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DISSERTATION ABSTRACT

Hui Shi

Doctor of Philosophy

Department of East Asian Languages and Literatures

June 2021

Title: Gender Socialization of Chinese Children: Empirical Evidence from School,
Family, and Media

This dissertation seeks to deepen understanding of language-mediated gender
socialization of Chinese children by answering three questions. In the family setting, how
do parent-child interactions convey gender norms and gender-related expectations? In the
school setting, how do teacher-child interaction embody gender norms? What role is
cartoon playing in socializing Chinese children with gender? I analyze linguistic data
collected from two Chinese families, two Chinese kindergartens, and one household
name Chinese cartoon. The results provide novel answers to the three questions. First,
parent-child verbal interactions differ in terms of the child’s gender. While the father-son
pair focus more on rules in the physical world and skill development, the mother-
daughter pair care more about social relations, emotions, and joyful life experience.
Second, though aware of gender-egalitarian principles, Chinese kindergarten teachers
subconsciously treat boys and girls in inconsistent manners. Children of different gender
receive diverse interaction frequency, speech length, and speech acts from their teacher.
Third, through artistic creation, Chinese cartoon embraces overt gender stereotypes
through its language and plots. Male characters produce statistically significantly more
utterances and visit a wider range of out-home locations than female characters. Male
characters are portrayed through lexemes that embody adventurous and heroic masculine

gender norms, while female characters are primarily associated with lexemes that related
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to home-based and appearance-related feminine gender stereotypes. All three case studies
associate gender socialization with contemporary Chinese zeitgeist. I thus advocate an
approach to gender socialization that considers layers of factors in a target society, as it
allows us to develop a more comprehensive understanding of gender in dynamic social

practices.



CURRICULUM VITAE

NAME OF AUTHOR: Hui Shi

GRADUATE AND UNDERGRADUATE SCHOOLS ATTENDED:
University of Oregon, Eugene

Sogang University, Seoul
Southeast University, Nanjing

DEGREES AWARDED:
Doctor of Philosophy, Chinese Linguistics, 2021, University of Oregon
Master of Arts, Linguistics, 2017, University of Oregon
Master of Arts, International Studies in International Trade, 2012, Sogang
University
Bachelor of Arts, Economics, 2009, Southeast University
AREAS OF SPECIAL INTEREST:
Chinese Linguistics
Teaching Chinese as a Foreign or Second Language
PROFESSIONAL EXPERIENCE:
Graduate Employee, University of Oregon, Eugene, Oregon, 2015-2021

Fashion Merchandiser, Lotte Shopping Co Ltd, Seoul, 2012-2015

GRANTS, AWARDS, AND HONORS:

Graduate Teaching Fellowship, EALL, University of Oregon, 2015-2021

Oregon Flagship Grant, Chinese Flagship Program, University of Oregon, 2016-

2020

Travel Grant for Conference Presentations, EALL, University of Oregon, 2016,

2018, 2019

CAPS Small Professional Grant, Center for Asian and Pacific Studies, University

of Oregon, 2016, 2018

vi



UMRP Research Award, The Underrepresented Minority Recruitment Program
(UMRP), University of Oregon, 2018

Best Presentation Award, ICCLL 2018: 20th International Conference on Chinese
Language and Linguistics (Paris, France), 2018

Best Chinese Tutor Award, Chinese Flagship Program, University of Oregon,
2016

Advanced Scholarship, GSIS, Sogang University, 2009-2012

Excellent Graduate (Summa Cum Laude) of Class 2009, Southeast University,
2009

Freshman Scholarship, Southeast University, 2005

PUBLICATIONS:

Shi, Heidi H. & Jing-Schmidt, Zhuo (2020). Little cutie one piece: An innovative
human classifier and its social indexicality in Chinese digital culture. Chinese Language
and Discourse, 11(1), 31-54

Shi, Heidi Hui, Liu, Sophia Xiaoyu, & Jing-Schmidt, Zhuo (2020). Manual Action
Metaphors in Chinese: A Usage-Based Constructionist Study. In Corpus-based Research
on Chinese Language and Linguistics [Sinica Venetiana] (1.0, Vol. 6, pp. 125-143).
Fondazione Universita Ca’ Foscari Venezia, Italia.

Wang, Huijing, Shi, Heidi Hui, & Jing-Schmidt, Zhuo (2021). Affective stance in
constructional idioms: A usage-based constructionist approach to Mandarin [you X you
Y]. Journal of Pragmatics, 177, 29-50. https://doi.org/10.1016/j.pragma.2021.02.004

Jing-Schmidt, Zhuo, Lang, Jun, Shi, Heidi Hui, Hung, Steffi H., & Zhu, Lin. 2022.

“Aspect construal in Mandarin: A usage-based constructionist perspective on LE” Journal
of Linguistics, 60.

vii



ACKNOWLEDGMENTS

With the deepest gratitude, I wish to express my sincere appreciation to the
following people for their support and contributions to my odyssey towards the doctoral
degree.

For her patience, understanding, encouragement, wisdom, and inspiration, I pay
homage to my academic advisor and mentor, Dr. Zhuo Jing-Schmidt. I sincerely
appreciate her patient guidance, enthusiastic encouragement, and constructive
recommendations during the countless meetings we had. Her positive attitude towards
research and life has greatly influenced me; her understanding and support have helped
me overcome numerous difficulties. Like my other projects, the completion of this
dissertation has benefited tremendously from Dr. Jing-Schmidt’s suggestions, guidance,
and especially her timely feedbacks during rounds of revisions. She is one of the most
influential mentors in my academic career, and I am truly grateful for everything she did
for me during my Ph.D. journey. It has been a great blessing to have an advisor like her.

For their inspirational teachings and generous support, my gratitude also goes to
all my committee members. Their insightful feedback pushed me to sharpen my thinking
and brought the manuscript to a higher level. Specifically, I would like to acknowledge
Dr. Keli Yerian for her detailed review of the manuscript and her suggestions on the
theoretical framework and methodology; Dr. Maram Epstein for her constructive
feedback on contemporary Chinese gender dynamics, consumerism, and social
stratification; and Dr. Eric Pederson who offers statistical advice and sociolinguistic
perspective to this dissertation.

For their fieldwork permission and technical support, [ would like to express my

very great appreciation to the two anonymous Chinese Kindergartens, the two Chinese

viii



families, and the two graduate student coders. Their willingness to provide space and
spend time for my data collection and analysis has been very much appreciated.

For their selfless love, generosity, and understanding, I owe a debt of gratitude to
my parents, Dr. Chuan Shi and Min Jin. I thank them for encouraging me in all of my
pursuits and inspiring me to follow my dreams. I attribute my progress to my parents,
who are my harbor, whose light and love shine through my life.

For their company, solidarity, and generous sharing, I wish to express my sincere
appreciation to my precious friends and colleagues. Especially, I want to thank Denise
Huang Gigliotti, Yue Chen, Jeongim Jin, Connie Mak, Sabrina Tao, Steffi Hung, Jun
Lang, Lin Zhu, and Asuka Okamoto for sharing pleasant moments with me in Eugene. I
am also very grateful to Roland Lewinski for his input on European gender norms and his
valuable insights related to media and communication.

I would like to end my acknowledgment with a Ming Dynasty poem by Wen
Zheng Ming. Searching for a quiet corner in the mundane world; browsing books for
pleasure and enlightenment; meeting friends occasionally; and farewelling at nightfall.
These peaceful images travel through time, space, and culture, skillfully depict the daily
life of my doctoral studies in the US over the past six years. [ want to dedicate this
exquisite poem to all those who have helped and supported me during my doctoral
odyssey—a tribute to science, knowledge, truth, mentorship, kinship, friendship, and
universal love.

/Mg SCEEE B

A H RS, BHGE)E . BRERN, ST,
LT A, NS, AR AM, AH=mM.
WRREM, tErEee. 57 8R%, FICAAEG.
WH—2M, BEEER. SHEENE, RbE k.

X



To my deceased grandfather, mayor and major general, Zuomin Shi



TABLE OF CONTENTS

Chapter Page
I INTRODUCTION ....oiiiiiiiiiiiiiiiesiteteete sttt ettt st sttt et st ae 1
Background of the Current Study ..........ccooviiiiiiiiiiiieee e 1
Gender SOCIAlIZAtION. ......cueiiiieiie ettt et et 1

Women and gender issues in China...........cccoeeveeeiiieeiieeniieeeiie e 7

Gender ideology manifested in Chinese language...........ccccceeeveeniineniineenens 16

Review of Conceptual Framework and Literature...........ccccoeveuveevcieenciieenieecienns 19
Gender and Community of Practice (COofP).......cccceeeviieviiiieiiieeeeeeeeee e, 19

Studies on Language Socialization ...........cceeeeeviienieeiiienieeieeieeie e 24

Research Gap in Gender Socialization through Language ...........c.cccccveeennneenn. 28
Overview Of the DiSSErtation ...........ccceevuerieriinienierieieeeneee e 30

II.  GENDER SOCIALIZATION AT HOME: PARENTAL INFLUENCE................ 33
INEEOAUCTION ...ttt 33
Family: the primary socialization agent.............cccccueeeviieniieeniieeniie e 33

Parents and gender socialization.............ccceeieriiiieniinienienicneceeeeeeee 34

Chinese parental SOCIaliZatioN..........cccveeriiieriiieeiieciee e 39

The CUITent STUAY ....oeocviieeiiiecie et 40

Data and Methods ..........ooueeiiiiiiiiic e 42
Participants and data .............cccoouiieeiiieciieeeeeee e 42

Data ANALYSIS ....eeeuvieiieeiieiie ettt et seae e 43

FINAINES oottt ettt et e e et e e b e e enreeennreeens 44
Parental input during book reading.........c.ceeeueeviieviieriieniieiecieee e 45

Norm transmission amid parent-child chat.............cccooeeiiiiiiiiniiiiee, 55

Parental questions and gendered expectations...........cccceeeveeveenienieneeniennene. 64
DISCUSSION ...ttt ettt et e st et e e e st e ebe e e 74

Final Remarks ........ccooiiiiiiiii e 80

Xi



Chapter Page

(II.  GENDER SOCIALIZATION IN THE KINDERGARTEN: THE ROLE OF

TEACHERS ...ttt ettt et ese e se e 81
INEEOAUCTION ...ttt 81
Teacher-centered school socialization ...........c.cccevieeiiiiiieiiienieieeee 82
Research questions of the current chapter ..........ccceeeeiieeiiiicciecceeccee e, 86
Data and Methods ........c.oouieiiiiiiieieee e 87
PartiCIPANTS. ...ccciiieeiii e e e e e e e e enre e e nreeen 87
PrOCEAUIE ...ttt 89
Teacher-child INtEraction .............coceiiiiiiiiiiiiiiie e 91
Interaction FIeqQUENCY ......c.ceeuiiiiiiiiieiieieee e 91
Speech Length.........coociiiiiiiiiieie et 94
Teacher’s attention allocation across eight speech acts..........ccceecvveeciieenciieenienns 96
QUANtItatiVe aNALYSIS ... .cccuieriieriieiieetie ettt 96
QUAlItAtIVE ANALYSIS ..eevvieiieeiiieiieeieeiee ettt ettt ae e e seae et e snaeenseeeenes 99
Teacher’s attention allocation across emotional contexts...........coecueeveerieenueennne. 117
Teachers’ lINGUISTIC PraCtiCeS......ccuieruierieiitieniieetieiie ettt eaeeaee e 119
Gender 1aDel USE........eeiuiiiiiiiiieiiee e e 119
Sex-role stereotyping in teaching materials.........cccccoceeverviinieninicnecncnnene. 123
The SChoOl eNVIFONMENL........ccuiiiiiieiiiieieeeee e 130
All-female faculty .......cceeeeiiieeiie e 130
Absence of gender Segregation ..........coueevuierieeriienieeieeeie e 132
Gendered decor in the physical environment.............ccceeeveereieeniieenieeennenne 134
Discussion and CONCIUSION.......cc.eeiiiiiiieiiieiieie e 135
Response to previous teacher-child interaction SUIVEYS .......cccccveevververeeennene 136
Novel findings of SPeech acts .........ccceevvieeriiieriiieeieece e 136
Overall SchoOl ClIMALE .........cocuiriiriiiiiieeeee e 139
Limitation of this StUAY .....cc.eeeriiieiiieeiieeeceeeeeee e 140

(V. GENDER SOCIALIZATION THROUGH MEDIA: INPUT FROM A POPULAR
CARTOON ..ot 142



Chapter Page

INEEOAUCTION ...ttt 142
Gender socialization in the media...........cooceeiiiiiiiiiiiiiiee 143

Chinese cartoon animationN...........c.eeevueeerueeesiieeeeieeereeeeeeeeereeeereeesreeessseeens 145

The target cartoon of this StUAY .......cceeviieiiiiiiiiieeeee e 146

Data and Methods ..........ooiiiiiiiiiiii e 148
FINAINGS ..ottt et et et 150
Presentation of male and female characters..........ccccceoeveeviiiiiiniencnencenne 150

Gender role perpetuation in the cartoon 1€Xicon..........cccccueeveveeriiieenieeenneenns 152
DISCUSSION ...ttt eiee ettt e et e et e e e ta e e e aaeeesbaeesbeeeesseeesssaeessseeenaseeennsens 169
SUMMATY ...ttt e et esaeeesabaeesabeeesaseesnnseeennee 171

V. EPILOGUE ..ottt st sttt e 173
APPENDICES ...ttt sttt ettt e s st e beenaesseenseennesneensens 179
A. LIST OF ABBREVIATIONS.....cottiiiiiiiieteteeteree et 179

B. LIST OF GLOSSING SYMBOLS ..ot 180

C. NTERVIEW QUESTIONS IN CHAPTER IT .....ccoooiiiiieieeeeeeeee 181
REFERENCES CITED......coittitiiiiiiinteteest ettt sttt sttt st 182

Xiii



TABLE OF FIGURES

Figure Page
1. Correlations between interaction frequency and speech length across directions......... 96
2. Gender-based comparison of speech act distributions............cceeeveeviercieeriienieenieennnennn. 98
3. Gender proportion in €ach SPeeCch aCt.........c.cevuieriiiiiiiiieieeeeee e 99
4. Teacher grasps the arms of three boys to quickly arrange their seating....................... 107
5. Teacher criticized a boy for his untidy chair after the class ..........ccccooceevieiiniencnnenn. 108
6. Gender proportions across emotional CONEXLS ........c.eevieriiieririiiieiieeieeie e 118
7. Children of both genders line up together for bathroom............c.ccceeveiieviiiiieniennnnnne. 122
8. Teacher’s slides of fairy tale story “A gift for toad” .........cccoceeviiiiiiniiiee, 126
9. Children quickly noticed the policewoman on the screen ............ccceeeevveeecieeenieeeenennn. 127
10. Reward-based SCAtING .........c.ceeiiiriierieeiieiie ettt ettt ere et e et e siaeesbeessneenseens 133
11. Student number-based SEAING ........c.cecveriiriiiiiriiriieieeereeeeeee e 133
12. Pink as decoration theme ...........c.cceviiiiiiinieiieeieeeeeee e 135
13. Light colors as decoration theme .............cocueeiuieriieiieniieiee e 135
14. A CCTV Poster of Big-Head Son and Small-Head Father Season V....................... 147

X1V



LIST OF TABLES

Table Page
1. Video content and time diStribUtion............c.ceviiiiiiiiiiiiieiiecee e 43
2. Noun frequency rank in girl’s reading COTPUS .........cccverviiiriieiiieniieiieeie et 47
3. Adjective frequency rank in girl’s reading COrPUS.........ceevvieeiiieeiieeeieeeee e 47
4. Verb and verb phrase frequency rank in girl’s reading COrpus.......cccceevvveerieeencieeenneenns 48
5. Noun frequency rank in boy’s reading COTPUS .......cccveriieriieriieriieeieeiie e eee e 52
6. Adjective frequency rank in boy’s reading COrPUS .....cveeeriieerieeeiiieeeiieeeiee e 53
7. Verb and verb phrase frequency rank in boy’s reading COrpus .........ccceeeveerverveerneennen. 54
8. Noun frequency rank in girl’s chat COTpUS.........cccuviieiiiiciiieeceeeeeee e, 57
9. Adjective frequency rank in girl’s chat COrpuS.........coovieviiiieiiiieiieee e 58
10. Verb frequency rank in girl’s chat COTPUS........cccuieriiriiieriiiiieeeeeee e 59
11. Noun frequency rank in boy’s chat COrpuUS ........cccviiriiieriiieeieeceeee e 61
12. Adjective frequency rank in boy’s chat COrPUS.........cccvieriiriiiinieeiieie e 62
13. Verb frequency rank in boy’s chat COTPUS ........cevvieeriiieriie et 63
14. Percentage of initiated speech and qUESION ...........ceoviveriiieiiiiiiiieceeeee e 64
15. Parents’” qUESION SITATEEZY .....eecvieruireiieiiieeiieeiieeieesiee et etteebeeseeeeebeeaeesnbeeseesnseenneesnnas 64
16. Children’s qUESHION StTAtEZY .....eeevuiieeiuieeeiiieeeiieeeieeeeteeesreeesiaeeerreeereeesbeeesnseeennseeennns 70
17. Demographic background of participants.............ccceeeeveerieeiiienieeieenie e 89
18. Length (in minute) and context of each recording s€SSiON .........ccccceevveeeevieerveeerveenne. 89
19. Distribution of all interaction types in the dataset...........c.cceecveeeviiiniiiiniieenie e, 92

20. Frequency and speech length of teacher-initiated interactions by class, school and

XV



Table Page

21. Factorial ANOVA results of interaction frequency based on class, school and gender
............................................................................................................................................ 93
22. Frequency and speech length of child-initiated interactions by class, school and

(S 1T [ SO USSP 94
23. Factorial ANOVA results of speech length based on class, school and gender .......... 94
24. Distribution of teacher-initiated speech acts across gender............cccccveviveeveenirennnnne. 97
25. ANOVA statistics of teacher-initiated interaction across speech acts...........cceenee..e. 97
26. Distribution of specific contexts under each speech act.........ccccoeevvvvciiinciiienieeenen. 100
27. Distribution of emotional contexts across gender............cceeevreruierveeneerieereeneeeeeans 117
28. ANOVA Statistics of teacher-initiated interaction across emotional contexts.......... 117
29. Child-related vocabulary in Standard Mandarin and Nanjing vernacular ................. 120
30. Frequencies of using gender-neutral addressing term xido péngydu across contexts
.......................................................................................................................................... 121
31. Female to male ratio across class and school...........c.ccccociiiiiiiiniiiiie 131
32. Utterance quantity by gender and epiSOde...........cccveerieeiiieniieiiieniecieeie e 151
33. Locations of characters’ aCtiVItIES ......ceeveerruieriieeiieiieeieeiee ettt ste e 152
34. Frequency rank of male characters’ attributes...........ccceevveeiiiieniiiencieeeiie e 154
35. Frequency rank of female characters’ attributes...........ccceeveeriiiinieiiiienieeiecee e 155
36. Frequency rank of male characters’ actions............ceccueeevvieeiieeeiieeeie e 157
37. Frequency rank of female characters’ actions ............cceecveveeeciieniieeiieenieeieeiee e 160
38. Frequency rank of male characters’ claimed identities. ........cccccoeeveniineenienicnennene. 167
39. Frequency rank of female characters’ claimed identities ...........cccceeeveerciveeniieeennennns 167

XVi



CHAPTER I
INTRODUCTION

1.1 Background of the Current Study

Gender, a critical shaper of life and world, pertains to the social and cultural
norms, beliefs, identities, roles, and behaviors stereotypically associated with biological
sex (Aikhenval'd, 2016; Lindsey, 1990). In a society, gender norms are learned through
socialization and are fundamentally determined by cultural values (Schieffelin & Ochs,
1986; Henslin, 1999). As a conceptual vehicle of culture, language reflects and reinforces
gender norms, thus plays a central role in gender socialization (Schieffelin & Ochs, 1986).
As novice learners of gender norms, children acquire tacit knowledge of social order
principles and systems of beliefs through their exposure to and participation in language-
mediated interactions. This dissertation seeks to examine Chinese-speaking! children’s
(age range: 5-6) gender socialization through language in interactions with three
socialization agents: parent, teacher, and media. The aim of this research is to broaden
current knowledge of gender socialization through a linguistic approach, particularly in

the less-studied Chinese setting.

1.1.1 Gender socialization

Sex and gender

Although the terms ‘gender’ and ‘sex’ are sometimes used interchangeably in
everyday discourses, the two concepts are fundamentally different. Sex is a biological
category that distinguishes males and females based on biological, anatomical, and
chromosomal properties. The original cause of sex is the chromosomes pair, either XX
for females or XY for males in most human populations. This chromosome combination
is a person’s biological attribute assigned by birth, and they result in visible differences,
including primary and secondary sex characteristics. The concept of sex is strictly built
upon physical traits that pertain to chromosomes, hormones, internal reproductive organs,

and genitalia (Arnold, 2004; Bridges, 1925; Charlesworth, 1991).

! In linguistics, ‘Chinese’ may be a general term of seven major Sinitic language groups. Since this
dissertation focuses on Mandarin Chinese, hereafter, ‘Chinese’ and ‘Mandarin’ will be used
interchangeably in all chapters.



Gender, on the other hand, is a set of social and psychological characteristics that
society considers proper for its males and females (Udry, 1994). As Wood (1994)
explains, rather than merely being a quality of individuals, gender represents one’s
‘potential choices,” as something to be systematically learned from “the social
expectations which define the meaning of sex” (p.53). Intriguingly, the word gender used
to be a term adopted in linguistic grammar (e.g., French, German, and Spanish nouns). It
was not until the 1970s when researchers such as Money and Ehrhardt (1972) and Unger
(1979) called for a new understanding of human sexual typology. Since then, the word
gender began to indicate an individual’s social roles based on the biological sex or
personal identification, which stems from internal awareness (Carlson, 1987).

In the past six decades, various approaches have been proposed to explore the
origins of gendered behaviors, especially the actual state of children’s gender
development. Initially, concepts such as gender identity and gender constancy were
introduced by pioneer scholars, who denied the decisive influence of birth-assigned sex
while confirmed the societal impact on gender and an individual’s active role in
perceiving and expressing gender (Kohlberg, 1966; Maccoby & D’ Andrade, 1966;
Money & Ehrhardt, 1972; Stoller, 1964). Since then, traditional beliefs of sex and gender
were challenged from multiple aspects.

First, gender is related to ‘doing.” Namely, instead of essentialized qualities
determined by biological sex, gender is a socially constructed performance that takes
place during routine interpersonal interactions (Eckert & McConnell-Ginet, 1992;
Holmes & Meyerhoff, 2003; Lindsey, 1990; West & Zimmerman, 1987). Second, gender
does not fall into a dichotomy, and the bipolar opposition between masculinity and
femininity is invalid. This is because males and females both have socially defined
masculinity and femininity qualities, and the sociocultural contexts impact their degree of
gender quality possessions and articulations (Bem, 1974; Constantinople, 1973). Third,
within-sex variation may be more significant than the assumed sex difference. The
assumption of sex difference was caused by socializing agent’s direct shaping of sex-
typical behavior on children. Expectations and social treatment on the two sexes are more

various than they deserve in reality (Delamont, 2012; Maccoby & Jacklin, 1974).



Socialization and personal development

The notion of socialization stems from sociological observations. In
sociology, nature refers to biologically determined and instinctive human behaviors,
while nurture pertains to the human behaviors that firmly rely on the environment an
individual is raised in (Lippa, 2005). In this sense, socialization is the nurture process
through which an individual develops personality traits, human potentials and learns
about their society and culture (Clausen, 1968). Since a century ago, a large and growing
body of literature has investigated the relations between human behavior acquisition and
societal factors. Research has shown that the ubiquity of socialization essentially
influences the behavior, beliefs, and actions of a society’s children and adults. Besides, it
also faithfully and vividly illustrates an individual’s lifetime learning process.

Through the lens of psychology, classic socialization theories went hand in hand
with the debate about individual development. Sigmund Freud’s (1923) early theory
suggests three personality components: id, ego, and superego, which refers to an
individual’s instincts, social reality, and socially constructed morality. In his view, these
distinct agents of a person’s psyche develop at different stages in life, and they belong to
a system in which physical attribute is absent. George Herbert Mead, the founder of
symbolic interactionism, later described the development of ‘self” as ‘taking on the role
of others.’ In his theory, individuals obtain the sense of self through other people,
precisely through social interactions that require one to view themselves as someone else
might see you. In Mead (1934)’s developmental model, children learn through four
stages: imitation, play, game, and generalized other. Although many later scholars have
questioned these preliminary approaches to personality, these theories initially proposed
the significance of social impact on individual development.

Later, the significance of socialization in individual development obtained
empirical evidence through Kingsley Davis’s (1940) investigation on Anna, a severely
isolated children. Without learning in the society, Anna was found without primary
language function, achieved only half the intelligence level of her age, obtained almost
no knowledge about the outside world. Since Davis’s (1940) Anna study, socialization’s
vital role in the development of language skills, social skills, and emotional stability

began to be widely recognized.



