern of women being
responsible for the daily cooking. In one highly extraordinary situation, Ravi explains
that he helped serve food that his grandmother had cooked to neighbouring villagers
who had experienced a monsoon flood. Irena tells us that her "Mother, grandmother,
and grandfather do most of the cooking" (Bryan et al., 2005, p. 17) and also tells us that
she likes to listen to her grandfather making tea in the evenings. The third exception to
the dominant pattern of women cooking is the example of Kim, a local student guide,
and her father. Kim mentions that her father cooks in three separate places in WC. We
learn: that "Kim likes to do her homework while her dad is making supper.... Kim feels
important when her dad asks her to be his taste-tester! (Shields & Ramsey, 2005, p. 15);
that "The olive oil my dad uses when he cooks comes from communities such as
Medenine, Tunisia (p. I l l ) ; and, that "My father is teaching me to cook. I help him
make some of the foods he ate in Vietnam. These foods are part of his traditions" (p.
171). These statements appear in chapter one "How Do People Live in Communities
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around the World?"; in chapter seven "How Are Communities Connected?"; and in
chapter ten "How Do People Celebrate Their Communities?" respectively in WC. There
seems to be a particular effort to stress the role played by Kim's father in regularly being
responsible for cooking the family's meals. This is, of course, a laudable effort. The
effort, however, also serves to underscore the underlying presupposition that it is
mothers and female relatives who usually (and correctly?) shoulder the daily obligation
of cooking for their families. None of the fathers or male relatives in Peru, Tunisia, or
India cook.6
Kim's father is the sole adult male purchaser of food. He is not alone in his
errand however, as Kim tells us that her "mom and dad love the fresh fruit and
vegetables we buy at the farmer's market" (Shields & Ramsey, 2005, p. 25). Ravi is the
only other male in the textbooks to shop for food. His trip to the market, however,
happened at an unusual time of duress:
During the monsoon, the next village had a bad flood. My father went to help. I
wanted to go too, but my father said I was too young. Instead, I went to the
market to buy extra food for my grandmother (Bryan et al., 2005, p. 167).
All other purchases of food for preparing meals in the textbooks are made by women. In
WC Melissa tells us that her "mom says the coffee she buys comes from Peru" (Shields
& Ramsey, p. 111). In the Ukraine, Oksana and her "mother shop at the market"
(Shields & Ramsey, p. 98). A special profile in WC tells us that "Radhoua and her
mother shop for food in the market" (Shields & Ramsey, p. 159). In CWwe learn that
Maria's "mother and grandmother buy our food at the market" (Bryan et al., 2005, p. 9)
and that "On Saturdays [Maria likes] to go to the market with [her] grandmother" (p.
106). Also in CW, Irena's "mother and aunt do the shopping together" (Bryan et al, p.
17) and Irena "likes the sausage her mother buys at the market" (p. 16). Thus, even
though Irena's mother is a doctor and is usually exhausted at the end of the day, she is
still doing the grocery shopping. In their efforts to emphasize the different ways of
organizing shopping for food (supermarkets being the predominant mode in Canada and
6

The exception to this is the mention of Ahmed's mother's cousin who is a cook at a big hotel in Tunisia. However,
this is a reference to an occupation and he is not discussed as being responsible for cooking for his own family.
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markets and farmer's markets being the predominant mode in the global countries) the
textbook authors unwittingly reinforce unexamined presuppositions that women do the
shopping (and usually the cooking too).
Clothing is also a broadly addressed category in meeting needs. Clothing is
discussed in terms of environmental sources of raw materials; manufacture, including
the ideas of weaving wool and sewing by hand in 'traditional' Peruvian and Indian
societies as well as modern industrial counterparts to these tasks; as a product to be
bought, sold or traded; and as a visible artifact of a culture.
The textbook authors emphasize the relationship between environment and
climate and the clothes that people wear: "In a hot climate, people wear light, loose
clothing to stay cool. In a cool climate, people wear hats, scarves, sweaters, and jackets
to keep warm" (Bryan et al., 2005, p. 90). People wear clothing appropriate to where
they live. Apparently, there are no other reasons to influencing the design or choice of
clothing.
Traditional clothing is often presented in an essentialistic way; as if clothing in
some kind of way defines people but that it is unnecessary to provide that definition. In
WYWH...India, Julia comments on the clothing she sees women wearing in the Thar
Desert and Mumbai, respectively: "People in the desert wear such bright, colourful
clothing!" (Donaldson, 2005a, p. 13); and, "We saw Koli women in brightly coloured
clothing sorting the fish" (p. 14). Here entire groups of people are defined by their
clothing. All people living in the Thar Desert wear colourful clothing and all Koli
women wear colourful clothing. No explanation is offered as to why the clothing these
women choose to wear is so colourful. Nor is there any explanation of why colourful
clothing is deemed to be significant.
This portrayal of environment and traditional clothing, however, ignores the
influence of gender on the development/evolution of clothing. Direct connections
between warmth/coolness and climate cannot explain differences between clothing worn
by females and males within the same culture and the same or different locations. By
implying direct causation between environmental demands and the clothes people wear,
the authors conveniently dismiss the influence of gender on clothing—traditional or
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modern. In CW for example, traditional styles of clothing are mentioned for each of the
global communities. In Tunisia, the clothing typically worn by women and by men is
described:
Some Tunisians wear traditional clothes. Ahmed's grandmother wears a
two-piece dress called afouta and blousa. When she goes out, she wears a veil
over her hair and body
Ahmed's grandfather wears a large robe called a djebba. Ahmed's parents wear
traditional clothes when they go to a wedding or other ceremony (Bryan et al.,
2005, p. 33, italics in original).
In India, the sari and the dhoti are described:
Ravi's grandmother wears a sari. A sari is a piece of cloth. She winds it around
her like a skirt and drapes it over the front of her body. The end of the cloth goes
over her hair. Underneath she wears a blouse.
Ravi's father wears a dhoti. It's a piece of cloth tied at the waist and tucked into
pleats from the front to the back. The dhoti is cool to wear in hot weather, and
it's easy to wash (Bryan et al, 2005, p. 41, italics in original).
While the dhoti is described as being cool to wear, no similar claims are made about the
sari nor about the pieces of clothing worn by Tunisian women and men. Certainly, no
explanation is given about covering one's hair and staying cool; nor about adding an
entire layer of clothing and staying cool. There is also no discussion whatsoever about
the differences in these pieces of clothing based on the genders of the wearers. Could
Tunisian women also wear djebbas and Indian men also wear saris?
In no way are the religious beliefs of people connected to their clothing.
Different apparel customs practiced by various religious groups—such as Sikhs,
Muslims, and Hindus in India—are completely ignored as are the gendered customs or
requirements within these various groups. Gendered differences in clothing are
presented simply as 'the way it is' without any need for discussion or explanation. The
consequences of flouting these conventions of traditional, gendered clothing is another

topic that is completely ignored by the textbook authors.
One topic of specifically gendered clothing that does get mentioned in the grade
3 textbooks is wedding apparel:
Last summer, Ahmed's cousin Yasmine got married.... Yasmine dressed in silk
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clothes of silver and gold. She wore beautiful jewellery (Bryan et al., 2005, p.
33);
The bride wears a red ghagra choli or sari. Jewellry is an important part of the
outfit as well. The groom wears a sherwani. That's a long shirt with embroidery
on it (Donaldson, 2005a, p. 16, italics in original).
Donaldson at least manages to include the groom as part of the wedding. In neither
case, however, do the textbook authors explain why these types of clothing are worn by
people getting married. Certainly the implication is that they are important, however,
the symbolism of the colours, fabrics, or styles remain unexplored. Ceremonial clothes
are traditional because they are traditional.
There is, in fact, no discussion of what makes any of the traditional styles of
clothing traditional nor when these traditional ways of dress developed; they simply are
traditional. Illustrations of a woman and a man in WYWH.... Ukraine, for example, are
captioned "Traditional costumes from the Hutsul region" (Donaldson, 2005b, p. 16) as if
that is explanation enough to the clothing depicted. We also learn that sometimes people
maintain their traditional ways of dressing despite leaving their original environment:
"Ravi saw people wearing different kinds of clothing and many bright colours. Ravi's
uncle explained that people from all parts of India live in New Delhi. Many continue to
wear the style of clothes from their province or town" (Bryan et al., 2005, p. 22).
However, sometimes people give up their traditional ways of dressing when they leave
their original environment:
When Maria's family lived on the farm, her parents wore traditional clothes. Her
father wore a woven vest and woollen pants. Sometimes he wore a cape called a
poncho. Her mother wore a blouse, a shawl, and a colourful skirt called a
pollera. Today her parents do not wear traditional clothes, but many Peruvians in
the village still do (ibid, p. 29, italics in original).
In the first case, rural immigrants to New Delhi continue to wear their traditional styles
of clothing, while in the second case rural immigrants to Lima abandon their traditional
styles of clothing. The textbook authors become trapped by their adherence to the
oversimplification of environment and climate equal type of clothing. By failing to
acknowledge that clothing represents far more than merely coping with the demands of
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weather, the textbook authors significantly misrepresent the role of clothing within
human societies. By choosing to not engage with the interaction between ethnicity
(evidenced, in this case, through clothing) and social stratification, they present
conflicting evidence which remains both unacknowledged and unexplained.
There is however, an acknowledgement that traditional ways of dressing change:
"My mother says that just because we wear clothes we get from the city, it doesn't mean
that our mantas and traditional clothes are not important" (Shields & Ramsey, 2005, p.
177, italics in original); and "Many people here wear traditional Hutsul clothing,
especially the older people. Most of the clothing is handmade" (Donaldson, 2005b, p.
16). In the textbooks these changes are not connected to intercultural contact or changes
over time, rather they are connected only to modernization and even that connection is
extremely subtle. What is hinted at but not fully explained is the shift from labourintensive, home-based economies of making cloth and clothes and many products by
hand to mass industrial production and consumption.
The economic aspect of traditional clothes is virtually ignored in favour of
romanticizing the cultural aspect of traditional clothes; at the same time the economic
aspect of industrialization is introduced but disconnected from the increasing elimination
of traditional clothing—particularly as components of everyday and not special occasion
life. For example, Rosa states that "We all make sure the animals and crops are looked
after so we have food to eat and cloth to trade" (Shields & Ramsey, 2005, p. 154). She
then moves into a discussion about the cultural meaning of mantas:
The yarn we make from wool is dyed and used for weaving mantas (mahn tahs),
or blankets. Mantas are more than just weavings. The manta is like the flag of
the community. Each village is proud of its patterns and colours (Shields &
Ramsey, 2005, p. 154, italics in original).
While it is extremely encouraging that the authors of WC have chosen to include a
considerable amount of information about Rosa's mother's work as a weaver—and,
importantly, the various processes involved in processing raw wool into a finished
product—this work as economically necessary becomes subsumed to the veneration of
'tradition'. At the same time, there is a disconnection between the discussion of
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preserving this way of life and the plaudits given to mass production. While only the
older people of the Hutsul region wear traditional handmade clothing, "In Ukraine,
many people work in the clothing industry" (Donaldson, 2005b, p. 98).
Re-reading the statement about Ravi's father's dhoti (above) raises another point
about textbook portrayals of clothing. There is virtually no discussion in the textbooks
about who is taking care of and laundering the clothes. In fact, the statement about the
dhoti is the only statement in all of the grades 3 and 5 textbooks to mention the idea of
laundry. The authors of CW describe the dhoti as easy to wash but do not explain who is
doing that washing. In a different chapter, however, Ravi tells us that his grandmother
"does all the cooking and washing" (Bryan et al., 2005, p. 21). These two disconnected
statements imply that doing the laundry is in fact, the responsibility of women—
although it is a task unworthy of discussion in school knowledge.
As with discussions of clothing, the textbook authors draw direct connections
between the ideas of environmental resources and climatic needs and types of shelter:
"People who live in cold places build houses that keep them warm.... In hot places,
people build shelters that help stay cool" (Bryan et al., 2005, p. 90). Examples of homes
built within and from an environment include a brief mention in CW of rainforest homes
in Peru: "Fact Flash: Rain forest houses built near water are usually made of wood with
a roof of branches. Because the climate is so damp, the wood must be replaced almost
every year" (Bryan et al., 2005, p. 94); and the fascinating story in WC of the floating
human-made island homes constructued by the Uros people in Lake Titicaca, Peru: "The
Uros use totora reeds to make their islands and buildings" (Shields & Ramsey, 2005, p.
156). Considerable attention is paid to the traditional homes of Berber people in Tunisia
in both CWand WC as well as WYWH... Tunisia:
Me [Nick]:

Why are your houses underground, like caves?

Aysha:

The rock here is very soft, so it is easy to dig down and carve out

Me:
Aysha:

the rooms for a house. Also, this area is desert. Living
underground protects us from the strong winds.
Are the houses cozy inside?
Oh yes. Even on the hottest summer day, my house stays nice and
cool, and in the winter it is warm (O'Connor, 2005b, p. 20).
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Yet, in a twist reminiscent of the discussions about connections between environment
and clothing, the authors unwittingly contradict their own conventional
conceptualizations of environment determining shelter. For instance, Bryan et al (2005)
explain that "Ravi's uncle Sanjay and aunt Veena have small apartment in New Delhi.
... They do not have an air conditioner. In the summer, the apartment gets very hot (p.
61). Thus, the shelters most often referred to in the textbook are not shelters specific to
place but rather are shelters specific to time—namely, modern mass housing. Even the
heavily favoured discussions of Berber homes include the abandonment of traditional
dwellings in favour of modern, newly built towns: "Now, Berber people are building
new towns and modern homes" (Shields & Ramsey, 2005, p. 77); and,
Today, our teacher talked about desert people in southern Tunisia. Some people
used to live in houses carved into the rock. These houses kept them cool in
summer and warm in winter.... Now many desert villages have new houses with
electricity and running water.... Ahmed, Tunisia (Bryan et al., 2005, p. 56).
Ahmed, a child in Tunisia, is learning about the unique, traditional homes of Berber
people at school. He does not have personal knowledge of homes built of and for the
desert. Ahmed's house in Tunis is made of "whitewashed stone with a blue door and
blue window frames" (Bryan et al., 2005, p. 12).
The home of each of the other global student guides in CW is also described.
Maria lives in a small "cement and brick" house in Villa El Salvador, a suburb of Lima
(Bryan et al., 2005, p. 8). Irena lives in a small apartment "in a tall building made of
brick" (Bryan et al., 2005, p. 16). In India, "Ravi's house is built of brick. It has a living
room, bedrooms, and a room for storing food. The kitchen is in a separate room in the
courtyard" (Bryan et al., 2005, p. 20). In WC we learn that Tahar lives in a hotel in
Tunis with his father who is the hotel manager. In general, there is surprisingly little
information about the dwellings of people in the various communities studied. General
references are made to the houses in Calgary in which Kim, Melissa, and Ranjeet live.
In only two instances do we learn that the people who live in their homes
actually build their homes. The Uros people in Peru weave together totora reeds to
make the islands and everything on their islands: "Most of the men in Luis's community
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work together to build new islands and boats" (Shields & Ramsey, 2005, p. 156). In CW
we learn that Maria's family lives in a sturdy home built by her father and her cousin
who continue to fix up the house and have plans to "build another room to make the
house bigger" (Bryan et al., 2005, p. 8). We also learn that some volunteer agencies
such as Habitat for Humanity work "with families around the world to help them build
their own homes" (Shields & Ramsey, 2005, p. 164). Although it seems unlikely that
most people are still building their own homes—especially modern homes—there is
only one indication that in fact, homes are typically built by construction companies and
their workers: "Construction workers, such as Shikha Banerjee, build houses and other
buildings" (Shields & Ramsey, 2005, p. 32). What is perhaps unusual about this limited
discussion of the construction industry is that this particular worker is a woman. The
story Shields and Ramsey tell about the construction workers in Dwarka, India actually
centres on community efforts—supported by the Canadian government—to build
daycare centres to care for the children of the women working in Dwarka's construction
industry.
While the textbook authors include both women and men as builders of homes,
women are identified as the primary cleaners of homes. Maria tells us that she helps
with housework (Bryan et al., 2005). Irena tells us that "My sister and I help Aunt
Marta do the cleaning" (Bryan et al., 2005, p. 17). Ravi's grandmother does the washing
and his "older sisters do most of the cleaning" (Bryan et al., 2005, p. 21). On the other
hand, Ahmed states that "My brother and I do some chores around the house. But my
mother and father say it is more important for us to study hard" (Bryan et al., 2005, p.
13). Ravi seems to be exempt from housekeeping because of his age. Ahmed and his
brother are exempt because of more worthy pastimes. Is it possible the real reason for
their exemptions is their gender? There are only two examples in the textbooks which
indicate that males clean the house. Anil tells us that "Before Diwali, we help my
mother clean our house" (Shields & Ramsey, 2005, p. 173, italics in original). In
another instance of preparing for a celebration, Natalie tells us that "During the week
before Easter, my mother and father get my brothers and me to help clean the house
(Shields & Ramsey, 2005, p. 186). It seems likely that the authors intend to mean that

