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Abstract

Having ratified and signed many international conventions and declarations on
mainstreaming gender issues, Lesotho was compelled to review some of its policies and
laws to ensure equitable distribution of resources to both female and male citizens in the
name of democracy and development. This study sought to establish whether progress
has been made in the field of education in promoting gender sensitivity and removing
gender bias and stereotypes, which among other things, manifest themselves in textbooks

through textual messages and images.

Taken as one of the agents of socialisation in Lesotho, it is believed that textbooks can
either foster gender sensitivity or negative gender discrimination, hence this study
examines primary language textbooks to ascertain their role in this regard. Seven
language textbooks, two written in Sesotho and five in English, were analysed in terms of

gender.

Gender was understood as a social phenomenon, and this made it imperative for the study
to draw on theories and perspectives from different social disciplines. In the main,
however, the analysis was informed by feminist theories, notably feminist stylistics as
postulated by Mills (1995¢). Psychoanalytical perspectives were employed in an attempt
to explain the impact of under-representation, stereotypical, and sexist language, on the

identities of the affected pupils. The study has established that the examined prescribed

ix



primary school language textbooks are not gender-sensitive and it has therefore

recommended guidelines for use by textbooks evaluators, selectors, editors, publishers,
authors, and other stake holders in textbook production and procurement processes. Both
quantitative and qualitative analytical methods were used in order to cater for quantifiable

data and discourse-type data.



CHAPTER 1: INTRODUCTION

1.1. BACKGROUND

There are global debates on gender equality, gender awareness, and gender sensitivity from a
variety of perspectives, for example, economic, political, social, and educational ones. These
debates (at national, regional, and international levels) are intended to contribute to the
wholesome empowerment of women and consequently work towards gender equality.
Individual countries have either created or are creating environments that will enhance
women’s equal participation in public life and development which, for centuries in most
societies, had or have been thwarted, in the main, by patriarchal laws and practices. Lesotho 1s

no exception in this regard.

Being characterised by patriarchal and patrilineal laws, practices, beliefs and values, which
are deeply entrenched in its socio-cultural fabric, Lesotho has had to sign and ratify
conventions and declarations both regional and international, in its endeavour to address and
mainstream gender issues in the country. The following are some of these conventions and
declarations: The United Nations Convention on the Elimination of All Forms of
Discrimination Against Women (CEDAW) ratified on the 22" August, 1995; The Beijing
Declaration and Platform for Action; the Southern African Development Community (SADC)
Declaration on Gender and Development signed on 8" September, 1997; the Prevention and
Eradication of Violence Against Women and Children: Addendum to the SADC Declaration
on Gender and Development signed on 14™ September, 1998. (The Lesotho Report on Beijing
Platform of Action 1999: 4-6; WLSA/SARDC 1997: 42-43, 57-60; Lesotho Policy on Gender
and Development: v & 20). As per the articles, objectives, and goals in these declarations and

conventions, and the significant pressure from non-governmental organizations (NGOs), such



as Lesotho Federation of Women Lawyers (FIDA) and Women and Law In Southern Africa
Research Trust (WLSA), Lesotho has had to put in place coordination and implementation
machinery to help mainstream gender. The Law Reform Commission was established to look
into, review and recommend amendment, repeal or revision of the laws that are outdated,
ineffective, and discriminatory in nature and effect (The Lesotho Report on Beijing Platform
of Action 1999: 3). The present Married Persons Equality Bill 2000 is one of the endeavours
of the Commission. Of all the important things the Bill seeks to do, it is to repeal all the laws
that render married women who married under customary law and in community of property,

legal minors. The Bill is fighting gender discrimination from a socio-legal perspective.

From an educational perspective, educational materials and resources such as curriculum and
textbooks should be scrutinised carefully for any trace of gender inequality. The Lesotho
National Policy on Gender and Development (p.31) has this as one of its objectives: ‘to
provide a gender sensitive educational framework which encourages equal opportunities for
both boys and girls” and one of its strategies: ‘curriculum must be gender sensitive — textbooks
and course materials must not contain any sex-stereotypes’ (emphasis mine). Article 10 (c)
(p.7) of the Convention on the Elimination of All Forms of Discrimination Against Women
advocates ‘[t]he elimination of any stereotyped concept of the roles of men and women at all
forms of education by encouraging coeducation and other types of education which will help
to achieve this aim, in particular, the revision of fextbooks and school programmes and the
adaptation of teaching methods’(emphasis mine). This is with the full understanding that
interrogating educational materials and resources is not a conclusive way to achieve gender
equality. Other socialization domains of the civil society such as home, (Andersen 1978) cited
in Tanz (1987:169), (Ochs 1987) and community (Ochs 1987), should also be interrogated for

gender sensitivity and awareness. The state with its structures such as the legislature, policy-



making machinery, and implementation strategies, as seen above, is another highly significant

site to sensitise in order to achieve gender equality.

The school is one of the socialising agents as Seymour Sarason (1971) cited by Khotseng,
Matlou, and Mahlomaholo (1986: 167) indicates:
...the school is a reflection of our society as well as the principal vehicle by which
its youth are socialised or prepared for life in adult society...the school is
to respond to the socialisation needs of society. The school must respond to the
societal needs and problems and must assist in continual redefinition, renewal and
transformation through directed change.
The process of socialisation begins at home and when a child goes to school, the school
becomes another agent of socialisation. On the same issue Ayim and Houston (1996: 22-23)
have this to say:
Because the school is the one institution that declares itself formally responsible for
the socialization of the young, ... because of our reasonable conviction that the
socialization that occurs in school is bound to reflect the values of the larger society,
the education system has been singled out by feminists for “vigilance and activity”
(Ruth 1990: 384). It is wrong, these feminist writers claim, to socialize children into
a society which is unjust, whether this injustice takes the form of racism, classism,
Or sexism.
Gay (1982: 16) observes that ‘[s]ocialization in the home and community, and both formal
and non-formal education, are as important as marriage and family life to understanding the
position of women in Lesotho and the differing options of individuals.’
Due to the prestige attached to formal education, the conviction upheld by society which is
highlighted above, and the centrality of the primary school curriculum in Lesotho' (Nketekete

1999: 22), the school is a strategic agent to change gender attitudes; an ideal site to bring

about gender awareness which in the long run may breed gender equality. The school can do

' Lesotho runs Primary School Leaving Examination (PSLE), at the end of seven years of primary education.
Every school sits for it. In order to ensure that every pupil sits for this examination on an equal footing with
others, there is a common and binding curriculum for all the primary schools — private, commmunity, church, or
government schools alike. See Nketekete’s Survey of Policy Statements on Curriculum and Assessment in



this through, inter alia, the type of curriculum it upholds, teachers, teaching methodologies,
teaching-learning matenials such as audio and visual aids, and textbooks. About textbooks,
some sc};olars have this to say: ‘Textbooks are Africa’s mass medium for children’ (Obura
1991: 10); ‘In Affica, textbooks are prime agents of socialization. They may be the only type
of book a child will read’ (Kimani 1999: 287). Kimani further says that ‘[bJooks are image
forming and a major source of information on social norms. They shape attitudes and they
shape teaching content’ (ibid.); ‘The printed word, what children are exposed to through
books, plays part of a broader role in their socialization. It is a very strong and influential tool'
(George 1999: 92). In the light of the above, textbooks are a critical site for gender imbalance
enquiry, and most importantly, an ideal ground for fostering of gender awareness and
sensitivity. Positive portrayal of both men and women or female and male images, and
positive messages embedded in texts about both females and males could help eradicate
gender stereotyping, gender inequality or gender discrimination. This being the case, after the
ratification of the international and regional conventions and declarations mentioned above,
the drawing up of Lesotho National Policy on Gender and Development, and the launching (in
1998) of the Ministry of Environment, Gender and Youth Affairs, it is interesting to undertake
a gender issues enquiry in order to gauge progress, if any, in mainstreaming gender in
Lesotho’s education system. This brings us to my research question: Are Images and

Messages in Lesotho Primary School Language Textbooks Gender-sensitive or not?