Jean Piaget (1969) focused on cognitive development and discovered the
correlations between behavior mistakes and children’s age. According to him, the
socialization process could be summarized into four developmental stages:

(1) sensorimotor stage (after birth), (2) preoperational stage (approx. age 2), (3) concrete
operational stage (approx. age 6 or 7), and (4) formal operational stage (approx. age 12).
Years later, Kohlberg (1976) expanded Piaget’s theory by incorporating moral
development. He proposed that children’s understanding of subjective ‘right’ starts in the
pre-conventional stage. After they move to the conventional stage, they begin to realize
how ‘rightness’ is required by society and caregivers. Eventually, children will enter the
post-conventional stage, in which they begin to weigh abstract concepts instead of what is
mechanically right or wrong. Accomplishing a step further than Freud (1923) and Piaget
(1969), Kohlberg’s (1976) theory highlighted the influence of social norms on individual
socialization.

Carol Gilligan, a research assistant of Kohlberg’s, added a sex-based comparison
in her follow-up investigation of Kohlberg’s study. She discovered that while boys stood
in a ‘justice perspective’ (e.g., formal rules) to differentiate right and wrong, girls held a
‘care and responsibility perspective’ (e.g., interpersonal reasoning) in moral decision.
Gilligan (1982) attributed this gender difference to the existing gender norms in the US.
Society has socialized girls to be more nurturing and empathetic, and these gender norms
brought a noticeable impact on female’s moral interpretations of appropriate behavior.

Furthermore, Erik Erikson expanded the process of socialization into a lifelong
journey. He proposed that while an infant’s challenge is to gain autonomy and taking care
of self, a young adult also has concerns and worries about interpersonal relationships.
People in various life stages encounter different social expectations; thus, the procedure
of socialization is nonstop. In his view, socialization determines how well a person
performs the role of being an individual of a certain age (Erikson, 1950).

Socialization agents

Socialization agents are the people and institutions who provide platforms and
resources for an individual’s acquisition of world knowledge and social norms of their
community. These agents are vital to individuals’ development as members of a

community, as they collaboratively construct a framework in which individuals are



cultivated into social members (Kerckhoff, 1972). In the literature, four major
socialization agents have attracted abundant scholarly attention: family, school, peers,
and the media.

Family, the source of one’s primary socialization, provides initial experiences
with languages, values, beliefs, behaviors, and social norms. Family is decisive because it
covers significant aspects of socialization in a person’s life. Starting from infancy,
caregivers offer children cultural capitals in the form of toys, stories, books, and games.
These cultural capitals are the non-financial assets that facilitate an individual’s future
achievement (Gilligan, 1993). Through family activities such as bedtime story time and
parent-child reading hours, value, which goes beyond literacy proficiency, is taught to
children. Children are socialized by their family to comprehend how norms, behaviors,
values, traits, and attitudes are associated with sex, racial groups, and social class. Family
socialization is also anticipatory in the sense that it facilitates individuals’ learning to
take on the values and standards of the groups they aspire to join (Clark, 1983).

Secondary socialization is the process through which children are socialized
outside the home and within society. Usually, school is the agent that provides children
with their first exposure to bureaucracies through rules that require them to behave in
certain manners, in certain places, on certain occasions, and in interaction with relevant
others. Educational institutions also expose children to more various perspectives on race,
class, religion, politics, etc. These hidden curricula motivate children to update their
previous primary socialization results and learn how to act differently than at home
whenever necessary. Furthermore, in a micro-society like a school, children interact with
peers from diverse backgrounds and socialize themselves in different groups. Peer
socialization is essential in personal development because it serves to establish and
maintain a person’s sense of connection, behavioral regulation, and psychological
autonomy (Barber & Olsen, 1997). Besides, peers also provide individuals with ‘social
prescriptions’ such as common expected behaviors and mindsets. Namely, people don’t
just pick peer groups that fit into their existing traits. Instead, peer groups mold the traits
they end up with (Coleman, 1961).

In contemporary tech-focused societies, media has become a significant

socialization agent. Previous studies not only discovered the relations between media



consumption behaviors and social traits (Gil de Zufiiga et al., 2017; Ozgﬁven & Mucan,
2013) but also revealed their influence on children. For example, children exposed to
Sesame Street, a cartoon of diverse racial backgrounds, tend to be more positive toward
people of different races (Lovelace et al., 1994). Children frequently access news media
possess a higher level of political awareness (Conway et al., 1981). Children’s consumer
characteristics are impacted by the knowledge, attitudes, and skills that media have
propagated (Hayta, 2008).

Gender Socialization and development

As a subdomain of socialization, gender socialization pertains to the development
from the earliest recognition of sex-related differences through the acquisition of gender
knowledge and sex-typed behavior required by the society (Eckes & Trautner, 2000).
Differing from the predetermined and passive biological sex, gendered behaviors are
actively learned and practiced via social interactions. In recent decades, four
developmental stages have been reported in the literature: cue search, gender identity,
rigidity, and flexibility.

Research has showed that children conduct apparent, self-initiated gender cue
searches in their early years. They are skillful in using gender cues provided by society to
help them to make sense of the surrounding world. With little direct training, children are
capable of generating expectations about others and developing personal standards for
gendered behaviors (Bjorklund, 2000; Martin & Ruble, 2004). At around two to three
years old, children obtain a clear understanding of their own gender (i.e., gender identity)
and form affiliation and preference to that gender group (Bukatko, 2004; Hine et al., 2012;
Martin & Ruble, 2004). Consequently, they generate increased motivation to behave
similarly with the same gender group members, obtain selective information about
ingroup nuance, and demonstrate increased engagement in ingroup activities. Meanwhile,
their preliminary gender knowledge at this stage also creates negative assumptions about
gender group outsiders, which is reflected by their minimal time spent with the opposite
sex (Maccoby, 1998; Ruble & Martin, 1998). During this continuous process of
evaluation and assumption, children tend to generate and exaggerate the male-female
differences. This either-or-fashioned rigid gender stereotype reaches its peak at the age of

five to six before relative flexibility arises two years after (Trautner et al., 2005).



Our knowledge of how children develop and apply gender stereotypes is further
supported by cognitive theories, especially through their discovery of children’s active
role in gender socialization. The Cognitive Developmental Approach suggested by
Kohlberg (1966) proposed that children’s understanding of gender concept significantly
influence their behaviors. Once children realize gender constancy at the age of three, they
actively construct gender in society by pronouncing their gender understandings in the
behaviors. The Gender-Schema Theory stated that children establish gender-related
conceptions of themselves and others (i.e., schema), and these knowledge structures
shape their attitudes and beliefs concerning gender-appropriate behaviors (Bem, 1982;
Liben & Bigler, 2002; Martin et al., 2002). As Bussey and Bandura (1999) summarize,
children’s internal gender information processing continuously interacts with their
external gender socialization. They assimilate the selective information regarding self-
identified gender, create cognitive representations of gender, and then draft plans for

appropriate actions.

1.1.2 Women and gender issues in China

Symbolic constructs and social practices of gender in imperial China

In imperial China, sex roles were molded by the social norms that stemmed from
philosophical and religious traditions (Overmyer & Edmonds, 2003; Palmer et al., 2011;
Strickmann, 2005; Tu, 1985). Through symbolic constructs and social practices, gender
and religion were mutually intertwined and perpetuated (Huang et al., 2011). Three
philosophical and religious traditions: Confucianism, Daoism, and Buddhism, though
each with its own origin and doctrines, contributed to the configuration of gender
ideologies in traditional China. Over the millennia, the boundaries between three schools
of thought became blurred. Collaboratively they codified masculine and feminine
identities and gender roles, and invariably emphasized the patriarchal hierarchy. Though
Confucianism imposed stringent expectations on women, Daoism and Buddhism
provided shelters for women who transcended the tensions inherent in their social roles.

Confucianism undoubtedly holds an important position in the gender discourse of
China. The promotion of Confucian scriptures (Five Classics) and the ideas of Confucius

(551-479 BCE) was initiated in Han Dynasty. Dong Zhongshu (179-104 BC), a prime



minister and philosopher then, politicized Confucianism into an ideological foundation of
government official training and empire sustentation. Over centuries, this adoption had
drawn Confucianism consistently toward conserving the stability, hierarchical order, and
the status quo. Confucian filial piety stipulated that women must obey men, citizens must
obey their ruler, and the young must obey the elderly. The male-centric view of
Confucianism was integrated with the yin-yang dichotomy in Daoism and became basic
guidelines for maintaining social order (DeBary, 2009; Palmer et al., 2011; Tu, 1985)
Since then, the yin-yang theory was incorporated into Confucian synthesis, in which men
were essentialized as yang and women as yin (Alder, 2002; Smith et al., 2014). Though
the yin-yang concept itself does not imply gender essentialism, through this Confucian-
generated alignment, gender roles were suggested (Chan, 2003). This yin-yang-based
gender ideology expected sex differences to go beyond the anatomical level and fit into
the roles and stereotypes that formed in a male-dominated, hierarchical society. The dyad
involves mutual dependence and harmony based on hierarchical differences. While the
unity of yang was always primary, yin qualities were generally inferior (Smith & Smith,
1994). Namely, yang takes the lead, and yin follows (Wang, 2003).

The teaching of Confucianism was conducted through defining masculinity in
intellectual, martial, and familial terms. On the one hand, the ethical standard of
Confucius and Mencius associated masculinity with proper attitudes and dispositions of
shengreén ‘sage’ or jinzi ‘gentleman.’ These terms exemplified ideal men as those who
contribute intellectually to the state prosperity or possess a totality of highest human
qualities (Strickmann, 2005; Tu, 1985). On the other hand, the martiality of warriors was
also applauded. Martial art embodies masculine strength, loyalty, virtuosity, and
chivalrous morality. In the Confucian view, masculinity encompasses both wisdom of the
sage and the warrior’s heroic virtue (Huang et al., 2011). An eligible Confucian jiinzi is
characterized by personality traits that include Five Constants* and LI 4> wénwii
shuangquan (‘being scholar and solider’) through which social harmony and morality are

identified.

2 The Five Constants are tén (1=, benevolence, humaneness); yi (X ; %, righteousness or justice); 1i (L; &, proper
rite); zhi (4, knowledge); xin ({5, integrity).



Essentially, Confucian masculine roles were ritualized through the patrilineal
system and ancestor worship. Father in a family possessed the authority to legitimize the
superiority of men. While men held a privileged place to handle wai ‘external’ affairs,
women’s proper place was in the household, néi ‘internal,” where they implemented the
roles as wife and mother (Alder, 2002; Birge, 2002, 2002; DeBary, 2009). Furthermore,
this hierarchical and patriarchal principle granted men authority over women by dictating
that status succession and property transmission follow male patrilines. Women were
expected to ‘marry out’; thus, excluded from the ritual patriline and had no legal
guarantees to their paternal property. Though, in reality, women could be financially
empowered by their dowry, Confucian principles prohibited them from participating in
the civil service examinations, which deprived them of financial independence and
political rights (Birge, 2002; Bossler, 2020).

This patriarchal society defined femininity through a hierarchal lens. Women
were expected to demonstrate Three Obediences and Four Virtues® which calibrated their
moral and social behaviors into ideal servers for the patriarchal society. Women were
required to obey male family members’ orders and be modest and moral in their actions
and speech (Birge, 2002; Guisso, 1981). Various misogynistic practices were observed
throughout Chinese history. Foot-binding, which tormented women’s physical bodies,
was triggered by men’s erotic fetish. The ‘cult of chastity,” which elevated chaste widows,
unidirectionally guaranteed male reproductive rights (Guisso, 1981). These practices,
accompanied by the policies legitimized in Confucian terms, had relegated Chinese
women into inferior subjects, fertility instruments, or even sources of calamity (Chan,
1987; DeBary, 2009). Though Confucianism’s original goal was to maintain social
stability, as a rigid social hierarchy, gender role was an essential component. For decades,
modern scholars have evaluated Confucianism as a sexist, patriarchal ideology that has
chronically compressed Chinese women’s rights (Ebrey, 2003; Rosenlee, 2012).

Although for millennia, Confucianism had an overwhelming influence, Daoism
and Buddhism provided alternatives for women in terms of vocation, social status, and

religious symbolism. Woman’s refuge from the Confucian hostile mundaneness was

3 Three Obediences (=i sancong) include obedience to: her father as a maiden daughter; her husband as a chaste wife;
her sons as a widow. Four Virtues (U7 sidé) include: virtue in ethics; virtue in matrimony; virtue in visage, virtue in
monogamy.



largely realized through their conversion to Buddhism and Daoism (Ames, 1981; Idema
& Grant, 2020). In the literature, this shelter-esque function of Buddhism and Daoism has
been discussed from multiple aspects.

First, Daoism has a femininity-emphasized nature. As Ames (1981) argued, Laozi,
the founder of Daoism, expressed a strong preference for femininity and treated it as a
method to balance yin and yang. In Laozi’s view, feminine virtues, such as yielding,
softness, fertility, and non-aggression, are healthier and more effective in the impetus of
personal interests. In the canon Daodejing, Laozi frequently analogized Dao as “mother”
or “womb,” from which everything ensues. Second, in Daoism, the feminine yin is
symbolically privileged through the female goddesses it presents. These deities attracted
massive female followers as they circumvented duties as wives and mothers by
performing celestial filial deeds (Huang et al., 2011). Besides idealized conceptions of
femininity, Daoism accommodates women as individual figures and recognizes their
social roles. Daoist women gained equal status as men; they could serve as priests,
‘libationers,’ teachers, or even achieve apotheosis as immortals (Kohn, 2004). Third, an
ideological gulf exists between Daoism and Confucianism. In classical Daoist thought
such as Daodejing and Zhuangzi, Confucian values were strongly criticized as being
human-made and anti-natural. Deviated from the universe’s spontaneous processes that
Daoism praises, Confucian doctrine’s restrictions and oppression were denounced (Alder,
2002; Ames, 1981; Kohn, 2004).

Buddhism played a similar role after it entered China from India. Started as a
religion of foreign male monks, it preached to a large Chinese population, among which
women held significant numbers. Women were provided with alternative vocations as
Buddhist nunneries if they refused to marry, became widows, or wished to escape from
Confucian restrictions. (Paul & Paul, 1980; Paul & Wilson, 1985). An idiosyncratic
anecdote of Chinese Buddhist history was that the Bodhisattva of Compassion,
Avalokitesvara (Guanyin), transformed into a female in China, reflecting Buddhism’s
prominent appeal among women (Y1, 2001).

To sum up, the Chinese yin-yang cosmology presents a gendered symbolic system
of its society and the universe. This cosmology is ambiguous since it grants independent

roles to masculinity and femininity, meanwhile, assumes primacy and hierarchy between
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the two. Though Daoism and Buddhism shelter women from the Confucian patriarchal
constraints, they imply covert sexism in the canon. For instance, Buddhist notion denies
women’s ability to achieve Buddhahood in their polluted female bodies (Cook & Dogen,
2002). Daoism requires women to abandon sexuality and female physical characteristics
to achieve transcendence (Huang et al., 2011). The Chinese gender practices incorporate
this ambivalent yin-yang cosmological symbolism with a patriarchal social structure until
the modern era. Even in contemporary China, traditional gender concepts embedded in
Confucianism, Buddhism, and Daoism reserve their influence on Chinese gender norms.

Women liberation in post-imperial China

In the late 19'" century, China had witnessed a tremendous decline of imperial
power, accompanied by an increasing concern for women’s status. Foot-binding, a brutal
practice that tormented girls for centuries, was outlawed in 1902 (Li, 2000; Wolf, 1985).
After the monarchical collapse of Manchu Qing Dynasty, the Republic of China was
founded in 1912 in search of democracy, science, and modernization.

In the early 20™ century, revolutionary actions to rectify the vile of feudalist
patriarchy, such as the New Culture and May Fourth movements, were launched to
improve gender egalitarianism. Notably, the activists and reformers amid these
campaigns were primarily pro-Western, rationalistic male intellectuals, including Hu Shi
and Chen Duxiu. Their enthusiasm toward women’s liberation was to restructure the
Chinese society and gain national power. In their theory, China’s modernization was
hindered by its patriarchal family structure (Chen, 2014). The lack of education and the
practice of foot-binding prevented Chinese women from bearing and raising robust and
healthy populations. They saw women’s liberation as a prerequisite to save China from
the abyss of underdevelopment and international humiliation (Stacey, 1983; Yang, 2016).

By then, western ideas of gender equality had flown into China through waves of
translated literature. The most influential fictive figure was Nora in Hendrik Ibsen’s A
Doll’s House (1879), who left a patriarchal marriage to pursue personal fulfillment in
civic life. Other imported western female icons included Russian anarchist Sophia
Perovskaia and French Revolutionary figure Madame Roland (Hu, 2000). The previously
dominant Confucianism was criticized by domestic scholars as well. Ba Jin portrayed the

fatal Confucian oppression on both sexes in his 1933 novel The Family. Ding Ling
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narrated a liberated women’s frustrations about romantic love in a patriarchal society
through Miss Sophia’s Diary (Chien, 1994; Molony, 2016). With their horizon broadened,
Chinese women pursued a transform to ‘new women’ who could receive education, have
freedom of marriage, and show up in the public realm (Hu, 2000).

The Chinese women’s liberation reached its peak after the founding of the
People’s Republic of China in 1949. New Marriage Law was issued by the Communist
party to guarantee gender equality. Advocated egalitarian concepts included free
marriage, free divorce, economic independence. Abolished ‘feudal remnants’ included
prostitution, arranged marriage, child betrothal, and concubinage (Li, 2000; Stacey, 1983).
Another major impetus for women’s emancipation was motivated by practical
considerations. After decades of wars, China was then confronted with arduous tasks of
city reconstruction, economic development, and social institution establishment.
Tremendous laborers, both men and women, were in demand across occupations.
Therefore, driven by socialist propaganda and practical needs, women were called upon
to step out of the house and participate in nation-building.

Like the steadfast, committed, and collectivism-oriented masculinity in the
communist sense, femininity was newly defined. Attractive women were no longer
obedient and dependent; instead, they were ‘female comrades’ who could ‘hold up half
the sky;’ they were nation builders who stepped up to service the state (Chen, 2014;
Ebrey, 2003). Aesthetically, Chinese women in the 1950s did not appear particularly
feminine in the traditional sense. They cut their hair short, put on male-style uniforms,
and shuttling between lathes. They were expected to free themselves from materialistic
concerns and to demonstrate more eagerness to the collective than the individual
appearance (Wang, 1997).

Two significant campaigns, though disastrous, have brought Chinese women’s
labor force participation to almost a saturated level. During the Great Leap Forward,
which was launched in 1958 and aimed to speed up economic development through
misleading policies including mandatory agricultural collectivization and rural
industrialization, more women were thrust into the labor force, especially to fill the
vacated field created by men who were relocated to male-oriented industrial occupations

(Manning & Wemheuer, 2011). Regardless of its disastrous ending, the Great Leap
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Forward led to unprecedented improvements in Chinese women’s labor force
participation (Barlow, 1993; Wang, 1997).

This pattern continued during the Cultural Revolution (1966-1976), a chaotic
period of collective trauma and destruction. Gender equality improved to the extent that
women’s labor force participation increased. Following this momentum, women’s
representation in higher education increased when higher education resumed after the
ten-year disruption (Li, 2000). However, there remain debates on this topic. It has been
observed that women then still suffered from low status, as reflected by female
infanticide under the one-child policy and government’s intervention to women’s
reproductive life (Jeffreys, 2010). It has also been argued that the 10-year long Cultural
Revolution neglected women'’s rights whereby they were either mechanically portrayed
as masculine or hardly differentiated from men (Wang, 1997).

Needless to say, during the Mao Era, governance was the most influential factor
of gender norm construction. As Jeffreys (2010) stated, the Maoist ideology, Cultural
Revolution, economic reforms, and other government interventions into private lives
reconfigured modern China’s gender ideology. However, undeniably, the significant
changes in PRC have effectively reduced the gender inequality that haunted China for
thousands of years, even though this outcome was not so much the goal as it was a
byproduct of the socialist political economy. In PRC, many of the gender-egalitarian
campaigns were top-down and effective. The central government has made great efforts
to protect women, who were regarded as an integral part of ‘socialist construction.’
Besides, the general public’s awareness of gender inequality has also increased, gender
gaps in educational achievement, labor force participation, and occupational distribution
have been narrowed.

The changing gender ideology in contemporary China

The economic reforms that began in the late 1970s have written a new chapter for
China and its gender discourse. Women’s identity and gender ideology as a whole has
witnessed massive transformations in the 21 century. Switching from the old days when
women were cloistered and hidden from public discourse, Chinese society now

accommodates layers of debates about gender. Among them, four major issues attracted
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public attention: (i) gender norm hodgepodge; (ii) the contradicting images of Chinese
women, (iii) gender-based wage gap; and (iv) the marital ‘leftovers.’

Accompanied by the nationwide transition from a socialist planned economy to a
market economy, reproductive and care services have been returned to individual families
from danwei (‘work units’). The previously integrated public and private spheres in the
socialist era became separated (Cook & Dong, 2011; Ji et al., 2017). In reality, the state-
promoted gender-egalitarian discourse yields to the market economy and social
conventions, through which women’s traditional roles are re-emphasized. Driven by these
factors, a hodgepodge of globalization, neoliberalism, feminism, and Confucian
patriarchy seems to be commingled in the society (Ji, 2015; Sun & Chen, 2015).

This ideological hodgepodge and the double pressure from work and family
spheres have generated monolithic but contradicting stereotypes about Chinese women
(Evans, 1997; Jeffreys, 2006; Pei et al., 2007). They are modern ladies, feminists, the
victim of abuse, asexual beings, ‘femme fatales” who gain power through sex, or simply
subjects and agents of sexuality (Pei et al., 2007). The images of financially independent
and career-oriented urban middle-class ladies are both worshiped and stigmatized in the
media (Li, 2014). The ‘leftover women’ are justified by feminists but satirized by
patriarchal supporters because, in their views, unmarried status implies a waste of
reproductive resources (Fincher, 2014). The media is rife with popular historical dramas
of both patriarchy worship and heroine cult (Li, 2021; Zhu, 2020). The present Chinese
society seems to lack a uniform standard concerning which gender norm is more
culturally or politically valued. As notes, whether China’s hodgepodge of gender
ideology indicates the emergence of women’s voice or another form of the previous
stereotypes remains a question.

Furthermore, due to the separation and interaction of the two spheres, Chinese
women have been disadvantaged both occupationally and domestically, resulting in
emerging gender tension caused by women’s work-family conflicts (Ji & Wu, 2018).
Furthermore, the separation of the two-sphere and the resurgence of traditional gender
ideology also have prohibited Chinese female college graduates from becoming highly
paid professionals or achieving the same level of payment as men. These structural and

cultural obstacles hinder women’s educational achievements from gaining labor market
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rewards (He & Zhou, 2018). Despite China’s significant economic growth, its global
ranking of gender equality index plummeted from 62 in 2006 to 106 in 2020 (the Global
Gender Gap Report 2020: 125). It has been observed that Chinese women have been
demoralized in their occupational ambitions due to the deepened gender inequality,
including unequal employment opportunities, unequal income distribution (Chen et al.,
2013; He & Wu, 2017).

Lastly, ‘leftovers’ of both genders emerged in society. On the one hand, education
has empowered Chinese women with professional achievements, through which they
possess the social resources that their grandmothers could never imagine. Chinese women
now place significant value on establishing a career before marriage, resulting in an
increasing number of ‘leftover’ females who stay unmarried after 27 (Fincher, 2014). As
the first generation of one-child-policy babies enters adulthood, more Chinese women
now are the only heir of their family wealth in addition to the economic independence
they’ve gained through education (Fong, 2002). Therefore, men in society find it harder
to find wives due to the conflict between traditional patriarchal beliefs and the surging
female independence. Men in rural areas, particularly, may become ‘leftover’ males
because most females have left farmland for industrial jobs in the cities (Lake, 2018).
Gender tensions emerged in this context, mainly manifested by intense cyber debates
about men and women’s roles between feminists and their opponents (Peng, 2020; Yin &
Sun, 2020).

To sum up, though China has achieved a fast-growing economy, gender
inequality persists. In general, men have more access to social resources and achieve
higher socioeconomic status, while women, though equally equipped, encounter multiple
inequalities. Surprisingly, in recent years, the finally modernized society even
demonstrates backwardness in gender equality, mainly reflected by its covert
expectations of women performing their traditional roles. As Stacey (1983) well stated, in
post-imperial China, ‘Confucian patriarchy was replaced first by new democratic
patriarchy, and then by patriarchal socialism’ (p. 253).

More intriguingly, after rounds of gender-egalitarian campaigns, our
understanding of gender in China is still primarily based upon an oversimplified

distinction between sex-based differences. As Pei et al., (2007) warned, sexual
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differences have reinforced gender as a distinctive, biologically predetermined category.
There remains a heavy influence on males and females’ biological distinction rather than
the socially constructed identity of masculine or feminine. This misconception, therefore,

demands more attention in future studies.

1.1.3 Gender ideology manifested in Chinese language

Linguistic sexism in Chinese

Despite the great strides made in gender equity in labor participation and
education, gender bias persists in Chinese language. Mandarin Chinese, though without
grammatical gender distinction, presents sexism through lexical and structural attributes.
As a manifestation of Confucianism and traditional ideology, male-dominant social
attitudes are entrenched in the Chinese writing system, word formation, word order, and
grammar.