An Androcentric Gauge: Social Studies Portrayals of Gender

309

Natalie's father and mother are cleaning the house and require the help of their children.
If this is the case, Natalie's father is the only adult male to undertake housekeeping
responsibilities. Whether Anil, Natalie's father, and Natalie's brothers help to clean the
house on a regular basis and not just in preparation for an annual celebration, remains
unclear.
8.3

Education in Alberta Grade 3 Textbooks
Education and schooling comprise a large topic across the two main grade 3

textbooks. The idea of education in these books is almost wholly conceived of as formal
schooling. With school as the focus—age of commencement, types of buildings,
subjects learned, resources available, quantity and quality of teachers—there is little
room left for information about informal learning or apprenticeship.
There is one statement in CW in which learning is associated with traditional
skills: "Some people weave fabric and carpets by hand. Others make leather, metal
goods, or jewellery. Children learn these skills from their parents" (Bryan et al., 2005, p.
122). A profile story in CW explains how the children attending a special school in
Govindpuri, India learn by using traditional Hindu stories. There is one instance in WC
in which the local Calgary guides mention ways in which they are learning that are not
connected to school. In a discussion of traditions, customs, and celebrations, Kim
mentions that her father is teaching her to cook; Melissa discusses the traditional stories
and sacred teachings of her people, the Stoney; and, Ranjeet describes the Ramayana
and its place in helping Hindu people learn important things. Aside from learning to
speak local or mother languages in their homes, however, the personalized stories of the
global student guides do not discuss learning in any context other than schooling.
Overall, education and learning are equated to schooling and schooling is equated to
school subjects such as reading, writing, mathematics, history, geography, music, social
studies, science, and languages. Learning to use computers, and having access to
computers, is also a frequently mentioned aspect of schooling.
One schooling topic that is included in both WC and CWis access to school.
Both textbooks raise the issue of children not being able to attend school. This
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discussion is primarily conceptualized as a relationship between poverty and the
inability to afford an education:
Here are some reasons not all children go to school:
• Some children live in places without schools or teachers.
• Some children work to help their families.
• Some children can't afford to pay for school in countries where education is not
free (Bryan et al., 2005, p. 143).
In CW, the authors explain that school is free in India and in Ukraine. Similar claims are
made about schooling in India, Tunisia, and Ukraine in WC. Perhaps identifying school
as free is an unfortunate choice of words—schooling is not free, rather in some
jurisdictions, schooling is paid for out of communal (usually government) funds rather
than by private individuals. Even when tuition is not a cost borne by the individual
other costs, such as uniforms, books, supplies, and transportation, can make access to
education prohibitive. These related issues are raised but not fully discussed in the
textbooks.
Both CW and WC include examples of Canadian schoolchildren working to help
schoolchildren around the world. The efforts of Craig Keilburger and his foundation,
Free the Children, are discussed in both textbooks. Each also includes information about
other Canadian student projects. CW, for example, includes a companion story to the
Craig Keilburger piece in which children at a Toronto elementary school worked to raise
the funds necessary for Free the Children to build a school in Haiti. In WC, the authors
explain Project Love which is a Canada wide program in which children raise funds
through volunteer efforts such as bake sales and read-a-thons to buy school supplies for
children in need around the world. The Canadian schoolchildren then package the
supplies and include a personal letter and a drawing or photograph.
The efforts of the grade 3 textbook writers to raise the sad and difficult topic of
lack of access to education with very young learners must be lauded. Unfortunately,
however, the efforts made by the authors stop short of entering particularly distressing
territory: the denial of education to girls on the basis not of their poverty but of their
7

Private schools are not part of the discussion of schooling and education in the grade 3 textbooks.
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gender. The refusal to engage with this gender-specific aspect of no access to education
is evident is several ways in the textbooks. The discussions of lack of access to
education are presented either as personalized stories or as generalized discussions.
Each of the personalized stories of lack of access to education or of new and welcomed
access to education is the story of a boy. In CW, for example, we learn that Ravi has
two friends who cannot afford to attend school: "Ravi's friend Anil does not go to
school. Anil's father says it is better for Anil to work and earn money for the family"
(Bryan et al., 2005, p. 60); and, "My friend Kabir is happy to [work to] make money so
his family can buy food and other things they need. But I know that Kabir is sad because
he can't go to school" (Bryan et al., 2005, p. 144). In CW, Shields and Ramsey (2005)
share the story of Fernando in Peru:
Fernando is ten.... He goes to the community school. Before the school was
built, Fernando worked on the street in Lima, selling newspapers. ... Fernando
is happy to be at the school. He says, "I am learning to read and do arithmetic in
school (p. 105).
Similar stories are not told from the perspective of a girl although there are examples of
girls sharing their stories about school. As part of a description of her community in
Tunisia, Karima mentions her elementary school and Manju Ahmed discusses the
challenges she faces as a physically challenged student attending a two story school in
India in WC. Neither story addresses the idea of gender, nor is either student being
denied an education. In one story in WC, poverty and its impact on education is told
from the perspective of children in an Indian village. "While we are in class, people
from our community look after our younger brothers and sisters. We used to go to
school at night because there was no one to help look after the little children" (Shield &
Ramsey, 2005, p. 144). This is a story about community cooperation. Thus, the issue of
lack of access to education because of poverty is addressed both generally but also is
made real through personalized stories about individual boys—boys who either enjoy
new opportunities and possibilities because of newly granted access or boys who remain
locked into their poverty because of their parents' inability to pay for their formal
education.
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The few statements about girls and lack of access to formal education—made
only in CW—treat girls not as individuals but as a collective.
Many girls in the Philippines who lived in the country did not go to school. Their
parents needed to do farm work or fish, so the girls stayed home to take care of
their younger brothers and sisters. Today, some schools have daycare for young
children. Now the girls can get an education (Bryan et al., 2005, p. 145).
This story of girls is not personalized or humanized. None is individually identified or
given a name; none is given the opportunity to explain her particular situation nor what
this means for her future. Again, the implication is that education is denied to these
children—who just happen to be female children—because of poverty. There is no
acknowledgement or discussion of their lack of access to education on the basis of their
gender. Are there no older boys in the Philippines who live in the country and take care
of younger brothers and sisters? Where are the older brothers—at work with the parents
or at school? This story ignores the prevalence of attitudes held by many people around
the world that a formal education is wasted on a girl because she is destined to marry,
have babies, and do housework. In many developing and middle-income countries,
brothers still enjoy the privilege of being educated while their sisters are not.
The authors of WC make a second statement about girls and education where
they do address the idea that the inability of girls to go to school and to acquire a formal
education is limited not necessarily by the financial resources of their parents but by
societal restrictions rooted in gendered oppression. Ahmed, the global guide from
Tunisia, makes the following statement:
All boys and girls in Tunisia go to school. In some countries, people think it's
more important for boys to go to school. Our teacher told us that girls in
Afghanistan were not allowed to go to school for six years. Then a new
government allowed girls to go to school again. I think girls have a right to
education just as much as boys do. Ahmed, Tunisia (Bryan et al., 2005,
p. 143).

Again, note that girls are referred to collectively; there is no individuation or
personalization of this sad state of affairs. Of course, there is also no explanation of who
was disallowing girls to go to school prior to the new government nor why girls were
disallowed the opportunity of schooling. There is also no mention of the possible
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consequences for those who might have been tempted to ignore this unjust governmental
decree.
It is also slightly annoying that the authors of CW chose one of their male
characters to make an assertion about the equality of boys and girls to be educated.
Perhaps they chose Ahmed as the messenger because, as a male citizen of a Muslim
country, he represents a moderate and forward-thinking perspective. However, choosing
a boy to assert the Tightness and right of girls to go to school is also somewhat
patronizing. It is akin to granting permission from a position of superiority. It is also
not just in Afghanistan or Muslim countries where girls are denied access to education;
certainly girls in India and Peru also face challenges based in their gender. Perhaps
having each of the student guides make a statement condemning the gender oppression
of girls and insisting that all girls have a right to be educated just as do all boys would
globalize the issue and would recognize the issue as global.
8.4

Work and Occupations in Alberta Grade 3 Textbooks
Many of the student guides talk about their parents' occupations. In WC we

learn that Tahar's father is the manager of a large hotel; Rosa's father is a farmer and her
mother is a weaver; Oksana's mother works for the Red Cross and her father is in the
army. Anil does not share the occupations of his parents with the readers. The local
guides in WC also share some information about their parents' occupations. Melissa's
mother is a teacher and her father is a welder. Kim's father works with computers and
her mother is an artist. The other local guides do not share occupational information
about their parents. In CW we learn that Ahmed's father works at a bank and that his
mother teaches at a school nearby. Irena's mother is a doctor and her father is the
manager of a department store. Ravi's father is a farmer. Maria's father fixes cars and
her mother sells vegetables and clothing.
Work is routinely identified as more important for men than for women. For
example, we learn that Maria's family moved to Lima because "her father wanted to find
a job in the city" (Bryan et al., 2005, p. 8). Later we also learn that "Maria's father
works in a garage. He fixes cars. ... Maria's mother also works in Lima. Most
mornings she sells vegetables at a market" (p. 10). Maria's mother's job appears to have
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a secondary status compared to her father's. Also, for some of the student guides, their
mother's occupation is seen as an annoyance rather than as a necessity: "Sometimes I
wish my mother stayed home. My friend Farouk's mother does. She's always there
when he gets home from school. But two jobs mean our parents can buy us things and
take us on holidays" (Bryan et al., 2005, p. 24). Thus, while Maria's parents together
work hard to provide a good home for their family, Ahmed's mother, apparently, works
only to provide for the luxuries of life. None of the student guides begrudges their
fathers their occupations—that is reserved for mothers.
One occupation that the textbook authors seem determined to identify as suitable
for both men and women is being a doctor. Irena's mother is a doctor. Bryan et al.
(2005) mention two doctors—James Orbinski and Joanne Liu—who both volunteer for
Doctors Without Borders. Dr. Liu is pictured (p. 161). The many pictures of doctors in
the textbooks show several men (4 males in WC and 5 males in CW) and quite a few
women (1 in WC and 7 in CW). Other medical workers are also pictured. A female
nurse is shown in CW (p. 57) and a male medical worker is shown in WC (p. 141).
There is a clearly tangible effort to demonstrate that women can be doctors and that
doctors can be women.
There are many occupations identified in the textbooks: barber and hairstylist;
prime minister, president, and mayor; taxi drivers and tour guides; farmers, ranchers,
beekeepers, and fishers; teachers and principals; movie stars, artists, storytellers,
musicians, actors, and dancers; bakers and cooks; weavers; sailors; managers; welders
and carpenters; police officers and firefighters; and scientists, explorers and
archaeologists. The relatives of the student guides provide for opportunities to introduce
a variety of occupational categories. These occupations, however, tend to emphasize
that work is identified more with men than with women. For example, while we learn
that Ahmed's cousin Yasmine gets married and that he goes to the market with his Aunt
Faiza, we do not learn what occupations these women hold. The gendered
differentiation of occupational status is underscored by the authors' use of Ahmed's
male relatives to describe other occupations in Tunisia. These include his mother's
cousin who is a cook at a big hotel on the coast, his uncle Habib who is a fisher, his
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uncle Ali who is a metal worker, and his other uncle who is a police officer. Similarly,
while we learn that Irena's Aunt Marta lives with her and helps with the shopping, we
never learn whether or not Aunt Marta has a job. Ravi's Uncle Sanjay is a taxi driver
but the occupation of his Aunt Veena is not mentioned.
The one exception to this pattern is the situation of Irena's aunt and uncle living
in the Ukrainian countryside who are both referred to as farmers: "Irena has an uncle and
aunt who live in the countryside. They are farmers, and they grow wheat, potatoes,
corn, beets, and sunflowers" (Bryan et al., 2005, p. 19). This is a small but significant
point as most farmers are conceptualized as males. For example, Ahmed enjoys visiting
his grandparents and sometimes "help[s his] grandfather on his farm" (Bryan et al.,
2005, p. 126). The two main human characters in "Sirko and the Wolf, one of the
stories in the ML anthology, are The Farmer and The Farmer's Wife. Eichler and
Lapointe (1985) would identify this as an example of nonparallel sexist language. The
identity of the female character is subordinated and constructed in relation to that of the
male character. The other 'personalized' farmers in the grade 3 textbooks are Rosa's
parents; except Rosa's mother is not identified as a farmer:
My mother cooks, weaves, looks after our animals, and works on the farm. She
travels to other villages to trade. She makes yarn for her weaving.
My father is a farmer. He looks after our crops and animals. I help look after the
animals, too (Shields & Ramsey, 2005, p. 154).
Although the work done by Rosa's mother, in part, is certainly that of a farmer, she is
not granted the title 'farmer'. Rosa's father is a farmer but Rosa's mother merely works
on the farm.
Rosa's mother is not the only woman denied the status of farmer in the
textbooks. A picture in WC is captioned "This farmer in the Andes is using a foot plow
similar to those used by his Inca ancestors" (Shields & Ramsey, 2005, p. 95). A picture
in CWis captioned: "These women are working in a field of roses. The roses are used to
make perfume" (Bryan et al., 2005, p. 19). A picture in WYWH...India is captioned
"This woman gathers tea leaves on a farm in Kerala" (Donaldson, 2005a, p. 19). Thus,
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the man and the work he is doing are afforded the respect and recognition of an
occupational title while the women and their work are not.
Naming and titling the work done by men and not naming and titling the work
done by women is a pattern that emerges in other places in the textbooks. In WC we
learn that
Mumbai is made up of 7 islands. The first people there were the Koli
fisherpeople. The Koli are indigenous peoples. They live in villages on these
islands.
The Koli men are sailors and fishermen. The Koli women clean the fish. They
sell them at markets (Shields &Ramsey, 2005, p. 175).
The occupations of the Koli men are named and titled: they are sailors and they are
fishermen.8 The Koli women, however, are women. Their work is described but it is
not named. Surely it would have been possible to name the occupation one of the
following: fish processor; fish vendor; fishmonger. The other equitable approach would
be to describe rather than name the work done by Koli men. Thus, "The Koli men sail
in boats and catch fish. The Koli women clean the fish" or "The Koli men are sailors
and fishers. The Koli women are fish processors and vendors".
Interestingly, the reverse of the trend to title the occupations of men and to not
title the occupations of women is reversed in WC. In that textbook, we learn that
Melissa's mother is a teacher. Kim's father, however, is not a teacher. Kim's father
"teaches people how to use computers to design books" (Shields & Ramsey, 2005p.
169). Describing Kim's father as a teacher is an inadequate occupational title. For
example, readers may assume that Kim's father does the same kind of work as Ahmed's
mother who "teaches at a school nearby" (Bryan et al., 2005, p. 14). Teaching people to
use computers is not the same as teaching elementary school children. The type of
teaching or the type of people being taught by Kim's father requires that his
occupational title and status not be associated with the type of work and type of people
taught by Melissa's and Ahmed's mothers.
The textbook authors have taken care to include both mothers and fathers as
wage earners. This carefully constructed gender neutrality regarding paid employment
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serves to emphasize that work is conceptualized as paid employment and as occupations.
The concept of work is not as carefully associated with domestic labour. Thus, work
equals the paid world of work—that which is traditionally associated with men's work—
rather than the unpaid world of work—that which is traditionally associated with
women's work. That child care is required by parents—particularly by mothers—who
have jobs receives scant attention. We learn through the discussions of family structure
that older family members—namely grandmothers but also sometimes neighbours—care
for many of the student guides. The idea of formal daycare appears in only a few
instances and only in relation to women pursuing paid employment. As part of the story
of construction workers Shikha Banerjee, Shields and Ramsey (2005), explains that
A group of people called Mobile Creches is helping the women who work in
Dwarka. Mobile Creches builds daycare centres in India for the children of the
construction workers. Canada's government is helping, too. Canada has helped
build two daycare centres....
Over 100 children go to the daycare centres in Dwarka so their mothers can
work at construction sites. Mobile Creches is also building a school for older
children (p. 32).
Apparently the children whose fathers work in the Dwarka construction business do not
require childcare. Maternity leave is completely omitted from the discussion of work;
not surprisingly, so is paternity leave.
Childcare is addressed more frequently in connection to access to education and
poverty. In WC the children in the village of Serenda, India explain how their own
opportunities to pursue education have improved because adults in the community now
provide childcare for their younger siblings. In CWthe authors explain that sometimes
girls in the Philippines do not attend school because they are caring for younger siblings.
For some girls, new daycare centres attached to schools have meant the opportunity to
get an education. What is missing in this discussion is a focus on the need for childcare.
Another tangent of the school access/child care topic is its virtual exclusion from
the discussion of child labour. Certainly the authors of both main grade 3 textbooks
must be congratulated for raising this difficult issue with very young learners.
8