1.2. Conceptual framework

This study seeks to investigate whether there is gender imbalance in the Lesotho primary
school language textbooks or not. There are two official languages in Lesotho — English and

Sesotho — and all the prescribed textbooks are written in either of the two languages. The

Lesotho of February 3, 1999 for details of primary school education, notably curriculum, examination and



textbooks are prescribed and distributed by the Government of Lesotho through the Ministry
of Education. The Ministry of Education has three other bodies charged with different
responsibilities. There is the National Curriculum Development Centre (NCDC) responsible
for designing, revising and developing curricula. Through its staff or subject panels, it authors
textbooks, selects and prescribes those written by other authors. But the manuscripts produced
by the NCDC are submitted to the National Curriculum Committee (NCC) for approval. The
approved manuscripts are in turn submitted to publishers who will have been selected by the
NCC through an open tender system® (See Appendices K and L for a fuller picture of how
these two bodies work). The School Supply Unit (SSU) is responsible for storage and
distribution of the prescribed textbooks to all the schools in the country (Mochebelele 1998,

Aime & Overton 1989).

The proposed study is largely informed by feminist theories. These have made me aware of
the debates around the traditional gender dichotomy — female/male — but in this study, gender
still refers to female/male dichotomy and not any other dichotomies such as bisexual, gay,
lesbian, hermaphrodite, androgyne, transsexual, or transgendered (Bergvall, Bing & Freed
1996: 2). The justification for sticking to the traditional dichotomy is firstly, in Lesotho these
other dichotomies are not unknown but are politically and largely socially unacknowledged.
That they are not unknown can be seen from the existence of terms and expressions in the
Sesotho language which allude to some of these dichotomies, for instance, thakhasi
(hermaphrodite), ho ja khomeo ea maoma and he ja maotoana which both mean ‘to engage

in a gay/lesbian way of having sex’. In a recent study conducted in Lesotho by Kimane et al

policies around them.

* In an open tender system, publishers or freelance authors are to provide proposals which give explanations of
the aspects of the material to be produced. These will be outlined in the tender document and will include the
following: chapter structure, design and art work sample, and production plan. The NCDC, not the NCC will
have indicated in a circular issued courses for level(s) for which publishers or freelance authors could compete.
For full details see ‘Lesotho Ministry of Education Publishing Policy’ i.e. pp 1-3 of Appendix L.



(1999: 19), it is mentioned that ‘this society is also witnessing other family forms which are
not susceptible to conventional definitions such as single-parent families, cohabitation
between heterosexual and homosexual partners’ (emphasis mine). Epprecht (2000: 223) cites
Gay (1985: 3-4) on Basotho women’s lesbian-like practices in her © “ Mummies and Babies”
and Friends and Lovers in Lesotho” ’; Nthunya’s ‘When a Woman loves a Woman” (1998:
69-72) and Kendall’s “Women in Lesotho and the (Western) Construction of Homophobia’
(1998) that show these non-heterosexual practices in Lesotho. Epprecht (2000: 217) himself
claims to have interviewed two gay Basotho as his informants in this study.’> As a corollary to
social and political unacknowledgement of these other categories of gender and the scope of
the present study, it is best to interrogate the known and less controversial first — the
female/male dichotomy. The study is intended to be a starting point of the study of the entire

gender range.

1.2.1. Images and Messages

Drawing on what Mills (1995b) calls feminist stylistics, the study sets out to examine how
images of, and messages about, both females and males have been depicted and conveyed in
the said textbooks; to find out if they have been portrayed negatively or positively or in the
case of messages, conveyed negatively or positively. Images here refer to visual pictures,
illustrations and photos. From the field of visual literacy, Braden (1994: 194) clarifies what is
meant thus:

In education and the visual arts we now speak of visuals when we mean visual aids, or

when referring to images of many kinds that are used to communicate. As a
pseudonoun visual is somewhat synonymous with image, picture, and illustration. In

? Epprecht interviewed ‘Motseko’ a young gay Mosotho and ‘Peter’, a middle aged gay Mosotho. From what [
know of Basotho names, both names would normally be given to males. So it would not be far fetched to say the
two gay Basotho were men. Their names are apparently in inverted commas to protect their true identity. This
supports my observation as a member of that socicty that homosexuality is largely not an acknowledged
phenomenon. It is also interesting to know that both men were interviewed on the same date -16 March 1996 - in
an urban residential area, Motimposo, in the outskirts of Maseru. Does this imply that homosexuality is
acknowledged only in urban arcas?



fact, the word visual has been used as a noun substitute for chart, graph, diagram,
painting, and sketch. For the purpose of this discussion, let us consider visuals to be
things that can be seen, things viewable, or visible things other than printed words that
are used in a communication process (emphases mine).

Messages on the other hand are what words, sentences, paragraphs, or the whole sense of the

textbook say about either female or male characters.

1.2.2. Negative and Positive Portrayal

Negative portrayal means depiction of either a female or male character which denotes or
connotes gender stereotyping, or inferiority because of difference in sex while positive
portrayal is the reverse of negative portrayal. In other words, are images and messages in the

textbooks gender-sensitive?

1.2.3. Gender

It has been shown above that gender is quite a contested phenomenon, for example, the binary
view of male-female and other dichotomies such as homosexuality. Some people equate
gender with women that is why when one is studying gender related issues, they think one is
doing women-related issues only®. It is this contestation that it is imperative for me to outline
how gender is perceived in this study. Assie-Lumumba (1995: 1) captures what gender is in a
very informative manner thus:
The concept of gender has been misunderstood or misinterpreted- it has sometimes
been identified with women. Gender is an analytical concept used to assess the various
forms of social inequality between male and female populations in the society.
Although the focus may be the female or male population, gender analysis deals with
the dynamics of the social interactions between men and women, boys and girls. The

objective in a gender-focused analysis or policy is not for women to conquer the social
space that has been organized and controlled by men for men’s domination, but to

* When 1 was collecting data for this research I went to the SSU to borrow the textbooks used in this study. I was
referred to the Director who asked me what I was studying. In reply I told him that I was studying Language and
gender. He raised his nose and brows and said, ‘Gender? What do you want to know about women? You women,
everybody 1s studying women.’ | tried to explain that gender does not only refer to women but men too. But he
did not seem to agree with me.



acknowledge and value a special feminine space with its intrinsic value, and to
promote the needed equality of opportunity and human worth for men and women,
boys and girls in every sphere of society.

Ntimo-Makara (1995: 2-3) understands gender as denoting ‘the different social characteristics

or relations of men and women. These are not Innate, Biological nor Natural’ (emphasis in the

original). She goes on saying that:

e It refers to the socially constructed and culturally prescribed roles of men and
women.

e It is a way of understanding the social and the cultural perceptions of what is male
and female.

e It questions power relations between men and women.

Mills (1995b: 3-4) shows that while some feminists are sceptical about the use of gender as an
analytical concept as it will be seen below, others

have argued that ‘gender’ is an enabling term which allows for the analysis of
difference — by this I mean that sexual difference is not considered as a given whereby
all males are classified as sharing certain characteristics which are opposed to the
characteristics supposedly shared by all women. Instead, women are viewed less as
fixed, homogeneous caste than as a grouping of people intersected and acted upon by
other variables and elements, such as class, race age, sexual orientations, education
and so on. Thus, these factors of difference within sexual difference can be analysed,
without having to prioritise them over sexual difference and without having to erase
them, as frequently happened in early feminist work.

In his essay titled ‘Gender’ Boyarin (1998: 117) says
Ten years ago, an essay of this type would have begun with a confident explanation of
the distinction between sex and gender as analytical concepts, something on the order
of “gender is the set of social roles, symbolic functions, and so on, that are assigned to
the anatomical difference between the sexes in different cultures/societies.”... Things
are not quite as simple anymore, however, and the distinction between “sex” and
“gender” is no longer as clear.