The following covert sexisms in Chinese have received keen attention in the
literature (Ettner, 2002; Jung-Palandri, 1991; Moser, 1997; Tan, 1990; T’sou, 1981;
Wang, 1986). First, gender asymmetry of dyads. Male nouns generally precede female
nouns in dyads and idioms such as % B} fimii (‘father and mother’) and 5. 25 40 4k
xiongdi jiemei (‘brothers and sisters’). Second, asymmetry gender defaults. For example,
male is assumed as the default gender of A rén (‘person’), while female should be
specified. Third, asymmetry in pronoun usage. Although the spoken language does not
distinguish pronouns phonetically, the third-person singular # is interpreted as masculine
by default. Fourth, covert sexism in writing system. The female radical Z(‘female,
woman’) is primarily associated with negative connotations, such as in B jidu (‘to be
jealous’) and 4F jign (‘evil’). Fifth, asymmetries in forms of address. Only females are
marked with marital status. For example, a woman may switch from /Nl wdng xidojié
(‘Miss Wang’) to £ KK wdng taitai (‘Mrs. Wang’) but a man stays unchanged as 15t
£ wang xianshéng (‘Mr. Wang’). Sixth, asymmetric gender marking in vocabulary items.
For example, female prefix is widely added to occupational titles such as in & Z$% nii
Jjiaoshou (‘female professor’), & E nii yisheng (‘female doctor’), and % %% nii

jingcha (‘female police’) because these are traditionally male positions.
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From a general perspective, 5 ndn (‘male, man’) and % nii (‘female, woman’)
are the two ‘primordial morphemes’, which as Farris (1988) describes, constitute a
rapport system in the language by holding the structurally diverse gendered elements
together (p.303). All the gender meanings are embedded in these two morphemes (e.g., as
gender prefix or radical), through which sociocultural masculinity and femininity are
encoded in Chinese. People’s existing sexist beliefs and assumptions of gender shape
social practice; hence sexist ideology is transmitted to and inherited by new generations
(Farris, 1988).

These sexist attributes revealed linguistic gender imbalances’ negative impact on
Chinese women’s real-world equalities. As Fan (1996) argued, the patriarchal forms of
meaning and denomination embedded in the physical structure of the Chinese language
reflect and constitute women'’s historically inferior social status. Intriguingly, given that
the traditional third-person singular fifi #@ was gender-inclusive, gender-specific third-
person singular il #@ (‘she, her’) and 53t ¢a (‘he, him’) were respectively introduced by
poets Liu Bannong (X2 4% 1891-1934) and Liu Dabai (Xl K 7 1880-1932). However,
only the female pronoun was adopted because creating a male counterpart was
‘unnecessary’ (Ling, 1989). Multiple rounds of debate on this issue have highlighted that
women in Chinese are categorized into a separate linguistic category all their own,
deviated from the general category of human, or in Moser's (1997) words, ‘out of the
club’.

To eradicate vestiges of feudalism and elevate the status of women, female
pejorative terms and idioms were officially discouraged, and women’s social presence
was recognized amid linguistic reforms launched in the Socialist China. However, in
contrast to the easily identifiable sexist elements, subtly embedded sexism escaped
conscious attention; thus, remains in the contemporary language (Ettner, 2002; Farris,
1988; Moser, 1997; Su et al., 2016; Wang, 1986), including popular Internet neologisms
such as [X bido ‘slut’] (Jing-Schmidt & Peng, 2018). As Fan (1996) suggested, unless the
made-by-men and made-for-men Chinese writing system and physical structure are
modified, gender inequality, or even the patriarchal system, will remain preserved in

Chinese people’s behaviors and ideologies.
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Gender Presentations in Chinese

Gender, as a socially constructed system of beliefs and norms, can be presented
through multiple linguistic devices. Besides the biologically triggered voice pitch
variations between sexes (Chen, 2010; Feinberg et al., 2008; Loveday, 1981; Ohala, 1994;
Puts et al., 2007; Van Bezooijen, 1995), influential studies on Chinese gender
presentation mainly focused on three issues: feminine accent, Wt sajido (‘coquettish

cuteness’), and SFP (sentence-final particle) use.

Young Beijing females’ fronting of palatals to dentals has been discussed by Cao
(1987) and Hu (1991). According to them, this phenomenon is not a general phonological
drift but rather a female-specific and age-related variation. Empirical data of Hu (1991)
has shown that dentals reach their peak with middle school seniors and college girls and
then decrease as women become workers in the society. Two societal reasons have been
accounted for this ‘feminine accent.” First, traditional Chinese opera differentiates two
types of /-i/ syllables: ‘fragile’ (with dental initials) and ‘blunt’ (with palatal initials). The
prevalence and entrenchment of traditional theater art enable Chinese people to perceive
‘fragile’ as more womanly and pleasant, while ‘blunt’ as more manly and rugged. Second,
Chinese society requires women to display good manners by avoiding laughing and
talking with their mouths wide open. Speaking with fronted palatal or even dental allows
a woman’s mouth to be elegantly and slightly open; therefore, it motivates the
development of this ‘feminine accent.’

Besides phonetic presentations, femininity in Chinese can be manifested through
performing cuteness. Qiu (2013) investigated a post-socialist online communication style
— sajido and evaluated it as a subtle strategy of gender performativity. Without an
English equivalence, sajiao refers to ‘incite tenderness by childishness in order to be
coquettish’ (Qiu 2013, p.232). Typical sajido behaviors involve adopting reduplicated
words, using tentative lexical items, and in a childish voice. Adopted mainly by young
women, s@jido presents a submissive, innocent, powerless, and cute image that aligns
with traditional feminine roles. As Qiu (2013) argued, cuteness in China is both a
competition and a construction of femininity. It configures youth communication and
sexuality in post-socialist Chinese modernity. It even showcases women’s manipulative

and power-gaining strategy covered by adorable and non-aggressive performances.
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Furthermore, gender variations of Chinese also emerge in SFP use. Through media
conversational data, Chan (1996, 2002, 2000, 1998) reported that Cantonese females and
males differ in the quantity, choice, and sentence types of SFP. Women Cantonese
speakers use more particles that indicate politeness and softness. According to Chan
(1996, 2002, 2000, 1998), these sex-based distribution patterns relate to social
expectations of female-appropriate language and reveal gender-based indexicality and
construction in society.

With the spread of feminist ideas, gender-egalitarian practices in Chinese have
attracted increasing academic attention. With awakened feminist consciousness, Chinese
women have begun to actively express their voices by manipulating the language.
Neologisms such as ‘straight man cancer’ have been coined to strike back at sexism
(Lang, 2020). As this metaphor reflects, male supremacy is as stubborn and heinous as
cancer. Language is the mirror of social ideology. As gender equality continues to be

achieved, hopefully, the gender bias in Chinese can be gradually eliminated.

1.2. Review of Conceptual Framework and Literature

1.2.1 Gender and Community of Practice (CofP)

As discussed previously, gender is socially constructed, learned, and acquired.
Sociocultural influence on gender ideology and presentation has been increasingly
researched in recent decades. In the literature, a large number of socialization studies
have explored individuals’ micro-level ‘doing gender’ and a society’s macro-level gender
impacts.

The learning nature of gender was theorized by cognitive anthropologist Jean
Lave and educational theorist Etienne Wenger. In their volume Situated Learning,
learning was evaluated as an inevitable aspect of life and fundamental social practice.
Remarkably, Lave & Wenger (1991) proposed the Community of Practice (CofP
hereafter) framework to investigate learning between novices and experts, a process by
which newcomers achieve a professional identity. In a later book of Wenger (1998), CofP
was further applied to personal growth, particularly regarding how a once peripheral
individual gains core participation within a group. Since then, the notion of CofP has

become a central focus of gender socialization research. As Eckert and McConnell-Ginet
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(1992) suggested, since gender is not an individual attribute, it should be examined
within a CofP. The individuals produce themselves as gendered through engaging in
practices associated with the cultural understandings of gender.

Understanding CofP

In Eckert and McConnell-Ginet's (1992) theory, CofP is defined by two
factors: membership and the practices in which a member engages. Holmes and
Meyerhoff (1999) also pointed out that CofP focuses on what members do. It is an
aggregate of people who have mutual engagement in an endeavor, and practices indicate
their memberships.

The membership in a community, as analogized by Lave and Wenger (1991),
resembles apprenticeship. Starting from a peripheral position, practicing and learning
(e.g., acquisition of sociolinguistic competence) help an individual upgrade to a core
member, the one who performs appropriately in the community. To achieve membership
advancement and gain control, apprentices continue their practice by modifying linguistic
behaviors until they satisfy other community members’ perceptions. Through active
participation (i.e., the practices), membership in a community is defined and upgraded.
The more practices a member is engaged in, the closer s/he is located to the core status.

As introduced by Wenger (1998), CofP has three essential dimensions. First, the
members ought to have mutual engagements in regular interactions. They should have
recurrent and frequent access to the other members. Typical scenarios could be daily
greeting with coworkers or weekly catching up after yoga classes. Through systematic
and regular interactions, the community members negotiate about meanings and
understand their status. Second, CofP members collectively own a joint enterprise. As
emphasized by Wenger (1998), this enterprise is beyond the level of a shared goal
because it is negotiated and involves mutual accountability. In other words, besides a
shared goal of contributing to the larger enterprise, each member is aware of his/her role
in the community through meaning negotiations. Third, a shared repertoire is created in
the process of pursuing a joint enterprise. In a CofP, the members interact, practice, and
eventually gain collective resources for negotiating meanings. The resources can be tacit
knowledge such as terminologies or linguistic routines. For instance, while A uses a

medical terminology that B is not familiar with, their meaning negotiation not only
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identifies B’s relative peripheral status but also constructs the collective intelligence
shared among medical community members.

Based on these principles, Holmes and Meyerhoff (1999) summarized three
preconditions of being a core CofP member: (i) acquisition of the shared repertoire,
(1) assimilation of the joint enterprise, and (iii) establishment of engagement patterns
with others (p.176). In the sense of gender socialization, CofP serves to provide evidence
concerning how gender is socially constructed through practices. Since infancy, an
individual is involved with active, regular, and mutual gendered engagements with other
social members. Such engagement could be, for instance, production of or resistance to
specific gendered linguistic routines which gain broad agreement in the community; or
even some non-verbal behaviors that are consistent or inconsistent with the social
perception of gender norms. Through regular interactions, raised awareness of the joint
enterprise, and a mastery of the shared repertoire, each individual, can upgrade his/her
status from a peripheral member to a core member in the gendered CofP. This CofP
engagement, according to Lave & Wenger (1991), is built upon mutual trust among the
members because their joint enterprise is to develop the collective intelligence of gender
members.

To sum up, the interaction between CofP and language and gender addresses “not
gender differences but the difference gender makes” (Eckert & McConnell-Ginet, 1992, p.
466). Rather than focusing on the assumed gender differences which possibly stem from
early socialization discrepancy, research attention should be switched to “people’s active
engagement in the reproduction of or resistance to gender arrangements in their
communities” (p.466).

The uniqueness of CofP framework

The proposal of the CofP framework also involved discussions about its
theoretical uniqueness. In the literature, CofP has been primarily contrasted to
frameworks including social identity, speech community, and social networks (Holmes
and Meyerhoff, 1999).

First, the social identity principle lies in comparing self and other groups (Tajfel,
1978). Notably, social identity is established when an individual’s social behavior is

affiliated with a group identity, and this group identity is salient in the interaction with
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other groups. Concerning gender, Carter (2014) viewed the process of learning gender
and building identities as integrated. From birth, gender roles and gender stereotypes
accompany the babies with symbols and language that configure ideal gendered
behaviors in their societies. For instance, boys are often described with physical
characteristics such as strength and agility, while girls might be addressed with affection,
expressivity, daintiness, or fragility. These discrepancies emerging from initial life stages
are adopted by the caregivers to construct an individual’s behavior patterns and
boundaries. These boundaries are eventually internalized and become identity
standards—the references in which interactions, settings, and contexts are used to
compare themselves to others.

In Carter’s (2014) theory, gender identity is formed when the family and society
provide information about how to act across various situations. Therefore, gender
socialization is, in nature, a process of identity establishment. However, a CofP approach
to gender socialization has fundamental differences. While the membership of social
identity is constructed both internally and externally, CofP membership is internally
determined. Without comparing to other groups or communities, the CofP members
spontaneously gain commonness through their shared practice and social goals. They
actively construct dependence on personal and group identities (Holmes & Meyerhoff,
1999, p.179).

Second, speech community focuses on the shared norms observed in overt
evaluations of each member’s behaviors (Labov, 1973). Compared to CofP, a speech
community values the members’ acquisition of norms rather than their activities and
practices. In other words, a speech community is a way of being rather than doing. Its
membership standard lies in whether the speakers share understandings about the insider
and outsiders’ languages. In a speech community, membership is decided by the social,
behavioral attribute an individual possesses. In contrast, in a CofP, membership is
stratified by the degree of engagement to the shared repertoire and goals.

Lastly, although social network and CofP both have peripheral and core
membership distinctions, they differ in interaction manners. As Holmes and Meyerhoff
(1999) explained, social network values the quantity of interaction while CofP focuses on

the quality. In a CofP, the interactions should be regular and mutual; however, weak ties
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and infrequent interactions are admitted in a social network. Besides, the two concepts
also vary in terms of measurement. According to Holmes and Meyerhoff (1999), CofP
indexes interaction degree, while a social network indexes the integration degree.

CofP as a methodological basis of language and gender

As Eckert and McConnell-Ginet (1992) stated, the CofP framework is a
constructionist approach to language and gender. Gender practices construct members of
a community “as” women or “as” men, and this construction also encompass relation
buildings between and within each gender group. Therefore, CofP can be adopted as a
methodological foundation for investigating language and gender, whereby treating
gender as a homogeneous identity category can be avoided. In particular, it facilitates
researchers to explore how an apprentice gradually gains a core gender membership
through practices including (i) mutual and regular engagement in the community; (ii)
production of or resistance to gender norms.

Several directions have been pointed out in the literature. First, from a
sociolinguistic perspective, there are variations among speakers. No matter which
variable they relate to, these variations can be regarded as the different membership
statuses in the CofP. While one individual is starting as an apprentice, others may have
already gained discourse control. The greater extent one possesses membership of a CofP,
the more control s/he has in the interaction. Holmes and Meyerhoff (1999) provided
several CofP data examples. For example, the “global or specific aspect of language
structure, discourse and interaction patterns” are the presentations of “practice or
activities,” therefore, can be utilized to investigate gender construction as a CofP (p.175).

Second, as Eckert and McConnell-Ginet (1992) emphasized, an individual can be
viewed as “an actor articulating a range of forms or participation in multiple communities
of practice” (p.8). No articulation of CofP participation is constructed in a vacuum and
dependent manner; hence should be surveyed dynamically and comprehensively.
Resembling Eckert and McConnell-Ginet (1992), Holmes and Meyerhoft (1999) noted
that micro-level ethnographic analysis alone is insufficient to explain individuals’
linguistic choices. A macro-level context must be recruited because background reflects a

CofP’s meaning and distinctiveness. Therefore, empirical data should include both micro-
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level details (e.g., social interactions, negotiations, and practices) and macro-level context

(e.g., patterns, generalization, and norms of speech) (p.181).

1.2.2 Studies on Language Socialization

Classic language socialization theories

Understanding language socialization requires sociological, anthropological,
psychological and linguistic approaches because this notion pertains to both social and
linguistic competences. The theory of language socialization was developed by linguistic
anthropologists Elinor Ochs and Bambi Schieffelin, who discovered an integrated process
of socialization and language acquisition among children. As they argued, children
acquire language and culture together, and the process of becoming a competent member
of society is realized through socializing both for and through the use of language. From
the first second of social contact, socialization begins. Through language as the major
information source, children are exposed to conversational activities that involve culture
belief, values, social norms, and world views. Meanwhile, social interactions also provide
norms of language use, therefore, children will be socialized into the culturally-defined
norms through exchanges of language in various situations (Schieffelin & Ochs, 1986).

This fundamental understanding of language socialization is in concert with
several earlier studies. As Trasler & Edge (1970) stated, humans’ learning behavior
involve two types. One is the acquisition of techniques, including basic human problem-
solving skills (e.g., language), physical object recognition, and attitude perception. The
other is emotional leaning, such as developing reactions of admiration, aversion,
guiltiness that configure social values and behaviors. In this sense, language socialization
can be interpreted as a combined process of learning both skills and values. Other earlier
frameworks also endorsed the integrated attribute of language socialization and children’s
social membership advancement during the process. For instance, Bernstein (1975)
Cook-Gumperz (1973) both proposed that children acquire knowledge of the society and
language structure concurrently. Fischer (1970) discovered a covert purpose of children’s
language learning was to maintain and change their positions as social members.

Two essential aspects of language socialization worth emphasis: interactive-ness

and input. In the literature, language socialization has been suggested as an interactive
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process that built upon Vygotsky's (1978) ZPD (Zone of Proximal Development) theory.
ZPD refers to the gap between what a novice has already mastered (the actual
development) and what they can achieve under support (potential development).
Interaction is vital in language socialization because it allows children to develop skills in
ZPD under the guidance and collaboration provided by competent adults (Rogoff & Lave,
1984; Vygotsky, 1978; Wertsch et al., 1984; Wertsch, 1985). Notably, amid interactions,
children are not passive recipients but rather active contributors to the outcome. Their
desire to advance social membership generates their active and self-responsible
engagements. (Ochs, 1983; Ochs & Schieffelin, 1984; Schieffelin & Ochs, 1986; Taylor,
2013; Wentworth, 1980). Furthermore, interaction with adults also benefits children with
input. As Gleason & Weintraub (1978) emphasized, input not only facilitate children to
acquire appropriate use of language, but also instruct them with specific cultural and
social information. In a nutshell, language is a channel of socialization process. The
acquisition of language and social competence come hand in hand.

Recent studies on language socialization

In addition to the classic studies, more and more scholars have turned their
attention to language socialization in recent decades. In the literature, mainstream
subjects range from exploration of socialization mechanisms to empirical studies on
specific social norm socialization.

Socialization mechanism has been discussed from two aspects: interaction pattern
and meta-discourse. Through a philosophical approach, Williams (2011) developed
Wittgenstein’s (1953a, 1953b) classic normative character approach to social learning
and proposed a novice-master dyad to describe the initiate learning relation between a
child and a competent social member. In early stages, due to the novice’s insufficient
cognitive competence to practice the target skill, an asymmetric dependence on the
master exists, a dependence that is not epistemic but linguistic and causal. Therefore,
language socialization should be embedded in a normatively structured, language-rich
interactional scene. Through rounds of practices, dependencies are alleviated; language
and norms are learned.

Taylor (2013) highlighted socialization into a community’s meta-discursive

practices. At primary stages, sophisticated language games full of epistemic statements
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are beyond children’s comprehension; therefore, meta-discourses do not independently
provide cognitive or epistemic foundations. However, as children achieve higher
competence in their cultural community’s meta-discursive practices, they begin to
measure linguistic phenomena and experience reflexively and automatically. This
procedure is essential because it transforms a former novice into someone with full
linguistic ability and autonomy. Notably, the reflexive-linguistic competence is not
universal. Languages and cultures significantly vary in their folk meta-discursive
practices and their criteria of autonomous master’s competence (Taylor, 2013).

The socialization of specific social norms has been studied in various world
languages. One of the most representative works under this theme was Schieffelin &
Ochs’s (1986) volume Language Socialization Across Cultures. In this book, children’s
learning of world knowledge and language can be summarized into three
segments: participation, acquisition, and expression. For instance, studies on Kwara,
Basotho, and American children revealed the prominent role participation plays in
acquiring calling-out, prompting, and interactional routines (Demuth, 1986; Peters &
Boggs, 1986; Watson-Gegeo & Gegeo, 1986). Studies on Anglo-American and Samoan
children showed the significance of social and contextual knowledge in language
acquisition, which is, according to the authors, as essential as the semantic restrictions
(Andersen, 1986; Platt, 1986). Studies on Kaluli, Mexican and white American children
reported first-hand routine expressions are the prerequisites of achieving social and
linguistic competence (Eisenberg, 1986; Miller, 1986; Schieffelin, 1986). To sum up, a
child participates in recurrent and predictable interactional routines; acquires social
knowledge through taking communicative positions in contexts; and expresses emotions
across contexts after reflections.

Language socialization has attracted multiple cross-linguistic investigations in
recent decades. Winskel et al. (2006) compared the narrative styles between Thai and
English-speaking caretakers. Unlike English, Thai possesses a high-context
communication system whereby less context information is elicited or expressed due to
previously shared knowledge. A comparison between Thai and English caretakers
eliciting strategies upon preschoolers’ past event narratives revealed culture-specific

strategies. As expected, English-speaking caretakers generally provided more information,
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requested more evaluation, expressed more agreement, approval, and revision in front of
their children, while Thai counterparts used more contextual, temporal information such
as social relations and mood. The communicative discrepancies discovered by Winskel et
al. (2006) unfold valued communication styles in different cultures and how socialization
perpetuates them. Caregiver’s language input reflects preferred cultural norms, and they
calibrate children’s narratives into culturally accepted patterns.

Another recent comparative study was conducted by Chang et al. (2017), who
investigated mothers’ utterances of mental references (emotion, desire, physiological
states, causal talk, and cognition) among Chilean and U.S. mother-infant dyads.
Contrasting the two groups, this study reported that there are culture-specific preferences
in maternal socialization: both gender-neutral and cross-gendered socialization practices
emerge in the U.S., while only gender-neutral socialization practices appeared in Chile.

Although less attention has been paid to language socialization in East Asia, two
studies have made unique contributions to the literature. One representative research was
conducted by Burdelski and Mitsuhashi (2010) in the Japanese preschool setting. The
authors explored teachers’ use of kawaii (‘cute’), a lexical item linguistically and
culturally tied to empathy and relationships. As Burdelski and Mitsuhashi (2010) reported,
via kawaii, preschool teachers organized affect, assessed the children, structured the local
interactions, and indexed affective meaning in the larger society. Through multimodal
resources, such as talk, embodied actions, material objects, and participation frameworks,
preschool teachers assessed behaviors related to the social world and glossed children’s
actions, thoughts, and feelings concerning kawaii. Besides, they also positioned children
in various interactional roles through channeling genders in everyday interactions. An
examination of children’s emerging use of kawaii with teachers and peers revealed how
the “glossing and assessing” process motivated them to acquire kawaii as an index of
female gender identity. This study highlighted the role of daily communicative practices
in children’s acquisition of language and social norms related to affect, gender, and
relationships.

Huang (2011) investigated language socialization of affect in Taiwan-based
Mandarin parent-child interactions. Focusing on the lexicon of affect words and their

background conversations, Huang (2011) discovered that Mandarin-speaking children
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tend to use affect words that encoded specific states and particularly preferred setting
themselves as the primary agents. On the other hand, the parents either used affective
words to negotiate appropriate affective responses or to socialize children’s behaviors
into culturally approved patterns. Besides, the parents’ conversations demonstrate a
sequence—modeling, direct instruction, negotiation, and contextualization —, which
meanwhile served as a discourse-level resource for affect socialization. Initiated by

a modeling step, children observed their parents’ uses. Through direct instruction, parents
socialized the child into formulaic expressions. During negotiation, children contrasted
their use with their parents’ and reflected on their parents’ reactions. Though children
may be incapable of understanding and expressing other people’s affective states, stories

and plays can facilitate their affective expressions.

1.2.3 Research Gap in Gender Socialization through Language

As a clearer distinction between gender and sex becomes wider accepted, more
studies on this topic have transformed their focus from gender as a variable to gender as a
result of learning, negotiation, and behavior. While recent decades have witnessed a
growing body of literature under this framework, very little is known about gender
socialization through East Asian languages, especially Chinese. Investigations on
Chinese-speaking children’s gender socialization have both scientific and social
significance.

First, as introduced previously, gender as a social construct is not distinct in
Chinese and is used interchangeably with biological sex. Thus, essentially the notion of
social gender is conceptually absent from the Chinese language. It is unclear how this
conceptual gap may or may not play a role in the meta-pragmatics of gender socialization
and, consequently, in the development of gender awareness. What complicates the matter
even further is the pervasive cultural discomfort with biological sex as a topic in the
socialization process. Hence, there is a noticeable space to investigate what gender
socialization looks like in Chinese, given such a conceptual gap.

Second, while gender socialization in Anglo-American cultures has been
abundantly examined, there is a shortage of gender socialization studies on children who

grow up speaking Chinese. Therefore, very little is known about the way Chinese-
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speaking children learn gender norms and develop gender behaviors and attitudes in their
interaction with the different socialization agents. Studying the role of language in gender
socialization among Chinese children, as my dissertation proposes to do, will fill this
research gap and contribute data on the Chinese representation and communication of
gender. Besides, it will also shed light on cross-language and cross-culture gender
socialization research.

Third, at the methodological level, previous studies on gender socialization
heavily relied on self-report and parent-report data and rarely used direct observational
data on children’s discourse and behavior that reflect their gender awareness
development (Burdelski & Mitsuhashi, 2010; Zosuls et al., 2011). For instance, since
1975, 66% of the data supporting research published in the Journal Sex Roles was
collected by surveys or questionnaires, while experimental and observational studies only
account for 14% (Zosuls et al., 2011). Despite the recognized effectiveness of surveys
and questionnaires, they sometimes trap participants into subconscious self-
categorization. Thus, their opinions are not always accurately presented but instead
constrained by the investigator’s scales. In the Chinese context, isolated adoption of self-
report and parent-report data has methodological weakness due to cultural pressures. The
Chinese participants are not always comfortable reflecting on their actual thoughts,
knowledge, and behaviors about gender membership due to perceived social taboos.
Therefore, my dissertation aims to fill this methodological gap by including subjective
data and observational data in complementary ways. More precisely, I investigated the
correlation between subjective data (e.g., interviews) and observational data (e.g.,
fieldwork recordings) and explored how they are predictively related. These methods are
synchronically motivated by the CofP notion, which renders gender as noticed, mimicked,
and practiced through social interactions.