Note that Shields and Ramsey (2005) choose to use a gender specific term rather than the more neutral 'fishers'.
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Unfortunately, the predominant conceptualization of work and labour with paid
employment results in emphases upon the work done by children that is paid and
virtually ignores the work done by children within the domestic sphere. Shields and
Ramsey (2005) define child labour:
In many countries, young children are forced to work instead of going to school.
This is called child labour. Child labour is not work such as chores that are done
after school. Child labour does not include work that is done to help out a family
farm or business, as long as the work does not interfere with school (p. 104,
holding in original).
The very definition of child labour precludes domestic labour unless that domestic
labour is paid: "some young girls work as maids" (Shields & Ramsey, 2005, p. 104). A
picture of very young girls carrying home water from a well is placed in a subsection
titled "Right to Food and Water" (Bryan et al., 2005, p. 136) and not in the "Right to
Protection from Harmful Work" section. Pictures of child labourers in both CW and WC
predominantly show boys at work. In WC a group of boys is shown working in a
textiles factory (p. 104). In CW a sad boy is pictured in a factory with the caption "Try
to imagine how this boy is feeling. What might he be thinking?" (Bryan et al., 2005, p.
134); two boys are pictured working in a spice shop (p. 144); two boys are shown
working in a carpet factory (p. 60); and, in a photo montage titled "Work Children Do,"
a boy is pictured labeling logs, a boy is pictured making a rug, a child—possibly a
boy—is shown working in a tea factory, and a girl is shown picking cotton (p. 153). As
already noted above in the section on education, personalized stories of child labour are
limited to the stories of boys. Ravi's friends Kabir and Anil are mentioned in CW. The
authors of WC tell us about Fernando the newspaper seller (p. 105) and Masnaji, a boy
who once did herding work (p. 153). There are no personalized stories about girls as
child labourers.
The textbook authors do address unpaid work, however, through particular
attention to volunteerism. In both WC and CW volunteers from both Canada and the
global communities are discussed. Shields and Ramsey (2005) relate the story of Geeta
Dhamarajan and her efforts to use traditional Hindu stories pedagogically in Katha
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Khazana school. Both books discuss the efforts of Craig Keilburger to work on behalf
of child labourers. The work of Doctors Without Borders/Medecins Sans Frontieres is
discussed in both WC and CW. Habitat for Humanity appears in WC. CW covers the
work of the World Wildlife Fund. For each volunteer organization mentioned in CW,
the authors personalize the efforts through the stories of one individual connected to the
organization. So, for example, author Sheree Fitch and athlete Becky Scott are both
identified as UN volunteers. Dr. Joanne Schmiegelow is identified as a WWF volunteer.
Volunteerism is shown to be work pursued by both women and men for the betterment
of people in their own communities as well as the wider world.
8.5

Community in Alberta Grade 3 Textbooks
The broad idea of community is the overarching topic of study in the grade 3

textbooks. Community is discussed in terms of geographical location, economic
strengths and weaknesses, heritage and culture, people working together to better their
communities, and meeting the needs of people through services. In this section I limit
my discussion to people working together to better their communities and meeting the
needs of people through services.
Both main grade 3 textbooks include stories of people working together to
improve their communities. In CW these stories centre primarily on the family
members of the global student guides and through representative volunteers of
organizations such as the Red Cross, Free the Children, World Wildlife Fund, UNICEF,
and Doctors Without Borders. Several of these organizations are also discussed in WC.
The authors of WC however, have also included stories about people within their own
communities around the world working together to improve their communities. Shields
and Ramsey (2005) include the story of Geeta Dharmarajan and the school she started in
Govindpuri, New Delhi; the story of Maria Cullen and the students in her class who
donated layette items to new mothers in Lima, Peru; the story of Vijay Saluja and his
longterm lobby to improve government bureaucracy and efficiency in India; and the
story of Denis Stepura who works with children to broadcast their ideas on the radio in
Kiev, Ukraine (pp. 192-193).
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In a profile story, Shields and Ramsey (2005) tell the story of Nancy Santullo
and her work with the people of Santa Rosa de Huarcaria to improve the health of their
children through better management of their water supply. Santullo did not go to the
village to help solve the water crisis. Rather, she went to the village because "she was
interested in how the indigenous people stayed connected to nature. She wanted to know
more about their traditional ways of life" (p. 75). In the course of her anthropological
work,

Santullo noticed that the village's source of water was seriously polluted and

was affecting the health of the villagers:
She started an organization called House of the Children to work with the
villagers. They are finding ways to have clean water. This is what they did:
• elected a group of villagers to solve Huacaria's water problems
• developed ways to clean water by sending it through rock and sand and then
adding chlorine
• made two-sided sinks out of cement and stones from the river. They use one
side to wash their hands and faces, and the other side has water for drinking and
cooking (Shields & Ramsey, 2005, p. 75).
Photographs that accompany the profile of Nancy Santullo and the House of the
Children show Santullo holding an infant, two boys mixing cement to build the twosided sinks, and a man conducting a test. The picture of the man is captioned "This
water committee member is testing the water quality" (Shields & Ramsey, 2005, p. 75).
Another community effort to improve the immediate environment, and with it
the health and economic opportunities of the community, that is discussed in WC centres
on the work of Jethu Ram in India.
Jethu Ram is proud of his village. He is 87 years old. He lives in the village of
Sukhomajri in the state of Haryana, India.
The soil there could not grow any plants or crops. Water did not stay in the soil
when it rained.
Jethu Ram worked with the people of his village to make a change.
Jethu Ram helped the villagers to plant more trees. This helped to keep water
in the soil.
Now, there are many trees in the village. This has improved agriculture and
animal care. The quality of life in the village is much better (Shields & Ramsey,
2005, p. 73).
9

I discuss the leadership of family members in the following section on Government.
Note that Santullo is not identified as an anthropologist by Shields and Ramsey, nor is her work characterized as an
anthropological study; another example of not naming the work done by women.
11
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Jethu Ram and his village appear again later in the textbook. Another story connects the
tree planting efforts of Jethu Ram to increased agricultural productivity of nomadic
Gujar farmers in the village. A photograph of a man herding water buffalos is captioned
"Gujar farmers move their water buffalo around the community to allow them to graze"
(p. 94). Another photograph shows a picture of women, mostly sitting on the ground
with their backs to the camera, and is captioned "These women in the village of
Sukhomajri are digging holes in the soil where new trees will be planted" (Shields &
Ramsey, 2005, p. 94).
The community-based efforts of Nancy Santullo and Jethu Ram are important
stories to include in WC because they illustrate that both women and men can lead
community efforts to improve local living conditions. They are also important stories
because they demonstrate that people living in developing countries can and do take
control of their own destinies to improve their standards of living. From a gender
perspective, what is interesting about these stories is the way in which the people
involved are identified. The leaders are identified as individuals. The contributing
community members, however, are identified either according to their gender if they are
women or according to their work if they are men. Thus, the picture of the water
committee member does not identify the man involved as a man testing water, rather he
is given a title. However, the picture of the women planting trees in Sukhomajri
identifies them as women planting trees rather than as tree planters or as tree planting
committee members.
The predilection of the textbook authors to identify women in terms of gender
rather in terms of the contribution they are making is also present in CW. A picture of
two women hugging trees in CWis captioned: "These women want to protect their
environment by saving the trees" (Bryan et al., 2005, p. 102). The accompanying text
explains that
Some women who lived near the Himalayas started the Chipko Movement to
protect their forests. Chipko means 'to hug.' When the loggers came, the
women hugged the trees to stop the loggers from cutting them down (Bryan et
al., 2005, p. 102, italics in original).
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Bryan et al. could have identified these women as environmentalists. The textbook
authors also could have explained why it is women in particular who took action in
northern India and whether or not men joined their efforts. The gender of the women
becomes the de facto motivation for their action. They are women therefore they want
to save trees. It seems rather unconvincing. At the end of the section and again at the
end of the chapter, Bryan et al. (2005) offer a hint for the motivation of the Chipko
environmentalists: "people started to use cooking fuel made of animal and plant waste
instead of wood" (p. 102); and "people living in the mountain region of India want to
protect the forests. They need the wood from the forests for fuel and for building
homes" (p. 105). It is up to the grade 3 readers of the textbook to figure out that the
reason women identified logging as a threat to their way of life and took action against it
is because it is women who gather wood to provide fuel for cooking meals.
In the textbooks, the services available in rural and urban locations in the four
countries studied are compared to similar services available in Canada. At first glance,
discussions of access to health care, electricity, and water seem to have little to do with
gender and gender relations. However, a closer look at both the information that is
included and the information that is left out of the textbooks reveals these mundane
topics to be heavily gendered.
Health care and access to doctors is a consistent point of discussion throughout
the main grade 3 textbooks. Through their discussions of the state of healthcare in
various communities around the world, the textbook authors unwittingly reveal
underlying gendered presuppositions. General discussions about infant health care and
public health care all centre on mothers and their infants—no fathers are ever mentioned
as needing to learn how to care for infant children. In WC Shields and Ramsey (2005)
share the story of a community health program in Cajamarca, Peru in which part of the
program is to "show mothers how to use health care centres in their communities (p. 30).
A similar story explains that the health care workers at a clinic in Chimbote, Peru both
care for "mothers and young children... [and help]...new mothers learn to look after
their babies" (Shields & Ramsey, 2005, p. 135). Even in CWMaria explains that on a
visit to the doctor she "saw our neighbour at the centre. She teaches mothers how to
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look after their babies" (Bryan et al., 2005, p. 52). Interestingly, while the narrative text
in both of the WC stories asserts that it is mothers who are responsible for new infants
and children, the accompanying photographs show, in the first story, just a father with
his children and, in the second story, a father holding an infant while the mother talks
with the healthcare worker.
The statements of the global student guides in CW also emphasize that women
are responsible for their children's health. Maria tells us that "This morning Mama took
me to the health centre. It was very busy. The doctor gave me some medicine. My cough
is better already" (Bryan et al., 2005, p. 52). Although Maria's mother works, she is still
responsible for taking Maria to the doctor. The same situation applies to Ahmed and his
mother who teaches full time: "When Ahmed is sick, his mother takes him to the health
clinic nearby. Everyone in Tunisia has access to health care" (Bryan et al., p. 54). Even
for children without a mother, such as Ravi, it is never the father who takes the time to
take the child to the doctor: "Ravi's family lives close to a medical clinic. When Ravi's
grandmother took him there, they had to wait a long time. It was very crowded. A doctor
gave Ravi the medicine he needed" (Bryan et al., 2005, p. 60). The real focus of these
statements is that medicine and vaccinations help children stay healthy in Peru, that all
Tunisians have access to health care, and that clinics in India can be overcrowded but do
serve the needs of people who are willing to wait. The unintentional discourse that
emerges from the statements is that ill children are 'naturally' taken to the doctor by
their mothers and grandmothers and 'naturally' not by their fathers or grandfathers.
Even when the mothers in question work fulltime, they are the ones who take time off.
Access to reliable electricity within a community is represented as a great
achievement and convenience. Karima proudly tells the local student guides that in her
village of Smar, Tunisia "all of our homes now have water and electricity" (Shields &
Ramsey, 2005, p. 76). We also learn that in some parts of large cities such as Lima and
New Delhi that not all of the homes have electricity or that the electricity is unreliable.
According to the grade 3 textbooks, what does it mean to have electricity?
Comparison charts in WC show differences in access to electricity, safe drinking
water, and electric appliances between urban and rural homes in Tunisia. In urban
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homes, the bar graph shows that 9 out of 10 homes have electricity and that they use that
electricity to power televisions, radios and, to a lesser degree (3 out of 10), telephones.
In rural Tunisia, 8 out of 10 homes have electricity but only 5 out of 10 homes have
television sets and radios with a mere 1 out of 10 homes having a telephone.
The emphasis on leisure or entertainment rather than on making meeting basic needs
more convenient is a theme that continues in CW in which we learn that the global
student guides enjoy the electrical benefits of televisions and computers:
Maria's house has electricity. That means her parents can listen to the news on
the radio in the morning. Maria can watch television at night with her little sister
(Bryan et al., 2005, p. 51);
Ahmed's.. .parents can afford to pay for running water and electricity. His family
has a television, a telephone, and a computer (p. 54);
Ravi's house in Milak has electricity. That means Ravi can watch cricket on
television.... Only a few houses have telephones. Ravi's father hopes to get one
soon (p. 60).
There is little indication that access to electricity and the appliances operated by electric
power might make meeting the basic needs of everyday life and survival easier.
Generally, Bryan et al. (2005) refer to using electric power generated by either solar
power or through the burning of fossil fuels to provide light and heat (p. 56; p. 70).
They also explain that in the city of Tunis "most homes have electricity... [but] some
people cannot afford televisions or refrigerators (p. 54). Refrigerators, of course, use
electricity to stay cold and to preserve fresh food for longer periods of time; enabling
fewer and less frequent trips to the market or store. Students reading about the uses of
electricity might not make this kind of conceptual connection. Bryan et al. (2005) also
describe a family who does not have access to electricity: "Koya's house does not have
electricity. Her mother cooks meals over an oil burner. At night, her father lights an oil
lamp so the family can see" (p. 53). This is the only overt connection made between
access to electricity and how it can significantly change the everyday life of people,
particularly of women meeting the basic needs of their families.
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Perhaps the most misrepresentative discussion of services in communities centres
on water. While the textbook authors tend to emphasize access to running water as the
desired standard, they also certainly introduce the ideas of access to clean and safe water
as well as the difficulties faced by some people in obtaining that water.
Running water is the gold standard, but we learn that sometimes having the
facilities for running water and having a reliable and consistent supply of running water
are two different ideas. For people without access to running water in communities in
India, Peru, Ukraine, and Tunisia we learn that the source of their water is typically a
well or sometimes a special water truck. Sometimes we also learn that people gather
water from rivers or oases.
When running water is a service not available to the people within a community,
the authors of both WC and CW explain that water must be brought from a source to the
home. Who gets the water? Bryan et al. (2005) explain that
Many village children in Africa work hard to get water. They walk to a tap, well,
or river, and they fill a bucket or pot with water. Then they walk home again.
Some children walk many kilometres for water every day (p. 136).
Both WC and CW include photographs of children collecting water. In CW two very
young girls are shown carrying steel buckets on their heads. The picture is captioned:
"Young girls in Zimbabwe carry water home from a well" (Bryan et al., 2005, p. 136).
In WC a picture of a boy drinking from a tap is captioned "Many children from small
villages in regions such as Maharashtra, India, collect water with jars or pails. They must
carry the water to their homes. This can be a difficult job for young children" (Shields &
Ramsey, 2005, p. 30).
The authors of CW and WC are on the right track in their discussions of the
challenges faced by some people in obtaining water. Certainly, their approach is closer
to the real challenges of the situation than those found in WYWH... India in which the

Julia, the traveler, enthuses: "People in the desert wear such bright, colourful clothing!
We saw women carrying jugs of water from a well. They carry the jugs on their heads"
(Donaldson, 2005a, p 13). This 'local colour' perspective is not only unacceptable, it
borders on offensive. What does repeatedly carrying a jug full of water on your head do
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to your body? According to WaterAid UK (http://www.wateraid.org/uk/) the weight of
the water women carry on their heads is approximately 20kg while children of various
ages carry containers of various sizes. WaterAid explains that "each litre of water
carried weighs 1kg and may need to be carried up to three or four miles" (WaterAid UK
"Problems for children", p. 1). Physical stress to the head, spine, back and hips not only
mean joint pain and sore backs, it can lead to future health problems such as
complications in childbirth (WaterAid UK "Problems for women", p. 2).
It is unfortunate that the textbook authors do not explicitly explain that the
responsibility for collecting water typically falls to the female members of a family and
not just to children in general. "In many countries children, particularly girls, are
responsible for the collection of water. Girls as young as 10 years old may take the main
responsibility for drawing and carrying the family's water" (Water Aid UK, "Problems
for children", p. 1). It is estimated that women in rural households in Africa spend one
quarter of their time fetching water (WaterAid UK, Statistics, p. 2).
The amount of time used to walk to the source of water, wait in line at the source
of water, and wait for the containers to fill with water—water that is often unsanitary—
before carrying them home obviously affects the amount of time that can be spent on
other tasks. Yet, no connections are made in the textbooks between the need to collect
water, the people responsible for collecting that water, and the other opportunities and
responsibilities being interrupted by that need to collect water. For girls, there is simply
no time left for attending school. Access to close, clean sources of water—let alone
running water—is not just a convenience. For women and girls "Reduced time, health,
and care-giving burdens from improved water services give women more time for
productive endeavours, adult education, empowerment activities, [and] leisure" (Interagency Task Force on Gender and Water, 2006, p. 2). Certainly, personal safety on the
journey to and from the source of water is another significant issue.
The direct relationship between sanitation, waste, polluted water and disease is
never specifically raised in the textbooks although it is hinted at through stories about
cholera epidemics and the shortcomings of impoverished communities. The need for
toilet facilities, for example is mentioned only twice in the grade 3 textbooks:

An Androcentric Gauge: Social Studies Portrayals of Gender

327

The pueblo joven has thousands of homes. These homes have no indoor
plumbing or electricity (Shields & Ramsey, 2005, p. 105, italics in original);
Baba's house has an outdoor bathroom and shower! You pull a string to pour
water from a bucket (Donaldson, 2005b, p. 17).
The reality of human waste is simply not part of the discussion in the grade 3 textbooks.
The refusal to deal with this topic becomes readily apparent when comparing
information about cholera outbreaks in Peru with the sources of pollution identified in
the various countries. "In 1992, many people in Peru got sick with cholera. Cholera
comes from drinking water that isn't clean" (Bryan et al., 2005, p. 159). The source of
unclean water, however, is almost completely attributed to industrial pollution (WC, pp.
79, 115, 123). The relationship between inadequate sanitation facilities and drinking
untreated water is never openly drawn.
Another aspect of polluted water mentioned but not fully discussed is the added
burden of work that often falls to women. For example, Bryan et al. (2005) explain that
"Koya's family gets water from a stream. But this water is not always clean. Last year,
Koya's brother got sick. Now her mother boils all the water they drink" (p. 53). The
authors' portrayal of the treatment of unclean water lightly skips over the amount of
work that is really involved. Not only does Koya's mother—or perhaps Koya—have to
retrieve the water from the source and carry it back to the home, she must also ensure
she has enough fuel and time at her disposal in order to accomplish the gravely
necessary task of purifying water for her family members to use. Caring for ill family
members is another burden typically shouldered by women.
Also, because sanitation is barely acknowledged and never openly discussed, the
particular challenges faced by girls due to lack of sanitation facilities in developing
countries is also never mentioned. For example, while the authors clearly advocate for
equitable educational opportunities for girls and boys, they fail to go beyond familial
responsibilities in addressing the underlying reasons for girls either not attending school
or dropping out of school. Girls who cannot safely relieve themselves at school do not
attend school, thus, virtually ensuring that the cycle of poverty remains intact. Not only
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does girls' enrollment at school increase substantially once girl-specific sanitation
facilities are available but their drop-out rates also decrease accordingly (WaterAid UK).
Thus, simple portrayals about running water and access to electricity in order to
watch cricket matches become far more complex when the lived realities of gendered
lives are added in to the discussion.
8.6

Government in Alberta Grade 3 Textbooks
The grade 3 textbooks include a considerable range of content that is

connected to the idea of government. They address or include information that can be
categorized as: leadership and decision making; levels of government; citizenship and
voting; rights and laws; colonization and official languages; and community safety and
global peacekeeping. This discussion is limited to textbook portrayals of leadership,
levels of government, and voting.
Both WC and CW include information about leaders as leaders of nations. The
current prime minister of India and presidents of Peru,1 Ukraine, and Tunisia are each
named in WC:
Manmohan Singh became the prime minister of India in 2004. He leads the
country and helps people make decisions. The prime minister is elected by the
people of India (Shields & Ramsey, 2005, p. 152);
In 2001, the people of Peru voted to make Alejandro Toledo the president of
their country. President Toledo was bora in Cabana, Peru. He is one of 16
children, Cabana is a community in the Andes Mountains (p. 155);
Zine El Abidine Ben Ali has been the president of Tunisia since 1987. He has
made decisions and started projects to make sure all children in Tunisia have the
chance to go to school (p. 158);
In December 2004 the people of Ukraine voted in an election. Viktor
Yushchenko is now the president of Ukraine. He is the leader for the whole
country (p. 161).
CWis more general in its approach, simply mentioning the title of the national leader of
the various countries and the seat of government. Both books emphasize that the leaders
11
Since WC was published, the 5 year term of Peruvian president Alejandro Toledo has ended. His successor is Alan
Garcia Perez.
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of these nations are democratically elected. Despite the political shifts and upheavals
experienced in the countries in the past, only the non-democratic past of Ukraine
receives attention.
WC also includes references to leaders from the past. Anil mentions that "A
Mughal (moo gull) emperor built the old city of New Delhi. The Mughals were Muslim
leaders" (Shields & Ramsey, 2005, p. 172, italics in original). Ranjeet shares a postcard
of the Taj Mahal. The accompanying caption explains that the monument was built by
another Mughal emperor, Shah Jehan [sic], in memory of his beloved wife, Mumtaz
Mahal. Shah Jahan, Mumtaz Mahal, and the Taj Mahal also appear in WYWH...India.
In CW Oksana shares stories about King Yaroslav the Wise, the monuments he built in
Kiev and the laws he created. Rosa talks about Emperor Tupa Inca and the palace he
built in Chincheros. In CWwe learn that "At one time, leaders called Incas ruled large
parts of South America. The word Tnca' is from the Quechua language. It means 'king'
(Bryan et al., 2005, p. 73, italics in original). Freda, in WYWH...Peru explains that "The
Spanish language came to Peru in 1532. That was the year that Spanish soldiers came
looking for gold and silver. The Spanish built large cities along the coast. Now
everyone speaks Spanish in the cities" (O'Connor, 2005a, p. 7). In WC, Shields and
Ramsey (2005) are more forthcoming in their portrayal of the Spanish conquest of the
Incas:
One of the early Spanish leaders was Francisco Pizarro. The Spanish started to
take over Inca lands. Francisco Pizarro built Lima on the coast. He did this so
that goods the Spanish took out of Peru could be sent back to Spain (p. 179).
The deceased Mumtaz Mahal is not the only female leader or member of the elite ruling
class to be mentioned. In CW we also learn something about Queen Elizabeth II: "The
Koh-i-noor is one of the world's largest diamonds. It was mined in India long ago. Now
it is in Queen Elizabeth's crown" (Bryan et al., 2005, p. 123).
The textbooks really imply that leaders of nations and heads of state are men.
Even though Canada's head of state, Queen Elizabeth II, appears in CW she does not
figure as an actual head of state, rather she is included for her good taste in jewelry. The
authors explain that "The leader of Canada is a prime minister. The leader of India is
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also a prime minister" (Bryan et al., 2005, p. 80). Perhaps because the textbook authors
do not differentiate between the head of government and the head of state, they failed to
notice the oversight. They also fail to explain that Tunisia, India, and Ukraine all have
elected presidents and prime ministers—one is head of state and the other is head of
government. This means that not only a great number of individual men have been
excluded, such as Mohammed Ghannouchi, the current sitting prime minister in Tunisia,
but it also excludes women such as Yulia Tymoshenko, the current sitting prime
minister in Ukraine.
While the grade 3 textbook authors fail to capitalize on the extant example of
Yulia Tymoshenko as a contemporary high-level political leader who is also a woman,
they do make concerted and explicit efforts to portray women as leaders within the local
community context. In WC we are told that in the Uros communities floating in Lake
Titicaca "Luis's mother is a leader in the community. She helps the Tribuna Mothers'
Club with projects. She teaches other women how to sew. She also makes sure that
potatoes are planted each year at the right time" (Shields & Ramsey, 2005, p. 156).
Maria shares this story about her mother:
When I was little, only a few families lived in Villa El Salvador. My mother said
there were no schools, libraries, or even roads. Soon people asked the
government to help. My father told me that my mother was a leader. She asked
for the services we all needed. I'm proud of her. She helped make Villa El
Salvador a wonderful place (Bryan et al., 2005, p. 64).
These textbook portrayals of Luis' and Maria's mothers being involved as community
leaders expands the typical conceptualization of political leadership beyond the
individual 'great man' to address more broadly the ways in which people's involvement
benefits their communities. This approach echoes Woyshner's (2002) call to expand the
meaning of political participation and portrayals of political action.
Unfortunately, these examples of reconceptualizing poltical leadership and
involvement co-exist with more typical portrayals of women and political involvement:
an emphasis on suffrage and the 'add on' approach. Citizens voting for local and
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national leaders is another example of the textbook authors taking care to emphasize that
women participate in the political processes in the four studied countries:
New Delhi also elects a mayor. Ravi's aunt Veena and uncle Sanjay voted in the
last election. Uncle Sanjay voted for the person who promised to supply them
with water 24 hours a day.... Ravi's aunt voted for the person who said there
would be more money for hospitals (Bryan et al, 2005, p. 80).
There are several photographs in both CW and WC which show people—particularly
women—waiting their turn to cast a ballot. Interestingly, the photograph in WC
showing Canadians voting (captioned: "In Canada, citizens choose their leaders by
voting. This is one way to participate in decision making" (Shields & Ramsey, 2005, p.
150)) shows a young woman interacting with polling officials and several people in line
behind her; the polling officials and other voters are a mixture of women and men. Also
in WC a photograph captioned "These people are making a decision by voting for their
city council in an election" (Shields & Ramsey, 2005, p. 157), shows a line of women
waiting to cast their ballots. The woman at the front, an elderly, heavily veiled woman
is being assisted by a man. A photograph in CW shows an indigenous Peruvian woman
placing her ballot into the election box. She is watched by another woman and a man.
The photo is captioned: "These people are voting for their local leader" (Bryan et al.,
2005, p. 73). The main text accompanying the photograph states that the leaders in
Koya's village were elected by the villagers. Another photograph in CW shows a line of
veiled women watching a man demonstrate how to use a voting machine. It is
captioned: "These women are being shown how to vote using an electronic voting
machine. Now people use these machines to vote in India" (Bryan et al., 2005, p. 80).
This photograph is accompanied by the above-quoted story of Ravi's aunt and uncle
voting in local city elections in India. Finally, another picture in CW shows a young girl
casting her ballot as her friends (mostly girls) watch. One of the friends holds a sign
stating "Vote for Katya". The photo is captioned: "When you vote, you choose someone
to be your leader" (Bryan et al., 2005, p. 83).
At first glance, judging from the photographs, one might be inclined to think that
women hold the balance of power in several of these democratic nations. Almost all the
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photographs centre on women in the process of voting. However, the hovering presence
of a man—who is clearly 'in charge' in several of the photographs—actually makes it
clear that women are being encouraged to participate in what is conceptualized
traditionally as men's prerogative.
Obviously the textbook authors wanted to emphasize that the global nations are
democratic and allow both women and men to participate in the election process. Of
course, there is nothing wrong with the emphasis on women being encouraged to
participate in the electoral process. The theme, however, appears to be a holdover from
the heavily emphasized theme of women's suffrage in social studies content in general.
Women getting the vote is a prevalent and consistent theme around which content about
women is deliberately inserted into pre-existing male-dominant storylines—it is a case
of 'add woman'.
Another example of add on content about women occurs in the CW description
of village level Indian political organization and involvement. In the main text, Bryan et
al. (2005) revert to the pattern of naming an individual man and then sidebarring 'add
on' content about women conceptualized collectively:
The leader of Ravi's town is a very busy person. He is a development officer.
His name is Mr. Naidu. ...
When he visits a village, he meets with the local council. This council is called
apanchayat (pan-CHAY-at). The members of the council are elected by people
in the village (Bryan et al., 2005, p. 81, italics in original).
A civil servant or government bureaucrat is named as the leader of many villages while
elected officials of the individual villages themselves remain an unidentified collective.
Mr. Naidu also appears on the following page in a story told by Ravi. Ravi explains that
Mr. Naidu acted as a negotiator and helped two quarrelling villagers reach a
compromise.
In contrast to the storyline about Mr. Naidu, the development officer, Bryan et al.
(2005) include content about women members of the panchayat in a sidebar:
Women
Traditionally, only men belonged to the panchayat. Now women are members.
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This means that both men and women make decisions in the villages (p. 81,
italics in original).
Note the title of the sidebar: "Women". The story becomes one about women because it
is women who must break through traditional gender barriers in order to partake in a
share of political decision making. Really, however, it is a story about women and men
learning to share power, so why not title the story "Women and Men" or perhaps even
"Members". It is the gender of the women involved that becomes the focus—they are
'Other' to the male norm. The authors fail to explain why women were traditionally
barred from belonging to the panchayat and by whom, and they also fail to explain why
men are now willing to share their traditional power with women. Also, of course, the
story is overly simplistic in its implication that simply having barriers to membership
removed equates to both being elected and to enacting actual power. It is a story of
progress that is decontextualized. Perhaps making the main text story one about a
specifically named woman who is a member of a panchayat would enable the authors to
address both positive outcomes as well as challenges faced by women when seeking and
holding formal power. As it stands, the treatment of Mr. Naidu and the women
panchayat members reinforce the pattern of men being individually identified and
women being collectively lumped together.
8.7

Chapter Summary
In this chapter I examined the ways in which gender and gender relations are

represented in selected societal institutions in Alberta grade 3 social studies textbook
portrayals of four global communities.
The grade 3 textbooks use the family as a point of reference for a range of
information in global communities. The family is used to introduce ideas such as
contributing to the community through volunteer work as well as through occupational,
paid work. While the textbook authors are clear to present both fathers and mothers
pursuing paid work, the work done by fathers seems to enjoy a subtle privileging. Work
in the domestic realm is also a topic that is connected to family in the grade 3 textbooks.
With a few exceptions, the persistent duties of shopping, cooking, and cleaning are
portrayed as work done by women within a family. It is also predominantly the female
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members of a family who care for the children in the family. Families are also the
source of learning about traditions and, in particular, celebrating and enjoying traditions
exemplified through food and festivals. For the most part, preparations for traditional
celebrations are identified with women. The family structure of each of the student
guides is described and reveals some variety including divorce and widowhood. The
textbooks also emphasize that members of families enjoy spending time together and
that parents work hard to provide for their children.
Textbook portrayals of meeting needs in global communities stress connections
to the environment. Again, the preparation of food is seen as the duty of women
although there are particular references to a father cooking. Clothing is connected to
both environmental needs and expressions of traditional culture. Although clothing is
gender-specified in terms of garments identified, explanations about differences in
clothing are not explained. The discussion of shelter, much like that of clothing, heavily
emphasizes connections between the demands of climate and the resources available in
the environment in order to construct shelter. While there are examples of such shelter,
for the most part, the personalized stories of the student guides portray living in modern
houses as the norm. There are examples of men building their homes; in India,
construction workers are specifically identified as women. Women are also identified as
the primary cleaners of homes.
The treatment of education in the grade 3 textbooks emphasizes formal
education. There are a few references to traditional skills and knowledge but these are
overwhelmed by the focus on schooling. The difficult issue of lack of access to school
due to poverty is addressed in the textbooks. Unfortunately, the textbook authors tend to
shy away from the added complexity of lack of access to school particularly because of
gender. While this is raised as a topic, the treatment of it downplays the issue. For
example, the topic of no school due to poverty is told through personalized stories and
references to several boys while the topic of no school due to gender is told primarily
through depersonalized and detached stories in which girls are an undefined collective.
Work and occupations in global communities is addressed primarily through
references to the student guides' parents and extended family members. Many
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occupations are identified but one in particular, doctor, is stressed as a job that can be
done by both men and women. There is a subtle pattern in the textbooks in which the
work done by men is afforded a formal title whereas the work done by women—even if
it is exactly the same work—is not afforded a formal title, it is simply described. At the
same time, particular occupational titles which tend to connote women as workers—
such as teacher—are sometimes avoided when describing similar work done by men.
While work is primarily conceptualized as paid employment, eventualities connected to
paid employment—such as childcare and maternity leave—either make a small and
specifically gendered appearance (as the necessity of working mothers only) or do not
appear at all. The grade 3 textbook authors must surely be congratulated for including
the difficult topic of child labour in their discussions of work in global communities. As
in the case of schooling, however, the discussion tends to be centred on the ways in
which boys experience child labour while concurrently ignoring girls and the ways in
which they are exploited. The textbook treatments of child labour seem to reify
conceptualizations of paid work and unpaid work—boys working in factories, for
example, receive considerable attention while girls working in homes receive almost no
attention, particularly when it is their own home.
The topic of community in global communities includes persistent portrayals of
people working within their own communities to improve the quality of life in their
communities. This is an important portrayal that represents people in developing nations
as proactive and accomplished. Yet, again, a subtle pattern of difference is detectable in
the ways in which textbook authors portray men and women. While individual
community leaders are often identified—regardless of gender—other contributors to the
community projects tend to be identified by their gender if they are women and by their
work if they are men. Discussions about community also emphasize services; in
particular, health care, electricity, and running water. Discussions of health care all
emphasize mothers or female members of families seeking care for their children;
fathers are never textually presented as doing the same although they do occasionally
appear in pictures. Access to electricity is presented as a great achievement but is
discussed primarily in terms of leisure and entertainment rather than in terms of making