Mills (1995b: 3) too acknowledges how difficult it is to come to definitions of gender because

of the intense debate in recent years about the possible definitions of the term. She points out

that ‘[elarly feminist work focussed almost exclusively on analysis of women’s language

(Lakoff 1975; Spender 1980).‘ She goes further saying that some feminists argued that the



term gender erases the political edge of feminism and cites Elaine Showalter’s collection,
Speaking of Gender (1989). Feminists such as Tanya Modleski, says Mills (ibid.), have
postulated that ‘using the term “gender” entails treating males and females as if they had the
same political power, rights, upbringing, access to education and so on (Modleski 1991).”
They fear that this move towards the analysis of gender will be a retreat to the status quo
where women are treated as a marginal group once again. Modleski is of the view that
focussing on gender almost inevitably leads to a focus on men and heterosexuality, even when
the debates seem to be about a male identity ‘in crisis’. The focus should however, be on
women as objects of analysis, as has been the case in women’s studies courses. ‘For such
feminists,” Mills argues, ‘the term “gender” simply allows for all gains brought about through
feminist work, which have demonstrated the ways in which women and men have been

treated differently and oppressively, to be lost” (ibid.).

Mangena (1996: 1) in a lecture on ‘Problems of Gender Research: An African Perspective’
argues that it is difficult to research gender in Africa because as Mapetla (1998: 2) puts it, ‘the
theoretical discourse has been interwoven with a reaction against intellectual hegemony held
by non indigenous scholars’. More to that Mangena (1996: 1, 4-5) argues that there are
situations in Africa which are problematic for gender analysis and she calls them ‘situations
which some gender researchers in Africa found difficult to articulate with the category of

3% 2

“gender”.” The following are some of the examples she gave:’

1. I found in Kenya women from the old matrilinities married in patrilinities who were
sure that if they divorced they would take their children with them. Their husbands
would not challenge that, they said.

2. Ifi Amadiume found “male daughters and female husbands” among the Nnobi of West
Afirica. These occupied social positions and roles of such socially constructed
maleness and femaleness. There were for example women marriages which, however,

> Because [ have not taken all of the examples she provided in the same sequence as hers, and that the examples
were numbered. 1 have reorganised their sequence and numbering and have added mine, quantitative imbalance.
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excluded sexual relations. But by social position and role the women were husbands
who married wives who found sexual companions within the lineages of the woman
husband or even outside. The children of such sexual relations belonged to the lineage
of the woman husband. And the woman husband inherited property in patrilinial
marriage of her parents.

3. Baerends researched the Ashante people. She found that women (wives) co-habit with
their children (boys and girls). But their husbands live separately, they are seen as
“outsiders”. Each spouse is materially well, save for the cash money which is brought
mainly by the husband. The relations between the husband and wife are described as
those of “extreme respect for each other” (exercise of “equality relatively”).

If some researchers on gender in Africa find it difficult to articulate with the category of
gender as Mangena claims, the implication is that even the definition of gender is itself
problematic. The views held by Boyarin (1998), Mangena (1996) and Bergvall, Bing and
Freed (1996) as seen above, on gender, suggest that gender cannot be studied outside its social
context, itself being a social construct and that perhaps even epistemological generalizations
can be problematic too. Nevertheless, in spite of these perspectives, for a common
understanding, gender is not sex. As an analytical concept it refers to culturally and socially
constructed roles designed for and given to different sexes in a society. If it is both socially
and culturally constructed, gender can be socially and -culturally reconstructed and
deconstructed at any given time in the life span of a given society. Gender analysis therefore

questions power relations between these sexed human beings who have been allotted

engendered roles in their society be it matriarchal, patriarchal, or otherwise.

1.2.4. Gender Sensitivity in Textbooks

In order to create a common ground on how to perceive gender sensitivity, it is proper to
provide an outline, which is in no way conclusive, of what gender sensitivity is understood to
be. Adapted from the ‘Guidelines for the Representation o[f] Women and Men in English
Language Teaching Materials’ by Maskew Miller Longman, gender sensitivity in textbooks’

images and messages includes the following:
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Physical appearance stereotyping

o Are people shown as belonging to a range of physical types, for example, are women
always shorter than men?

o Are women described by their physical attributes in situations where men are described by
professional or mental attributes for example, the beautiful Speaker of Parliament was
accompanied by the Members of Parliament?

o Are women dressed in confining and decorative clothes while men are in clothing
appropriate to action?

If the answers to these questions are in the affirmative, then there is gender insensitivity in the

form of physical appearance stereotyping in the textbook.

Character stereotyping

Are both female and male characters depicted in images and messages in the textbooks:

o Being bold and assertive?

o Being strong and, capable and logical?

o Being powerful and able to deal with problems?
o Being weak, vulnerable or scared?

° Being instructed, led, rescued?

o Being uncertain and in need of reassurance?

) Being inept and defeated by problems?

) Instructing and leading?

o Displaying self-control?

. Responding emotionally?

o Belonging to a range of emotional types?
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Making arrangements?
Initiating dialogues?
If the answer for all these questions is the same and aftirmative, then the images and messages

in the textbook are gender sensitive.

Vocational stereotyping

Are women shown mostly as housewives and men as sole or major breadwinners?

Are women depicted doing traditionally perceived female jobs: nurses, teachers,
secretaries, et cetera and men in managerial positions and other positions of power?

Gender sensitive textbooks do not depict both women and men confined to the roles

shown above especially because it is not even reality in Lesotho.°

Seocial stereotyping

Are women and men described using the same parameters, or are women described by
marital or familial status (‘wife of...’, ‘mother of four children’) in situations where men are
described by professional status or mental attributes?
If the answer is yes, then the textbook is to some extent not gender sensitive depending on the

degree of prevalence of instances of social stereotyping.

Quantitative imbalance

Are females more than males and vice versa in the whole textbook of which that does not

even reflect reality in a given context?

° Many studies have shown that there are many women-headed families. Some women head their families out of
necessity; their husbands are away as migrant labourers or the have deserted them for various reasons. Other
women choose to remain single, head their families and are therefore breadwinners. Sec Kimane et al (1999).
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1.2.5. What is a Textbook

It never occurred to me that I would need to define a textbook someday, the tool I used every
day of my school life and every day of my life as a high school language teacher. But quite
recently when I was looking into the literature for the present study, I encountered a variety of
related terms and interpretations. In their Cameroon case study, Brock and Cammish (1997b:
46) recommend ‘that support be considered for projects aiming to eradicate gender bias from
primary and secondary text books and other material’. In their study on India, I came across
‘texts’ under the educational factor, and ‘text-books’ in the recommendations of the same
study (Brock and Cammish 1997b: 56): ‘There are efforts in the formal system to deal with
gender bias in texts and this is helpful’ and, ‘that schemes be funded to revise text-books and
develop new ones that would help to raise consciousness at school level as to the problem of
lack of female representation and the possibilities for improving the situation’. In the study
on Jamaica, ‘books’ is used: ‘Sex stereotyping in books and other materials is common and
the options structure in the secondary sector, reflects this’ (ibid. 67). In the list of major

recommendations, ‘textbooks’ has been used (ibid. 5): ‘that support be given to projects

designed to eliminate gender bias from textbooks and other learning materials especially at
primary and secondary level, but also in respect of teacher education and training’

(underlining in the original, emphasis in bold, mine).

Almost in the same vein, in their criticism of Olson’s ‘On the Language and Authority of
Textbooks’ (1989), Luke, de Castell and Luke (1989: 255) write:
The Textbook as Icon

In his explication of ‘the social relations expressed and maintained by written texts’,
Olson suggests that ... it may be because children assume that textbooks have greater
authority that they are willing to devote serious and prolonged study to books, rather
than simply reading them” (p. 239). He is referring to the communicational devices,
structurally inherent in written language, which ‘may make the words impersonal,
objective and above criticism’ — specifically, the separation of speech from the



speaker. Olson additionally notes that ‘it is the role of books in our culture that makes
them an ultimate authority in matters of dispute’... Why should we presuppose that
‘children assume that textbooks have greater authority... when we know with certainty
that this is what children are taught to believe?’ (emphasis in italics in the original, in
bold , mine except the heading which is also in the original) .