Fourth, previous studies demonstrate an apparent emphasis on parents’ role (e.g.,
50% in Sex Roles), but teachers’ influence is less examined (Zosuls et al., 2011).
Although parents are undoubtedly a primary gender socialization agent, teachers’
engagement is as well essential because they are both children’s resource of gender
knowledge and gender role models. Another less studied socialization agent is media,

which in reality has ready become an inalienable daily companion of massive children.
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Media, especially cartoons, not only provides language input but also propagates
knowledge and belief about gender attributes. It is intriguing to explore, as my
dissertation does, how cartoons affect children’s gender knowledge, perceptions, and

behaviors through language use and how cartoons portray the sex stereotypes in society.

1.3. Overview of the Dissertation

Under the conceptual framework of CofP, I plan on engaging with fieldwork-
derived and media-based data about gender socialization in the Chinese context. I do so
(1) by focusing on how socialization agents calibrate children into genders through their
regular interactions, (2) by examining how an apprentice (i.e., children) practice gender
with core members (i.e., agents) through production or resistance to gender norms, and (3)
by investigating how gender norms are disseminated through socialization agents’
linguistic input.

Specifically, I will answer the following research questions:

I.  In the family setting, how do parent-child interactions convey gender norms
and gender-related expectations? Do Chinese caregivers socialize boys and
girls in different manners?

II.  In the school setting, how do teacher-child interaction embody gender norms?
Do Chinese teachers interact differently between boys and girls? Do Chinese
boys and girls interact differently with their women teachers?

II.  How does Chinese media propagate gender norms? What role is cartoon
playing in socializing Chinese children with gender?

The overall structure of the dissertation takes the form of five chapters, including
this introductory Chapter I. As an overview, the following is a summary of each chapter.

Chapter II investigates parent-child verbal interactions in two Chinese families
(Tom and Lily) in two sessions: book-reading and chat. Their speeches were transcribed
into separate corpora, and analysis on corpus data focused on nouns, verbs, and adjectives
used by Tom and his father, and Lily and her mother. Taking the two Chinese families as
examples, I will show that gender socialization in the home setting is realized through
multiple aspects of language use, including lexical input, parent-child discourse, and

parental question style. Additionally, I propose that the linguistic findings of this study
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reflect contemporary gender dynamics in Chinese society, in which men are valued in
terms of their social values (e.g., professional skill), and women’s traditional gender roles
(e.g., appearance, motherhood) are again in focus.

Chapter III works with fieldwork data collected from two Chinese kindergartens’
four lessons. I will show that Chinese kindergarten teachers occasionally interact more
with boys but conducted significantly longer speech length with boys. As for children,
Chinese girls interacted significantly more with their teachers and conducted significantly
longer speech length to teachers than boys. With quantitative and qualitative evidence on
speech act, I will present how teachers’ attention allocations vary between gender,
especially in criticism, question, and praise. Besides, I will also discuss school climate,
gender segregation, and educator’s beliefs and practices of gender. These qualitative data
obtained from interviews facilitate data interpretation and reflect gender socialization in
Chinese kindergartens nowadays. To summarize, in this chapter, I propose that a typical
Chinese kindergarten strives to achieve gender equality in its teaching philosophy.
However, gender differences are still subconsciously instilled in children through the
teachers’ daily linguistic practices. Specific manifestations include gender-based
differentiated interactions, differentiated requirements, and differentiated teacher
attention allocation. In addition, an all-female teacher team invariably shapes a female-
dominated kindergarten climate. Chinese boys usually lack a male adult role model in the
preschool setting.

The corpus used in Chapter IV consists of dialogues from 20 episodes of a
Chinese animated cartoon that has been popular for 25 years. Through corpus analysis on
attributes (adjectives), actions (verbs), and identities (nouns) of the characters’ lines, I
will show how gender stereotypes are transmitted to children through the verbal input of
cartoons. First, male characters appear much more frequently than female characters.
Second, corpus analysis reveals that male activities are often engaged with helping others,
observing nature, exploring the unknown, and primarily performing outdoors. The
adjectives used to describe them usually focus on ability, intelligence, and progress. They
often identify themselves as leaders, athletes, geniuses, and people of superpowers. By
contrast, the portrayal of female characters in this famous cartoon is very limited and

revolves around female gender stereotypes. Women cook at home, care about appearance,
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and identify themselves as fairy tale characters or cyber influencers. Through these pieces
of linguistic evidence, I propose that cartoons, as one of the most popular and familiar
media for children, play an important role in instilling gender stereotypes. In this cartoon,
although its language responds to gender dynamics in society, gender stereotypes are
exaggerated for emotional resonance and comedic effect. This is risky for children who
are still establishing gender schemata. On the media, more gender-equitable cartoons are
in need.

Chapter V draws upon the entire dissertation, typing up various theoretical and
empirical strands in order to discuss about the implication of the findings to future

research.
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CHAPTER II
GENDER SOCIALIZATION AT HOME: PARENTAL INFLUENCE

2.1. Introduction

This chapter investigates gender socialization in two Chinese families. Through
videotaped observational data of parent-child verbal interactions during book reading
hours and parent-child chats, this study aims to throw light on how Chinese parents
socialize their same-sex children about gender. I will start with a background introduction
about family-based socialization, particularly parent-led gender socialization studies
conducted in Western cultures and in China. In doing so, I aim to identify the existing

research gap in this domain, setting the stage for this study.

2.1.1 Family: the primary socialization agent

The cognitive approaches to gender socialization emphasize children’s active role
in gender development (Martin et al., 2002) as they absorb and engage with gender
concepts in a nested environmental context (Bronfenbrenner, 1992). According to
cognitive-developmental theory, gender conceptions and roles are realized in a broad
network, in which social influences operate interdependently across societal subsystems
(Bussey & Bandura, 1999). Connection, regulation, and autonomy are essential
dimensions of socialization, and family is central to the process (Bandura & Bussey, 2004;
Barber & Olsen, 1997; McHale et al., 2003).

Life debuts in the family when a child is born. Since infancy, family socializes
individuals with ideas, attitudes, and behavioral norms. Theoretical models and empirical
studies have confirmed the significance of family-based socialization. Before 1995,
studies on American mothers recognized the role of parental personality and parenting
practices in children’s academic, linguistic, and personality development (Baker &
Nelson, 1984; Bates et al., 1991; Belsky, 1980; Clark, 1983; Hampson & Nelson, 1993;
Murray et al., 1990; Sears et al., 1957; Sorce & Emde, 1981; Tomasello & Todd, 1983).
In later studies, it was reported that supportive parenting decreased children’s antisocial
behavior while maternal depressive symptom increased the risk (Criss et al., 2009). On

the contrary, low father-daughter closeness and severe mother-son punishment and
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control contributed to the development of children’s difficult temperament (Bezirganian
& Cohen, 1992).

As a primary socialization domain, families compensate children’s experiential
deficits in external contexts and foster their developmental competencies collaboratively
(Barber & Olsen, 1997; Durlak et al., 2007). High-quality parent-teacher communication
was found to reduce children’s problem behavior and drive social development (Serpell
& Mashburn, 2012). Meaningful dinner talks serve to provide children with social
support, ease their passage into adult discourse worlds, and pass on familial, social, and
cultural identities (Blum-Kulka, 2012).

Admittedly, as a primary socialization agent, even unconscious routines of family
life may impact children’s personality development. As caregivers and role models for
children, parents’ influence on socialization has attracted systematic research. In the next
section, I will provide an overview of mainstream literature on parental gender

socialization.

2.1.2 Parents and gender socialization

Developmental psychologists and linguists considered parental impacts as central
in children’s gender socialization process. In the literature, it has been documented that
parents mold early gender attitudes, shape gendered appearances, generate gender
affirmation through language (e.g., naming), and influence children’s gender behavior
development (Eckert & McConnell-Ginet, 2003; Maccoby, 2000; Thorne, 1993).

For instance, the pink-or-blue visual dichotomy has been observed cross-
culturally (Del Giudice, 2012, 2017). Pomerleau et al. (1990) discovered that boys had
more blue clothing, pacifiers and beddings, and were provided with more sports
equipment, tools, and vehicles. By contrast, girls wore more pink and multicolored
clothing, had more pink pacifiers and jewelry, were given more dolls, fictional characters,
child’s furniture, and other toys for manipulation. As Pomerleau et al. (1990) discussed,
since very early days, girls and boys already experience dissimilar environments that
direct their development of specific abilities and preferential activities. Crespi (2004)
discovered three distinctive features of home-based gender socialization in the UK: (i)

parentally transmitted gender norms, (ii) reliance on personal attitude and resources, and

34



(ii1) gendered task execution in daily family life. This study also highlighted the
significance of relational factor in gender socialization, especially the positive role cross-
gender relationships (e.g., mother and son) play in reducing stereotyped attitudes. A
relevant finding was noted by Crouter et al., (1995), who emphasized gender
intensification effect between same-sex parent-child dyads. In the early years, girls are
increasingly involved with their mothers and boys with their fathers. Children actively
observe and imitate the gender expressions of their same-sex parents and use parental
gender concepts to guide actions.

Based on gender-schema theory, Bem (1982, 1983) investigated raising gender
‘aschematic’ children in a gender-schematic society through parents’ active adoption of
nontraditional gender-related behaviors. Though viewing gender stereotype learning as
inevitable, Katz (1996) similarly suggested that parents can adjust the degree to which
their children subscribe to gender norms. A recent study done by Basu et al. (2017)
sounded the alarm for parental gender socialization. As they stated, parents are the
primary transmitters of inequitable gender norms, even when society-level gender norms
are becoming more egalitarian. To achieve greater gender equality, it is urgent to raise
awareness of gender equality among parents, otherwise the efforts made in general social
environment would be diminished by parental influence.

It is undeniable that the diversity of society is also reflected in parents’
differentiated gender perceptions. The gender socialization patterns of two parental types
— traditional and egalitarian— have received extensive academic attention.

Traditional parents

The different roles parents play in the family silently convey gender norms to
children. In a so-called traditional family, gender stereotypes are deepened by the
customary parental division of labor. Children perceive gender stereotypes through their
parents’ differentiated behaviors based on their division of labor and hence internalize
them continuously. Manke et al. (1994) investigated the relationship between familial
earner status and parents’ participation in housework. The higher income a family holds,
the less time its mother has to participate in household chores. However, no significant
difference was found in fathers’ participation in housework across familial earner status

groups. A similar pattern was revealed by Laflamme et al. (2002) in their more recent
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study. Compared to mothers, fathers were reported as less accessible to their infants, less
likely to provide basic care, and spent less time directly interacting with them. During
play, though parents did not differ in the amount of physical contact, conventional play,
nonconventional play, and attempts to direct the infant’s attention, fathers vocalized less
and made fewer requests than mothers. As McHale et al. (2003) argued, family
relationships and contextual factors, including gendered dynamics in the marriage,
situational demands, and affordances, have an important impact on gender development.
Children’s relationship experiences with their parents interact with a more extensive
social ecology and calibrate them into gender.

Notably, studies done in Western contexts have shown that fathers are more likely
to take gender stereotypes for granted, while mothers often try to support and convey
gender equality. This finding is in reminiscent of feminist studies which showed women
in general are more egalitarian (McHugh & Frieze, 1997; Spence & Hahn, 1997; Spence
& Helmreich, 1979; Twenge, 1997). For example, Fagot (1981) proposed that while both
parents tended to overestimate children’s sex differences in behavior, males were rated
with more stereotypical behaviors than females. Kulik (2002) reported that mothers held
the most liberal attitudes, followed by their children, whereas fathers appeared to be the
most conservative. Parents’ background variables were found to interact with their gender
attitudes and their children’s understanding of gender roles. Parents with higher education
and full-time working mothers tended to be more liberal. Intriguingly, mother’s
birthplace, family’s degree of religiosity, and the number of children were shown to have
a stronger influence on parental gender attitudes.

Egalitarian parents

Studies also confirmed that children from less traditional families have less
stereotypical, more flexible attitudes about gender roles in the family and society.
Egalitarian and traditional families differ in paternal involvement, parents’ sex-role
attitudes, and marital power indices. These two types of parental socialization,
characterized by their family processes, cultivate children with different gender attitudes
(Updegraff et al., 1996).

Weisner and Wilson-Mitchell (1990) investigated children in avant-garde and
countercultural families and reported that they displayed non-sex-typed knowledge of
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objects and occupations more often than children from other families. Particularly, the
girls in their studies demonstrated more flexible sex-typing training and displayed more
non-sex-typed schemas than boys across family types. Fagot & Leinbach (1995)
discovered that children from egalitarian families adopted gender labels at an older age
than children from traditional families. Fathers in the egalitarian samples interacted with
their children as much as mothers (50%), while fathers in the traditional samples spent
only 25% of the time interacting with their children. Besides, boys in the traditional
samples received more negative parental reactions, while this pattern was not found in
egalitarian samples. Notably, mothers in both samples behaved similarly in both attitudes
and behaviors. What contributed more to the group divergence was the father’s
differentiated attitudes and behaviors about gender.

Egalitarian parenting also has implications for children’s social performance
outside the household. Updegraff et al. (1996) showed that girls from egalitarian families
maintained a high level of achievement at school, whereas girls from traditional families
declined in math and science performance after seventh grade. For boys, no significant
differences emerged between family types. Risman & Myers (1997) documented how
privileged white parents intentionally deconstructed gender by organizing equal divisions
of house labor and modeling egalitarian social roles. They presented gender equality in
family processes and encouraged daughters and sons to develop free from stereotypes.
Consequently, their children were observed to adopt their parent’s non-sexist attitudes
outside the family, though interaction with peers required them to negotiate serious
inconsistencies between their beliefs and their lived experience.

Parents’ differentiated expectations and interactions

There is evidence in the Western contexts that parents have different expectations
of the behaviors and characteristics of their sons and daughters. Importantly, these
differentiated expectations often reflect and serve gender norms in society.

Eccles et al. (1990) showed that parents distort their perceptions of children
concerning gender role stereotypic activities. That is, children’s gender affects parents’
causal attributions for their performance. For instance, boys are inaccurately perceived as
more talented in math and sports, while girls are assigned more housework (Crouter et al.,

1995; Eccles et al., 1990). These gender biases reflexively influence children’s own self-
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perceptions and activity choices. In a later study, Eccles et al. (1993) detailed that
parental beliefs about gender are mediated by multiple factors, including child’s
perception of own competencies, emotional reactions to activities, task interest, effort
devoted to mastering a skill, and parent-provided opportunities. Both parents are involved
in this process. Jacobs and Eccles (1992) discovered that mothers’ own gender beliefs
moderate their beliefs about children, and mothers’ gender perceptions mediate the
influence of past performance on children’s self-perception. McHale et al. (1999)
revealed that sex-typing was most evident in children’s interests and activities, and
especially, their fathers’ attitudes play an essential role.

Girls are frequently assumed to be less competent than boys (Bhanot & Jovanovic,
2005; Furnham et al., 2002; Mondschein et al., 2000). By comparing girls” mothers and
boys’ mothers, Mondschein et al. (2000) discovered the former’s underestimation of
children’s performance and the latter’s overestimation. These gender biases, according to
Mondschein et al. (2000), are both groundless and have negative impacts on their
children’s self-perception. Similarly, Furnham et al. (2002) reported that parents tend to
estimate their sons as having significantly higher IQs than their daughters (115.21 vs.
107.49). This gender-based misestimation of children’s IQ is consistent with the gender
stereotype among adults. The same study shows that men’s self-estimates were
significantly higher than women’s (110.15 vs. 104.84), especially for logical-
mathematical and spatial intelligence. Bhanot & Jovanovic (2005) discussed parents’
unconscious gender socialization through academic support. They found that though boys
received more parental homework instruction, girls were more sensitive to their help,
precisely when math was involved. As Bhanot & Jovanovic (2005) argued, in girls’ view,
parents’ math support was intrusive, as their behaviors communicated math stereotype
beliefs.

In addition, research has shown gender-based differences in parent-child
interactions. In general, parenting of girls often involve language, tolerance of emotional
vulnerability, and a focus on social relationships (Casey & Fuller, 1994; Chaplin, 2005;
Eisenberg et al., 1996; Fabes, 1994). In comparison, parenting of boys was found to be
more permissive. Boys are more tolerated in anger expression or mild aggression than

girls, and they are less viewed as vulnerable (Chaplin, 2005; Eron, 1992).
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It was reported that while mothers have similar levels of emotional tolerance for
infants of both genders, as children grow older, mothers became more negative about
aggression in girls but less negative about it in boys (Mills & Rubin, 1992). As for fathers,
at preschool age, they attended more to girls’ submissive emotions; but at early school
age, they attended more to boys’ disharmonious emotions (Chaplin, 2005). Intriguingly,
when comforting boys, mothers were found to be emotion-focused and problem-focused.
They demonstrated active encouragement of boys’ emotional expression, while engaged
only a moderate level of this encouragement when comforting girls (Eisenberg et al.,
1996).

Boys are associated with the expectation of more risky behaviors and are
punished more harshly than girls. Morrongiello & Hogg (2004) examined mothers’
reaction to risks and injury and discovered that most mothers expressed anger to sons but
only disappointment to daughters before the injury. Mothers’ response at this stage
mainly focused on discipline issues of boys and safety issues of girls. Once an injury
occurred, mothers predominantly attributed son’s risky misbehavior to nonmodifiable
characteristics while accounted daughter’s risky misbehavior as caregivers’ own
heedlessness. Parents’ protection of girls and permission to boys were also noted by
Martin & Ross (2005). In their observational study, parents showed more tolerance for
mild physical aggression by boys while conducted more prohibition of mild physical
aggression, grabbing, and property damage by and towards girls. As they argued, parents’
tolerance for boys suggested that socialization messages may play a role in boys’ more

frequent physical aggression involvement at home and with peers.

2.1.3 Chinese parental socialization

Traditionally, Chinese parents explicitly preferred to have sons over daughters as
sons were the default family heir in the patriarchal society and were regarded as having
more opportunities to succeed (Barlow, 1993; Bauer et al., 1992; Evans, 1997; Fong,
2002; Lake, 2018). This gender preference with socio-historical roots has made a
significant impact on the gender socialization of traditional Chinese parents.

Studies on Chinese parents’ gender socialization have revealed similar

stereotypical patterns discovered in the west. Wong and Yeung (2019) found that boys
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were provided with more stereotypically masculine toys from a young age and were
believed to outperform in mental transformation and targeting accuracy. Girls were given
more feminine (and neutral) toys and were regarded as more empathic and less
aggressive. Previous research also has highlighted Chinese-specific patterns. In a study
done by Hannum et al. (2009), though most mothers in rural Gansu in China expressed
egalitarian views about children’s rights and abilities, the vast majority of them expected
to rely on sons for old-age support. Notably, nearly 20% of mothers interviewed held the
traditional belief that efforts on girls’ education were fruitless because they would
eventually get married and leave home. Hu (2015) discussed the gendered patterns of
children’s housework time and the underlying persistence of gender inequalities in the
domestic realm. Girls in rural China were found to spend longer housework time than
their urban counterparts. As Hu (2015) argued, the regional gap in gender socialization
are realized through distinctive sociocultural contexts, in which parental housework
division and employment behavior function as the models.

Though traditionally, Chinese parents had little incentive to invest in daughters in
the patrilineal system, contemporary gender socialization under the revolutionary one-
child policy has attracted debates. Some proposed that the urban singleton Chinese
daughters have benefited from egalitarianism under the communist one-child policy and
enjoy unprecedented parental support because male siblings are absent (Fong, 2002).
Some others stated that though most boys and girls in the one-child generation have
achieved equal parental investment and academic resource, it is yet over-optimistic to
believe that Chinese parents are free from stereotypical gender expectations on their
children (Liu, 2006). Deep-rooted factors still exist in Chinese culture, and gender roles

become more salient as children enter society.

2.1.4 The current study

The main purpose of this study was to develop an understanding of Chinese
parents’ gender socialization with their elementary school aged children through the use
of language. There are several important areas to which this study makes an original

contribution.
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First, most of the previous studies in parental gender socialization were conducted
in western societies, which are conventionally characterized through their independence-
oriented norms (Wang & Chang, 2010). Therefore, it is conceptually meaningful to
explore gender socialization of Chinese parents, who are in a society commonly believed
to be interdependence-oriented. In a Chinese family, children are important members of
the family. Children’s behaviors not only represent themselves, but also the collective
ideals of their families. Second, as discussed in Section 1.1.2, China has undergone
idiosyncratic social changes in which its gender norms have evolved alongside the
sociopolitical transformations in recent history. Three major periods can be identified in
China’s sociopolitical changes in the last century: the patriarchal feudal society
dominated by Confucian doctrine, the Mao era when gender-egalitarian efforts were
made to boost nation-building, and the current post-reform and opening-up stage, which
is rife with gender conflicts. Each of these periods has carried socially constructed gender
roles that reflect the characteristics of the zeitgeist and related gender expectations. Given
the uniqueness of China’s gender dynamics and the perceived research gap, a study on
the gender socialization of contemporary Chinese children through their parents has
cross-cultural implications. Third, although gender socialization by Chinese parents has
attracted academic discussion, research has not explored the role of language in parental
socialization. Through observational data and quantitative analysis, this study fills this
gap and makes both methodological contributions with interdisciplinary implications.

I.  In particular, this chapter aims to answer three research questions:
II.  How do Chinese parents socialize same-sex child about gender in reading
time?
III.  How do Chinese parents socialize same-sex child about gender through casual
chats?
IV.  What role do parents’ own beliefs of gender roles play in their children’s
gender socialization?

I focus on parental socialization of same-sex child because of two reasons. First,
since early years, children actively search for gender cues and form affiliation to their
own gender group (Bukatko, 2004; Hine et al., 2012; Martin & Ruble, 2004). As the most

representative and accessible gender role model, parent of the same sex provides primary
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gender information to a child (Bandura & Bussey, 2004; Barber & Olsen, 1997; McHale
et al., 2003). Second, previous studies have confirmed the role of same-sex parent
socialization. Mothers were reported as influential in forming daughter feminist identity,
feelings about self, and future aspirations (Colaner & Rittenour, 2015; Rittenour et al.,
2014). Fathers were found to impact the son’s socialization of affectionate expression,
gender roles, social rules, and aggressive behaviors (Baumrind & Black, 1967; Bjernholt,
2009; McCord, 1991; Noller, 1978). Thus, a focus on the gender socialization of same-
sex parents provides a more detailed picture of how gender concepts are transmitted
within the family. In particular, how parents and children practice gender in the home-

based community.

2.2. Data and Methods

2.2.1 Participants and data

The participants of this study were two Chinese parent-child pairs, Lily
(pseudonym) and her mother from family A; Tom (pseudonym) and his father from
family B. They are Mandarin-speaking Han Chinese who lived in the same neighborhood
in Nanjing, Jiangsu Province, China. Lily was the only child in her family, while Tom
had a younger brother. Both children were six years old at the time of the recording and
were attending first grade. Lily has a chef father and a gardener mother, both in their
early 40’s. Tom’s parents are in their late 30’s, the father is an instructor, and the mother
is an administrator. As author’s acquaintances, both families volunteered to participate in
this study.

Data used in this study consisted of 1 hour and 24 minutes of parent-child
conversations video-taped in the living rooms at the children’s homes in December 2019.
The author stayed in a different room during all recordings. As shown in Table 1, the
recording in each family contains two parts: book reading session and chat session. Prior
to the recording, the researcher introduced interaction content and process to both
families. In the first session, parents were told to freely choose a book and read it together
with their child. In the second session, they were asked to conduct a free conversation
with the child. Suggested topics could be the book they had just read, family members,

teacher, classmates of both genders, etc. Given the gender theme of this study, the
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researcher recommended parents ask children about their interactions with peers of the
opposite sex at school and their perceptions of them. Nevertheless, both families were not
aware that gender was the primary subject of this study, and they were clearly informed

that their conversations should be free, natural, and close to their everyday state.

Table 1. Video content and time distribution

Lily Pct. Tom Pct.

Reading 21 min29sec 49 14 min, 54sec 36
Chat 2l min 57sec 51 26 min, 26 sec 64
Total 43 min, 26 sec 100 41 min, 20 sec 100

In the data, Lily only interacted with her mother, and Tom mainly interacted with
his father. Mother and younger brother of Tom occasionally participated in the
interactions. After recordings were completed, the researcher had brief and semi-
constructed interviews with all the participants (questions attached in Appendix). These
interviews were conducted to facilitate data interpretation. Specifically, they served to
obtain parents’ beliefs about gender roles and children’s perceptions of their own gender.

The data were transcribed according to CHAT conventions (MacWhinney, 2000).

2.2.2 Data analysis

Considering the gap between the two sessions’ conversational content, data
analysis had different focuses accordingly. During the reading session, because book
texts fundamentally structured the participants’ language output, the books’ content, as
reflected in speeches, was investigated. Although during reading, both families had
instant and impromptu discussions about the books, their conversations were closely
related to the text. Based on the transcriptions, a reading corpus was built for each family.
Data analysis of the two corpora focused on subjects (person, physical object, abstract
topic), actions, and attributes that appeared in parent-child dialogues. In particular, nouns,
verbs (or verb phrases), and adjectives that showed up in the reading session were
identified, and their occurrence frequencies were calculated in RStudio. It is worth noting
that parts of speech are not fixed but instead dynamically affected by contexts (Page,

1988). When identifying parts of speech, specific contexts were carefully considered.
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This procedure was performed to achieve a more accurate understanding of parent-child
reading content, as reading hour is an essential component of parental norm socialization.