An Androcentric Gauge: Social Studies Portrayals of Gender

336

daily life easier and more convenient. The discussion of access to running and/or clean
water in global communities introduces but underemphasizes the gendered aspect of
access to water. Making the challenges faced by many women and children, primarily
girls, in meeting this basic need an explicit part of the discussion would begin to
contextualize the complex relationships between poverty, gender, education, domestic
responsibilities, opportunities, and quality of life.
Grade 3 textbook portrayals of government in global communities mention some
national leaders but include only men as examples. To offset this gender disparity, and
in a conceptual move that expands the understanding of leader, the textbook authors
include the idea of community leadership. Unfortunately, this reconceptualization—
which allows for reasonable and justifiable examples of women in the roles of leaders—
is not carried through to more typical textbook portrayals of gender in relation to
government. For example, the well-worn theme of women and suffrage is prominently
reproduced through many pictures showing mostly women. Also, a story in which the
authors describe women being newly enabled to seek membership in local Indian
councils is introduced as a topic about women only rather than as a topic in which both
women and men figure. It is reduced to a story about gender only—and women's
specifically—rather than a more complex story about gender relations.
This is the final chapter of data analysis and discussion. In chapter nine I
identify and discuss convergent and divergent themes in the curricular and textbook
portrayals of gender and gender relations. I then connect these themes to the three
contexts initially used to frame the study as well as to the feminist theoretical
underpinning of the study.
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9. Conclusion: "I Followed the Recipe But It Didn't Work Out"
The examination of school knowledge representations of gender and gender
relations, while interesting in and of itself, is a significant undertaking for two reasons.
First of all, Canadians, living within the possibilities and realities of a democratic nation,
have committed to pursuing and enacting social justice and equity—including gender
equity—for the benefit all Canadians. Secondly, the fundamental purpose of social
studies education is to imbue our youth with essential democratic concepts, including
equality for all and equity between women and men as enshrined in the Charter of
Rights and Freedoms. Analyzing representations of women, men, gender, and gender
relations in social studies school knowledge—knowledge deemed most worthy to be
taught in the elementary schools of our nation—reveals much about underlying attitudes
to the active pursuit of gender equity in the context of education as well as the broader
milieu of our society as a whole. In other words, we are committed to gender equity
rhetorically but are we as committed in practice?
In the preceding eight chapters, I shared my analysis of the ways in which gender
and gender relations are portrayed in elementary social studies curriculum documents
and in textbooks approved for use in teaching these curricula to students in Alberta and
in Ontario. My discussion of the data analysis is organized around two themes: in what
ways are women, men, and the concept of gender present in curriculum documents and
textbooks; and, in what ways are curricular portrayals of women and men in societal
institutions imbued with gender and gender relations. In order to conduct the analysis of
the data collected from the documents and the textbooks, I relied upon theories devised
by various feminists. These theories—liberal feminism, radical feminism, Marxist
feminism, socialist feminism, multicultural feminism, and global feminism—highlight a
range of features in relationships between and among women and men and the societies
in which they live. Liberal feminism, for example, has focused on the ways in which
women's opportunities must become more equal to men's opportunities in terms of
participation in politics and the job market. Marxist feminism, for example, looks
closely at women's participation in the job market and asks significant questions about
the ways in which the paid and unpaid work done by women is conceptualized,
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respected (or not), and rewarded (or not). Global feminism stresses that women must
understand both the similarities and differences between and among women in order to
move forward with feminism's emancipatory agenda to change the world for the
betterment of all women everywhere. Now, in the organization of my concluding
remarks and thoughts, I return to the work done by feminist educators before me; work
that both identified and conceptualized particular problems with portrayals of women in
school knowledge and work that identifies possibilities for ways in which we may begin
to overcome extant inadequacies.
9.1

Social Studies Portrayals of Gender and Gender Relations
Fully recognizing the limitations involved in the 'add woman and stir' approach

to attempts at better balancing the presences of women and men in school knowledge,
Noddings, (2001a; 2001b) is nevertheless unwilling to completely disparage this
approach, seeing it as a beginning point rather than as a finished goal. Exceptional
women—and men—certainly do appear in the curriculum documents as well as in the
textbooks. That there are far more 'worthy' men than 'worthy' women is also clearly
demonstrated in chapters 4 and 5. Without doubt, the measure of worthiness employed
by both curriculum writers and textbook authors is accomplishment in the public world
of national leadership and political participation, warfare and aggression, elite scholastic
attainment, personal achievements in the arts and sports, known contributions to national
history, and, the individual honour of doing something first.
Inserting content about unusual and unique—and therefore, worthy—women into
pre-existing curricular perspectives and storylines serves to emphasize their gender.
Worthy women achieve despite being women; gender is thus reified as a concept that
belongs to and is a concern only of women. Notably worthy men—extremely limited
representatives of the male population as a whole—do not achieve despite being men but
because they are men; their gender is erased from the equation because it is simply
taken-for-granted that men achieve worthy accomplishments. Men who are not
members of the dominant group, men who represent the 'Other' in terms of race,
ethnicity, socioeconomic background, and physical ability are chosen for inclusion in the
same way as worthy women—do they measure up the set standard? The worthy men,
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the original worthy men, serve not only as a standard against which all others must be
measured; they serve as cultural icons—they define societies. The 'add woman'
approach functions as the means to continue leaving in male and female worthies while
concurrently leaving out many women and men whose accomplishments do not measure
up according to the official yardstick; the yardstick stays firmly in place.
The limitation of focusing on specific individuals is not just one of gender
imbalance. It is one in which the entire conceptual framework of the curriculum
becomes one of elite, individual achievement in isolation and disconnection from other
people as well as from society as a whole. For example, naming the names of particular
explorers in the Alberta 1990 and the Ontario 2004 curriculum documents disconnects
these individuals from all others; did Jacques Carrier embark on a solo journey across
the Atlantic? Certainly there are individuals whose achievements are noteworthy and
laudable, but to imply that these individuals accomplished their achievements
completely on their own and that these achievements did not occur within a specific time
and place—a time and place that either made such an achievement reasonably possible
or almost impossible—does an injustice to the many other people involved. In addition,
naming only certain participants in an event or course of events—such as, the
explorers—intrinsically implies that there is only one important side to a story and
dismisses all others—such as, extant Indigenous peoples—as inconsequential; it
virtually guarantees that stories from 'Others" perspectives will either be left out or
marginalized within the dominant narrative.
The 'worthies' approach to gender balancing curricula also results in women
being referred to collectively as women which tends to then portray them as a
homogeneous, monolithic mass; men, on the other hand, are more often identified as
individuals. The women-as-collective/men-as-individuals pattern reinforces the very
idea of individual worthiness. Individual men, in their role as cultural definers, set the
stage and determine the areas of a society to receive attention. Women are then sought
to fit in to this narrative. Whether or not there are worthy individual women who fit the
bill, women are most frequently inserted into the narrative as a collective. Thus,
although Nubian kandakes—referred to collectively and never individually named—
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could raise armies it is King Kashta of Kush who individually conquers Egypt in 747
BCE. Referring to women collectively serves to underscore the gender of women while
conveniently ignoring the gender of men; men are seen as individuals who just happen
to be male.
One area of concern for feminist educators (Noddings, 1992; Osier, 1994) when
they think about the ways in which content specifically about women is added in to
curricula is whether or not that content should be segregated from the main or primary
narrative or whether that content should be integrated into the main narrative. Certainly
this is not necessarily an either/or question as both approaches can be utilized.
Employing the segregation/integration question, however, serves to expose a
predilection on the part of curriculum writers and textbook authors to segregate content
about women from the primary, integral text about men. In the Alberta 2005
curriculum, for example, content about Emily Murphy and her compatriots—only
identified collectively as the Famous Five—is included in a completely segregated
learning requirement. The curricular treatment of the Persons Case is not connected to
other political and legal developments covered in the curriculum. Certainly this
segregated treatment emphasizes the work undertaken by women to ensure their legal
rights; yet, the separateness of the topic implies that it is simply not a vital nor central
part of the whole story of Canadian democracy. At the same time, while the Ontario
2004 curriculum integrates content about the voting rights of women with other
similarly disenfranchised groups such as First Nation peoples, the treatment still
'Others' women. In the Ontario 2004 case women are not disconnected from the larger
topic, but the agency of those involved in the process is excluded thus implying that it is
the womanness of women that was the problem to be overcome rather than the gender
discrimination deliberately perpetrated against women by some men.
Suffrage is a persistent theme through which content about women is inserted
into textbooks. In a rather odd situation, the very exclusion of women becomes a point
of their integration into the main text—the exclusion of women from political
participation in early civilizations is one aspect of women's lives that is intentionally and
repetitiously integrated into content. This, of course, is an emphasis upon the oppression
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of women, but, again, is rarely overtly connected to the men doing the oppressing. The
grade 3 textbooks also use suffrage as a topic through which they can integrate content
about women. It is done more subtly in the grade 3 textbooks primarily through the use
of photographs showing women voting rather than through text that first explains the
voting status of men and then explains the voting status of women in comparison.
The deliberate segregation of women into sidebars emphasizes that the main
storyline in the grade 5 textbooks is the story of men in early civilizations. Julius Caesar
in Discovering Early Civilizations (DEC), for example, enjoys a presence in the main
text, in an illustration, and in a sidebar that is not about him but rather about his
influence on the creation of the Julian Calendar. Confucius, in Early Civilizations (EC),
also enjoys a far ranging representation including being mentioned in a fictional story as
well as appearing in main text explanations about the organization of Chinese society
based on his ideas. Other male figures from history, such as Archimedes, Homer, and
Hippocrates, serve to define not only their societies but the discussion of what is worthy
to know about all societies: science, literature, and medicine. In comparison to these
integral encapsulations of worthy individual males, the few individual females deemed
worthy of inclusion in the history textbooks are all treated in a segregated way.
Hatshepsut appears only in one photograph and caption and nowhere else in DEC. In
EC, Ban Zhao appears in a self-contained historical biography and is referred to
nowhere else in the textbook.
The androcentric perspective of textbooks is revealed not just through the setaside content but in the focus of the content. The three fictional stories in EC are subtly
gendered and favour the male perspective. In the story of Ikaros, we learn about his
work as a potter's apprentice and his desire to discuss philosophy with Aristotle;
concomitantly, the world of work and the world of education are both associated
primarily with men in the textbook. In the story of Wu Mantian, we learn little about his
work as a shoemaker's apprentice but do learn about the opportunities newly available to
him due to his father's advancement up the social ladder through service to the Emperor;
improving one's social status in China is specifically identified as the purview of men in
the textbook. In the story of Melika, we learn little about the responsibilities and
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skills—domestic duties of cooking, spinning and weaving are specifically identified with
women in the textbook—that she is to be learning in preparation for her eventual
womanly (one assumes wifely) duties; rather we learn about her affection for her pet
bird. Very subtly, the world of paid work is valued and centred while the world of
unpaid or domestic work is devalued, disregarded, and dismissed.
Education in the grade 5 textbooks is one topic that is both openly discussed in
terms of gender and that is also integrated into the main text. Wealthy boys and their
formal schooling are the standard of measure which means everyone else in comparison
—those who are wealthy girls and those who are not wealthy boys or girls—are found
wanting. Attempts to expand the discussion of education beyond wealthy boys is
partially successful—particularly in discussions of apprenticeships for non-wealthy
boys. The shift away from formal education, however, is also where the integrated
discussion of gender and education subsequently falls apart. Once girls are added into
the equation, the prevailing curricular dismissal of all things domestic means that the
knowledge they learned (running a household) remains nebulously undefined and under
described; it is therefore unimportant and can be ignored. EC implies that girls in the
ancient world themselves were unhappy with this state of affairs; whether or not such
was the case, a similar recalcitrance on the part of non-wealthy boys learning the
drudgery and chore of their apprenticeships (was working the bellows or loading the kiln
or preparing the hemp really such a joy?) is missing.
There are more instances of integration than segregation in grade 3 textbooks.
This is most likely due to the 'real life' approach taken in the books. For example, the
chapter on volunteerism in Connecting with the World (CW) includes content about men
and women who work in volunteer capacities in Canada and around the world. The
approach is not one in which the laudable volunteer work pursued by men frames the
main story with rare and notable women being added in to it. The perspective on
volunteers in the grade 3 textbooks is simply that women and men (for example, Sheree
Fitch and Craig Kielburger in CWand Jethu Ram and Nancy Santullo in World
Communities (WC)) work to improve their communities.
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There are also instances of content about women being segregated in the grade 3
textbooks. A sidebar in CW describes the newly acquired membership in local
councils—panchayats—by women in India. Although information about panchayats is
included in the main text, the information about women being allowed to become
members is segregated. Rather than integrating content about gender and eligibility for
election to panchayats, the main text moves into a personalized explanation of the role of
development officers in India—the story is about Mr. Naidu. In this instance, content
about women is segregated and the women themselves are referred to as a gendered
collectivity while the individually identified man holds centre stage in the main text.
The segregation and integration of content about women highlights another
problem identified by feminist educators in school knowledge representations of
women: they are often invisible, marginalized, or omitted altogether (Clark 1997a; Light
et al., 1989). It is very apparent that much of the content about societies' social
structures in the grade 5 early civilizations textbooks, such as the social structure
pyramidal graphics in DEC, marginalizes women. In many of the "Social Structure"
section discussions, the authors explain the ranks or statuses available within a given
society. Smith and Pelech (2002) do not overtly identify each of the rankings as that of
men; rather, this gendered conceptualization becomes apparent because of the
segregation of women out of this discussion and into a completely different discussion:
the family. Information about women's rights and privileges within social structure and
even within systems of government—such as the right to vote—are discussed not in the
"Social Structure" and "Government" sections of DEC but rather in the "Family"
sections. Women are effectively omitted from discussions about social structure.
Another aspect of grade 5 textbook discussions of social status that renders
women invisible is the discussion of social advancement; in ancient China it is limited
only to military and bureaucratic success—from which women were banished—and
completely ignores marriage, a longstanding means to power and wealth. Women are
not even overtly conceptualized as members of ruling dynastic families—their obvious
reproductive role in the creation and maintenance of 'state' is completely invisible.