In response to the above criticism Olson (1989: 261) argues:

Luke, de Castell and Luke (Chapter 19, this volume) do a considerable service in their
attempt to show that the authority of written texts, school textbooks in particular,
derives not only from the particular linguistic properties of the texts themselves — their
explicitness and impersonality, for example — but also from the social or institutional
contexts in which those texts are owned, taught and studied. Texts, they say, are
‘above criticism’ primarily because the social institutions — governments and schools —
‘authorize’ them. Moreover, the properties of texts that I identified as being the source
of their authority are, in fact, they say, primarily to justify the authority of social
institutions — forms of schools, forms of governments, forms of religion and the like —
which they say are indeed ‘beyond criticism’. So that the meaning and authority of
textbooks that I describe are, in fact, meaning and authority of the institutions that
mediate those texts.

Johnsen (1993: 282) quotes Skadberg who, instead of clarifying what a textbook is, I think, is
mystifying the concept even more:

Supplementary and complementary books of various types have flooded the market.
Workbooks, theme booklets, reference books, exercise books and AV aids’ have
thus gained a far more dominant role in the classroom situation. It is now actually
possible for teachers to teach without using one main textbook in a subject.

It hasn’t been considered feasible or desirable to establish a public approval scheme
that would cover all published and unpublished teaching material, like the Language
Council has advocated. It has been decided to limit the approval scheme to the (most)
important textbooks (1987: 131).8

Johnsen himself, commenting on something else says, ‘[t]his “incompleteness” is also a sign
of inconsistency, at least if one presumes that the texts in the exercise books and the other

supplements convey knowledge and influence pupils in somewhat the same way as the texts

in approved textbooks’(1993: 283).

7 AV aids are probably audio-visual aids.



When looking at the above quotations, one thing becomes clear, that Brock and Cammish
(1997a) have used ‘text books’, ‘text-books’, ‘texts’, ‘books’ and ‘textbooks’
interchangeably to mean textbooks. But what are textbooks? Olson (1989) and Luke, de
Castell and Luke (1989) do little to answer this question. What is deduced from the way they
have used the terms nonetheless is that ‘textbooks’, ‘school textbooks’, ‘books’, and ‘texts’
may mean the same thing while ‘written texts’ encompasses all the coded maternal,
textbooks included. However, there are instances where ‘texts’ and ‘written texts’ refer to
the same thing in the above two quotations. Skadberg (1987) brings even a further
complication when referring to ‘workbooks’, ‘theme booklets’, ‘reference books’, and
‘exercise books’ as all textbooks. At least Johnsen (1993) shows some difference between
‘texts’, ‘exercise books’ and ‘textbooks’ when saying that both exercise books and textbooks
have texts that convey knowledge which can influence pupils almost in the same way.
Throughout her study which is titled ‘School Textbooks and Teachers’ Choices’, Reynolds
(1997: 111) too uses textbooks, texts, and books interchangeably:
(Bias was raised later by teachers in discussion about ‘dangerous textbooks’)...one of
the two who mentioned gender bias appeared to associate it only with Afrikaans
language texts though she taught several subjects.... Respondent 13 implied that bias
was not likely to be an issue in her subject, geography (which surprised me, as she was
aware of it in history books) (emphases in bold not in the original).
The quotations above reveal the uncertainty surrounding, the casualness of people using, and
perhaps even the fluidity of, the concept of textbook. Johnsen tries to unpack the concept by
first acknowledging that ‘[t]he term textbook is neither precise nor stable:’[sic] and then by
citing Stray (1991: 1):
What 1s a textbook? Several answers are possible. Rather than cling to one of them, I
suggest that it is more useful to consider the various degrees of restriction they impose.
For example, if we confine the word texthook to books produced for use in

instructional sequences, then we exclude books whose authors did not intend such use.
When a copy of Shakespeare’s plays, even a plain text, is brought into a classroom and

® I have not retained Johnsen’s emphases as they were for a different reason therefore they might confuse rather
than help, by deviating the area of my concern — understanding the concept of textbook.
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used for teaching, it becomes, in a sense, a textbook. Rather than excluding such cases
from view, we should distinguish them. Here the available English vocabulary can
help by enabling us to distinguish fextbooks from schoolbooks. The former term may
be reserved for books written, designed and produced specifically for instructional use,
the latter for books used in instruction but less closely tied to pedagogic sequences.

The distinction between textbooks and schoolbooks is not just the
epiphenomenon of a scholastic exercise in definition. It is the sedimented product of
an historical process which can be traced in the histories of the words. Schoolbook is
first attested in the 1750s, and more commonly from the 1770s. 7extbook does not
appear until the 1880s. Its predecessor text book is much older, and denotes the text,
usually Latin or Greek, used for instruction (italicised emphasis in the original,
emphasis in bold mine). :

Perhaps it is this relative imprecision and instability of the concept of textbook that people
understand and use it so diversely as seen in the quotations above. Its fluidity depends perhaps
on geographical contexts historical and technological development. For example, with the
advent of the internet, texts may be down-loaded and be used in a classroom. What will they

be called? ‘Net-texts’?

Having seen diverse usage of the term textbooks and its other related terms, it is proper to
show how textbook is to be perceived in this study. A textbook is to be understood as a book
comprising text (words, sentences, paragraphs) and illustrations. A book written, designed,
published and prescribed for pedagogic instruction. After all, the textbooks under study as

seen above, were specifically produced for this purpose: use in teaching-learning process.
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Chapter 2: Reviewed Related Literature

Gender is intrinsic to, and textbook pivotal to, the present study because of the analytical
interface/interplay since the analysis is done on textbook, and gender is a concept of analysis.
This interplay makes it imperative for me to look at the research done on gender in textbook,
then look at the research done on textbook solely, textbook itself understood as a social
artefact. This section is divided into sub-sections. The first is Why textbooks? Which is a brief
overview of literature on the research done on textbook. In this sub-section, reference will be
to studies from all over the world without categorising them according to regions. The second
is Gender in Textbooks: Studies Around the World; the third is Gender in Textbooks: Studies

in Africa; the fourth will be Gender in Textbooks: the Case of Lesotho.

2.1. Why Textbooks?

‘Schooling as a culturally and politically mediated experience requires an approach to
education that centers all human experiences in the student’s learning” (Dei 1997: 203). And
one way of doing that is to start interrogating textbook as a site where power relations
manifest themselves in more ways than one understanding that the textbook is ‘that one
artefact that plays such a major role in defining whose culture is taught’ (Apple & Christian-
Smith 1991: 1). But again this has to be understood against the backdrop of textbook

production itself.

Drawing from what he called a recent research in America then, Apple (1991: 29) states:

[R]ecent research makes it strikingly clear...the strength of sex-typing in the division

of labor in publishing. Women are often found in subsidiary rights and publicity
departments. They are often copy editors. While they outnumber men in employment
within publishing as a whole, this does not mean that they are a powerful overt force.
Rather, they tend to be hired as “secretaries, assistants, publicists, advertising
managers, and occupants of other low- and mid-level positions.” Even though there

17
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have been a number of women who have moved into important editorial positions in

the past few years, by and large women are still not evident in positions that actually

“exercise control over the goals and policy of publishing.”
In a patriarchal society such as Lesotho, this is very telling in that most important editorial
decisions such as what content - in what form and design - will be in textbooks, will be made
largely by men ‘thereby reproducing patriarchal relations’ (Apple 1991: 29) both in the
textbook and within the publishing house itself. On this point, Apple (ibid.) observes that what
counts as legitimate content which students are to receive as official knowledge from their
textbooks, is decided upon mostly by males because they form the vast majority of the editors.
Bearing in mind that in most cases ‘text editors create their own books’ (Apple 1991: 30).
Almost in the same vein, Bamhare (1999: 44) observes that ‘[i]n the third world it makes
headlines when women publishers break through. Very often men choose the manuscripts to

be printed and they are often reluctant to go for writers who write specifically on women

issues’.