Besides, it has been reported that parents socialize their children with different
emphasis on parts of speech. For instance, Italian mothers place verbs more frequently
than nouns in salient utterance positions (Camaioni & Longobardi, 2001), while Korean
mothers provide a balanced treatment of nouns and verbs during book-reading (Choi,
2000). Considering the descriptive and socialization functions, part of speech was
employed as the basis for data classification in this study.

Data analysis of the chat session involved two directions. First, the two families’
conversations were again built into two corpora and quantitatively analyzed from the
three aforementioned perspectives. To reveal parents’ modeling, instruction, and
children’s response during socialization (Clancy, 1999), parents’ and children’s use of
lexical items were contrasted. Second, gender norm transmission and negotiation
reflected in parents’ and children’s questions were identified and summarized. This step
was conducted because data in chat sessions involved double information. On the one
hand, their conversation content reflected the participants’ concern and family repertoire
of values. The exchanges of life experiences uniquely presented attitudes, beliefs, and
underlying social norms. These are reflected in their conversations, which are the
linguistic vehicle of gender socialization. On the other hand, through questions, parents
socialized children with their own communication styles and expressed their gender-

based expectations and requirements for children.

2.3. Findings

Language represents and indexes socio-culturally meaningful realities, and in
such way it integrates individual experience, society, and culture (Ochs, 1993, 1996;
Silverstein, 1976). Gender, as an essential aspect of life, is what an individual performs
(Butler, 1989) through language-mediated social interactions that are realized as a
Community of Practice (CofP) (Eckert & McConnell-Ginet, 2003; Holmes & Meyerhoff,
1999a; West & Zimmerman, 1987). Language directly and indirectly indexes through
specifiers and intensifiers, including lexicon, particles, markers, repetition, and

reduplication (Ochs, 1992). In this section, I will report findings from the empirical data
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on parental gender socialization. Focusing on the lexicons emerged from the interactions
in both families, the results present how Lily’s and Tom’s parents provide them with
gendered world knowledge and life values, respectively. I will also discuss how gendered
expectations are transmitted, negotiated through the two parents’ differentiated question

strategies.

2.3.1 Parental input during book reading

Children’s understanding of gender concepts has a significant impact on their
behaviors (Kohlberg, 1966). The gender schemas that children acquire and establish from
the external world structure their internal attitudes and beliefs concerning gender-
appropriate behaviors and draft plans for their actions (Bem, 1982; Bussey & Bandura,
1999; Liben & Bigler, 2002; Martin et al., 2002). In the domestic realm, children acquire
gender norms through parental inputs. Reading children’s books together provides a
central context for such parental inputs.

Although parents in this study claimed that the purchase of reading materials was
100% relied on the child’s own wishes, the books they have read present gender norms
and gendered expectations. Corpus analysis of the reading session shows that there are
differences between what Tom and Lily have browsed and discussed with their parents.
Tom and his father focused on science and rules of the physical world while Lily and her
mother were more engaged with morality, social relations, and personality traits in the
imaginary world. These differences can be attributed to their different book choices,
which more or less reflect the focus of interest of the two parent-child dyads for their
reading session.

Lily’s reading corpus

The book chosen by Lily and her mother was a collection of fairy tale stories
called FN4& BN zhi cuo jin gdi (‘know your mistakes and change them’). Table 2 shows
the nominal lexicon in Lily’s reading session. In her data, among the overall 64 noun
types, 31% are daily life objects, 23% are fairy tale characters, 17% are people in society,
9% are foods, 6% are objects in the universe and nature, and 3% are body parts. For
token frequency, fairy tale characters make up the majority; 75% of the overall 167 noun

tokens are animal characters such as xido yang ‘little sheep,” hu i ‘fox,’ ji da shen
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‘Auntie chicken.” 21% are daily life objects such as jian zi ‘shuttlecock,’ shii bao ‘school
bag,” and xiit [i dian ‘repair stone.” 11% were people in the society like mister ‘mister,” gé
ge ‘older brother,’ jing cha ‘police’ and péng you “friend.” 7% were foods, for instance,
tang ‘soup,’ song zi ‘pinecone,’ rou ‘meat.” Besides, body parts (2%) and objects about
nature (5%) both share limited proportions. The former includes xin ‘heart’ and shou
‘hand.” The latter includes yue liang ‘moon,’ shan ‘mountain,’ tai yang ‘sun,” and shi jian
‘time.’

Lily and her mother’s verb use during reading and discussion highlights daily life
activities (Table 4). Commonly seen daily actions such as shuo ‘say,” qu ‘go,” dao
‘arrive,” fang xué ‘finish school’ constitute 25% of the overall 87 verb types and 38% of
the overall 150 verb tokens. Moral actions hold noticeable proportions as well. They
include verbs such as bang ‘help,’ péi li dao gian ‘apologize,” yuan liang ‘forgive.” They
account for 13% of the types and 13% of the tokens. Affective activities here refer to
verbs such as hai pa ‘fear,” dong xin ‘be moved,” and shang xin ‘sad.” They make up 14%
of the types and 9% of the tokens. Interestingly, the female reading session also covered
labor-related verbs such as sdo di ‘sweep the floor,” bad “pull,” cdi ‘pick’ (fruit), and xiz
‘fix.” They constitute 8% of both verbal types and verbal tokens.

As for the adjective lexicon, the proportions of positive and negative adjectives
tend to be equal (Table 3). Analysis on the affective valence of the adjectives reveals that
43% of the overall 23 adjective types and 42% of the overall 31 adjective tokens are
positive. For instance, hdo ‘good,” xin ‘new,” bang ‘awesome’ commonly occurred in
Lily and her mother’s speeches. Similarly, negative adjectives meanwhile occupy a 48%
share of the types and 45% share of the tokens, which include gan ‘dry,’ sha ‘stupid,” and
bu hdo yi si ‘embarrassed.” The adjective which ranks on top is gong gong ‘public’, it

was because the story Lily and mother read was about protecting public facilities.
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Table 2. Noun frequency rank in girl’s reading corpus

Rank  Noun Pinyin Gloss Freq. | Rank  Noun Pinyin Gloss Freq.
1 INZE xido yang little sheep 15 33 1¥4%F  hao hai zi good child 1
2 A hu i fox 10 34 itk 2 1a bi crayon 1
3 XKy j1dashén Auntie Chicken 9 35 sk chai huo firewood 1
4 /NEEFE xido pang zhi little fat pig 7 36 J\EF ba gg crested myna 1
5 INHH X120 mao little cat 6 37 PRIE] ke jian classroom 1
6 /NEEfE xido huan xiong  little raccoon 6 38 VHI A7 you tdng oil bucket 1
7 N Xido tu little rabbit 5 39 HE yong ju tools 1
8 A BR, song shui squirrel 5 40 el jing chaju police station 1
9 b4 zht pig 5 41 Jililsa péng you friend 1
10 T jian zi shuttlecock 5 42 JEAT yuan wei original place 1
11 INK Xido gou puppy 5 43 €S huo ban fellow 1
12 % tang soup 4 44 st [] shi jian time 1
13 A= yue liang moon 4 45 WkAE  lajitong trash can 1
14 A1 shii bao school bag 4 46 & chuang hu window 1
15 $4444  nia bo bod Uncle Cow 4 47 T3k gl tou bone 1
16 At xian shéng mister 3 48 AK rén jia household 1
17 /NS song zi pinecone 3 49 3 cai vegetable 1
18 KHE dajia everyone 3 50 L5 y¢ gud wild fruit 1
19 A% cai wu property 3 51 INIE xido zhil piglet 1
20 A3k shi tou stone 3 52 A cai wealth 1
21 L xin heart 3 53 A rén people 1
22 == ge ge older brother 3 54 b Xiong older brother 1
23 I T chéng shi city 3 55 A you xiang oil tank 1
24 b7 N=:3 huai shi bad thing 2 56 Nt xiao tou thief 1
25 Hid: qing wa frog 2 57 2FHH xué q1 semester 1
26 4 nia cow 2 58 r ban class 1
27 Ve ni ba mud 2 59 I chéng city 1
28 &3 E  xit lf dian repair store 2 60 F shou hand 1
29 iy jing cha police 2 61 44T  hongliideng  traffic light 1
30 1l shan mountain 2 62 Vg shéng huo life 1
31 K FH tai yang sun 2 63 A i cai pin financial 1
products
32 Al rou meat 1 64 JE Ak yuan chu original place 1
Table 3. Adjective frequency rank in girl’s reading corpus

Rank Adjective  Pinyin Gloss Freq. | Rank Adjective  Pinyin Gloss Freq.
1 N gong gong public 3 13 N bt yuan not round 1
2 /58 hio good 3 14 A5 bt ting non-stop 1
3 + gan dry 2 15 — % yiban ordinary 1
4 Hr Xin new 2 16 e piao liang  pretty 1
5 12 sha stupid 2 17 AT bu qido unfortunate 1
6 AFEIE  blhio yi s embarrassed 2 18 i shén qi magical 1
7 i bang awesome 1 19 G 1i hai great 1
8 Fzh zhti dong active 1 20 7N huai bad 1
9 =i g30 xing happy 1 21 AN bt xido xIin  careless 1
10 Eelaln xiang pén pén  fragrant 1 22 TAK le bu qf amazing 1
11 K3 zhi jie direct 1 23 AT bt hang not capable 1
12 & cuod wrong 1
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Table 4. Verb and verb phrase frequency rank in girl’s reading corpus

Rank Verb Pinyin Gloss Freq. | Rank Verb Pinyin Gloss Freq.
1 Wi shud say 10 47 BEH méi you don’t have 1
2 * qu go 9 48 TR xia ke class 1
dismissed
3 = shi am/is/are 9 49 % zhdo find 1
4 2] dao arrive 6 50 féir tou steal 1
5 Hih sdo di sweep the 4 51 i qing please 1
floor
6 # bang help 4 52 it jiao dé feel 1
7 T fang xué finish 3 53 BEIY zan tan praise 1
school
8 & z0u g0 3 54 2 an wei comfort 1
9 i t kick 3 55 EHiF 240 su tell 1
10 IEfLiE ¥ péilidao gian apologize 3 56 HLBh luan dong move 1
around
11 JEAR yuén liang forgive 3 57 5L Xian mu admire 1
12 My ting listen 3 58 £ Xido laugh 1
13 = kan look 3 59 g rén cud admit 1
wrong
14 AR bian yuan turnround 2 60 B gdi change 1
15 [l 2+ wéi guo qu surround 2 61 BT  tijian zi play 1
shuttlecock
16 st zhTcuojiugai  know the 2 62 b nan shou feel bad 1
mistake
and
change
17 " ba pull 2 63 I, jian see 1
18 EIq hai pa fear 2 64 it Zuo do 1
19 & xid fix 2 65 % xid shy 1
20 H you have 2 66 AATE Zuo zai sit on 1
21 A xidng want 2 67 T8 da fan overturn 1
22 ) yao to 2 68 EEvEn lan zhu stop 1
23 Eind jian pick up 2 69 % xiang resemble 1
24 ik chuan guo traverse 2 70 i zht dao know 1
25 T, han shout 2 71 IRE yan kan look 1
26 * cai pick 2 72 & xid fix 1
27 e hua zhuang makeup 1 73 rexd| dé dao get 1
28 L Iuan hua scribble 1 74 ANfE bl néng can't 1
29 2t chi qu wan gooutand 1 75 e xil yao need 1
play
30 g Xin X0 weak 1 76 RI fa xian find 1
hearted
31 s dong xIn moved 1 77 [=] hui back 1
32 1 0 shang xin sad 1 78 85t zhi z¢ accuse 1
33 =2 shang xué go to 1 79 [5i qiao knock 1
school
34 K uo di to land 1 80 = tou cai stealing 1
vegetables
35 EYN ma rén swear at 1 81 2%} hong zhe lidn say with a 1
someone Ui shud red face
36 £ hui capable of 1 82 FNEE L zhT cuo jiu gai know the 1
% mistake and
change it
37 ban kai open 1 83 AN hong le lian blush 1
38 Hsk qi 1ai getup 1 84 G glqiydngqi gather 1
= courage
39 N da ying promise 1 85 el méi Ii ignore 1
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Table 4. (continued)

Rank  Verb Pinyin Gloss Freq. Rank Verb Pinyin Gloss Freq.
40 Ko daku cry out 1 86 N bu xiang unlike 1

41 T+ da sdao clean up 1 87 gy he drink 1

42 TE K dao qian apologize 1

43 k| 14i dao come 1

44 H2 cht qu go out 1

45 it néng can 1

46 sk 1ai come 1

Example (1) illustrates Lily and her mother’s conversation during reading. Used

fairy tale characters, mother taught Lily to be humble and admit her mistakes. When Lily

expressed her positive attitude to correct herself, her mother praised her with ‘correct.’

Example (1)
Mother:

Lily:

Mother:

Lily:

Mother

[Lily and her mother were discussing about the fairy tale story in the book.]

Lily:

Mother:

sutran xido huanxiong cuo le,
although little raccoon wrong ASP
dan ta shénme?

but 3SG what

‘Although the little raccoon was wrong, he did what?’

en, néng gdi.

um can change

‘Um, he could change.’

zht cuo jiu gai,

know wrong then change

sudyi xidomao gan ma?

so kitten do what

‘Know his mistakes and change them, so kitten did what?’

jiu yuanliang le ta.

then forgive ASP 3SG

“Then, forgave him.’

tdui le. jiara ni

correct ASP if 258G

fan le cuowu zénme ban?
commit ASP wrong what do
‘If you made a mistake, what would you do?’

WO zht cuo jiu gai.
258G know wrong then change
‘I know my mistakes and I change them.’

yao qianxa, daogqian, rdui!

need humble apologize correct

‘Be humble and apologize. Correct!’

Tom’s reading corpus

Tom and his father read a book called #1 %3 ) 5 shénqi de yiizhou (‘the

amazing universe’), an illustrated science material for children. Compared to Lily, Tom’s

reading session nouns are consisted mainly of academic vocabulary (Table 5). Among the
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overall 113 noun types, 39% are objects in the universe and nature (e.g., di giu ‘earth,” yii
zhou ‘universe,” yudn zi ‘atom,’ xing xing ‘star’), 33% are scientific or formal
terminologies (e.g., néng liang ‘energy,’ li liang ‘force’, yin i ‘gravity,” hua xué fan ying
‘chemical reaction’). Unlike Lily, people in society (8%), daily objects/locations (6%),
and body parts (2%) only occupy small proportions in the 113 noun types. Regarding
token frequency, academic vocabulary still dominates. Over half (58%) of the overall 231
noun tokens belong to objects in the universe and nature, and 20% belong to scientific or
formal terminology. The other three noun categories again share limited proportion, with
6% for people in society, 3% for daily objects/locations, and 1% for body parts.

Tom and his father’s use of verbs during reading and discussion consistently
demonstrates a strong connection to science (Table 7). 44% of the overall 123 verb types
and 31% of the overall 386 verb tokens indicate scientific activities such as bdo zha
‘explode,’ bian chéng ‘become,’ cun zai ‘exist,” ju ji ‘gather, accumulate’ etc. Generally
used in Chinese academic and formal discourse, these verbs, accompanied by the
scientific nouns and terms, were frequently adopted by Tom and his father. They not only
produced these scientific verbs when reading the book text aloud, but also used them
naturally in subsequent discussions.

The second verb category with a higher percentage is daily activity. Verbs such as
kan ‘see,” dao ‘arrive,” shuo ‘say,’ ldi ‘come’ account for 39% of the verb types and 27%
of the verb tokens. This was partially because Tom’s father preferred to use life
experiences as analogies when explaining scientific phenomena. For instance, he used
zhdng da ‘grow up’ to describe the gathering and expansion of cosmic forces. Tom also
used mundane bodily motion /di ‘come’ and zou ‘go’ to express his understanding of
planetary orbits. Furthermore, the two participants also deployed verbs reflecting thinking
activities and affective activities. Thinking-related verbs such as jué dé ‘feel,” xidng
‘think,” yao ‘want,” constitute 2% of the types and 5% of the tokens. Verbs indicate
affections, such as xi huan ‘like’, only occupy a limited share of 2% in types and 4% in
tokens.

Unlike Lily’s relatively equal adjective distribution, Tom’s adjective lexicon
highlights positivity (Table 6). Among the 35 overall adjective types and 106 overall

adjective tokens, 40% types and 39% tokens are positive. These include adjectives such
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as hdo ‘good,” wen he ‘mild,” ke ai ‘lovely,” and cong ming ‘clever.” By contrast,

negative adjectives such as bao zao ‘irritable,” yudn ‘far,” nan ‘difficult,” and fii za
‘complex’ only account for 23% of the types and 18% of the tokens. Judgement of the
affective valance was based on specific contexts and speaker stance, as some adjectives
may reflect flexible affections. The remaining adjectives are neutral or context-dependent,
such as da ‘big,” xido ‘small,’, and chdng ‘long.” Example (2) shows Tom’s fluent use of

academic vocabulary when talking about science with his father. He skillfully used ‘atom

and ‘attraction’ to describe principles of physics with his father.

Example (2) [Tom was talking about atoms with his father during reading.]

Tom: 0, yuanzi.
oh atom
‘Oh, atoms.’
Father: lingwai ne, yuanzi  zhijian
besides SFP atom between
hai cinzai  zhe # yi zhong yinli.
aswell  exsit ASP one CLF attraction
‘Besides, there is a kind of attraction between atoms.’
Tom: ta kéyi yigi X1lyin guolai
come
3SG can together attract over
jiu hui bian da.
then will become big
‘It can attract atoms together, and they become bigger.’
Father: dui, dui, ta shi xianght  zhijian
each
correct correct 3SG COP other between
shi you yi zhong txiyinli  canzai de.
COP exist one CLF attraction  exist NML
“Yes, yes, there exists a kind of attraction between each other.’
Tom: ragud  ni ba san ge yuanzi fang  zai yiqi,
toget
if 2SG ASSOC  three CLF atom put PREP her
ta jiu hui lian qilai,
together-
3SG then will connect RES

‘If you put three atoms together, they will be connected together.’
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Table 5. Noun frequency rank in boy’s reading corpus

Rank  Noun Pinyin Gloss Freq. | Rank  Noun Pinyin Gloss Freq.
1 HhER di qiu earth 9 | 60 Z= da an answer 1
2 o yu zhou universe 8 | 61 Bk qia ball 1
3 J5F yuan zi atom 8 | 62 R 70 7i pang foot 1
4 28 xing xing star 8 | 63 2 ming zi name 1
5 [ER: héng xing fixed star 8 | 64 Rl ke xué jia scientist 1
6 K FH tai yang sun 8 | 65 1 8 yiqi instrument 1
7 fEE néng liang energy 6 | 66 B2 xing kong starry sky 1
8 P/ yin dud cloud 6 | 67 2 xian line 1
9 KEs tai kong space 5 | 68 HE zhong liang weight 1
10 st [] shi jian time 5 |69 Tk wu xian wireless 1
11 A rén people 4 170 KHE da jia everyone 1
12 N rén lei human 4 |71 it ji mark 1
13 Bt li zi particle 4 |72 5 xian suo clue 1
14 EER xing qiu planet 4 |73 eIk zhéng zhao sign 1
15 KR hud xing Mars 4 | 74 RILAZE tian wén xué astronomer 1
ia
16 T yang zi look 3 |75 Eis thi paper 1
17 Skw qitiyun gas clouds 3 176 T 1) xing bié gender 1
18 HFE ming wing Pluto 3|77 =2 shi matter 1
Xing
19 Z I lao sht teacher 3 178 T mian face 1
20 i guang light 3179 27 jing li experience 1
21 R hdi xIng starfish 3 | 80 T gdn jido feeling 1
22 KFRE  tian wang Uranus 3 | 81 Bl ke xué science 1
X1,
23 wWERE héig;véng Neptune 3 |82 it yan s¢ color 1
Xing
24 R dong x1 stuff 3|83 WOt wei guang glimmer 1
25 PHES juli distance 2 | 84 J71H fang mian aspect 1
26 FAREN hong sé red 2 | 85 e dian zi electron 1
27 o bu fén part 2 | 86 T zhi zi proton 1
28 JK7%7  shuizhéngqi water vapor 2 | 87 = hua xué chemistry 1
29 IKE shui xTng mercury 2 | 88 + sha book 1
30 KAT da hang xing  big planet 2 |89 2t7/KN shéng wu ti organism 1
31 5| 4 yin li gravity 2 |90 (=14 zuo ye assignment 1
32 & li liang force 2 |91 = zi character 1
33 Ji-F@ yuanzitudn  atomic mass 2 |92 75 [A] kong jian space 1
34 [F) 5% tong zhud table 2 193 [ TR jiang yu rainfall 1
35 Hb 1] di mian earth's surface 2 | 9% INBR Xido péng kid 1
Su
36 L wu zhi matter 2 |95 KR zhui qi water vapor 1
37 s shi shi fact 2 196 [z xian shi other's 1
business
38 144 ming ming naming 2 |97 B9 xué xiao school 1
39 IR yén jing eyes 2 |98 € bu step 1
40 [&) 27 tong xué classmate 2 199 XhE qin li zhé witness 1
41 BOK%:  fang da jing magnifyinglens 2 | 100 LY dong wu animal 1
42 YA kong long dinosaur 2 | 101 Byl 1éi xing type 1
43 A=) hong xing red star 2 | 102 E& xing xi galaxy 1
44 FAR jibén foundation 1 103 e guang hé ré light heat 1
45 Ji yuan yin reason 1 104 i% hua speech 1
46 by yuéan héu ape 1 | 105 =Y sheng wu biology 1
47 ) dong wu Z00 1 106 H=E jiao shi classroom 1
yuan
48 N nei rong content 1 107 LiiAERIA tud yuan xing  oval 1
49 WF sha zi sand 1 | 108 SN qi ti gase 1
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Table 5. (continued)

Rank  Noun  Pinyin Gloss Freq. | Rank Noun Pinyin Gloss Freq.
50 H1 7 zhongzi  neutron 1 109 S AR yu zhou féi chuan  spacecraft 1
51 =4 xué discipline 1 110 #4254 hua xué bian hua  chemical 1
change
52 Hig Ii lun theory 1 111 2% B hua xué fan ying chemical 1
reaction
53 2 qi yin cause 1 112 JURATA  jiu da hang xIng nine planets 1
54 i) 5 wen ti problem 1 113 EBR mao fa hair 1
55 KEH tai yang  solar 1 114 INER B xiao di di little brother 1
E3 xi system
56 TR hang planet 1 115 INIET xiao hou zi little monkey 1
X1n;
57 U] X1 ygin li  attraction 1 116 A iy shéng ming life 1
7
58 +AE  tixing Saturn 1 117 HvE shéng huo life 1
59 AE  muxing Jupiter 1 118 SR zht shi knowledge 1
Table 6. Adjective frequency rank in boy’s reading corpus
Rank Adjective  Pinyin Gloss Freq. | Rank Adjective  Pinyin Gloss Freq.
1 N da big 23 19 e nong mi dense 1
2 /58 hio good 14 20 D) wei rud weak 1
3 R biozao  irritable 7 21 i qiang strong 1
4 Mgl wen hé mild 7 22 £ feng fu rich 1
5 7N xido small 6 23 T kuai fast 1
6 [ ke ai lovely 5 24 L=k Z30 early 1
7 iz yudn far 4 25 J5E 1i hai great 1
8 BERYN juti specific 3 26 (N Wwel Xido tiny 1
9 NG bua cud not bad 3 27 FRE] sud ysu all 1
10 K chang long 3 28 =i g30 xing happy 1
11 piia nan difficult 2 29 % dud many 1
12 JiQiE| cong clever 2 30 — TRyl wasud dispossessed 1
ming you
13 — % y1ban ordinary 2 31 ) queé qie exact 1
14 ERE cha bu almost 2 32 JEH fAj B fei chdng jidn  very simple 1
dud dan
15 FHE zhti yao main 2 33 i héi an dark 1
16 1 bang awesome 2 34 1] zhuan mén specialized 1
17 s wéi mido  subtle 1 35 ToRR Wi Xidn unlimited 1
18 Hk fu za complex 1

We can see from the two children’s reading sessions that there is a huge gap in the
content of the conversations between the two families. Lily’s conversation with her
mother was more focused on emotions, relationships, and moral character. In contrast, the
conversation between Tom and his father was more concerned with scientific principles

and the laws of nature.
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Table 7. Verb and verb phrase frequency rank in boy’s reading corpus

Rank  Verb Pinyin Gloss Freq. | Rank Verb  Pinyin Gloss Freq.
1 = shi am/is/are 60 63 HiE  juéding decide 1
2 H you to have 24 64 5 kao rely on 1
3 BE méi you no 18 65 i yanhua evolve 1
4 =80 xi huan like 14 66 177&  hangzdu walk 1
5 PRIE bao zha explode 13 67 JE7~  zhan shi demonstrate 1
6 A jué dé feel 12 68 T lejié understand 1
7 A kan see 11 69 £ sheng generate 1
chéng
8 El) dao arrive 11 70 AN chéngwéi  become 1
9 i shuo say 11 71 YEF  zhakai blow up 1
10 A5 % bian chéng become 8 72 Wi tancé probe 1
11 Tr4E kai shi start 7 73 PR xian limit 1
12 HI3E zhi dao know 5 74 iy jide remember 1
13 ey cun zai exist 5 75 [y hui bo echo 1
14 3k 1ai come 5 76 s baokuo include 1
15 e fa shéng happen 5 77 KB faxian find 1
16 A xidng think 5 78 JF¥ kaicha expel 1
17 et chén shéng generate 5 79 Ay jiao call 1
18 i) yao want 4 80 il ci sting 1
19 il rang let 4 81 i du see 1
20 R juji gather 4 82 %3]  chuandao  passonto 1
21 5] wen ask 4 83 o qin pro 1
22 AR bian change 4 84 i€ queéding assure 1
23 &) fa shé launch 3 85 FeE  fanyi translate 1
24 s jiang speak 3 86 A ydudidn a little like 1
14 xiang