An Androcentric Gauge: Social Studies Portrayals of Gender

344

That the androcentric perspective of the grade 5 textbooks and curricular
treatment of early civilizations is both accepted and unacknowledged is exemplified in
the student democracy activities. In neither case, are students expected to actually
connect the ideas of women being excluded from Athenian democracy to their own reenactment of Athenian democracy. Women and the exclusion of women are rendered
invisible and are thus completely omitted from the content.
In the grade 3 textbooks, despite their far more realistic portrayal of the
complexities of life—which is really connected to the 'everyday people' approach to
studying global communities—there are ways in which the approach to discussions still
serve to not necessarily omit girls but rather to emphasize boys, thus rendering
information about girls marginal. For example, girls are not completely ignored in
discussions of child labour in impoverished nations; rather it is that boys provide the
lens or the hook from which the discussion develops. The authors do not imply that only
boys experience child labour but their emphasis on individual boys as well as pictorial
representations of child labour which all emphasize boys includes very little information
about girls. Another way in which girls are rendered invisible in the discussion of child
labour is in the near total conceptualization of child labour with 'public' work, that is
work in factories, for example, rather than private work—particularly domestic work in
homes. Of course, girls also work in factories. The domestic aspect of child labour is
not completely excluded, but there is also no attempt to expand upon the idea—there are
no stories about little girls having to work as maids to support their families like there
are stories about little boys having to work on the farm to help support their families.
As has been often pointed out in previous research (Baldwin & Baldwin, 1992;
Hahn & Blankenship, 1983), overtly sexist language has all but been expunged from
curriculum documents and their accompanying textbooks. No longer do we read
statements about 'Man' and 'his' societies or civilizations. While this is almost the case
in this study—the one glaring exception being the use the phrase "an understanding of
the nature of man" (AE, 1990, p. B.l) in the Alberta 1990 philosophy and rationale—
there are actually instances where male language terms are used to denote both males as
well as males and females. For example, in DEC, the authors effectively erase
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Hatshepsut and her unnamed female associates from the historical record by consistently
referring to Egyptian pharaohs as he rather than as he or she. Another topic in which
overtly sexist language is retained is in discussions of deities in the grade 5 textbooks.
The authors of Tapestry 5 (T5) and DEC both consistently refer to pantheons of deities
as 'gods', even when their discussion includes both goddesses and gods. Thus, 'gods'
stands for both male deities and all deities; the reverse of this situation—where
'goddess' stands for both female deities and all deities—is never the case.
As numerous researchers (Eichler, 1988; Eichler & LaPointe, 1985; Gaskell et
al., 1989; Sadker et al., 1989) have pointed out, there are ways other than overtly sexist
overgeneralizations in which language choices can subtly imbue portrayals of
relationships between women and men in inequitable ways. Nonparallel language
(Eichler, 1988) is the most frequent way in which the androcentric perspective of social
studies knowledge is reified in language choices and through which women are subtly
Othered in the curriculum documents and textbooks. As noted above, one way in which
this is accomplished is to identify men as important individuals and to identify women
as a gendered collective. Another way is to identify a man in some kind of way, such as
'The Farmer' in Myths and Legends (ML) and to then identify a woman in relation to
that man, such as 'The Farmer's Wife' in ML. The female character is given no identity
of her own, she is completely subordinated to the male character.
The use of the term 'farmer' in both the grade 3 and grade 5 textbooks
succinctly encapsulates the persistent use of nonparallel language in portraying women
and men. Throughout both books, the term farmer is both overtly and subtly connected
to men while concurrently being denied a connection to women. Farmers are either
overtly identified as men (such as in EC) or the many illustrations and pictures of them
throughout the textbooks portray farmers as men. In the few instances where women are
connected to farming, language is used to disconnect them from the term 'farmer'. In
World Communities (WC), for example, Rosa's father is a farmer but her mother is not,
regardless of the work she does on the farm. In EC women who live on farms in ancient
China are described as helpers not as farmers. In both CWand WYWH...India, pictures
of women working on farms do not identify them as farmers but rather as women.
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Despite considerable effort to use gender neutral language in discussions of work
and occupations, much of the work done by women in both the grade 3 and the grade 5
textbooks is not honoured with an occupational title. Work within the domestic sphere
is almost never identified through a title such as weaver, cook/chef/baker, manager;
rather it is merely described and grouped as household responsibilities. Even when the
work being described is part of the public world rather than the private, domestic world,
the work done by men is routinely titled while the work done by women is routinely
untitled and subsequently devalued. The discussion of the Koli fisherpeople in WC is a
case in point—the men are identified as sailors and fishermen and the women are
identified as women who clean and sell fish rather than as fishmongers or fish vendors.
Genders of workers sometimes are specifically identified—this happens
primarily for women (woman tutor, woman slave) so the assumption is that the
unmodified term (tutor, slave) really means men. It is sometimes the actual gender of
the women being discussed that becomes the point of discussion about their work
(Hatshepsut the pharaoh, priestesses in Greece, the Chippko environmentalists in India)
rather than the work they do. When men are specifically identified as the gendered
workers in a particular field it is either because women were excluded from the
occupation (Greek actors, for example) or because cultural literacy delimits our very
notions about the occupation in question. Greek philosophers, for example, are limited
to Aristotle, Plato, and Socrates which not only ignores extant women who were
philosophers, such as Hipparchia the Cynic, but many men as well.
Overspecificity (Eichler, 1988), the use of a general term to refer to a gender
specific population, is another idea about the ways in which language is used to
reinforce gender biased situations as natural or normal. In EC, for example, it is asserted
that the ancient Chinese believed that education was important. This generalized
declaration implies that all people in China believed that formal education was the apex
of education—an assertion that surely cannot be proven—but it also subtly implies that
formal education was widely available to all. This of course was not the case and the
gendered system of formal education is explained in the textbook. However, by
avoiding stating the obvious—that formal education was considered important only for
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certain boys and not for everyone—the inherent inequity of the system is both excused
and reinforced.
Whether or not content in school knowledge specifically about women should
emphasize their oppression or agency (Noddings, 1992) through time and space is
another point of debate amongst feminist educators. Examining social studies
curriculum and textbook—particularly history textbook—portrayals of women and men
reveals two complementary patterns: there is an overwhelming predilection to
emphasize the oppression of women and, at the same time, there is an overwhelming
avoidance of naming the oppressors. In both DEC and EC the subordinate position of
women to men within both the immediate family and the wider society as a whole is
repetitiously emphasized. Other than oft-stated assertions about the power of the
patriarchal father and the necessity of obedience to one's husband, the authors never
attempt to engage in discussions about differences between ideal types of social
behaviour and lived realities; the overtly stated declaration is that all women were
subordinate to all men at all times throughout all early civilizations. There is simply no
recognition that status within families, as well as society at large, involved relationships
between and among men, and between and among women, as well as between and
among men and women and that they were influenced by factors other than gender such
as wealth, education, social status, and personal characteristics.
There is also a heavy emphasis on what women could not do (particularly voting)
because they were women; this is the case even when most men within the same society
probably had few privileges themselves. At the same time, those with agency are not
identified as such and certainly are never identified as men. Thus, in DEC, while
Mesopotamian priests control handing out the land and educating the sons of the
nobility, priests are really never specifically identified as men, nor as men who
perpetuated a system that favoured men because of their gender. That women in the
ancient world—just like women in the modern world—faced systemic inequities
because of their gender is not a point of dispute. The difficulty with the grade 5 history
textbooks' overemphasis on the subordination of women is that the 'reality' they
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represent is reactionary and more stereotypical than everyday life likely was for many
women and men (Scott, 1988).
Representing the world of lived realities and the world of possibilities (Gaskell et
al., 1989; Scott, 1988) is not really an either/or situation unless, as shown above,
textbook representations of lived realities are dangerously overgeneralized and
stereotyped. Obviously the reality presented by the grade 3 textbooks and the grade 5
textbooks are light-years apart. For example, the grade 3 textbooks do a reasonable job
at portraying differences and similarities between and among families—in fact, they
actually represent families. In contrast, the grade 5 textbooks portray the idea of
family—and supposedly the ideal of family—with unending similarity and immutability
across time and space. In grade 3 there is more to family than mere structure—there is
relationship; in grade 5 family is limited to societal prescriptions.
An effort is made in the grade 3 textbooks to portray women working at paid
employment (Shikha Banerjee the construction worker in WC) and men working at paid
employment (Viktor Olenik the beekeeper in WC) as well as to portray men assuming
domestic responsibilities (Kim's father in WC) and women fulfilling domestic
responsibilities (all the mothers and grandmothers mentioned in each of the books). The
textbooks frequently reinforce a stereotyped portrayal of the 'best practices' for women
as mothers. For example, only women within families seek medical attention for their
children—surely, in real life, fathers also take their sick children to the doctor? Cooking
and cleaning are almost wholly identified as the responsibilities of women; the very
emphasis on Kim's father cooking underscores the 'natural' association of
women/mothers to cooking. It is difficult to determine the absolute line between
reflecting 'reality' and stereotyping 'reality' in the textbooks, however, it is entirely
probable that the authors' portrayals of families and home life reify taken-for-granted
assumptions about the gendered divisions of domestic labour. This is also evident
through the less adequately discussed representation of reality/possibility that
infrequently suggests that men have anything to do with their homes or, more
importantly, that they routinely take active roles in caring for their children.
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One reality of dual working parents that is skirted but not fully developed is the
need for child care. For the most part, female relatives such as grandmothers and aunts
are portrayed as stepping in to mothers' roles in the student guide families, but in the
real world grandma is often unavailable. Daycare is rarely mentioned, but if it is, it is
most often associated with being a need of working mothers (Shikha Banerjee in WC) or
of older siblings who are not attending school because of domestic responsibilities
(Filipino girls in CW and the children in the village of Serenda in WC). The necessity of
child care is thus stereotyped as an issue only for working women and, particularly, only
as an issue for impoverished working women. For example, in CW, Ahmed—who is
characterized as enjoying the financial benefits of both parents working but also
bemoans his mother's job as a teacher—is cared for after school by a neighbour (female,
of course) rather than attending a formal after school program. Irena is also cared for
after school by her aunt while her mother, the doctor, works. Daycare is thus not
associated with reasonably well-off people and is completely excluded from the
personalized student guide stories; it is all but dismissed as a basic necessity.
The treatment of voting in the grade 3 textbooks, while somewhat annoying
because of its emphasis particularly on women voting (thus reifying a persistent theme
in adding women in to social studies knowledge), is at least connected to the reality of
the societies in which it occurs. For instance, Ravi's aunt and uncle vote for different
candidates for different reasons in local elections. While pictorial emphasis is placed on
women voting, there is no similarly gendered emphasis in the text.
As noted in the above section, sometimes the line between presenting lived
realities and stereotyping lived realities is a fine one. Although the grade 3 textbooks
tend to stereotype the idea of the domestic to women (mothers and their female relatives
cook and clean and shop) it is clear that some efforts were made to interrupt this
monolithic portrayal—at least in terms of the Canadian student guides. Portrayals of
women and men in the ancient world, however, demonstrate little intent to avoid gender
stereotyping. Certainly, portrayals of the world of occupations and work attempt to
insert women; the attempts fall short, however, because of the way in which work has
been conceptualized in the first place. Work is considered to be tasks done for money
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rather than tasks done for subsistence—this then excludes much of the vitally economic
work done by women (but, interestingly, not men because of their identification as
farmers, fishers, and hunters which are conceptualized as occupations). To be sure, the
domestic work done by women is not completely excluded from the textbooks; rather it
is dismissed as mostly unimportant through overly general phrases and a lack of specific
information. At the same time, while textual references to work equivocally attempt to
include women, the pictures used to illustrate work in the ancient world overwhelmingly
portray men doing that work. Women and the work they did in the domestic realm thus
ends up being stereotyped not just because it is virtually the only way in which they are
portrayed but also because there is no detail, variety, or complexity offered about that
work.
While there is also a similar 'lack of variety' within the various jobs pursued by
men (male farmers are almost always shown behind oxen, for instance) the sheer variety
of occupations available to men or as identified with men simply shows them in many
more occupations, thus leaving a far different impression about men and work in the
ancient world. In the grade 3 textbooks, both women and men are shown in a variety of
ways—both are shown in jobs (some pictures reinforce gendered connotations of
occupations and others subvert gendered connotations of occupations) and both are
shown with children. It is the difference between a 'replication' of or 'reflection' of
reality versus a 're-creation' of reality that is based in misrepresentation.
Portraying women and men in terms of family is another way in which the grade
5 textbooks stereotype women and men. Women, for example, are almost wholly
defined in terms of family—Ban Zhao's male relatives define her life, Mumtaz Mahal
appears as the deceased wife of Shah Jahan—and information about women in DEC is
included only in the "Family" section rather than in "Government" or "Social Structure".
At the same time, men are almost wholly disconnected from family other than to explain
their superiority and total authority over family members. For example, none of the
great men identified in any of the textbooks is described in terms of his family, at least
not in terms of female family connections. We learn nothing about Shi Huangdi, Laozi,
King Nebuchadnezzar or any other individually identified elite man in terms of his
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family. This is an example of stereotyping women with family and of reverse
stereotyping men as not concerned with or connected to family. This then misrepresents
the 'accomplishments' of some men by suggesting that the greatness of individuals was
in no way connected to existing familial privileges, wealth, or power.
Part of the feminist effort to reform curricula to be more gender equitable toward
women is the idea of redefining the very concepts upon which the curriculum is based.
Woyshner (2002), for example, claims that redefining the concept of political
participation away from formal politics and governance can both build on an existing
content theme about women that has already been inserted into curricula (suffrage)
while also expanding that idea to broader examples of political participation and hence
more content about women. The grade 3 textbooks manage to do exactly this. While
there is certainly both integrated and segregated content about women participating in
formal government (pictures of women voting in WC and CW for example, and the
sidebarred discussion of the panchayat in CW) there is also an effort to redefine political
involvement. In both WC and CW, statements are made that identify women as leaders
within their communities; as leaders, women work to improve their communities.
Community leadership is not limited to women, however, it is clear that the textbook
authors made deliberate and successful attempts to expand the conceptualization of
political leadership beyond the naming of national leaders in order to make it a concept
welcoming to women.
For the most part, as has been thoroughly demonstrated, studying the domestic
(Martin, 1995; Noddings, 2001b) receives very little attention—in fact, it seems to be
losing ground in curriculum documents—and the attention it does receive in textbooks is
mostly simplistic and stereotyped. There is, however, one example, in which the
domestic is positively represented. The discussion of the epinetron in T5 exemplifies the
way in which a different perspective can completely shift the way in which something is
understood. Rather than starting from the point of attempting to insert content about
women into aspects of a society that effectively excluded them—and thus reifying the
oppression of women while denying both them and their oppressors agency—the authors
of T5 focus on describing a tool used within the domestic realm. The resulting
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description of the way in which the epinetron was used, who used the epinetron, and the
place in which an epinetron was used is interesting and informative; it does not suggest
that the work undertaken was a resented drudgery nor that the women performing the
work were oppressed or limited by it. It is a reasonable representation of 'real life'.
Tentative steps toward studying gender as a category of analysis or a dynamic of
society (Levstik, 2001; Levstik & Groth, 2002; Schur, 1995; Kuzmic, 2000) are
detectable in the curriculum documents. For example, Ontario 2004 has deliberately
revised requirements from Ontario 1998 to add in content about women and children to
a broader understanding that societies need to be understood in terms of women and
children and men. Another indication that the study of gender may becoming more
readily recognized within curriculum conceptualizations is the inclusion of the
requirement to study matriarchal and patriarchal governance structures in First Nation
societies in early Canada. Admittedly, there are shortcomings with these
conceptualizations in Ontario 2004, but they do indicate that curriculum writers are
beginning to think about some aspects of social studies knowledge in more complex
ways—including the complexity of gender and gender relations.
In the textbooks, however, it is clear that gender is conceptualized more as an
aspect of identity—particularly as an aspect of women's identities. As already noted,
the gender of women is often the only content about them that is included in the
textbooks (such as Hatshepsut and the Nubian queen mothers) or the gender of women is
highlighted because of the way in which particular female individuals (such as Ban
Zhao) overcame the limitations ascribed to their gender and succeeded in the world of
men. This perspective toward gender and gender relations results in essentialist
portrayals of women; women are homogeneous, static, unchanging, monolithic, and,
ultimately, found wanting and not particularly interesting. Gender is not a feature
attached to male individuals (Caesar, for example, is not identified first as a man and
then as a man who was a Roman general); rather men are identified by social status rank,
by occupational title, or by name. Making gender and gender relations a central point of
discussion would significantly alter textbook portrayals of early civilizations. To be
sure, gender as a category of analysis is also found wanting in the grade 3 textbooks,
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particularly in the discussions about impoverished oppression of children and the ways
in which access to education and child labour are experienced both similarly and
differently by girls and boys.
Gross (1987) and Levstik (2001) suggest that challenging and changing standard
periodizations in historical knowledge not only opens possibilities for including women
and content about women in different ways, but that it also calls in to question the very
purpose of studying particular points of history. Clearly, the historic time periods
required by the elementary social studies curriculum documents—which emphasize
different points in the development of Canada as a nation and specific time periods in
other places—make possible the inclusion of certain individuals while excluding other
individuals, and also make possible the discussion of particular features of some
societies at the expense of others. For example, choosing to emphasize the brief
experience with democracy in Athens means that a period of time is emphasized during
which women were particularly downtrodden when compared to other periods of early
Greek history (Gross, 1987). The segregation of Canadian history into discrete periods
of time—such as the early contact period and the Confederation period—enables a
flirtation with matriarchy/patriarchy in the Iroquois Confederacy but also disconnects
this from the later imposition of Euro-Canadian patriarchy onto Indigenous societies.
Thinking about the overall portrayal of gender and gender relations in social
studies knowledge extant in the documents included in this study makes is clear that
considerable work has yet to be done. In some ways, curricular and textbook portrayals
of women and men have yet to move beyond Warren's (1989) Phase 2 or even, at times,
Phase 1 (see page 69). Women have been inserted in to existing social studies
knowledge. Their insertion does not problematize existing storylines, because textbook
writers and textbook approvers are apparently willing to accept representations of
women as wholly subordinate to and subjugated by men. Certainly there is no attempt
to pursue social studies content from either Phases 5 or 6 in which infinite complexities
of relationships among women and among men would add tremendous detail and
intricacies. For the most part, women are conceptualized with an unrelenting sameness
across time and space; there is some variety among men, but differences among men are
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not conceptualized for study, they simply reflect de facto realities within the constraints
of learning about, for example, work and occupations. From the current position, it is all
but impossible to imagine Phase 7 in which representations of knowledge are wholly
reconceptualized to include and effectively represent both women and men in all their
glorious complexities.
What then do these portrayals of gender and gender relations reveal about
underlying educational and societal attitudes toward the realization of gender equity?
9.2