When studying gender sensitivity in textbooks, it is appropriate to establish a relationship
between a textbook and its two main consumers, a pupil and a teacher, and highlight on the
politics surrounding textbook production (as seen above) and selection. Considerable research
has been done around the role of textbook in the teaching-learning process. Zziwa (1995)
studied how the then Standard 8 students at Gugulethu Comprehensive School, in Gugulethu,
Cape Town, used textbooks. The study, among other things, found that the students took

textbooks as important if they were readable and related to the students’ careers and /or
personal experiences (pp.109-110). Reynolds (1997) conducted an ethnographic study on how
teachers chose textbooks in the Western Cape; what quality of textbooks did publishers in
South Africa produce; and whether the textbook selection process in schools had any

influence on textbook quality? In addressing these questions Reynolds had to trace and



discuss the role and influence of textbook in the teaching and learning processes as well as in
the quality of textbook production itself (pp.124-127). Crismore (1989) carried a case study in
America in four schools located in a midwestern city. It was to study how social studies
textbooks were used and perceived in sixth grade classroom. Using classroom observations,
interviews, questionnaires and documents, it was determined how four teachers and 100
students used their textbooks and how the teachers, students, parents and administrators
perceived textbooks. Although contexts differ, 1 chose to analyse textbook with this
background in mind, that is, the politics and paramountcy of the textbook in the whole

education sector. .

2.2. Gender in Textbooks: Studies around the World

Many studies have been conducted around gender imbalances in school textbooks. Smith
(1985: 35-36) cites two studies conducted in the 1970s. Although he is concerned with
educational materials, he explains that such materials include dictionaries, textbooks and
school readers. He refers to the study by Graham (1975) which describes the results of an
analysis made of sentences taken from children’s books and magazines that were used to
illustrate word entries in the 1974 school edition of the Admerican Heritage Dictionary. The
analysis established that reference to boys and men was much more frequent than reference to
girls and women. It also discovered that ‘use of the words he, him and his was almost four
times more frequent than the use of she, her and hers.” In order to find out whether use of Ae
and its cognates was not due to the convention of generic use, Graham (1975) obtained a
random sample of 940 citation sentences containing #e. He found that only 3 per cent of the
sentences could be interpreted in the generic sense and 80 per cent referred explicitly to a
male human being. It was not only references which were studied. The sentences analysed

revealed that the depiction of boys, sons, and men outnumbered that of girls, daughters and
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women by far. In another analysis carried out by Gershuny (1977) on illustrative sentences in
the 1966 Random House Dictionary of the English Language, it was discovered that female
and male characters had been portrayed in very different roles: females were more frequently
associated with domestic contexts that is as mothers, wives, hostesses (not air or coach
hostesses), the world of fashion and glamour and in emotional situations. Males, on the other
hand were often portrayed in the roles of delinquent, rebel and bad person, and in the roles

related to business and finance.

Obura (1991: 9) makes reference to many studies about girls’ and women’s education but she
quotes only one that examined gender imbalance in textbooks: ‘the UNESCO Ukraine Study
of the Image of Men and Women Portrayed in Schoolbooks and Children’s Literature (1982,
p.1).” Swann (1992) gives a summary of some studies that investigated gender imbalance in
school textbooks. The following are some of them:
‘ Baker and Freebody (1989) looked at the language used in books, at how often male-
and female-referring terms occurred and what other words these terms were associated
with® (ibid.: 109). Hardy (1989) studied science books and found out that the

presentation of the subject matter in those textbooks was likely to appeal more to boys
than to girls (Swann 1992: 109).

Pauwels (1998: 20-22) discusses the study undertaken by Freebody and Baker (1987) which
examined 163 reading books in English which were common first readers in New South
Wales, Australia. In addition to the authors’ main aim of investigating construction and
operation of gender distinctions in the books, they also ‘examined the obvious and blatant
forms of gender-stereotyping and male-centredness’ and ‘focused on exposing more subtle
ways of constructing gender-stereotypes in these readers’ (ibid.). Like other researches, this
one revealed gender imbalance in relation to the depiction of characters which quantitatively

favoured boys. Other aspects such as patterns of turn-taking in the readers reflected male
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dominance. The way girl characters are portrayed in the readers demonstrated what Freebody
and Baker called the ‘cuddle factor’. ‘They define this as a direct association between girls
(and other female characters) and more emotional states of mind as well as less physical and

gregarious activities’ (Pauwels 1998: 21).

Researching on the topic ‘Factors Affecting Female Participation in Education’ in seven
selected developing countries, Brock and Cammish (1997a) divided their research according
to the following factors: Geographical, Socio-cultural, Health, Economic, Religious, Legal,
Political/Administrative, Educational, and Initiatives. The countries were Bangladesh,
Cameroon, India, Jamaica, Sierra Leone, and Vanuatu. Because Cameroon, Seychelles and

Sierra Leone are African countries, the findings on them will be discussed in 2.3. below.’

In Bangladesh, Brock and Cammish (1997a: 36) found that textbooks militate against
improved attitudes towards girls’ status and education by the invisibility of women in
textbooks and by the low social value of women presented when they do appear in the
textbooks. On textbooks in India they found that there were efforts in the formal system to
deal with gender bias and they observed that it was helpful as the urban middle-class girls
were doing well in universities even in the male ‘preserves’ such as engineering. However,
Brock and Cammish (1997a: 56) recommend that schemes be funded to revise textbooks and
develop new ones that would raise consciousness at school level as to the lack of female
representation and possibilities of improving the situation. Jamaica has been found to be ‘a
strongly matrifocal society” where women are used to ‘gainful employment, to handling
money, to taking decisions and commanding respect. Not surprisingly daughters learn survival

strategies from their mothers and boys learn to be dependent on females’. Despite this, sex

® Nothing is mentioned on textbooks or any other materials. There is no recommendation to that effect either.
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stereotyping in books and other materials was found to be common and this was reflected in
the options structure of subjects in the secondary school where there was a common pattern of
subjects for girls and subjects for boys. The boys were found to be inclined towards the
sciences (p. 68). In Vanuatu'® the researchers found no subject differentiation according to
gender in the primary school and not much awareness in curriculum development and material

production on the issue of gender bias (p.86).

In an annotated bibliography, Gender, Education and Development, Brock and Cammish
(1997b: 177) show Bonder (1992) in ‘Altering Sexual Stereotypes Through Teacher
Training’, having reviewed the studies on sexual stereotypes in Argentine textbooks. After the
review, Bonder gives a detailed account of one carefully conceived intervention that shows
that well-conceived treatments can be powerful in creating modified perceptions and attitudes.
Bonder had based this on the premise that teachers are an integral part of educational settings
and as such they play a paramount role in the transmission of gender ideologies; that
‘[t]hrough everyday actions, notions of femininity and masculinity are shaped, strengthened,
and transmitted;” and that ‘[t]eachers have been the targets of many change efforts, usually
through systematic efforts designed to produce attitudinal change’ (Bonder 1992 cited in
Brock and Cammish 1997b:177). In the same bibliography, it is shown that Braslavsky’s
‘Educational Legitimation of Women’s Economic Subordination in Argentina’ (1992) is an
analysis of macro-level census data juxtaposed with the current socio-economic structure and
the social functions of education. In this study Braslavsky connects the presence of sex
stereotyping in textbooks to the existence of social norms about women’s proper role at home

and in society (Brock and Cammish 1997b: 177-178).

' Vanuatu is formally an Anglo-French Condominium which before independence in 1980 it was known as the

New Hebrides.
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2.3. Gender in Textbooks: Studies in Africa

Research seems scanty, and not so much seems to have been written in this area of gender
analysis in textbooks in Africa. Some of the literature consulted is mostly on gender in
relation to other fields such as economic empowerment, politics, human development, and

. . 11
education in general.