25 HE cijt stimulate 3 87 K4y mié jué extinct 1
26 418 péng zhang swell 3 88 gl xiyin attract 1
27 HIR cha xian appear 3 89 4% xiécuo miswrite 1
28 & zéu g0 3 90 1% zou beat 1
29 HE kén ding affirm 3 91 T, jian see 1
30 A 1%, zii chéng form 3 92 45  shou sud shrink 1
31 R xing chéng form 3 93 i dai bring 1
32 1% xiang like 3 94 T xiake class 1

dismisses
33 k3 da dao reach 3 95 bE] zhut chase 1
34 Jkus jian guo have seen 2 96 % zhdo find 1
35 wit shé ji design 2 97 F gin do 1
36 5% chuén bo spread 2 98 AL Zzud zud sit down 1
37 KK zhing da grow up 2 99 +* qu 20 1
38 Tl bt hui won't 2 100 ik jisngsha  talk 1
39 Eiiy 4 tul yi push 2 101 H san disperse 1
40 HEAE dan shéng born 2 102 ik jinhua evolve 1
41 = 1i away 2 103 i, zhan li stand 1
42 &5z giin shou feel 2 104 A¥E  xiwang hope 1
43 TAE fang zai put 2 105 RE  xitxi rest 1
44 HH kan dao see 2 106 [F%F] huidao back to 1
45 ik ji& shud explain 2 107 H7 chimén go outside 1
46 A W pan duan judge 2 108 YEHE  zhasi be killed by 1

an

explosion
47 J&T shii ya belong to 2 109 4T da fight 1
48 Hif 240 su tell 2 110 FHE xtyao need 1
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Table 7. (continued)

Rank  Verb Pinyin Gloss Freq. | Rank Verb Pinyin Gloss Freq.
49 1EH zud yong function 2 111 Hk chalai come out 1
50 A zuod sit 2 112 Fi#f  shang ke class 1
51 KK zhéng fa evaporate 2 113 [eJZt  mén si bored to 1
death
52 EES hui qu go back 2 114 It wan play 1
53 = fu xi review 2 115 52 dio zhi cause 1
54 ok qi lai get up 2 116 Jii gu care 1
55 &I kan jian see 2 117 i1 fanye turn the 1
age
56 EHAW kan bu jian can't see 2 118 #E  sanbu falége awalk 1
57 I ting listen 2 119  FIF  ganhuai do bad 1
= shi things
58 /DN shdo gudn xian  mind one's 1 120 2x2>  hui hui meet 1
shi own business
59 i yan jit study 1 121 i#i#E toutougi get some air 1
/E:\

60 g S dan chi qu pop out 1 122 & zou walk 1
61 b lu record 1 123 MriE  ting wén hear 1
62 e jie shao introduce 1

2.3.2 Norm transmission amid parent-child chat

The chat session granted participants with more freedom. Both families covered
various topics reflecting their life experiences and beliefs. During the chat session,
through questions guided by the parent, the participants co-constructed a discourse in
which beliefs were interchanged and unknowns were discussed. Like the reading session,
the two families continued to demonstrate their unique conversation topics and word
choices. In general, Lily and her mother focused on people (both in reality and in fairy
tale) and joyful daily life experiences but less emphasized on skill improvement. In
comparison, though Tom and his father also frequently mentioned people, much of their
energy was spent on talking about school life, thinking process, and especially skill

training.

Lily’s chat corpus

Corpus analysis of mother-daughter chat session reveals six major noun
categories shared between the dyad (Table 8). These nominal subjects or topics were
collaboratively described, commented on, and referred to. People, including family
members and commonly seen social figures (e.g., teacher, doctor) make up the largest
proportion in both mother’s and Lily’s speech. As contrasted in Table 8, in mother’s sub-

corpus, 30% of the overall 69 types, and 48% of the overall 172 tokens are people. In
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Lily’s sub-corpus, 25% of the overall 55 types and 43% of the overall 84 tokens are
people. The second noticeable nominal category is fairy tale character, which accounts
for 13% of types and 12% of tokens in mother’s corpus. In daughter’s corpus, it similarly
constitutes 13% of types and 11% of tokens. Besides, the two participants have involved
multiple hobbies and activities in their speeches, such as guo shan ché ‘roller coaster,’
hua ‘painting,” [i wu ‘gift,” pii ke pdi ‘poker card,” and ba lei wii ‘ballet’. This nominal
category takes 13% of types and 9% of tokens in mother’s corpus. The percentages in
daughter’s corpus are even higher, with 20% of types and 15% of tokens. Intriguingly,
Lily and her mom spent limited energy on society and world, nouns such as country
names, city names, social units and concepts (e.g., jian shén fang ‘gym,’ ye ban
‘nightshift’) were moderately employed, with 8% of tokens for mother and 7% of tokens
for daughter. Nouns related to school life and skills were even more rarely covered. Only
8% of mother’s tokens and 2% of daughter’s tokens are about school, class, work, etc.

Lily and her mother’s chat session lexicon demonstrate subtle divergence in verbs
(Table 10). The mother more frequently adopted daily activity verbs such as kan ‘look,’
bu chi ‘don’t eat,’ jidn féi ‘lose weight.” They account for 69% of overall 29 verb types
and 50% of overall 69 verb tokens. Meanwhile, she moderately rendered thinking
activities through verbs such as xi huan ‘like,’ jué deé ‘feel,” xidng ‘think,” and xi wang
‘hope.’ This category takes up 14% of her verb types and 35% of her verb tokens. Lily
showed a slightly different pattern. Though she was also engaged in using verbs of daily
activity, such as hudn géi ‘give back,” deng ‘wait,” and jidn féi ‘lose weight,” they
constitute only 48% of her verb types and 36% of her verb tokens. Compared to mother,
she employed higher proportions of verbs to express her thinking activity. Verbs such as
xi huan ‘like,” zhi dao ‘know,’ xidng ‘think,” and bu xidng ‘don’t want’ account for 20%
of her types and 41% of her tokens.

The mother-daughter chat appears to be positive if viewed from the adjectives
they adopted (Table 9). In mother’s sub-corpus, 77% of the overall 13 adjective types and
90% of the overall 29 adjective tokens are positive. These include noticeable amounts of
adjectives related to appearance and personality trait, such as piao liang ‘beautiful,” ké ai
‘lovely,” hdo kan ‘good-looking,” ku ‘cool,” [i hai ‘awesome,’ cong ming ‘smart,” yong

gdn ‘brave,” and dong shi ‘sensible.” Resembling mother, 80% of adjective types and 86%
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of adjective tokens in Lily’s sub-corpus are positive. They are also closely related to

appearance and personality trait. Typical items include pido liang ‘beautiful,” hdo kan

‘good-looking,” cong ming ‘smart,” /i hai ‘awesome,’ ke ai ‘lovely,” giang ‘strong,” and

dong shi ‘sensible.” In contrast, negative adjectives such as ‘scary’ and ‘creepy’ were

used in a limited fashion by both mother and daughter. They share 7% in both mother’s

and Lily’s overall adjective tokens.

Table 8. Noun frequency rank in girl’s chat corpus

Rank | Mother Pinyin Gloss Freq. | Girl Pinyin Gloss Freq.
1 BTE baba dad 18 rayie) ma ma mother 8
2 Z I lao shi teacher 11 Z I lao shi teacher 6
3 g ma ma mom 9 2% nli hai girl 5
4 B nan hai boy 9 HE bio bio baby 4
5 2% nli hai girl 6 Y zhi wu plant 2
6 R xiao ché school bus 5 Ep pt ke pai poker card 2
7 AE gong zhii princess 5 ®E ba ba dad 2
8 Jilils3 péng you friend 5 | hua painting 2
9 ES méi guod USA 5 b8 ¥ia méi gut hua rose 2
10 HE bao bao baby 5 fih N\ & xian rén zhang  cactus 2
11 TAE gong zuo work 4 £¥ wang zi prince 2
12 I guang gao advertisement 3 L&Al zhang lao shi teacher zhang 2
13 BEAE N mo shéng rén stranger 3 ENA méi rén yu mermaid 2
14 INPE xiao ban junior class 3 B nan hai boy 2
15 X2 N\ shéng dan ldo Santa Claus 3 pros ban ma zebra 1
rén
16 SuNIE:E guo shan ché roller coaster 3 WL ye ban night shift 1
17 % 5 jian guo nuts 3 JEE weéi ba tail 1
18 il N2 xian rén zhing  cactus 3 Ah wai di field 1
19 5 didi younger 3 s gudng gao advertisement 1
brother
20 R nid rou beef 3 IR pao mo foam 1
21 LR meéi mei younger sister 2 Ry pin zhong category 1
22 | hua painting 2 LY Ii wu gift 1
23 W gu shi story 2 A y1shéng doctor 1
24 L= you didn advantage 2 L35 1i mao courtesy 1
25 i zhan shi warrior 2 st [] shi jian time 1
26 HE shi qing thing 2 J&t Ui chu shi cook 1
27 LY Ii wu gift 2 ESA| nid rou beef 1
28 e 1 mao zi hat 2 ®m lan s¢ blue 1
29 F¥ wang zi prince 2 i yéan sé color 1
30 FE4 méi shio nii beautiful girl 2 7RI mei méi younger 1
sister
31 INfE xido 1 baby deer 2 Ak nli wii witch 1
32 RS ao t¢ man Ottoman 2 YEEAE ban zht rén class teacher 1
33 =8 zhdng gud China 2 e bén li chestnut 1
34 v shéng huo life 2 ma wii tai stage 1
35 BR shu shu uncle (slang) 1 o E guo shan ché roller coaster 1
36 i W kali curry 1 B zhuo zi table 1

57



Table 8. (continued)

Rank | Mother Pinyin Gloss Freq. | Girl Pinyin Gloss Freq.
37 WYL ye ban night shift 1 =4 tao can meal set 1
38 o=yt wéi ba tail 1 ARG yén jing eye 1
39 5] yan li eyesight 1 i zhao pian photo 1
40 it yan sé color 1 = b6 zi neck 1
41 WAL méi gui hua rose 1 WAESE  baldiwl ballet 1
42 iE5h i yun dong yuan athlete 1 + 15 shii dian bookstore 1
43 fi & P jian shén fang gym 1 b= wan ju toys 1
44 Kk da téou big head 1 W g ka li curry 1
45 /NS song zi pine nuts 1 Jililsa péng you friend 1
46 By guo zi fruit 1 INF% xido hai kid 1
47 s J) shi jian time 1 fdE 5 jian shén fang gym 1
48 IS mao tou ying owl 1 FZI)fi wanglioshi  Teacher Wang 1
49 R qin g1 relative 1 HiEE  kéndéjr KFC 1
50 L350 1i mao manner 1 INJE xido Iu baby deer 1
51 Hh 5 di fang place 1 L kong que peacock 1
52 a3 Iii sé green 1 FEA%RE 30 té man Ottoman 1
53 Il wa wa doll 1 =8l zhdong gud China 1
54 iy zhdo pian photo 1 Ah wai gud foreign 1
55 I chu shi chef 1 g sheng huo life 1
56 EIN lao rén elderly 1
57 ANHA gé bié rén individual 1
58 N xiao hai children 1
59 FEISUE Y widdo yan yuan  dancer 1
60 FET yang zi look 1
61 A%k sheé xiang tou camera 1
62 IR hong shao rou red meat 1
63 TR babamama dad and mom 1
64 E=All wang lao shi teacher wang 1
65 L& kong que peacock 1
66 55817 qido ke li chocolate 1
67 F BE zhong ban intermediate 1
class
68 Il gudng zhdu Guangzhou 1
69 1R % Hy ¢é lud st Russia 1
Table 9. Adjective frequency rank in girl’s chat corpus

Rank Mother Pinyin Gloss Freq. | Daughter Pinyin Gloss Freq.

1 e piao liang  beautiful 6 e piao liang  beautiful 2

2 TG li hai awesome 4 Jifiz! cong ming  smart 2

3 HEF shén qi magical 4 5 1i hai awesome 2

4 A% ke ai lovely 4 A% ke ai lovely 2

5 il cong ming  smart 3 i kong bu scary 1

6 A bt cuo nice 1 ENE bt tong different 1

7 RLit kong bu scary 1 5if qiang strong 1

8 it ku cool 1 HE hdo kan good-looking 1

9 Bk yong gin  brave 1 il ciji exciting 1

10 N da big 1 = dong shi sensible 1

11 = dong shi sensible 1

12 A héo kan good-looking 1

13 MRFE N xiasirén creepy 1
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Table 10. Verb frequency rank in girl’s chat corpus

Rank Mother Pinyin Gloss Freq. | Daughter Pinyin Gloss Freq.
1 AR xi huan like 15 IR xi huan like 9
2 E kan look 7 FHiE zhi dao know 5
3 g jué dé feel 6 sl méi you don’t have 3
4 BE méi ydu don’t have 3 W huén gé&i give back 3
5 N bt chi don’t eat 3 i déng wait 2
6 T jian féi lose weight 3 7EUS jié han marry 2
7 WE ddo dan trick 3 bl xidng think 2
8 N bu néng can’t 3 A5 bianshén  transform 1
9 AR bian change 3 153 dé dao get 1
10 AR B bian shén  transform 2 #f st tear 1
11 e 2 tidao wil dance 2 AA bu xiding don’t want 1
12 FNiE zhi dao know 2 TRIE jidn féi lose weight 1
13 A xidng think 2 AH bu yong don’t have to 1
14 AR bu hui not capable of 2 AR dong mian  hibernate 1
15 BAE zai shéng  regenerate 1 Vi bu hui not capable of 1
16 7t XT wang hope 1 ¥ shang ban  go to work 1
17 Wk dai shang  bring 1 IVE 3 ka wéi wither 1
18 3E shang ban  go to work 1 =2 gdo su tell 1
19 i st tear 1 W15 jiao dé feel 1
20 e qu diao remove 1 iR shang ke go to class 1
21 | xué dao learn to 1 AR bian change 1
22 IVE 3 ku wéi wither 1 T3k da téu hit in the head 1
23 e i shui jiao sleep 1 I3k da si beaten to death 1
24 LR shao fan cook 1 5 siqu die 1
25 YL song géi send to 1 BEES yu dao meet 1
26 1 lido talk 1 w2 dai qu take to 1
27 ZEH juzhong  lift weights 1 JHEE xiao du sterilize 1
28 ] qiaomén  knock on the door 1

29 B yu dao meet 1

30 IRk  paixialai  shoot down 1

31 il jiéhtn marry 1

Tom’s chat corpus

Compared to Lily and her mother’s chat corpus, Tom and his father
embraced nouns in greater concentration. Similarly, the male parent-child dyad also
talked about various people, such as family members, individuals in the workplace, and
school. As shown in Table 11, people accounts for 25% of father’s overall 76 types and
50% of overall 107 tokens. It also composes 23% of son’s overall 57 types and 37% of
overall 106 tokens. Notably, among them, 25% of the people tokens produced by father
are related to son’s school life (e.g., ldo shi ‘teacher,” nan shéng ‘boy student’), and the
corresponding percentage for son is 38%. Admittedly, Tom seems to be interested in
school life and skills. In his speech, nouns of this category (e.g., ban gong shi ‘office,” wu

IT ‘physics,’ lan giu ‘basketball,” gong zuo ‘work,” shu xué ‘math’) constitute 53% of
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types and 41% of tokens. His father also frequently talked around these subjects, with 32%
of types and 23% of tokens contributed. Besides, they both moderately touched upon
society and the world. In father’s sub-corpus, 11% of types and 5% of tokens are
surrounding topics such as gi ché chdng ‘car factory,” dan wéi ‘work unit,” and /ii ydu
‘travel.” While in son’s sub-corpus, 5% of both types and tokens fall in this category.

If we switch to verbs used in the male chat corpus, thinking activity is most
salient (Table 13). In father’s speech, 22% of his overall 45 types and 53% of his overall
124 verb tokens reflect his thoughts. For instance, xi huan ‘like,’ jué deé ‘feel,” zhi dao
‘know,’ xidng ‘want,” and wang ji ‘forget’ rank on top of the list. Similarly, in Tom’s
speech, 17% of the overall 30 types and 36% of the overall 66 tokens are about thinking,
and 80% of his thinking verbs are shared with father. The second notable verb category is
daily activity, which is more often used by the father than the son. In father’s speech,
verbs such as dd ldn qgiu ‘play basketball,” kan ‘look,’ zuo ‘sit,” and chii gu “go out’
compose 40% of verb types and 21% of verb tokens. While in Tom’s speech, they only
account for 17% of both types and tokens. Another father-son divergence emerges in
verbs related to school/work activity. This category only shares 11% of types and 6% of
tokens in father’s sub-corpus, while in Tom’s, it attracts as many as 33% of types and 24%
of tokens. Verbs such as béi ke ‘prepare teaching,’ lian xi ‘practice,’ xia ke ‘dismiss
classes’ and shang ke ‘attend classes’ were commonly employed by Tom.

The adjectives used by Tom and his father during the chat were positive in
general (Table 12). Analysis on affective valence reveals that in father’s sub-corpus, 62%
of the overall 13 types and 68% of the overall 19 tokens are positive. Most of the positive
evaluations generated by father were around behaviors and abilities. For instance, he
repeatedly used zui hdo ‘best’ to describe or question the best automobile and the best
basketball player in Tom’s class. Positive adjectives also occupy over half of Tom’s
speeches, but with a dispersed word choice, including shéng dong ‘vivid,” zui hdo ‘best,’
[i hai ‘awesome.’ They account for 56% of Tom’s overall 9 adjective types and 42% of
his overall 12 tokens. Tom used si mi ‘private’ four times to respond to his father’s
interrogations, especially when he wasn’t willing to share his attitude about a school

person. Resembling the female parent-child dyad, negative adjectives were also limitedly
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used. They only take up 11% and 8% of father’s and Tom’s overall adjective tokens,

respectively.

Table 11. Noun frequency rank in boy’s chat corpus

Rank  Father Pinyin Gloss Freq. | Son Pinyin Gloss Freq.
1 rayie) ma ma mom 26 rayie) ma ma mom 8
2 Z I lao shi teacher 18 Z I lao shi teacher 6
3 BTE baba dad 10 o xué shéng student 4
4 % nan hai boy 8 TR gdn jido feeling 4
5 THELYE  baba ma ma dad and mom 8 oy di fang place 4
6 L% nil hai girl 8 JpAZ= bangongshi  office 3
7 JE yang zi look 6 Ly/BLil wu i physics 3
8 HE shi qing thing 6 ey di di brother 3
9 Jilils3 péng you friend 5 T ché chang car factory 3
10 ey didi brother 5 BBk lan qiu basketball 3
11 BER lan qia basketball 4 e nil sheng girl student 3
12 Pk ke xué science 4 TAE gong zuo work 3
13 TAE ban gong shi  office 4 B nan hai boy 3
14 o di fang place 4 BR da an answer 2
15 IPINT| you ér yuan kindergarten 4 BTE baba dad 2
16 2R xué Xido school 3 i) 5 wen ti question 2
17 i 75 ndo jin brain 3 B nan shéng boy student 2
18 L nil sheng girl student 3 XU shuang jido both feet 2
19 1B yu wén language 3 Fifg N sud ydurén all people 2
20 gl nli lio shi female teacher 3 Fl 2 ke xué science 2
21 L HE fumu parents 3 % nli hai girl 2
22 e Xing zud star sign 3 INER xiao di little brother 2
23 SR nan shéng boy student 3 VB jit ping wine bottle 2
24 b shu xué math 3 SE shi yan experiment 2
25 HiR lido tian chat 3 gy dong x1 stuff 2
26 TAE gong zuo work 3 b shu xué math 1
27 G Jjin nid zuo Taurus 3 TAE=  gongzuoshi  studio 1
28 KT tai kong space 2 b bian zi braid 1
29 42,27 ming zi name 2 FH i dian ndo computer 1
30 BH 3 yang li solar calendar 2 P da shil study 1
31 TR gdn jido feeling 2 FFH shi qing thing 1
32 R hua ti topic 2 W gu shi story 1
33 Ky che ching car factory 2 H ) hua mian picture 1
34 FEAR méi shu art 2 24 lao ma mom (slang) 1
35 AR Ii xidng ambition 2 1t 5t shi jie world 1
36 R dong x1 stuff 2 g pin 1{ frequency 1
37 i3 1ii you travel 2 5 pao bu running 1
38 Hr jiao xué teaching 1 INFE xido ban junior class 1
39 H 5 shi jie world 1 K& da zhi big ambition 1
40 RE] qi ché chang auto factory 1 INF% xiao hai small children 1
41 2 ku che Kucha 1 INER xiao shi subtle thing 1
42 ZEI, che chéng car city 1 w4 xing gé character 1
43 & 224 xit ché pu car repair store 1 i 75 ndo jin brain 1
44 pub bian jie border 1 ¥X%4.]"  qichéching  auto factory 1
45 [F] 5 tong zhud tablemate 1 Ay yue fén month 1
46 RS zhuang tai status 1 A shi pin video 1
47 PRAN ke wai outside of class 1 o shu xué ti math problem 1
48 —T5 yijie ke one class 1 XN F shuang shou both hands 1
49 (UNI=RES ti yu ke P.E. class 1 1B yu wén language 1
50 [F) 27 tong xué classmate 1 FEAR m¢éi shu art 1

(o))
—




Table 11. (continued)

Rank  Father Pinyin Gloss Freq. | Son Pinyin Gloss Freq.
51 A% jiao shou professor 1 HEG stkao ti reflection 1
question
52 BAfT dan wei work unit 1 BRE mi shi secret room 1
53 Ay yue fén month 1 il péng you friend 1
54 R chuang bed 1 L bi sai competition 1
55 W gu shi story 1 XX ABE  shuang rén tido  double jump 1
56 UL minginhuati  sensitive topic 1 K4 zhing shéng long rope 1
57 i) 5 wen ti question 1 Fi3E zhong ban intermediate 1
class
58 T zhud zi table 1
59 TBA: A wei shéng jian ~ bathroom 1
60 INPE xido ban small class 1
61 N xiao hai children 1
62 N+ shuang zi twin 1
63 e mi mi secret 1
64 PN sud you rén all people 1
65 K& da zhi big will 1
66 INER xiao shi subtle thing 1
67 HAE dong zuo action 1
68 JilagY|4 zhi y¢ occupation 1
69 W F wu i physics 1
70 L2l jing li experience 1
71 A quén dou all 1
72 FL bio mi bmw 1
73 HE bdo bdo baby 1
74 YiiE ying yu English 1
75 B =F ge ge older brother 1
76 ik k#o shi exam 1
Table 12. Adjective frequency rank in boy’s chat corpus
Rank Father Pinyin Gloss Freq. | Son Pinyin Gloss Freq.
1 £ zuihio best 6 % sTmi private 4
2 % simi private 2 | sheng dong vivid 1
3 o bang great 1 FED S you guan relevant 1
4 —f%  yiban general 1 @@ puputdng tong ordinary 1
5 Atk jut specific 1 BT zui hio best 1
6 A pingdéng  equal 1 J5E 1i hai awesome 1
7 &S5 piaoliang  brilliant 1 B zhong yao important 1
8 Ji¥E  lihai awesome 1 SPEE ping déng equal 1
9 = 5h shéng dong  vivid 1 1] zhuan mén specialized 1
10 IR td ran sudden 1
11 4% quanbu all 1
12 2 anjing quiet 1
13 Tz, hdo chi delicious 1
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Table 13. Verb frequency rank in boy’s chat corpus

Rank Father  Pinyin Gloss Freq. | Son Pinyin Gloss Freq.
1 B X1 huan like 31 IR X1 huan like 12
2 WA juédé feel 14 HIiE zhi dao know 8
3 HIE zhi dao know 11 wBE méi you no 6
4 148 dajia fight 4 IR bei ke prepare teaching 5
5 oy béi ke prepare teaching 4 Hk chi lai come out 3
6 $T%Fk  didlanqit play basketball 4 FT5ER  dalan qid play basketball 3
7 N bt néng can't 3 WA jido dé feel 2
8 HifF g4ao su tell 3 NZAR chi fan eat 2
9 BE méi ydu don’t have 3 25.2] lian xi practice 2
10 5 kan look 3 i zud do 2
11 P! xidng want to 2 ER pai qiu bounce the ball 2
12 =it wang ji forget 2 #AR%ES daiydnjing  wear glasses 1
13 A bu xidng don't want to 2 T gai zhang to stamp 1
14 AL¥E bao kuo include 2 Bz tido yuin long jump 1
15 Ag Zud sit 2 | xué xi study 1
16 H g chii qu go out 2 Ahe bt néng can't 1
17 A5 R bian chéng  become 2 S xia ke dismiss class 1
18 NE fén xidng share 2 ER shang ké attend class 1
19 e dai qu take to 2 ZEER jieshu to end 1
20 [A] hui lai come back 1 TR pei fu admire 1
21 FTER da qgia play 1 NAR gong bu announce 1
22 PR ti xing remind 1 pas) xidng want

23 &2 xitl ché fix the car 1 B qian zi sign

24 i shang ké go to class 1 HF di zi type

25 i shud say 1 T4 dajia fight

26 B yu dao meet 1 A5 jiao huan swap

27 My zud hio do good 1 L] bii dong swing

28 il lido chat 1 WS zhtin béi prepare

29 iR péi fu admire 1 #FAR  zuod shoushu do surgery

30 SIR kai shi start 1 A5 shéng bing sick

31 s jidé remember 1

32 ghR jié shu end 1

33 awin fén kai separate 1

34 Hk cha lai come out 1

35 2| xué dao learn 1

36 RIL fa xian discover 1

37 BN chéng wéi  become 1

38 EIN shou huo harvest 1

39 HEAE pi ping criticize 1

40 T dai bring 1

41 RN ganxing qu be interested in 1

42 G pang guan  spectator 1

43 EE hui jia go home 1

44 PrikEE  jidng gushi  tell a story 1

45 ek pai qit bounce the ball 1
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2.3.3. Parental questions and gendered expectations

In the chat corpus, Lily and her mother conducted 262 interactions; Tom and his
father had 360 interactions. Here, an interaction is defined as one turn. Notably, parent-
child conversations in this session were largely guided by parent-initiated questions. As
Table 14 shows, while 60% of the mother-daughter interactions were mother-initiated,
among them, 60% were mother’s questions. Similarly, while father initiated 59% of
father-son interactions, 67% of them were father-raised questions. Lily contributed 40%
of interactions with her mother, and Tom contributed 42% when chatting with his father.
In their personal speech corpora, they both have raised small proportions of questions,

4% for Lily and 5% for Tom.