Gender and Gender Relations in the Curricula
I think it is fair to say that the intent of those writing the various social studies

curricula and the supporting textbooks approached their tasks with good intentions—I
refuse to believe that any of the writers deliberately or maliciously set out to denigrate
portrayals of women while simultaneously valorizing portrayals of men in social studies
knowledge. What, then, can explain the consistently dismal picture of curricular
portrayals of gender and gender relations—and particularly of women—that emerges
from the study?
Amongst curriculum scholars (Kelly, 1989; Noddings, 2001b), there seems to be
consensus that the conceptualization and underlying philosophical rationale of a
curriculum serves, or should serve, to steer curriculum content knowledge in the
intended direction. As has been demonstrated, the concept of gender is largely absent
from the rationales of the documents included in this study thus leaving little doubt that
the curriculum conceptualizers have failed on this point. Those documents which do
include gender as part of their overall philosophies identify gender only as an aspect of
students' identities rather than also utilizing it as an analytic to employ in studying and
critiquing societies of the past and present. That said, only the now-defunct 1995
Ontario curriculum required that the program of studies take into consideration not just
the needs and abilities of students but also the interests of students; this was then overtly
connected to the idea that needs, abilities, and interests may well differ based on a
student's identity, an identity that includes gender. There is little of interest or
inspiration for girls, however, in elementary social studies knowledge. It seems as
though the entire concept of gender equity—like a considerable amount of content about
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women—has simply been overlooked and left out of the educational agenda; its absence
plainly does not register.
Certainly there is little in the early civilizations textbooks with which girls, in
particular, can positively identify (Coulter, 1989; Crocco, 1997). Much as Coulter
(1989) pointed out close to twenty years ago, girls (and boys) learn that: "women made
no important contributions and played no significant role because, until very recently,
they were pregnant most of the time and could do little more than 'waddle' about the
cave, hut, cottage, castle,..., homestead or house, cooking and cleaning" (p. 25).
Concurrently the vaunted status of many individually identified great men coupled with
the overwhelming assertion of male superiority over females—and the supposed
acceptance of this natural order of things by females—appears to give boys considerable
content with which to identify. This, of course, is a false association—the few great
men of history were very few—the vast majority of men throughout history, much like
most women, were not members of the elite; men faced a daily grind, much as did
women. As a study by Benjamin (2001) demonstrates, it is as equally important and
eye-opening for boys to begin deconstructing and questioning images of hegemonic
masculinity as it is for girls to understand the interplay of gender, gender relations, and
systemic power relations in the representations of women in school knowledge. The
grade 3 textbooks do a much better job at representing the 'real' relationships between
women and men; in many ways, and for the most part, women and men work together to
provide the best possible home for themselves and their families. Although there is no
emphasis upon 'greatness' in the grade 3 textbooks, the very veneration of the everyday
is one with which girls and boys can far more readily and realistically identify.
However, again, the curricula fall short of the mark, as only certain aspects of 'real',
everyday life are emphasized while certain responsibilities—primarily child care and
domestic labour—are glossed over as unimportant or perhaps, at best, as necessary only
to special interest groups and certainly not a concern for society as a whole.
Acknowledging that gender as a concept has been inadequately conceptualized in
curriculum documents, however, does not adequately explain why such overt misogyny
is present—particularly in the early civilizations textbooks but also, mostly through
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omission, in the grade 3 global communities textbooks. Why are textbook writers
willing to so matter-of-factly and repetitiously portray the subordination of women to
men without justificatory explanations and, apparently, without a second thought?
Given the now well-established and ever-growing body of research and scholarship that
contextualizes and explains gender and gender relations between and among men and
women within a place and a time—a perspective that denies the immutability of
relationships between women and men as the 'natural order of things'—why does social
studies knowledge as a whole embody such a discouraging view of men and women and
of gender and gender relations?
As discussed in the introduction, the New Educational Right neoconservative
rhetoric of regaining and retrenching 'our' glorious past—of saving our Official school
knowledge from the clutches of progressive reformers— suggests that tremendous
differences in factual content and perspective should be easily detectable between
curriculum documents written at the time of progressive education's ascendancy and the
new reality of the NER's ascendancy. The Alberta 1990 and Ontario 1995 curriculum
documents were written and implemented prior to the NER revolution while the Ontario
1998 document was written at the height of the NER revolution. The most recent
documents, Alberta 2005 and Ontario 2004 were written or revised after the zenith of the
NER. Neoconservative rhetoric within the NER proclaims that social studies knowledge
content had been hijacked by leftist progressives and was rampant with multiculturalism
and feminism. This rhetoric suggested that the curricula written prior to NER
restructurings would be exemplary documents in terms of gender and gender relations
while those documents written during or after NER restructurings would be openly and
deliberately reflective of androcentric perspectives. As demonstrated through this study,
such is not the case. There is little evidence of feminist dominance in the earlier
documents; the case is quite the opposite. Political ideology seems to have little overt
impact on curriculum content. What can explain the similarity of topics across these
curriculum documents and the treatments of those topics? Why is there such
convergence in the ways in which content about women and men are included social
studies curricula and textbooks? Tradition.
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Thus, in addition to the deficient and limited conceptualization of gender as
merely a personal attribute, shifting social studies knowledge to better reflect adequate
representations of both women and men also faces the challenge of entrenched social
studies traditions. Criticisms about the perpetuation of tradition(s) in the creation of
curriculum (Eisner, 1994) seem accurate when leveled against the documents in this
study. Wade (2002) criticizes the reification of the expanding horizons model as
inappropriate to societies immersed in an exponentially expanding creation of
knowledge coupled with astonishingly immediate and consistent access to that
knowledge through information technologies, yet it still serves as a basis—albeit a
imperfect basis—for each of the curriculum documents in this study.
Noddings (2001b) asks what we hope our students to learn from social studies,
what attitudes we hope to encourage, and what knowledge content will aid in reaching
those goals. The convergence of the topics and treatments of topics in the five curricula
in this study suggests that these questions are rarely asked when social studies curricula
are written, revised, and rewritten. Is there anything inherently wrong with the
persistence of favoured topics in elementary social studies? No. Are there problems
with the ways in which these topics are conceptualized? Yes. The topics included in
social studies continue to be treated as they always have been with a few ameliorating
additions; topics have not been significantly redesigned in light of, for example, the
tremendous shifts in scholarly knowledge and in academic perspectives toward the
creation and representation of knowledge.
In order to re-vision social studies representations of societies past and present in
order to become more reasonable in terms of gender equity, the inertia of social studies
must first be tackled. This can only be accomplished at the conceptual level; adding in
decontextualized and disconnected bits and pieces of information about women to an
unthinkingly valorized story of men simply will not result in improved curricula. At the
most basic level, recognizing that societies past and present necessarily include female
and male populations and that women and men, boys and girls interact with each other—
as is demonstrated in the grade 3 textbooks—can begin to at least open up the persistent
presence of women as well as men in social studies knowledge. Presence, however,
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does not necessarily equate to reasonable or thoughtful representation. The grade 3
textbooks also provide an excellent example of the persistence of gender bias against
females in school knowledge. Even though the grade 3 textbooks laudably tackle
extremely difficult issues of child oppression, the ways in which these issues are
connected to girls and to boys are significantly different and leave far different
impressions. In fact, the ways in which the global communities textbooks treat boys and
barriers to formal education and treat girls and barriers to formal education succinctly
epitomizes the underlying problem in much social studies content knowledge: it is
abstract, oversimplified, unconflicted, and static. The stories about girls and education
are oversimplified abstractions while the stories of boys and education are personalized
and contextualized. Empathy is generated for the boys. The stories of the girls might
result in sympathy but they might also just as easily result in disinterest.
Re-visioning does not necessarily mean jettisoning much-loved topics.
Democracy in ancient Athens can still be a topic but its inclusion should be
philosophically justified. Excusing rampant misogyny and accepting institutionalized
slavery as 'simply the way it was' in order to emphasize limited participatory democracy
does an injustice both to the topic as well as to the students learning the topic. In
addition, emphasizing the existence of democracy—and implying that somehow it has
some direction connection to extant Canadian democracy—avoids the real educative
point of studying democracy: why did democracy ultimately fail in ancient Athens and
what can we learn about that failure in order to sustain our own democracy? Such a
perspective necessarily foregrounds the discussion of ideas and the relationship of ideas
to societal structures—ideas, for example, such as the ways in which social structure,
including and foregrounding gendered social structure, and privileges within social
structure influence access to formal power, the wielding of formal power, exclusion
from formal power, and the consequences of that exclusion. It is possible that the
pending Alberta 2005 grade 6 treatment of democracy in ancient Athens and the
Iroquois Confederacy attempts just this—clearly the publication of the resources
approved for use with the unit will prove exceedingly interesting.
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Reconceptualizing and re-visioning social studies as a whole will be no easy task
nor will it be accomplished quickly. In the following section I recommend several ways
in which social studies textbook writers can begin shifting both format and underlying
perspectives to more equitably portray women and men within social studies knowledge.
9.3

Recommendations
Many of the recommendations made by gender equity scholars—such as

reperiodization, redefining concepts, studying gender, and studying the domestic—have
been discussed in the above sections and each remains laudable and viable. Some
suggestions for ameliorating gender bias in textbook knowledge address the role of the
classroom teacher. Clark (1997a), for example, suggests demystifying the textbook
itself through the use of multiple textbooks as well as the use of primary sources in the
classroom. In addition to supporting all of these recommendations, I build on patterns
and processes already evident in the textbooks themselves in order to make social
studies knowledge more gender equitable.
1. Personalization: The grade 3 textbooks exemplify the difference between
abstracted, generalized representations of topics and personalized, empathetic
representations of topics. By connecting difficult topics, like the oppression of
impoverished children, to specific children—whether or not they are real or fictional—
makes the real consequences of the situation easier to understand and makes it possible
to better identify with the people involved in the situation; it becomes more difficult to
simply dismiss the situation because it does not (apparently) apply to oneself.
2. Multiple Perspectives: The grade 3 textbooks exemplify the 'reality' that can be
used to address social studies concepts and knowledge through the use of student guides.
Similar guides could be used to introduce and guide other topics at other grade levels in
order to both personalize content—particularly historic content—and to expand versions
of that content. Deliberately using female and male guides would encourage keeping the
gendered perspectives on the topics being discussed at the forefront.
3. Focus on Tangibles: The example of the epinetron in Tapestry 5 exemplifies the
way in which respectful content about women can be included in extant social studies
topics, such as early civilizations. Focusing on products of a civilization and explaining
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those products within a specific context is considerate and interesting. This approach is
not the same as current curricular requirements to learn about technological advances
within a place or time—these too frequently skip along noting only massive civil
engineering projects such as the Great Wall of China or Roman aqueducts with no
substantive information about the people involved. Rather, focusing on tangibles such
as domestic tools—and by that I mean within the house as well as the surrounding farm
or family business—focuses on real life and connects history to real people.
4. Make Gender a Topic of Student Activities: The grade 5 textbooks attempt to
make gender a point of discussion for students although their approach is limited due to
the focus on only one gender and is, therefore, unsuccessful. Studying gender means
studying women and men in relation to each other and not in isolation from each other.
Thus, questions about the status of reigning queens in Nubia or the status of hats in
ancient China must also include questions about other male and female members of the
society in order to adequately understand the contingent knowledge available from the
study of the queens and the study of hats.
5. Gender Bias Review: Textbooks are routinely reviewed by 'experts' for historical
content or by 'bias' reviewers to ensure that nothing overtly offensive is included in the
book. Specifically in terms of content about women and men, I recommend that editors
and publishers deliberately seek out feminist and/or masculinist reviewers. As Lazar
(2005) explains
The imbrication of power and ideology in discourse is sometimes not as apparent
to participants involved in particular social practices as it is from the point of
view of critical theorization of their interrelations. In other words, to speak from
the position of a 'woman' is not the same as speaking from the political
perspective of a feminist (p. 6).
Thus, identifying both overt, and more importantly, subtle forms of gender bias requires
the insight of someone with more than good intentions, it requires the insight of a person
with theoretical backgrounding in both feminist and gender research as well as
curriculum studies. Coupled with this is the suggestion that feminist historians,
sociologists, anthropologists, and geographers—along with the panoply of academic
disciplines—actively work to reproduce their knowledges at the elementary school level.
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9.4 Future Directions
One difficult aspect of discourse analysis that the analyst faces is the richness of
the data; many patterns emerge from the data which simply cannot be dealt with within
the extant study. Such is the case with data from elementary social studies curricula and
textbooks. Further projects will include looking at different groups of people—
particularly Indigenous peoples and immigrant groups in Canada—and the ways in
which they are portrayed in curriculum documents and learning resources. Another
project will be further explorations of societal institutions, both those identified in this
study as well as others that were identified in the data but not included in this study such
as curricular constructions and representations of the environment, conservation, and
environmentalism. Building on the immediate study, a particularly fruitful study of
elementary social studies would be a discourse analysis across time and across space of
the thesis topics. Exploring the ways in which early civilizations have been portrayed in
school textbooks for the past hundred years may yield interesting points of comparison.
It would also be particularly interesting to compare conceptual ideas in social studies
knowledge, such as democracy, equality and equity, and privilege and oppression, as
well as identifiable groups of people, such as women, men, and various ethnic groups, in
a variety of educational jurisdictions both within and outside of Canada. In particular, it
will prove most interesting to analyze the textbooks approved for the Alberta 2005 grade
6 unit on Democracy in Ancient Athens and the Iroquois Confederacy to determine the
ways in which a conceptual focus may result in different kinds of portrayals and
representations of that concept in terms of gender and gender relations. The most
desirable 'next step' however, would be a classroom-based study involving observations
of and interviews with teachers and students interacting with the textbooks to better
understand the ways in which textbook representations of women, men, gender and
gender relations are received and negotiated by girls and boys and their teachers.
9.4

Concluding Remarks
Lazar (2007) contends that we are currently experiencing both more subtle and

more blatant forms of sexism in contemporary discourses. Such certainly seems to be
the case in terms of elementary social studies knowledge in Alberta and Ontario. The
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blatantly misogynistic representations of women in Ontario grade 5 history textbooks is
apparently justifiable because of a naive ascription to an already much-critiqued belief
that 'that was the way it was'. Such an unthinking reification—deliberately choosing to
ignore the burgeoning evidence to the contrary—rests upon and reinforces essentialist
assumptions about women as unchanging—in other words, 'that's the way it was and
that's the way it is meant to be'.
The grade 3 textbooks are far more subtle. Women are not disparaged in the
textbooks, rather they are co-opted to serve the needs of society while society
conveniently ignores their needs. Women, like men, are capable of holding jobs and
they therefore have jobs, however, the consequences on the daily lives of working
parents—and particularly of working mothers—is simply not part of the conversation.
Ignoring the needs of daycare in global communities mirrors the way in which daycare
is ignored in Canada (is it ironic that the Canadian government is building daycares in
Dwarka, India when it refuses to implement a national daycare policy at home?).
Both approaches to inserting content about women better serve the needs of
those wanting a continuation of the status quo rather than those wanting to transform the
status quo. Through simplistic additions of content about women into the existing
narrative which is really based in the stories of elite men, the curriculum documents
appear to be gender equitable. More accurately, the curriculum documents exemplify
Apple's (2000b) notion of dominance through mentioning. It is not that women are
completely excluded from social studies content, it is that the content is structured to tell
only one version of events (Crawford, 1996), a version that subjugates women. Despite
rhetoric claiming that the needs of all students must be met through school knowledge,
curriculum and textbook writers and approvers seem comfortable with the abysmal ways
in which women and the interests of women in societies across time and space are
presented to elementary social studies students. Certainly as far as Ontario and Alberta
social studies content goes, the school curriculum legitimates (Sleeter & Grant, 1991)
and sustains (Lazar, 2004) existing societal inequities between women and men.
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Appendix A Peggy Mcintosh's Five Phases of Curricular Re-vision with Regards
to Gender (1983)
Phase 1 History
Womanless History

Phase 2 History
Woman in History

Exclusive in nature;
elite men.

Exclusive in nature;
elite men and a few
women.
This phase focuses
on the rare woman
who holds public
power or is
exceptional by male
standards; otherwise,
women are invisible.

This phase focuses
on men who hold
public power, who
are famous from
wars, politics, or
commerce. No nonelite males and no
women here.

Men stand on the
pinnacles of power
in society, history
studies them alone.

Women who also sit
at the top of society
get included in
history.

Examples: kings,
presidents, robber
barons, etc.

Examples: Queen
Elizabeth, Margaret
Thatcher, Joan of
Arc.

Phase 3 History
Woman as problem,
anomaly, or absence
Less exclusive but
focus is on women
as deprived.
This phase focuses
on the anger women
feel at their
exclusion. The
emphasis of history
is on their
deprivation; they
represent a problem
for the society and
the scholar.
Women are found in
the valleys of
society; they are
angry and fight
exclusion.
Examples: Emma
Goldman, Susan B.
Anthony, Charlotte
Perkins Gilman.