Obura (1991) and her fellow Kenyan researchers undertook a very eye-opening study on
school textbooks in Kenya. The research team comprised people of different areas of
specialities: sociologists, teachers, educators, psychologists, and educationists. There were ten
research team members who analysed twenty-four textbooks written in English, Kiswahili and
other autochthonous languages in Kenya. The study was done on history, geography, religious
education, home science, woodwork, agriculture, science, mathematics, Kiswahili, English,
social science, technical and mother tongue textbooks. The major findings of the research

were:

e Images of females are considerably fewer in number than images of males -
women being the category least present in the textbooks, of the four categories of
people (men, boys, girls, women).

. More importantly, the images of females are negative in relation to the images
of males. Had the few female images been striking, powerful and positive images they
would arguably have had a strong and positive impact despite their infrequency. The
reverse is true (Obura 1991: 114).

It must be understood that Obura’s use of the word images, is inclusive of both visual images

and textual images, the textual images created through a certain way of using words,

(otherwise called messages in the present study). Brock and Cammish (1997a), as indicated

" See Taylor and Conradie’s We Have Been Taught by Life Itself (1997);, Brock’s and Cammish’s Factors
Affecting Female Participation in Education in Seven Developing Countries (1997) (2™ ed.); Taylor’s
Marketisation of Governance (2000), Brock’s and Cammish’s Gender, Education and Development (1997). The
latter being a partially annotated bibliography that is very helpful in gauging the extent of research on gender in
textbooks in Africa, although the passage of time can mean there is more research done from 1997 to the present
(2001).
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earlier, conducted a study in Cameroon where among other findings, they found that there was
evidence of gender bias in the secondary curriculum with traditional options being on offer.
They found that the problem lay in the structure as well as content of the materials used hence
they recommended that ‘support be considered for projects aiming to eradicate gender bias
from primary and secondary textbooks and other material’ (p.46). Although the report does
not say specifically that gender bias was detected in the textbooks and teaching materials in
Sierra Leone, one of the recommendations was to investigate textbooks and materials for

gender bias and develop appropriate materials (p.78).

Ofori-Mensah (1999: 71-79) analysed An English Course for Ghana Schools Books 1, 2, 3, 5
and 6; Ghana Mathematics Series Book 4, Primary Science Books 5, and 6, Primary
Mathematics for Nigerian Schools Book 6. These were mathematics and science textbooks
used in primary schools of Ghana and Nigeria respectively. In the Ghana primary English
Book 1 Ofori-Mensah says there are two pictures of a man lounging in a chair while a woman
in the opposite picture is busy sewing. According to Ofori-Mensah, ‘this perpetuates the idea
that a woman’s work is never done’ (p.76). In the circumstances, it makes a lot of sense to
think that perhaps this scenario described by Ofori-Mensah suggests that men are lazy;
women are industrious. But if the situation known by her is like in many other traditional
African societies such as Lesotho where women work long hours demanded by household
chores, child-rearing and agro-related chores, then the situation perpetuates the idea that a
woman’s work is never done.'> In Book 2 of the same series, there is a text in which,
according to Ofori-Mensah, a girl, Ama, waits on her brother, Yaw, who is dissatisfied with
the stew she has prepared. He interrogates her on this point. Yaw asks all the questions and

Ama does all the answering. He uses many words and she uses few. She is the cook, she does




25

the serving, she is standing; he is seated, he expects to be served; he is assertive and has
authority over her. Ofori-Mensah contends that this kind of text is biased, it is in effect
conveying the following messages:

girls cook and serve boys

boys have a right to be critical

girls have to be subservient
girls have to sacrifice their comfort (ibid.).

W N

There is disparity between the role of male and female characters who hold title status in book
3 of the series: female characters are mentioned in titles on four occasions while male
characters are mentioned in titles eight times. In this textbook, male characters have been
portrayed beyond their parental roles while women are hardly shown doing anything other
than their domestic chore or motherly functions, for instance, ‘mother’ is a primary character
(Mother washes baby Ato); Mr Boama’s store; Mr Poku’s Cocoa farm. In this instance in
Ofori-Mensah’s analysis, being given the title status, ‘mother” severely limits the scope of her
character. She is seen only in relation to her maternal functions, while the status of the two
male characters is further emphasised by title and ownership. Both Book 5 and Ghana Maths
Book 4 portray only male characters as business investors or landowners and determining
currency or property distribution. Although both female and male characters are depicted as
industrious, females’ initiatives are insignificant while those of males are monumental. For
example, Mrs Apea’s initiative results in a kitchen garden, while Tete-Quarshie’s results in
cocoa, the most important cash crop in the country (Ofori-Mensah 1999: 77). In Ghana
primary English book 6, boys have been shown asking questions fourteen times, whereas girls
have been shown asking questions five times. Boys are engaged in sharing of information on
ten occasions while girls are shown on five occasions. Ofori-Mensah states that this kind of

disparity sends negative messages regarding the academic ability of girls. A unit in a Nigerian

"2 SARDC-WIDSAA (1997: 18-19) delineates this thus: “Since the agricultural activities performed by women
are over and above their regular household chores, they often have to pool their labour to cope with this heavy
workload. Men on the other hand, perform less tedious tasks, mainly ploughing with oxen or tractors.’




primary science Book 5 is about the domestic and industrial advantages of heat illustrated
pictorially whereby pictures one to five depict the following respectively: children sitting
round a fire in the harmattan season; a girl spreading out clothes to dry; a woman cooking; a
woman roasting gari (a Nigerian kind of food); a scientist heating chemicals in a laboratory
and the scientist is a man! From a Nigerian mathematics Book 6 example is derived that
shows that ‘[o]ften male characters are named more frequently while female characters
become she, wife, sister or mother’:

Kehinde weighs 37.5 kg and his sister weighs 6.9 kg less. What is their total

weight? (emphasis mine).
A Nigerian science Book 6 on the other hand typifies the invisibility of female characters as in
the following example: ‘Man exploits his environment by cutting down trees, by burning
bushes, by cultivating the soil and by constructing roads; all these activities help the process
of erosion, man’s dirty habits and the activities of the industries also cause pollution” (p.72).
Ofori-Mensah acknowledges that the pronouns he and his have been used generically.
Nonetheless, she goes further saying when anyone or humanity becomes e, women and girls
are immediately demoted, since they have fallen into a mixed gender category, where male
plus female equal male (ibid.). Ofori-Mensah’s overall findings are that the books were not

gender-sensitive as they portrayed both females and males stereotypically.

Kimani (1999: 288) shows that in a Gambian textbook a 20 year old girl, Isatu Mange, is
mocked for not being married at her age. Some women by the roadside sing a mocking song
about her. The song goes like this:

Whose shirts are you washing lsatu
Are they your husbands [sic]

Whose trousers are you washing Isatu
Are they your husbands [sic]

Your father can bend an iron bar

But he cannot bend a man’s head

L
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To make him look at you

True, true.
Isatu is taunted because she is not yet married. Although her father is a blacksmith who can
bend a hard thing such as iron, he cannot find a husband for her. Kimani suggests that this
song in the textbook warns girls that if they do not marry soon, they are doomed. Kimani
(ibid.) makes reference to a research carried out by Anna Obura'® on mathematics books and
agriculture, in which she found that male characters appeared over 80 per cent, while female
characters appeared about 17 per cent. It was also found that in these textbooks it was men
who owned farms, cars, lorries and shops while women owned a small kiosk, and a small
garden. Twenty women ran one chicken project. What was also prevalent in agriculture
textbooks was men using tractors in the production of cash crops whereas women used hoes

on their kitchen gardens.

2.4. Gender in Textbooks: The Case of Lesotho

The literature that I was able to get hold of on Lesotho is about gender in relation to migrant
labour system, rural development, leadership, civil service, historiography, law, education,
and urban households. While some literature is purely research, the other is papers presented
in seminars, workshops or conferences and some are just narratives of and about Basotho
women, for example, Kendall (1995). Kendall’s work is a collection of narratives which,
among other things, reveal relations between sexes among the Basotho in Lesotho: love,
marriage, passion, divorce, wife-beating and child abuse. The focus of each narrative is the
decisions women make and actions they take to protect their loved ones (Kendall 1995: xii).