Table 14. Percentage of initiated speech and question

Participant Initiated interaction  Pct. in corpus | Question Pct. in personal speech
Lily’s Mother | 158 60% 95 60%

Tom’s Father | 211 59% 142 67%

Lily 104 40% 4 4%

Tom 150 42% 7 5%

A further investigation of parental question strategy reveals significant gender
differences. As presented in Table 15, there is a noticeable gap between the two parents’
questioning styles. Lily’s mother used questions mainly to elicit (43%) daughter’s
speeches, check daughter’s feelings (22%), and confirm information (32%) narrated by
daughter. By comparison, Tom’s father centralized his questions on two issues, checking
Tom’s academic progress (46%) and checking Tom’s understanding of father’s words
(42%). He occasionally used questions to confirm information (5%) and elicit Tom’s

speech (7%).

Table 15. Parents’ question strategy

Question Function Lily’s mother | Tom’s father
Elicitation 43% 7%

Check feeling 22% 0%
Information confirmation | 32% 5%

Check progress 2% 46%

Check understanding 0% 42%
Suggestion 1% 0%

Total 100% 100%
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Example (3) illustrates how Lily’s mother used questions to encourage her

daughter’s meaning expression. Meanwhile, she responded to her daughter with short

questions in a timely manner to guarantee she had grasped correct understanding of her

daughter’s speech. Another relevant conversation is in Example (4), in which mother

both elicited Lily’s speech and checked her feeling about her art activity.

Example

3)
Mother:

Lily:

Mother:

Lily:

Mother:

Lily:

Mother:

Lily:

Mother:

Lily:

Exampl
e4)
Lily:

[Lily and her mother were talking about some past school events]

shénqi xidoche shi jiang shénme
magic school COP tell what
bus

‘What is Magic School Bus about?’
en, jiang gushi [anlia.
um tell story take

turns
‘Um, it takes turns to tell stories.’
ranhou ni jiu jiang de
then 258G then tell NML
“Then, what story did you tell?’
en, wo ®@méi jidng guo®.
um 1SG NEG tell ASP
‘Um, I didn't tell stories from it.’
ni méi jiang guo
2SG NEG tell ASP
shénqi de xiaoche dui ma?

magic ASSOC schoolbus  correct Q
“You didn't tell stories from Magic School Bus, is that so?’

®@a bu dui®! én, xidoban
ah NEG correct um junior
‘Ah! Not right! I told a story when I was in the Junior class.’
jiang gushi bisai, ni xithuan
tell story competition 2SG like
‘Storytelling competition, did you like it?’

@ks haowan le!

very fun ASP

‘It was a lot of fun!”

méi ci bisai ni dou
every CLF competition 2SG all

‘How did you feel every time during a competition?’
@ lihai®

awesome

‘Awesome.’

wO xithuan zhe yi bén.
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de

NML

shénme

what

ya? [%
elicitation]

SFP

ya? [%
elicitation]

SFP

[% confirm]

shihou

time

ma?

Q

juédé

feel

[Lily and her mother were talking about her works from art class.]

jiang de.
tell NML
[% feeling]

z&€nme [% feeling]
yang?
what



1SG like this one CLF

‘I like this book.’
Mother:  ni xihuan na g¢ tietd ma? [% confirm]
25G like that CLF sticker Q
0, xido gongzhu  tidzhi shi ba?
oh little princess sticker COP Q
“You like that sticker? Oh, little princess stickers, right?’
Lily: gongzhu  tiezhi.

princess  sticker.
‘Princess stickers.’

érqié houmian hai you tgeng dud pinzhong.
also back as well more many variety
‘And there is more variety behind it.’
o
Mother: ¢n, weishéme  xthuan gongzhu de tiezhi? [/.0 oy
elicitation]
um why like princess ASSOC sticker
‘Um, why you like princess stickers?’
Lily: ymwei tpiaoliang, zhénde hén tpidoliang!
because  beautiful really very beautiful
‘Because they are beautiful, they are really very beautiful!’
Mother: na xiaoche ne? [% elicitation]
then schoolbus Q
“Then how about school bus?’
xidoche  bu piaoliang  ma? [% elicitation]
school .
bus NEG beautiful Q
‘Isn't the school bus beautiful?’
\ < . . \ [%
2
zhe G shi ni hua de? elicitation]
this also COP 25G draw NML
“This is also what you drew?’
Lily: shi!
yes
‘Yes!”
Mother: huahua  de shihou  juédé zenm® [% feeling]
yang?
drawing  ASSOC time feel what
‘How did you feel when drawing this?’
Mother:  wal! Azhénde hén pidoliang!A
WOW really very beautiful

‘Wow! It was really very beautiful!’

Tom’s father tended to raise questions in a direct manner. As shown in Example
(5), after Tom described his basketball class experience, father ignored information such
as the teacher’s surgery and focused on what Tom has mastered. Similarly, in Example
(6), when Tom recounted his stroll break at school, his father immediately questioned his
academic progress and interrogated whether he had internalized parental teaching. It
seems that Tom’s ‘stuffy’ feeling in the classroom wasn’t a legitimate reason to have a

break.
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Example

)
Father:

Tom:

Father:

Tom:

Father:

Tom:

Father:

Tom:

Father:

Tom:

[Tom was talking to his father about a basketball class he attended]

mama
mom

you
have

méiyou
NEG have

péi
accompany

‘Did mom accompany you to the basketball class?’

dui, you.

yes have

“Yes, she did.’

xianzai lanqit xué dao shénme yang
now basketball learn-RED what
‘What have you learned about basketball by now?’
xué le xie shénme?
learn ASP CLF what
‘What did you learn?’

you naxie jibén dongzuo?
have which basic movement
‘What are the basic movements?’

women jmtian huan laosht
2PL today change teacher
‘We have changed the teacher today.’

én ymwei laoshi shéngbing,
um because teacher ill

‘Um, because (the former) teacher was ill.”

yao qu Zuo shoushu.
need g0 do surgery
‘He needed to do a surgery.’

ranhou haiyou Ji ci?

after still have ~ how many CLF
‘After today how many classes you still have?’

zhe yi ci jiu

this one CLF then

‘It ended with this class.’

na zhe zuihou yi

then this last one

xué le shénme?

learn ASP what

‘Then what did you learn in the last class?’

jiu da da bisai, ranhou
just play-RED  competition then
shuang jido tiao, ranhou
double foot jump then
ranhou hai lianxi le

then else practice ASP

ni da lanqgia?

258G play  basketbal
1

[% elicitation]

ne? [% progress]

Q

[% progress]

[% progress]

le.

ASP

[% progress]

jiéshu le.

end ASP

jié ke [%
progress]

CLF class

xué yi xué

learn one learn

tiaoyuan,

long jump

paobu.

run

‘We just had a competition game, then learned a bit of double-feet jump, then long jump,
then practiced running.’

néng
can
tongshi

concurrentl

y

yong
use

pai
bounce

liang
two
le
ASP

g¢
CLF

ma,

Q

shou [% progress]
hand

xianzai?

now

‘Can you bounce the ball with both hands concurrently, now?’

danshi

w0

kéyi
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Example

(6)

Tom:

Father:

Tom:

Father:

Tom:

Father:

but 1SG can do-RED
na yi ge lanqiu,
hold one CLF basketball
ranhou shuang shou jiaohuan.
then two hand exchange

‘But I can hold one basketball and exchange with both hands.’

[Tom was sharing some school experience with his father]

wO tongzhu  jiushi g¢ xinggé @®baoza
0 0®
1SG deskmat  exactly CLF personalit  cranky
e y
méitia  dou dai tang,
n
everyd all bring sugar
ay
ranhou  laoshi lai zhdo wo xianshi.
then always come find 1SG business
‘My desk mate is a cranky girl, she brings candies to school every day, and always minds my
business.’
eén.
um
‘Um.’
you yi ci woO zai xuéxiao
have one CLF 1SG PREP school
ta jin guolai,
3SG then come over
ai ni gan sha qu?
hey 2SG do what 20
‘There was once, I was walking in school, she came over, and asked, hey where are you
going?’
én
um
‘Um.’
wo shuo wo z0u, wo sanbu.
1SG say 1SG walk 1SG stroll
‘I said I was walking, I was in the middle of a stroll.”
ranhou ta jiu shud san sha
then 3SG then say stroll what
“Then she said stroll what?’
ni hai bu ganjin huiqu fuxi.
258G still NEG immediatel  back review
y
“You should immediately go back to review (your lesson).’
ranhou  wo shud tshio guan xianshi!
then 1SG say few control business
“Then I said mind your own business.’
ni tongzhu  dou zhidao
0
2SG deskmat  even know
e
rang ni ganjin huiqu fuxi.
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Tom:

Father:

let 2SG immediatel  back review

‘Even your desk mate knew you should go back to revision.’

@ni que bu zhidao@

2SG but NEG know

‘But you didn't know it.’

ni Asht kan le ma?A

2SG book read ASP Q

‘Did you finish reading books (then)?’

danshi wo xidng chialai @tou
touqi

but 2SG want go outside get freah
air

‘But I wanted to go outside and get some fresh air!’

méi ci shangke dou mén

every CLF in the class  all door

‘Every time in the class, the door was closed.’

kuai @meén s le.®

almost  stuffy death ASP

‘It was stuffy as hell.’

wo de hua ®ting jinqu ©

1SG ASSOC  speech listen enter-
RED

‘Did you listen to what I said?’

@®xian  Xuéxi zai Wan®, zhidao

first study then play know

‘Study first and play later, understood?’

[%o

progress

]

al®
SFP
guan

close

le?

ASP

ma?

zhe,
ASP

[%
understanding]

[%
understanding]

As shown in the above examples, parents’ concerns and expectations of their

children are revealed by their questions. It appears that girl’s mother was more concerned

about Lily’s emotional experience in her activities and tried to encourage her to open up

with mother. In contrast, Tom’s father seemed to be less concerned with his son’s present

feelings but cared more about his general development, such as acquiring skills and self-

regulation.

These communication patterns and the expectation and requirements they carry

may have implicitly provided gendered information to children. Children’s responses to

and intake of the gender norms are realized in such daily interactions. Through language-

mediated practices, parents function as role models and masters in the gender community.

Over time, children, the ‘gender apprentices’, gradually acquire communication styles

they perceive as appropriate for themselves, which is largely based on parental input,

parental feedback, and their own gender perceptions. To achieve a core membership of
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the gender community, they calibrate their language based on the gendered concepts
formed in mind and alter their actions according to parental modeling and expectations.
Table 16 shows the children’s question strategies. Like her mother, Lily mainly
cared about other’s feelings (75%) and confirmed information occasionally (25%). On
the other hand, Tom shared similarities with his father’s question strategy but showed
personal characteristics. Unlike his father’s concentration on progress (46%) and
understanding (42%), Tom used smaller amounts of questions of these functions (29%
and 14%). It is understandable if we consider the dynamic of power between a Chinese
caregiver and a child, with the former being responsible for monitoring and guiding the
latter. Tom also provided suggestions (29%) and confirmed information (29%) through

questions, but his father didn’t include suggestions.

Table 16. Children’s question strategy

Question Function Lily | Tom
Elicitation 0% 0%
Check feeling 75% | 0%
Information confirmation | 25% | 29%
Check progress 0% 29%
Check understanding 0% 14%
Suggestion 0% 29%
Total 100% | 100%

The following Example (7) reflects Tom’s ongoing socialization practice, in
which he explicitly expressed opinions on female gender roles, inquired about progress,
and checked his younger brother’s understanding of his speech. This example uniquely
shows Tom’s understanding of home-based gender roles and how he attempted to mimic

his father’s question style.

Example [Tom was talking about his mother with other family members.]

(7
Tom: mama zhtiyao jiushi dai xidohai.
mom mainly exactly take care  kids
of
‘Mom mainly takes care of kids.’
Mother: rdai shéi? dai shéi? [=gazing
Tom]
take care of whom take care of  whom
‘Take care of whom? Take care of whom?’
Tom: dai didi hé wO.
take care of younger brother and 1SG
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Father:

Tom:

Tom:

Tom:

“You take care of younger brother and me.’

mama ye 20ngzuo a.
mom also work SFP
‘Mom works as well.’
bu yong beike, ta you
NEG need teaching 3SG AUX
prep
‘She doesn't need to prepare teaching, she doesn't even teach.’
zai bangdngshi gongzuo,.
PREP office work
‘She works in the office.’
you xuéshéng zhado, ta jiu
have student find 3SG then
‘If students come to find her, she stamps (on documents).’
mama, shang ci didi de
mom last time younger NML
brother
hao le ma?
ready ASP Q
‘Mom, last time, for younger brother, was that ready?’
zhidao shi shénme ma? [=to
brother]
know COP what Q

‘You know what I meant?’

bu shangke.
NEG  teach
tgai zhang.

stamp

[% progress]

[%
understanding]

Another socialization practice is demonstrated in Example (8). In this dialogue,

Lily asked her mother about her feeling and preference when browsing her paintings and

explicitly denied boys’ eligibility to appear in her works. Being a girl who demonstrated

strong enthusiasm about ‘beautiful’ and ‘good-looking’ things, Lily excluded boys from

her personal art world because ‘boys are ugly!” Though Lily’s origin of gender beliefs

about boys is unknown, this example reveals her aesthetic concern, a key component in

her gender schema about femininity. Lily’s obsession with beauty is not unwarranted; her

mother’s verbal output serves as a model. If we recall, in Table 10, ‘beautiful’ is the most

frequent adjective used by both mother and daughter. It is reasonable to assume that this

adjective plays a part in socializing Lily to appearance-related stereotypical feminine

roles, and it apparently becomes a standard of Lily’s judgment of gender.

Example (8)
Lily:

Mother:

[Lily was showing mother her paintings.]

zhe ge yé shi wO
this CLF also COP 1SG
xihuan ma? [% feeling]

like Q

“This was also drawn by me, do you like it?’

@wal @ ni hua de dou
WOW 28G draw ASSOC  all
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Lily:

Mother:

Lily:

Mother:

Lily:

xido nanhai haishi xido
little boy or little
‘Are these you’ve drawn little boys or little girls?’

dou shi @niihai! ® xido
all COP girl little
‘They are all girls, little zebras.’

haokan ma? [% feeling]
good-looking Q

‘Are they good-looking?’

ni weishéme bu hua
2SG why NEG draw
‘Why you didn't draw little boys?’

xido nanhai @chéu,®  @nanhai
little boy ugly boy
‘Little boys are ugly, boys are ugly!’

zhe shi hua de
this COP draw NML
‘Is this the Santa Claus you drew?’

shi maotéuying ma?

COP owl Q

‘Is it an owl1?’

zhe ge shi xido
this CLF COP little

“This is a little deer, it’s a girl.’

ntihai?
girl
banma.
zebra

nanhai
boy

X140
little

chou!@
ugly

shéngdan laorén?
Santa Claus

I, shi
deer COP

a?
SFP

niihai.
girl.

Intriguingly, while both Lily and Tom seemed to have achieved gender rigidity,

their views on stereotypical activities of the opposite sex are different. In Example (9),

Tom demonstrated contempt for the act of liking princess books and claimed he would

never hang out with girls even if they are interested in space. While in Example (10), Lily

and her mother expressed recognition and admiration for a girl who excels in sports and

math. Unsurprisingly, this girl has passed the first level of Lily’s judging criteria: being

beautiful.

Example (9)
Father:

Tom:

Father:

Tom:

[Tom was talking about the girls in his class]

niihai xihuan shénme de
yang

girl like what ASSOC

‘Girls like what kind of books?’

en, bira tgdngzhti leéi

um for example princess kind

‘Um, for example, princess that kind of stuff.’

jiara yi ge niihai

if one CLF girl

‘If a girl also likes space.’

ni hui hé ta

2SG will with 3SG

‘Would you become friends with her?’

Tba hui, ymwei wo
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de bei,
ASSOC SFP

yé xihuan
also like

Zud péngyou
make friend
bu xihuan

taikong.
space

ma?

Q
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Father:

Tom:

Mother:

Tom:

Father:

Tom:

Example (10)
Mother:

Lily:

Mother:

Lily:

Mother:

Lily:

NEG will because 1SG NEG like
niihai yigi wan.
girl together play
‘I won't, because I don't like hanging out with girls.’
weishéme?
why
‘Why?’
ymwei méiyou.
because NEG-have
‘No because.’
ymwei méiyou @zhe zhong shi.®
because NEG-have this CLF thing
‘Because there is no such kind of thing.’
jiara didi xthuan gongzhu,
if younger like princess
brother
ni xidngyao hé ta wan ma?
2SG wish with 3SG play Q
‘If your younger brother likes princesses, will you wish to hang out with him?’
@bu!®
NEG
‘No!”
weishéme?
why
‘Why?’
na ta bian @nﬁshéng@ le,
then 3SG become girl SFP
@®cai bu @ geén ta wan ne!
AUX NEG with 3SG play SFP

“Then he becomes a girl, I will definitely not hang out with him!”

[Lily expressing admiration and envy for another girl.]

styu dui ni hén hao.

PN treat 2S8G very good

‘Suyu treats you very well.’

ta tpiaoliang.

2SG beautiful

“‘She is beautiful.’

haiyou ne?

else Q

‘What else?’

ta shi ®lioda. @

3SG COP leader

‘She is the leader.’

shuxué bi nanhai haiyao hao.

math compare boy even good

‘Her math is even better than the boys.’

en, wO tingshudé  ta shi laoda.
um 1SG hear 3SG COP leader
‘Um, I heard that she is the leader.’

ta yé hui da lanqiu.

3SG also can play basketball

‘She can also play basketball.’
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nanshéng cai dong da lanqit.

boy AUX know play basketball
‘Only boys know how to play basketball.’

ta hén tlihai.

3SG very awesome.

‘She is so awesome.’

2.4. Discussion

Through empirical data recorded during two Chinese families’ parent-child
reading and chat sessions, this study reveals differentiated gender socialization practices
conducted by Chinese parents of male and female children. The data confirms parents’
active and essential role in children’s gender socialization as discovered in previous
studies (Crespi, 2004; McHale et al., 2003). The findings suggest that gender
socialization in a Chinese home is conducted through subtle aspects of life, including
selection of books, enrollment of extracurricular classes and activities, and especially, the
way parents verbally interact with their children. From a linguistic perspective, this study
fills the research gap on parental gender socialization in mainland China through multiple
novel findings.

Gender socialization during reading and chat

First, previous studies on book-mediated gender socialization mainly focused on
the distribution of male and female characters (Brugeilles et al., 2002; Crisp & Hiller,
2011; Hamilton et al., 2006; Kolbe & La Voie, 1981; Tognoli et al., 1994; Weitzman et
al., 1972) and gender stereotype presentations (Crisp & Hiller, 2011; Grauerholz &
Pescosolido, 1989; Hamilton et al., 2006; McCabe et al., 2011; Weitzman et al., 1972).
However, children often read books in the company of their parents, and gender concepts
are instilled both through book content and their spontaneous discussions. Few studies on
this topic have reported how gendered inputs are realized by the specific language used
during these reading activities. In particular, little is known about how Chinese parents
socialize their children with books. An analysis on specific lexicons used in reading hours,
as this study conducts, draws a detailed and quantified picture regarding parental gender
socialization.

The result shows that books provide children with gendered inputs in terms of

world knowledge and word choice from an early age. Interviews revealed that the books

74



selected were not random but reflect the two families’ common practice. As Lily’s
mother stated, when Lily was younger, she chose children’s books that could ‘comfort
Lily to sleep.” But when Lily became older, she independently chose fairy tale books,
usually on politeness, moral quality, art, hygiene, and Disney princesses. In line with the
mother’s description, I observed various books related to painting, princesses, and moral
education in Lily’s home. Tom’s father said that Tom’s books as a younger child were
what he described as ‘gender neutral’ and ‘ubiquitous’ bedtime stories. When Tom was
three, he began to show a preference for science-related books. Visiting Tom’s bookcase
at home, I found that the vast majority of books on Tom’s bookshelf were related to the
universe, nature, and geography. Just like Lily has almost no universe books, Tom has no
princess or art books. Lily and Tom have different preferences and access to books,
which are manifestations of the intermediate results of gender socialization but tend to be
taken for granted by caregivers.

This study’s corpus analysis further reveals how gender socialization is realized
through lexicons of reading hours. When browsing and discussing books, Tom and Lily’s
parents provided different linguistic input, imparted different world knowledge, and
focused on different subjects, behaviors, and attributes in life. As reported previously,
Lily’s reading session mainly included fairy tale characters, people in society, daily life
objects/locations, and food. They narrated around daily activities, moral activities,
affective activities, and labor. They employed equal proportions of positive and negative
adjectives. Tom’s reading session focused more on objects in the universe and nature,
used large amounts of scientific/formal terminologies, and moderately touched upon
people in society and daily life objects/locations. Their positive adjectives outnumbered
negative ones, and they closely associated verb choices with science. Uniquely, Tom and
his father highlighted scientific activities, adopted daily activities for analogy, and
occasionally expressed thinking and affective activities.

Second, gender socialization is more deeply practiced in casual conversations
between children and parents. In a nutshell, it appeared that the female pair’s talk was
primarily around family members and imaginary figures’ positive traits and mundane
activities. By contrast, their male counterparts were more concerned about the physical

reality, rules, and skill achievement. Investigation on the chat corpus revealed that Lily
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and her mother preferred chatting about people, fairy tale characters, food, plants, and
hobbies, but less emphasized the physical world and skill development. The actions they
mentioned included daily activities and thinking activities, and Lily has a higher
contribution to the latter. Their chats were optimistic as they both have used over 86% of
positive adjective tokens. This discovery is consistent with previous Western studies,
which associated the raising of girls with parent’s focus on emotions and social
relationships (Casey & Fuller, 1994; Chaplin, 2005; Eisenberg et al., 1996; Fabes, 1994).
Lily’s mother in this study kept a watchful eye on socializing her daughter with positive
emotions and thoughtful interaction patterns.

In contrast to the female dyad’s chat, Tom and his father’s chat was less casual
but resembled a study reflection or report. Though they also have talked about various
people, around 30% of them were real-life individuals from school and work. They co-
constructed a discourse about school life, skill development, society, and the world. Their
thinking activities were most frequently vocalized, accompanied by occasional narrations
of daily and school activities. Though their conversation was also positive in general, the
percentages of positive adjectives (42% and 68%) were lower than that of Lily and her
mothers’ (86% and 90%). This finding is slightly different from previous Western studies
as it reflects Chinese fathers’ significant focus on boys’ education. It has been reported in
the West that boys are permissively raised, and they are more tolerated in anger
expression or mild aggression (Chaplin, 2005; Eron, 1992). However, Tom seems to be
cultivated in a highly supervised family environment where he was not given much space
for emotional expression or finding excuses to escape from schoolwork. In the eyes of
Tom’s father, a boy’s career development seemed to be more important than his moods
and feelings. The center of Tom’s life was expected to be skill improvement and
academic competitiveness, while issues such as teacher’s illness and stuffy classrooms
seem to be of marginal interest to the father. This finding is consistent with the previous
studies that Chinese parenting centers on the child’s academic success and have extensive
and intensive parental investment and involvement in the child’s schooling (Chao, 1994,

1995, 1996; Stevenson et al., 1993).
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Gender and CofP

Third, through question strategy as the variable, parents’ gendered expectations
and socialization of communication style were illustrated. The result shows that girl’s
mother used questions to elicit Lily’s life experience sharing and emotion-related
expression. She didn’t execute progress checking or understanding checking through
questions. By contrast, Tom’s father made fewer efforts to explore Tom’s emotions but
instead inquired more about Tom’s academic development and reflections.
Comparatively speaking, Lily’s mother’s question strategy reflects less parent-child
hierarchy than Tom’s father’s questions. The former included more care, while the latter
reflected more supervision.