Phase 4 History
Woman as History
Inclusive in nature lives of ordinary
women included.
This phase focuses
on all women and
non-elite men who
have different but
equally worthy
stories for history to
tell; private and
public lives more
into history.
Shift in the value
system; now women
are seen as important
to human history.
Examples: stories of
women on the
frontier, in families,
as immigrants, etc.

Phase 5 History
History Redefined to
include us all
Very Inclusive - all
men and women are
part of history.
This phase has not
yet been fully
imagined:
collaboration and
connection in human
history get equal
treatment; the
emphasis is on
survival for all, not
the winning of a few.
Restructuring ways
of knowing, valuing,
interpreting,
periodizing in
history.
Examples: the stories
of all men and
women told in
relationship.

Taken from page 33 of Crocco, M. S. (1997). Making time for women's history...When your survey course is already
filled to overflowing. Social Education, 61(1), 32-37.

F0(0)
M2(4)
Text 2 (4)

T

St. John
the Baptist

(D

F0(0)
M l (1)
Textl (1)

(D

Fl(2)
M 1 (1)
Text 2 (3)

Wish You
Were
Here...
Ukraine

Wish You
Were
Here...
India
Empress
Mumtaz
Mahal (2)1
Emperor
Shah Jehan
Nebuchadnezzar (3)
Narmer (2)
Hammurabi (5)
Kashta(l)
Lao-tzu (1)
Buddha/Siddhartha
Guatama (3)
Kanada (1)
Sushruta (2)
ShiHuangdi(l)
K'ungFu-tzu (1)
Minos (1)
Socrates (3)
Octavian/Augustus (2)
Philip 11(1)
Homer (1)
Alexander the Great (4)
Plato (2)
Aristotle (1)
Pythagoras (1)
Hippocrates (2)
Archimedes (1)
Julius Caesar (7)
Aesop (2)
Henry VIII (1)

Emperor Tupa
Inca(l)
King Yaroslav
the Wise (3)
St. Andrew
(1)
Shah Jehan
(1)

F l (1)
M 25 (49)
Text 26 (50)

Hatshepsut (1)

Mumtaz
Mahal (1)

Fl(l)
M4(6)
Text 5 (7)

Discovering Early
Civilizations

World
Communities

F 2 (22)
M 17(71)
Text 19 (93)

Hippocrates (4)
Archimedes (6)
Aristotle (6)
Homer (6)
Socrates (2)
Plato (3)
Aesop (3)
Lord Elgin (1)
Pericles (4)
Confucius/Kong Fuzi (13)
Zhang Heng (2)
Laozi (3)
CaiLun(l)
Buddha (3)
Qin Shi Huangdi/First
Emperor/Ying Zheng (10)
Qu Yuan (3)
Tao Yuan Ming (1)

Sappho (2)
Ban Zhao (20)

Early Civilizations

F0(0)
M 16(28)
Text 16(28)

Christ (4)
Coronado (1)
Homer (2)
Heinrich Schliemann (2)
Fr Antoine Daniel (1)
Fr Jean de Brebeuf (1)
Fr Gabriel Lalemont (1)
John Graves Simcoe (1)
Alexander McDonnell (1)
Jean-Francois
Champollion (1)
Fr Jerome Lalemont (1)
Reverend George Hallen
(4)
Hiram Bingham (4)
Chang Heng (1)
Fr Felix Martin (2)
Archimedes (1)

Tapestry 5

Text
71 (186)

66
(160)

5
(26)

Totals

The number in brackets indicates the total number of times an individual is mentioned in the textbook. Only those textbooks with historic figures are included.

Muhammad
(1)
Henry
Dunant (3)

M

F

Connecting
with the
World

Appendix B Historic Individuals Named in Alberta Grade 3 and Ontario Grade 5 Social Studies Textbooks

An Androcentric Gauge: Social Studies Portrayals of Gender

383

Appendix C Contemporary Individuals Named in Alberta Grade 3 and Ontario
Grade 5 Textbooks

Female

Male

Connecting with
the World
Queen Elizabeth (l) 1
Terry Chicoine (2)
Mitiarjuk Nappaaluk (1)
Susan Aglukark (3)
Sheree Fitch (3)
Beckie Scott (1)
Dr. Joanne Liu (1)
Dr. Fiona Schmiegelow
(3)

World Communities

Early Civilizations

Totals

Maria Cullen (2)
Dolores (1)
Sherry Atef(l)
Carla (1)
Syama (1)

Debbie Brill (1)

21
(54)

Shikha Banerjee (4)
Nancy Santullo (3)
Geeta Dhamarajan (2)
Deepika (1)
Irena (5)
Radhoua (13)
Natalia Voloulina (4)

8(15)

5+7=12
(6 + 32 = 38)

Daniel Chicoine (2)
Craig Kielburger (8)
Iqbal Masih (3)
Dr. James Orbinski (2)

Craig Kielburger (6)
Ryan Hreljac (5)
Manmohan Singh (1)
Alejandro Toledo (3)
Zine El Abidine Ben Ali
(2)
Viktor Yushchenko (1)
Vijay Saluja (2)
Denis Stepura (3)
Arusik (1)

4(15)

22
(71)

Jethu Ram (7)
Victor Oleynik (7)
Yuri Lysenko (3)
Serhii Rybalko (1)
Luis (5)
Vinay Deshpande (3)
Phirdaus (1)
Masnaji (2)
Mustafa Hazaris (3)
9 + 9 = 18
(24) + (32) = 56
Totals

12(30)

30 (94)

1(1)

43
(125)

The number in brackets indicates the total number of times an individual is mentioned in the textbook. Only those
textbooks with contemporary figures are included. The italicized names indicate that these people are presumed to be
real rather than fictional but that confirmation of their actual existence cannot be obtained.
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Appendix D Deities Named in Alberta 3 Grade and Ontario Grade 5 Textbooks
Male
Hamuman (l) 1

Textbook
Connecting
with the
World
Myths and
Legends

Female

Wish You
Were Here...

MumbaDevi (1)

Inti, the Sun God (3)

World
Communities

Mother Earth, Pachamama (1)

Father Mountains, Apus (1)

Discovering
Early
Civilizations

Ninhursag (3)
Isis (2)
Parvati (1)
NuWa(l)
Athena (8)
Aphrodite (1)
Hestia(l)
Artemis (1)
Hera(l)
Demeter (1)
Juno (1)
Minerva (1)
Ceres (1)
Vesta (1)
Venus (1)
Diana(1)
Ixchel(2)

Early
Civilizations

Persephone (10)
Athene (3)
Demeter (9)
Hera (3)
Artemis (1)
Aphrodite (1)
Hestia(l)
NuWa(l)

Tapestry 5

Aphrodite (1)
Bastet(l)
Xilonen (1)

Hephaestus (1)
Ra(l)
Amun (2)
Anubis (1)
Osiris (3)
Apedemak (2)
Dedun (1)
Dedwen (1)
K'ucumatiz (1)
Agni (2)
Shiva (1)
Vishnu (2)
PanGu(l)
Zeus (3)
Poseidon (1)
Apollo (2)
Enki (3)
Ares (1)
Hermes (1)
Mars (2)
Jupiter (2)
Neptune (1)
Vulcan (1)
Mercury (1)
Parjapati (4)
Itzamna (2)
Ah Mun (2)
Aesculapius (2)
Hermes (2)
Poseidon (2)
Apollo (1)
Zeus (6)
Hephaestus (1)
Hades (7)
Ares (1)
Eros/Cupid (1)
Huitzilopochtli (1)
Old Man (8)
Ra(l)
Zeus(2)

Totals

30 (62)

The Thunder King (13)

44 (98)

' The number in brackets indicates the number of times the deity is mentioned in the textbook.

Totals
F0(0)
Ml(l)
Text 1 (1)
F0(0)
M 1 (13)
Text 1 (13)
Fl(l)
M 1 (3)
Text 2 (4)
F 1 (1)
M l (1)
Text 2 (2)
F 17 (28)
M 27 (45)
Text 44 (73)

F 8 (29)
M 9 (23)
Text 17 (52)

F 3 (3)
M4(12)
Text 7(15)
74(160)

F5(35) | M16(96)
21 (129)

Melika(15)
Melika's mother (3)
Wu Mantian's mother (2)
Wu Mantian's
grandmother (2)
Melika's father (9)
Melika's brother (1)
Ikaros(13)
Haimon (9)
WuMantian(12)
WuWulong/father(12)
Wu Mantian's grandfather
(4)
Sai Jixian (9)

Mulan's father (8)
Mulan's brother (1)
The Emperor (6)
Charon (1)
Odysseus (2)
Orpheus (1)
Jason (6)
Jason's uncle (2)

Mulan(13)

Early Civilizations

F18
(90)
M39
(227)

11 (75)

Jim (5)

| M 5 (16)
7(28)

8(38)

Professor Chu (8)
Jessica (4)

F 2 (12)

28 (150)

10 (52)

-

He-who-loves-horses (2)
Long Arrow (5)
Jumps-over-the-water (2)
Running Bear (2)

Totals

Tapestry 5

The number in brackets indicates the total number of times an individual character is mentioned in the textbook. Only those textbooks that include references to or stories
based on cultural literature or with in-text stories written specifically for the textbook are included.

F 3 (22) | M 7 (76)
10 (98)

F 6 (17) | M 8 (20)
14 (37)

| M 3 (19)
5(23)

Totals
Totals

F 2 (4)

Marcus (2)
Mr. Anderson (1)

Achilles (1)
Odysseus (1)
Cyclops (1)
Romulus (6)
Remus (6)
Amulius (2)

In-Text
Stories
Male

Tantay(18)
Illanti (27)
Father of Tantay and
Illanti (3)
The Man (3)
The Farmer/Slrko's
Master (9)
Hassan (7)
The Wise Man/Father (9)

Discovering Early
Civilizations
Arachne (8)
Helen of Troy (1)
Rhea Silvia (3)
Medusa (1)

Aziza (3)
Ms. Adachi (1)

Kateryna's Grandfather
(2)
Jha(IO)
Ram (7)

The Farmer's Wife (5)
Yasmin (11)
Fatima (6)

Myths and Legends

In-Text
Stories
Female

Cultural
Literacy
Male

Cultural
Literacy
Female

Connecting with
the World
Kateryna(l)1
Sita (3)

Appendix E Characters from Cultural Literature and In-Text Stories in Alberta Grade 3 and Ontario Grade 5 Textbooks
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17(89)
37 (203)

20(114)

Wish You Were Here...
Female
Male
Julia Grey (17)
Aunt Leia's
Julia's mom (6)
Fiance/Uncle Shiv
Hannah Stanstead
(2)
(10)
Kevin Hall/Grandpa
Aunt Leia (2)
(6)
Our taxi driver (1)
Freda Bertram (15)
Karim(l)
Freda's mother (4)
Manikyam (3)
Grammy/Louise
Mr. Hardy (and
Quarry (4)
class) (2)
Monica Pashby (and
class) (4)
Freda's father (11)
Pascal Torres (2)
Ms. Webster (and
Jose (5)
class) (4)
Aunt Susan Casey
Nick Casey (19)
Nick's father (1)
(4)
Marsha Fox (2)
Aaron Paul (2)
Nick's mom (1)
Amir (2)
Aysha (3)
Max Rudyk (16)
Aunt Olya (6)
Antin Chorny (14)
Anna Gerus/Babo
Didu(l)
Uncle Taras (2)
(2)
Baba Rudyk (3)
Max's father (4)
Prababa (2)
Sam Atkins (6)
Mr. Michael
Solowsky (3)

4 (125)+ 17 (59)
5 (155) + 27 (97)
9 (280)+ 44 (156) = 53 (184)

World Communities
|
Male
Female
Anil (39) (India)
Anil's mother (5)
Anil's sister (4)
father (3)
bus driver (1)
Rosa (41) (Peru)
Rosa's mother (8)
Rosa's father (2)
Oksana (39) (Ukraine)
Oksana's father, Bohdan (5)
Tetyana (6)
Tahar (42) (Tunisia)
Oksana's sister (3)
father, Ferid (14)
Oksana's grandmother (1)
uncle (1)
Tahar' s mother (4)
Kim's father (10)
Kim (28) (Calgary)
Martin (17) (Calgary)
Kim's mother (5)
uncle (1)
Martin's mom (1)
Melissa's grandfather (1)
Melissa's brother (2)
Melissa (24) (Calgary)
Melissa's aunt (5)
Melissa's father (2)
Melissa's grandmother (2)
Nadia's brothers (2)
Melissa's mother (2)
Nadia's grandfather (3)
Melissa's sisters (2)
Nadia's uncle in Odessa (1)
Melissa's friend (1)
Uncle Orest (9)
Ranjeet (27) (Calgary)
Nadia (23) (Calgary)
Nadia's aunt (1)
father (1)
Nadia's grandmother (1)
Senor Garcia (1)
Aunt Irena (9)
Lesya (2)
Nadia's mother (5)
Ranjeet's mother (1)
Ranjeet's grandmother (1)
Ms. Bernard (16)
Senora Ortega (1)
Karima (5)
Hanna (1)
Natalia (1)
Manju Ahmed (4)

The number in brackets indicates the total number of times an individual character is mentioned in the textbook. Bolded names/numbers indicate student guides.

2 (116)+ 27 (116)
2 (127)+ 26 (111)
4 (243) + 53 (227) = 59 (470)

Connecting with the World
Female
Male
Maria (62)1 (Peru)
Maria's father (13)
Maria's mother (15)
Maria's grandfather (4)
Bianca (1)
Maria's Uncle Julio (2)
Ines(l)
Maria's cousin Jose (1)
Maria's sister (2)
Koya's brother (3)
Maria's grandmother (5)
Koya's father (1)
Maria's friend Koya (10)
Ahmed (56) (Tunisia)
Koya's mother (2)
Ahmed's father (8)
Maria's neighbour (1)
Ahmed's brother (4)
Ahmed's mother (8)
Ahmed's grandfather (5)
Ahmed's grandmother (1) Ahmed's mother's cousin
Aunt Faiza (3)
(1)
Farouk's mother (1)
Amir (1)
Amir's mother (1)
Uncle AH (2)
Cousin Yasmine (3)
Uncle Habib (3)
Cousin Saida (2)
Irena's father (6)
Cousin Leila (2)
Irena's grandfather (6)
Irena (54)(Ukraine)
Irena's uncle (5)
Irena's sister (5)
Cousin Yuri (2)
Irena's mother (16)
Ravi (71) (India)
Aunt Marta (6)
Ravi's father (19)
"Irena's grandmother (1)
Ravi's great grandfather
Irena's aunt (5)
(3)
Cousin Anna (2)
Uncle Sanjay (10)
Ravi's 2 sisters ( 7)
Ravi's teacher (4)
Ravi's grandmother (9)
Mr. Naidu (2)
Ravi's mother (1)
Rasesh (1)
Aunt Veena (6)
Anil (2)
Anil's father (1)
Kabir (2)

Appendix F Student Guides and Connected Secondary Characters in Alberta Grade 3 Textbooks
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1

3

1

Connecting
with the
World
Myths and
Legends
Wish You
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...India
Wish You
Were Here
...Peru
Wish You
Were Here
... Ukraine
Wish You
Were Here
...Tunisia
World
Communities
Discovering
Early
Civilizations
Early
Civilizations
Tapestry 5
118

1

3

3

68

1

6

7

3

-

M
G
G1
26

MGG denotes Mixed Gender Group.

127

7

M

F

Photographs of
People

0

-

0

0

-

-

F

2

1

-

1

0

-

-

M

1

-

0

1

-

-

M
G
G

Artifacts Depicting
People (photographs)

0

-

0

0

-

-

F

8

3

-

2

1
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-

M

Illustrations
(commissioned)
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G
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-
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Appendix H Pictures of Individuals in Grades 5 Ontario Textbooks
Type of
Pictures

Photographs
of People

Early Civilizations

Discovering Early
Civilizations
M
F
GU1
3

4

U

•:

Totals/
Gender/
Text
Totals/Text

1

Totals

M

F

GU

M

F

GU

M

7

5

9

1

1

2

11

F

GU

10

25

46
39

Photographs
of Student
Guides
Artifacts
Depicting
People
(photograph)
Artifacts
Depicting
People
(illustrated)
Illustrations
(commissioned)
Illustrations
(lifted from
other source)
Deities
(illustrations
and artifacts)

Tapestry 5

37

39

0

37

0

76
17

7

44

5"

7

10

2

0

0

63

14

.;i5 : .

55
3

0

5

3

0

.'. 5.:.:..

8
43

19

5

361

83

vM^.

31

24

18

435

126

84

645
2

0

j

1

0

0

3

0

•...

2;

5
13

12

70

;

9

9

22

0

21

0

43
78

42

:S'v'2Cr

461

141

80

37

25

25

576

208
915

146

GU denotes Gender Unknown

682

87

915

131

0

45

0

31

240

1

30

Artifacts
Depicting
People
(photograph)
Illustrations
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