Matlosa (1992) approaches the issue of gender from the perspective of relations anchored to

13 Kimani (1999) does not show when the research by Obura was carried out and where. But since one of
Obura’s researches has been used in the present study; and that I know she is a Kenyan who did the study cited in
my study in Kenya, it may be save to deduce that the research cited by Kimani was also undertaken in Kenya if it
is not the same one.
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the historical process of migrant labour system in Lesotho and retrenchment of Basotho
mineworkers. In his words, the key research issues that his paper seeks to interrogate are the
following:

(a) Investigation of the type of gender relations that is prevalent in Lesotho as a labour
reserve economy and the degree to which women engage in real productivity;

(b) Does this type of gender relations have a functional or dysfunctional relationship
to the historical process of international labour migration to South African mines?

(c) What then are the likely implications of the current process of retrenchment of
Basotho mineworkers for gender relations in Lesotho? (pp.1-2)

"Mabathoana and Ralebitso (1992) presented a paper on ‘Gender Research Priorities in
Education’ in which they identify three areas as demanding urgent attention of researchers.
The areas are: selected marginalised male populations which they identified as herd-boys,
initiation school graduates and retrenched mine-workers (p.3); selected marginalised female
populations which are identified as street vendors and domestic workers/home attendants
(p.6), linking community and the formal school system whose focus could be on how Basotho
women, who constitute the greater percentage of the rural poor could benefit from the

existence of school facilities within their communities (p.8).

Nkhahle (1992) observes that mainstreaming gender issues in Lesotho demands bringing
women, who have had no easy access to the factors of production, on board for economic and
political empowerment. Bonsink (1992) in ‘Women as Community Managers’ states that
women in Lesotho have their own informal associations in which they organise themselves. A
condition for development activities for these rural Basotho women is support of, and
consultation with, these women’s associations (p.2). Molefe (1992) examines state policies
and the extent to which they affect gender- issues in the Lesotho Civil Service. She outlines

problems faced by women as workers in the civil service partly due to their legal minority and
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partly because of gender insensitive state policies. She even cites a study on Gender Planning,
which was commissioned by the Ministry of Public Service in 1991. According to Molefe, the
study was an eye opener to the Civil Service as most people were not aware of the extent to
which gender awareness could contribute to productivity by understanding different roles

played by women and men (p.7).

Ntimo-Makara (1992) gives an overview of the study she and two other researchers (Kimane,
Ntimo-Makara and Mapetla 1992)'* conducted. The study was on ‘Gender Planning Strategy:
Enhancing the participation of both female and male civil servants in Lesotho’. Its aim was to
assess the position and participation level of men and women in the civil service (Ntimo-
Makara 1992:3). The following for strategic change in the Civil Service: education and
training for human resource building; re-socialisation of genders through gender awareness
training clinics and programmes that would capture all levels and cadres; networking though
professional associations and between the government and the non-goglernmental
organisations (NGOs), training institutions and other stakeholders; research for policy
development. Examples of areas of focus are: the review of the civil service regulations;
governmental housing policy, human resource planning and development; and pensionability
of women and general conditions of service. The last area for strategic change was identified
as re-organisation and job re-design by streamlining structures such as ministries,
departments, units and positions through the processes of recruitment, probation, promotions,

staff appraisal, and reward systems.

In her paper on ‘Notes on the Evolution of Women Studies in Lesotho’, Mapetla (1990) traces

studies on women dating back to 1970s and 1980s which analysed the socio-economic and
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cultural effects of migrant labour system on the women who remained behind when their male
counterparts were working in mostly the mines of South Africa. The studies also analysed
labour migration in relation to women and development in Lesotho in general."’ She points
out that Gay (1980,1982) was the first researcher to undertake research focused specifically on
the position and role of women in development. She also acknowledges a shift from studying

women purely as a social group due to incorporation of gender analysis in research (p.11).

Recent studies that I was able to lay my hands on are by no means better as far as addressing
the issue of gender in textbooks is concerned. Shale (1998) conducted a study that
investigated how women in positions of management in the Lesotho high schools perceived
themselves and how both their female and male subordinates perceived them. The perceptions
were in relation to the women’s management styles, their relationship with their subordinates,
discrimination and their dual roles of running a family and pursuing a career (p.1). Among
other findings, the study established that the women under study — the school principals —
used participative and authoritarian styles of management and that generally they had good
working relations with their male subordinates rather than female ones (p.61). Motebang
(1997) looks into the causes of women’s lack of participation in national politics and has
found that their under-representation in the national decision-making machinery and state
structures, cultural barriers, and their having few role models, are some of the causes of the

Basotho women’s lack of participation in politics. Mochebelele (1998) looked at equity and

' Seemingly this is the same study referred to by Molefe (1992) as both were commissioned by the same
ministry, the Ministry of Public Service, both were sponsored by Swedish International Development Authority
and the topics are more or less the same.

'* Mapetla (1990) cites Muellar (1977), Murray (1977, 1981), Gordon (1981), Molapo (1984). She states that
other studies later on examined women in business: Molapo (1985), Lephoto (1989), and Khabele (1990). There
were yet other studies conducted by especially Basotho students for their graduate dissertations: Ntimo-Makara
(1982) who studied education and management opportunities for Basotho women for her M Ed and later in 1985
expanded the study for her Ph.D and examined educational attainment for women and opportunity for
management positions. Shale (1983) studied work attitudes of trained nurses for her MSc. Malahleha (1984)
conducted an ethnographic study of shebeens in Lesotho examining the role of women in shebeen business as a
cottage industry Mapetla (1990:10).
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efficiency in education textbook distribution, policy and practice. While her study at least had
to do with textbooks, the area 1 am investigating, it had nothing to do with my main concern
for interrogating textbooks - gender. Makhera (1999) studied the impact on the Basotho
women of implementation of international human rights and labour standards in Lesotho. She
notes problems facing the implementation of some conventions and declarations whose intent
is to bring about gender equity but which, due to the Constitution that perpetuates gender

inequalities with its section 18%, customary, statute and common law (Makhera 1999: 98).

Kimane et al (1999) conducted a study on ‘Socio-cultural Phenomena Related to Population
and Development in Lesotho” whose among other objectives, was to ‘identify and make an
effective assessment of socio-cultural beliefs, values and practices pertaining to such issues as
child abuse, dry sex, female genital mutilation (FGM), and gender inequality that impact on
the lives of children, women, the family and community at large’ (Kimane et al 1999: ).
Although the study does not show any attempt to scrutinise textbooks for gender bias, it does
examine some Sesotho idioms, proverbs and songs (Kimane et al 1999: 54-67). The
researchers’ analysis is that some idioms and proverbs are often used as reinforcement during
the gender role socialisation process (Kimane et al 1999: 57). They observe as their
conclusions that a lot of myths, beliefs, and stereotypes are entrenched through gender
socialisation at home, in school, and other institutions. They further observe that there is
gender bias in teaching and instructional materials hence they recommend, among others that
research be undertaken to scrutinise teaching, instructional and other learning materials for

gender biases and advocate for change in attitudes and practices (Kimane et al 1999: 111).

'¢ Section 18 of the Constitution of Lesotho has obvious ambiguities in so far as it states that no one shall be
discriminated against in respect of their gender and vet gives room for customary law to operate. The customary
law that regards women as legal minors who need males as their guardians.
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Finally, Epprecht (2000) in his 7his matter of Women is Getting Very Bad traces Basotho
women in historiography. The scope of his study is the colonial Lesotho until before the
independence that was gained in 1966. His first objective was to challenge the implication that
gender inequity, injustice, and violence are somehow natural and unsurprising except in their
degree, the implication that emanates from the scholarship about Lesotho that tends to create
an impression of timelessness to women’s suffering, a backdrop or footnote to “real”
historical events (Epprecht 2000: 2). He states the second objective as being to problematise
the androcentric discourses and analytic concepts that prevail in modern scholarship about
Lesotho (Epprecht 2000: 3). This clearly has nothing to do with textbooks but it is interesting
to know the role women played in development and politics of Lesotho since the advent of

colonialism to the run up to the 1965 election.

As seen above, the studies and papers were undertaken and presented for different purposes
from the present study. The ones that bear resemblance in content, purpose and analytical
concepts, were undertaken in different countries with different textbooks at different times,
the factors which make my research worth doing. Mine, unlike Obura’s and Ofory-Mensah’s,
seeks to examine books written in both English and Sesotho for primary school children in
Lesotho. The research will focus on the language textbooks only - unlike Ofori-Mensah’s that
covered English, mathematics, and science and Obura’s which covered all the subject areas
offered in Kenya. Nevertheless, Obura’s study will greatly inform and influence mine
because, in the main, Kenya is an African state characterized by patriarchal structures as
Lesotho is; and education systems in both countries are more or less the same in terms of
having centrally-developed curriculum for instance (at least at the time the Kenyan research
was undertaken). Although she does not claim any theoretical influence of Mills’ theory of

feminist stylistics (Mills 1995b), Obura’s approach bears a lot of resemblance to Mill’s
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feminist stylistics which theoretically informs the present study. Obura and her team did not
analyse the textbooks by singling out individual lexical items only that demonstrated gender
bias, but analysed embedded messages as well in the text. Hence they were able to find that
‘[IJack of autonomy of females is emphasised since they are often introduced in relation to
male characters’ (Obura 1991:116) for example. However, they did not critically analyse
visual images. They seemed to have looked at a given visual image to find if the picture was
that of a female or male. They did not provide possible gendered interpretations that the image
projected. As Mills (1995b: 66) says, ‘[I]n feminist stylistics, stress is laid on the interaction
between the text and the reader in the production of interpretations, and there is an emphasis
on the factors beyond the conscious control of both writer and reader in the analysis.’
Analysis is not only restricted to lexical items but extends to phrases, sentences and discourse.
Within this analytical framework, context is very important because sexism does not

necessarily reside in individual language items (Mills 1995b: 98).

Mills (1995b) acknowledges influence of other theories to feminist stylistics such as critical

linguistics. She says:

My aim in proposing a feminist stylistics, which relates the language of text to extra-
textual political processes, has a precursor in critical linguistics.... “Critical linguistics
is a theory of language whose aim [is] to provide an illuminating account of verbal
language as a social phenomenon, especially for the use of critical theorists... who
[want] to explore social and political forces and processes as they act through and on
texts and forms of discourse’ (Hodge and Kress 1988: vii). (Mills 1995:10)
She further quotes Fowler (1991: 5) on what critical linguistics is all about: “critical linguistics
simply means an enquiry into the relations between signs, meanings and the social conditions
which govern the semiotic structure of discourse, using a particular kind of linguistic analysis’
(Mills 1995b: 10). It is against this theoretical backdrop that the study seeks to analyse textual

images and messages in the primary school textbooks in Lesotho, the main focus being

gender.
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Chapter 3: Data Collection

3.1. Data Collection Strategies

3.1.1. Units of analysis

Instead of using humans solely as my units of analysis, I used social artefacts, textbooks, as
my basic unit of analysis. Van der Merwe (1996: 286) defines social artefacts as including “all
the products of humans and human behaviour such as books, paintings, court cases and
prostitution, et cetera.” Textbook analysis has formed a major part of the study but has been
complemented by the analysis of what the interviewed publishers and NCDC subject

specialists said together with the documents they provided.

3.1.2. Selection of textbooks

There are many textbooks used in the primary schools in Lesotho and this presupposes that
there was a need for me to select some. As my study is mainly on language, Sesotho language
and English language textbooks for Grades 1 to 7 exclusive of those for Grades 3 and 6, were
selected for examination. These were: New Primary English for Lesotho series Pupils’ Books
1, 2, 4, and 5 all published by Longman Lesotho in cooperation with the Ministry of
Education, Lesotho;, Rainbow Blue authored by Bevan, R and Bevan, J for Grade 7, itself
published by Longman too. Leseli 1 and 2 published in 1997 by Longman Lesotho. These
were the only textbooks available.'” At an initial stage all the literature and language
textbooks were to be examined. Those were English poetry textbook, Poetry for Pleasure by

Sadler R K. and Hayllar T.A.S. published by Macmillan. This anthology has two hundred and

"7 In an interview with the Sesotho subject specialist, I learned that there is no other Sesotho language textbook
other than Lese/i 1 and 2, and that they were (through both Longman and Macmillan publishers) in the process
of writing language textbooks for Grades 3, 4, 5, 6, and 7. I actually saw her editing a manuscript of the Grade 3
Sesotho textbook.
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fourteen poems in all. 198 of them have been written by both women and men. The themes of
the poems range from people’s lives in the home; in relation to their environment; in relation
to their past; their feelings and emotions; and about individuals, to animals and other natural
phenomena such as rivers, thunderstorms, drought, summer time and others. Given the scope
of the study, it would not have been possible to include this textbook therefore for
examination. It needed a special analysis which was outside the purview of the present study.
Another textbook was A4 Crooked Path by Bhembe C. also published by Macmillan. This is a
novel of 106 pages. Set in Swaziland, this novel is about the lives of two boys, Sandile, a
good country boy, and Michael, a bad influential city boy. There are other boys and girls,
women and men who play different roles and are depicted differently in terms of gender
stereotypes. It has pictures however small in number — seven in all. All these characteristics
would qualify the textbook for examination, but like Poetry for Pleasure, it required a
different way of analysis, even different from the one which would be employed for Poetry
Jor Pleasure. My Uncle Grey Bhonzo authored by Sibenke B. published by Longman, and set
in Zimbabwe, is a drama book about two brothers. The elder one is not educated, is poor,
hard-working, has many children and lives in a small township house. He is called Gwenzi.
His younger brother, Uncle Grey Bhonzo, lives in a city mansion. He is a successful, educated
businessman with only two children. Women in this play do not say much. They only feature

when they attend to household matters.

The remaining two textbooks are in Sesotho. Monna oa Thaba-li-Maghoa written by Zacharia
Motsoane and published by Macmillan, is drama. Set in Lesotho, it is about a girl - Sempho -
who was impregnated by her boyfriend - Selope - and met him again later in her life when he

has come to ask Sempho’s daughter, Tlhaboso, a hand in marriage on behalf of his son,'®

'® It was, and still, is a common practice among the Basotho that when a young man wants to marry, his father or
any male relative is sent to the family of the girl he wishes to marry in order to inform the girl’s parents of the
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Masilo. Little did he know that his son wanted to marry his half-sister. This web of
relationships is later revealed and Sempho’s father suggests that she goes with the now
widowed Selope. However, she vehemently refuses and her mother supports her. Mahofi, a
poetry book written by EM. Lehema and published by Hodder and Stoughton, has forty
poems in all. Of these forty, seventeen make reference to people in terms of their gender while
the rest are a variety of subjects, from a frog, scissors, calves to the cardinal points for
example. The two drama textbooks demanded a different way of analysis from that of the
poetry book and Mahofi would also require in-depth analysis of each poem, the task which ,
considering the scope again of the study, would not be possible to undertake. It was after this
preliminary examination and an attempted analysis of My Uncle Grey Bhonzo that 1 decided
not to include them in the study. I thought different methods of examination would impinge

on the validity and reliability of the study.

All the English course readers have teacher’s guides. But I chose not to include them in the
study because firstly, I could not get all of them from the School Supply Unit (SSU) for I was
informed that they were not available in the storeroom as they were on their way out of the
system if the piloted ones proved good enough. No teacher was willing to part with hers or
his. Secondly, the emphasis of my research is on textbooks and my assumption was that the
textbook sets the tone for teacher’s guides which are tailored according to the textbook’s
content, form and design. Thirdly, normally pupils do not have access to teachers’ guides and

I wanted the text which dealt directly with a pupil; that which was intended for pupil use.

young man’s intentions and ask for a go ahead from the girl’s parents. It is called “ho kopa mohope oa metsi” in
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