Furthermore, parental question strategies not only communicate their concerns
and expectations but also model gendered communication styles. As reflected in the data,
like her mother, Lily was curious about others’ feelings. From his father, Tom has
preliminarily acquired a question style of checking progress and comprehension. These
findings provide Chinese evidence of gender socialization as a CofP whereby
socialization style and strategy appear to be a function of the gender of both parent and
child. Adopting question strategy as a parameter, we see how gender was practiced
between children and their parents through mutual engagement and how memberships
were indicated by what they did (Eckert & McConnell-Ginet, 2003; Holmes &
Meyerhoff, 1999a). During systematic and regular interactions with parents, Lily and
Tom are acquiring gendered patterns and becoming aware of their status in the gender
community. As stated by Lave & Wenger (1991), mutual trust among the members of a
CofP is central to socialization. Our data, albeit limited in terms of size and
representativeness, shows how Chinese children and their parents participated in a kind
of joint enterprise where the parent guided the child in developing an implicit
understanding of gender roles as members of a community of practice. In this process,
trustful interaction continued between the ‘master’ parents and the ‘apprentice’ children.

Take Lily and her mother as an example. There was a shared repertoire (Wenger,
1998) between them. Their concern was around family members, imaginary figures, daily
activities, and beauty. These symbolic elements constitute their collective resources of

meaning negotiation. Mother and Lily both made efforts on gender practices. Mother
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modeled as a core member, while Lily acquired, assimilated, and established appropriate
patterns as an ‘apprentice’ defined by Holmes and Meyerhoff (1999). For the male
participants, Tom and his father also had mutual accountability (Wenger, 1998)
concerning the shared gender repertoire. If Lily and her mother’s gender practice could
be analogized as a co-appreciation of joyful life experience, Tom and his father’s gender
practice resembled an assimilation training of social hierarchy. Both Tom and his father
were aware of their roles in the gender community, and the father’s modeling practice
guided Tom in his advancement of perceived community membership. As illustrated in
Example (6) and (7), Tom received frequent progress and comprehension checks from his
father. He assimilated his father’s pattern by employing the same strategy to his mother
and younger brother. This indicates his establishment of gendered patterns and his
perceived more central membership in the male community than the other two.

A link to contemporary gender norms in China

From a linguistic perspective, this study reconfirms that parents’ background,
personal beliefs and marriage dynamics have impact on children’s gender development
(Kulik, 2002; McHale et al., 2003; Updegraff et al., 1996). Although parents in this study
differed in social class, education level, and life values, they all projected their
perceptions of gender onto their children. Importantly, their perceptions mirror the
current gender dynamics in Chinese society. In the post-reform and opening-up era,
Chinese society has demonstrated a pattern of full-scale economic competition. The
social value that men can obtain through education and work is increasingly valued, but
the social value of women is facing differentiated or even contradicting interpretations
(Fincher, 2014; Ji, 2015; Ji & Wu, 2018; Sun & Chen, 2015).

Coming from a working-class background, Lily’s mother hopes that her daughter
can achieve happiness by living up to traditional female values. Through language, she
models and guides Lily to become a gentle, kind, understanding, beautiful, and
artistically talented woman. In the interview, Lily’s mother revealed her expectations for
the 20-year-old grown up Lily. She recalled that because herself didn’t have any artistic
talents as a child, she couldn't ‘hold her head up among girls’, so she wished Lily grow
up into a versatile, thoughtful, and beautiful girl. She also explicitly expressed her

differentiated plans for raising boys and girls. Because Lily is a girl, she hopes her
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daughter to be healthy, happy and beautiful. But if Lily was a boy, she will ‘work hard to
earn money’ so that her son can get enough education for a decent job. As a middle-class
intellectual, Tom’s father, to a certain extent, is successful in social competition.
Therefore, he not only knows the hardships of competition, but also hopes his son will
inherit the ‘secret code of happiness’: to advance in society through education. In the
interview, while he claimed that he would not change nurturing strategy regardless of
Tom’s gender, he paradoxically expressed doubts about women’s access to the same
level of education. As he stated, Tom’s mother was also ‘highly educated,” but the more
important task for her as a woman was ‘to take care of the children.” And he kept
emphasizing this gendered labor division as ‘natural and normal.’

These findings show three intriguing pieces of information. First, the two parents’
expectations on children, as demonstrated via their language, were gender-based. Similar
to previous research conducted in the West (Eccles et al., 1990; Jacobs & Eccles, 1992)
this study shows that Chinese parents also bias their perceptions of children based on
society-level gender role stereotypes. The gender dynamics in contemporary China, as
indicated by men’s advantage in gaining social resource and women’s struggle between
work and family duties (Chen et al., 2013; Evans, 1997; He & Wu, 2017; Jeffreys, 2010;
Pei et al., 2007), calibrate Chinese parental gender beliefs and their parenting strategies.
Second, this study indirectly confirms that mothers tend to be more egalitarian while
fathers may take gender stereotypes for granted (McHugh & Frieze, 1997; Spence &
Hahn, 1997; Spence & Helmreich, 1979; Twenge, 1997). A unique contrast between
Lily’s mother and Tom’s father emerged during interviews. While the father described
his son’s chance to play with girls was ‘absolutely impossible’, the mother believes her
daughter could ‘benefit from hanging out with boys.” Third, the results also imply that
traditional masculine activities are positively viewed, while traditional feminine activities
are subconsciously viewed as inferior, and less skillful. For instance, both Lily and her
mother complimented on a girl who acquired stereotypical masculine skills (e.g.,
basketball, math), but Tom denied any relation between himself and feminine behaviors
(e.g., like princess). Intriguingly, girls are positively valued for their ability to participate
in traditionally masculine activities, but boys are discouraged from or even shamed for

their involvement in feminine activities.
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2.5. Final Remarks

As warned by previous scholars (Delamont, 2012; Maccoby & Jacklin, 1974),
children’s within-sex variation may be more significant than the assumed sex differences.
Socialization agents, parents in this study, conduct direct shaping of sex-typical behavior
in interacting with children. Assumptions of sex difference are enhanced and instilled
through world knowledge and language use; hence children are guided and supported to
socialize into socially constructed gender patterns. From the thematic and lexicon-level
divergences and community-based gender practices discovered by this study, it is
reasonable to question if expectations and social treatment of children of the two sexes
are more different than they deserve. Children’s gender becomes a major determining
factor in raising them, yet individual characteristics are often overshadowed by gender.
Meanwhile, the results should also be viewed in light of an emerging concern about the
decline of Chinese women’s recognition in their professional achievement in favor of
their role in the home. Considering the rapid economic development, it is surprising that
the career development of Chinese women has demonstrated a flagging trend, as pointed
out by sociological studies (Chen et al., 2013; He & Wu, 2017; He & Zhou, 2018; Ji,
2015; Ji & Wu, 2018) and sociolinguistics studies (e.g., Jing-Schmidt & Peng, 2018).
Women'’s responsibility was again associated with family (e.g., Tom’s view on his
mother), and mothers are actively socializing their daughters to traditional feminine roles
(e.g., Lily’s goal to be beautiful, artistic). Further research is needed to explore the
changing gender norms in Chinese society at large, especially how the younger Chinese
generations perceive and practice gender roles.

Finally, this study only focused on two Chinese families in Nanjing who share
their neighborhood and social circles. Due to accessibility, the recording length was far
from abundant. In addition, the study was initially planned to include four families:
middle-class boy and girl and working-class boy and girl. However, due to the travel
restriction amid Covid-19, there exists social class differences in the available data.
Limited data puts constraints on the generalizability of the current investigation, and the
results cannot be interpreted as representative. It is also beyond the scope of this study to

generalize nation-level or regional characteristics.
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CHAPTER III
GENDER SOCIALIZATION IN THE KINDERGARTEN: THE ROLE OF
TEACHERS

3.1 Introduction

As Bronfenbrenner's (1992) ecological systems theory (EST) suggests, personal
development happens in a nested environmental context, in which socialization is
realized via an interwoven and reciprocal process. The socialization agents in children’s
microsystems and the interactions between them have received considerable attention in
academia. Among them, one of the most prominent discussions is the educational
institution children attend.

As a socialization hub, school connects family and society. It has been discovered
that the integrated foster from school, family, and community impacts a child’s
developmental competency (Durlak et al., 2007); a high-quality parent-teacher
relationship reduces risk-torn children’s problem behaviors (Serpell & Mashburn, 2012);
and children’s initial cultural practices outside family are primarily mediated in school
(LeVine, 1998). For children, school not only cultivates their emotional attachments but
also calibrates their global, social, and neighborhood experiences (Chipuer, 2001). Peer
relations may shape them or adversely impact their school adjustment and achievement
(Gifford-Smith & Brownell, 2003). Educators’ attitudes may help gain higher friendship
reciprocation rates or change classroom social network dynamics (Gest & Rodkin, 2011).

This chapter investigates school-based gender socialization in two Chinese
kindergartens. Specifically, this chapter focuses on gender socialization of four and five-
year-old children in these kindergartens through their teachers who were female. I will
start with a review of teachers’ gender-based differentiated treatments of students and
their gender perpetuation documented in the Western literature. Then I will discuss Asia-
based research on teachers’ role in children’s gender socialization and how the present

study contributes to the research gap.
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3.1.1 Teacher-centered school socialization

Teachers, with whom children spend the majority of their school time, are the
primary information sources and role models in the kindergarten (Fagot, 1981; Maccoby,
1998; Thorne, 1993). Consciously or unconsciously, teachers send gendered messages
through interactions, curriculum, and organizational decisions. Teachers’ sponsorship of
gender socialization has been investigated systematically and critically in Western
countries. These studies mainly investigated two issues: (i) teacher’s differentiated
treatments of boys and girls; and (ii) teacher’s perpetuation of gender stereotypes.

Differentiated treatments

In a case study, Thorne (1993) noted that preschool teachers in the U.S. named
and dressed boys and girls distinctively. Gender segregations were routinely conducted,
and competitions between the genders were adopted as incentives. This institutional
socialization generated antagonism against the opposite sex, even to the degree of
viewing physical contact from the opposite sex as polluting. Martin (1998) discovered a
hidden curriculum that controlled preschool children’s bodily practices and cognitively
shaped them into genders. As she stated, teachers adopted five sets of practices to
socialize gender: (i) dressing up, (ii) permitting relaxed behaviors or requiring formal
behaviors, (ii1) controlling voices, verbal and physical behaviors, and (v) monitoring
physical interactions with peers. This observation provided empirical evidence that
gender differences are not naturally formed but intentionally socialized in daily preschool
movements, comportment, and physical space use.

Other studies focused on teachers’ interaction frequency with different genders. It
has been consistently found that teachers interact more with boys, though they do not
excel in direct verbal interactions with teachers (Duffy et al., 2001; Fagot et al., 2000;
Sadker & Sadker, 2010; Serbin et al., 1973). However, the reasons behind this
phenomenon are complex, including teachers’ focus on pupil roles in specific tasks
(Fagot & Patterson, 1969; Lee & Kedar-Voividas, 1977) and teachers’ conscious
prevention against boys’ disciplinary damage (Alloway, 1995; Serbin et al., 1973).

Fagot and Patterson (1969) questioned if preschool teachers tend to feminize boys.
They showed that teachers gave more positive feedback to girls during art play and table

plays but rarely joined boys’ motion-intense outdoor activities. However, the
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‘feminization’ seemed unsuccessful because boys still showed greater preference for
male-preferred behaviors. Therefore, this pedagogical discrepancy, which occurred more
often among experienced teachers (Fagot, 1981), was understood as teachers’
engagement with pupil-like roles (art play, table plays) and their permission of play-like
behaviors (outdoor).

Serbin et al. (1973) investigated this issue and argued that teachers’ feminization
of boys was relevant to educators’ problem behavior management. In their study, boys
tended to stay away from teachers and create ‘troubles,” but girls actively approached
teachers. Even when both genders were at the same physical distance from teachers, boys
still received more attention because considerably more instructional time was spent on
managing their problem behaviors. From a new perspective, Serbin et al. (1973) stated
that this differentiated treatment, though it prevented girls from receiving equal treatment,
was in response to boys’ and girls’ behavioral differences.

Research shows increasing concerns about teachers’ differentiated academic
feedback to boys and girls. Sadker and Sadker (2010), for instance, criticized the gender
bias that hindered American girls from receiving equal education. In their view, girls
suffer from academic negligence because boys receive more attention. Girls’ unidentified
learning problems thus accumulate and lower their scores, although they started out with
higher scores than boys. Walkerdine (1998) investigated the female ‘mathematics myth’
under school-based gender assumptions. She attributed this prejudiced, false belief to a
pervasive social discourse that theorizes gendered body and gendered mind. Brophy
(1985), Hoyenga and Hoyenga (1993) suggested that gendered expectations are
manifested by the fact that boys receive more negative feedback on disciplinary
infractions whereas girls receive more positive feedback on compliance.

Indeed, children’s differential school experiences cultivate their gender
stereotypes, which will, unfortunately, shape their social values and accompany them into
adulthoods (Ruble & Martin, 1998). Meanwhile, it has been critically argued that boys
may not necessarily benefit from this inequal treatment. They are either arbitrarily
grouped as problematic and monitor-worthy or being blindly touted (Best, 1983; Epstein
et al., 1998). These gendered treatments at school do not enhance their learning outcomes

but instead adversely impact their achievements.

83



Perpetuation of gender stereotypes

Research on classroom practices and policies has warned that, in the classroom,
there exists implicit gender stereotype fosterage and gender-based life opportunity
constraints. Entrenched gender values such as the importance of female appearance and
the significance of male physical strength and aggressiveness had been repeatedly shown
to be instilled into children’s gender perception (Chick et al., 2002; Martin, 1998).
Teachers tend to regard girls as vulnerable victims who are in need of help, while they
readily interfered and blamed boys when conflicts occurred between the genders (Blaise
& Andrew, 2005). In reality, until recently teachers’ gender perpetuation behaviors were
largely taken for granted and remained unquestioned. Hidden curricula, classroom
interactions, school climates, and gender-differentiated instructional practices affect
students’ learning of social relations (Chick et al., 2002; Koch, 2003). Therefore, it is
crucial to increase educators’ awareness of their gender expectations and explore their
pattern of unconscious gender perpetuation.

The gender portrayal in teaching materials, particularly in children’s literature,
has attracted wide attention. Since the 1970s, four major signs of gender inequity have
been found in English-speaking preschool teaching materials. First, male characters are
more visible than female characters (Turner-Bowker, 1996; Weitzman et al., 1972).
Though the ratio of female characters have improved considerably over the decades
(Diekman & Murnen, 2004; Grauerholz & Pescosolido, 1989; Kolbe & La Voie, 1981;
Oskamp & Kaufman, 1996), improvements have been slow and gender bias lingers. Even
in recent children’s literatures, males are still represented nearly twice as often in book
titles and as main characters than females (Hamilton et al., 2006; McCabe et al., 2011).
Second, portrayals of characters’ personalities and behaviors reinforce traditional gender
stereotypes (Berry & Wilkins, 2017; Brugeilles et al., 2002; Crisp & Hiller, 2011; Kolbe
& La Voie, 1981; Tognoli et al., 1994; Weitzman et al., 1972). In general, while boys are
active, leading, and heroic, girls are passive, following, and nurturing. Similarly, adult
men are usually outdoors and engage in various occupations, whereas adult women are
commonly presented as indoor wives and mothers. Third, gender roles are assigned to
inanimate characters. Anthropomorphized characters are depicted as gendered through

traits very similar to human and animal male and female characters (Berry & Wilkins,
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2017; Brugeilles et al., 2002; Crisp & Hiller, 2011; Weitzman et al., 1972; Williams et al.,
1987). Cars and trucks are conventionally characterized as males while flowers, cups and
pillows are usually females. Sometimes these inanimate characters are even sexualized in
ways that would be inappropriate for human and animal characters (Berry & Wilkins,

29 ¢¢

2017). Fourth, words commonly used to describe male characters included “big,” “great,”
“furious,” and “fierce, ” which are identical to, or synonymous with words used to
describe the inanimate male characters (Berry & Wilkins, 2017; Turner-Bowker, 1996).

Relevant surveys in Asia

Research on Asian teachers’ gender socialization has only started recently since
the beginning of the 21st Century, and on a moderate scale. She (2000) reported teachers’
differentiated interactions and the critical role gender stereotypes played in Taiwan
middle school classrooms. In her study, teachers have different beliefs about boys’ and
girls’ learning styles and classroom participation, which are, unsurprisingly, reinforced
and sustained by their teaching. Differentiated treatment included unequal distributions of
direct questions, unbalanced feedback and encouragement, and a lack of restrictive
controls on calling out answers. Chen and Rao (2011) discovered gendered social and
pedagogical processes in four Hong Kong preschools. Teachers were found to interact
significantly more with boys and subtly conveyed traditional Chinese gender values
through their repeated use of gendered routines and behavioral gender stereotypes.
Through observational data from a private Chinese elementary school, Swan (2017)
discovered a hidden curriculum of gender relations which children were expected to learn.
Though having claimed gender equalities, teachers had different expectations for children
based on traditional gender stereotypes. Similar to findings in previous studies, teachers
interacted more frequently with boys, demanded quieter and calmer behavior from girls,
and permitted more rowdiness and loudness from boys. The teachers reinforced a
classroom model that resembled the society-level gender norms, in which boys are active,
but girls must be passive. Yang and Gao (2019) expressed concerns over gendered
educational consequences in a study that showed a growing shortage of women in STEM
majors in China. They argued that two stages of gender socialization have contributed to
the decline. First, gender stereotypes in society and lower career expectations of girls

from parents have demoralized and discouraged Chinese women from participating in
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STEM fields. Second, the internalization of traditional gender roles and expectations

have hindered the advancement of female achievements.

3.1.2 Research questions of the current chapter

Although extensive research has been carried out on teachers’ role in children’s
gender socialization, our knowledge of this process in Asian societies is still limited.
Besides the works discussed above, few published studies have examined preschool
teachers in Asia, and even fewer studies have addressed this phenomenon in mainland
China.

From a developmental perspective, kindergarten years are a critical period for
gender socialization. After earlier gender cue searches (Bjorklund, 2000; Martin & Ruble,
2004) children enter kindergarten (3 y/o) with established gender identity and
consequently actively absorb information about their own gender in preschool (Bukatko,
2004; Hine et al., 2012; Martin & Ruble, 2004). Around the age of five, which is the
participants’ age of this study, children have accumulated some knowledge of gender
difference with some level of rigidity (Maccoby, 1998; Ruble & Martin, 1998). The
selection of this age group was therefore based on findings from developmental
psychology, as age five is the watershed between the child’s search for gender cues and
the formation of gender rigidity (Trautner et al., 2005).

However, there is a dearth of quantitative linguistic research in this subfield to
test theories. As Eckert and McConnell-Ginet (1992) suggested, the engagement between
members of a gendered Community of Practice (CofP), such as the production of or
resistance to the social perception of gendered linguistic routines, could be analyzed to
reveal how gender is practiced among community members. Therefore, this study
explores five-year-old children’s gender socialization with their kindergarten teachers as
demonstrated in their linguistic practices. Additionally, the role of language in gender
socialization is hard to find in China-based subfields, and it is this study aims to fill this
gap.

Against this background, this study examines the role of language in gender
socialization by kindergarten teachers in Nanjing, China. It aims to investigate whether

female kindergarten teachers verbally interact with boys and girls in the same manner and
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whether gender norms are perpetuated or resisted in preschools. In particular, this chapter
covers four research questions:
I. Do Chinese teachers interact with boys and girls differently in terms of
language use?
II. Do Chinese boys and girls interact differently with their women teachers in
terms of language use?
III. Do teachers verbally convey gender-based attitudes toward and expectations of
children?
IV.  Are gender norms instilled in children through pedagogical materials and

organizational decisions?

3.2 Data and Methods

3.2.1 Participants

Data collection of this study was conducted from September 2019 to December
2019 in Nanjing, China, an eastern provincial capital city with a population of 8 million.
Initially, invitation letters were sent to principals of six kindergartens across three
districts. Three principals responded and two kindergartens were selected because all
their staff and children’s parents consented to and were committed to video recording.
These two kindergartens, located in two districts, were both private kindergartens serving
local and socioeconomically homogenous Chinese communities. They both have won
awards at city and provincial levels, honoring their efforts on child safety, personality
development, and art education.

Kindergarten A, established in the 1950s, was once an affiliated kindergarten to a
large state-owned enterprise. During the nationwide economic reform in the 1990s, the
mother enterprise was amalgamated. Upon reorganization, its erstwhile affiliated
kindergarten became independent and transformed into a private kindergarten in 2004.
The campus of Kindergarten A now covers an area of 650 square meters with a three-
storied building as its main facility. Including the caucus and administrators, it employs
26 staff members in total. Except one male security guard, all employees are female. By
2019, the total number of enrolled students was 198 (96 girls and 102 boys), and the

majority of them were from middle-class families in the neighborhood. According to the

87



principal, 98% of Kindergarten A students have Nanjing Aukou, a household registry that
indicates permanent residence in urban Chinese cities.

Kindergarten B, founded in 2011, is located on a land of 1,000 square meters
inside of a recently built middle-class residential community. It is affiliated with the real
estate developer company and serves as one facility of the housing complex. The campus
has two three-floored buildings, with one of them encircling a central courtyard
playground. Similar to Kindergarten A, Kindergarten B also has a quasi-all-female
employee body. Except the only male security guard, 33 female teachers and one female
principal are on site. By 2019, 155 students (75 girls and 80 boys) were enrolled.
According to the principal, 85% of Kindergarten B children are from the households in
the residential community, and 100% of them have Nanjing Aukou.

A class of 4-year-olds from zhong ban (hereafter Junior) and a class of 5-year-
olds from da ban (hereafter Senior) were selected by principals in each kindergarten.
Informed consents for participation were obtained from two principals, 13 teachers of the
four selected classes, and all other staff members. Through the two principals, the parents
of a total of 99 children (48 girls and 51 boys) expressed explicit consent for their
children to be videotaped for the observation study.

Four teachers were observed and interviewed about their interactions with the
children. The purpose of the interviews was to learn about the teacher’s background,
philosophy and usual practices. Ages ranging from 21 to 43, they all have bachelor’s
degrees in early education or relevant fields (e.g., P.E). As a professional duty, they have
been regularly attending child education workshops organized by the Nanjing Education
Bureau. Common topics include effective communication with parents, understanding
autism, and child safety. The Senior class teacher from Kindergarten A has received an
‘Outstanding Kindergarten Teacher’ title granted by Nanjing Education Bureau. The 9
on-site female teaching assistants (3 from A and 6 from B) were observed as well, though
they barely participated in interaction. In Kindergarten A, all teaching assistants were
formally employed. In Kindergarten B, two teaching assistants were formally employed,
and the rest were interns from a local kindergarten teacher training school. The two

kindergarten principals were also interviewed.
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Table 17. Demographic background of participants

Class Number of girls  Number of boys  Total Number of Teachers  Teacher to Student Ratio
Senior 15 13 28 2 (1T+1TA) 1:14
Junior 10 12 22 3 (IT+2TA) 1:7.3
Kindergarten A 25 25 50 5 (2T+3TA) 1:10
Senior 11 14 25 6 (1T+5TA) 1:4.2
Junior 12 12 24 2 (1T+1TA) 1:12
Kindergarten B 23 26 49 8 (2T+6TA) 1:6.1
Overall 48 51 99 13 1:7.6

As presented in Table 17, the two kindergartens differed in teacher-child ratio. In
Kindergarten A, the two main teachers (T) managed 50 children with occasional help
from three teaching assistants (TA). The two main teachers in Kindergarten B had more
teaching support, whereby six teaching assistants could collaboratively manage 49
children together. Nevertheless, a Fisher exact test showed that the two kindergartens’

teacher-child ratios do not differ significantly (p= 0.5577, alpha= 0.05).

3.2.2 Procedure

Videotaping of natural teacher-child interactions was negotiated with the two
kindergartens. The initial plan was to visit each of the two kindergartens twice within ten
months. In this way, Kindergarten A would be videotaped in September 2019 and June
2020, and Kindergarten B would be videotaped in December 2019 and August 2020.
However, only the first two recording visits were conducted. The last two were cancelled
due to the global Covid-19 pandemic, which made it impossible for the author to travel to
China as a result of long-lasting border closure. Additionally, another initial plan was to
videotape each class for one sour during each visit, resulting in a total of 8 hours of
recording after all visits. However, both principals only consented to recording

one lesson (0.5 hours) in each class during each visit.

Table 18. Length (in minute) and context of each recording session

School Class Length Context
Kindergarten A Junior 23 Traffic safety lesson
Senior 30 Pet safety lesson & breaks
Kindergarten B Junior 27 P.E lesson
Senior 34 Fairy tale lesson & breaks
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Due to the above reasons, the ultimate data used in this study consisted of video
recordings with an overall length of 113 minutes across various contexts (see Table 18).
A total of 1,292 interactions (i.e., turns) were documented, which involves both in- and
out-of-class behaviors among the 99 children and their 13 teachers (4 main teachers and 9
TAs). In each recorded lesson, the activities included whole-class teaching, teacher-
group interactions, and one-on-one teacher-child interactions. During breaks,
spontaneous interactions were promptly recorded whenever possible, which involved pre-
class seating, toilet time, and post-class assembly. All teachers were unaware of the
purpose of this study — gender.

After classroom recordings were completed in each class, principals and the
observed teachers were interviewed by the author. Requested by the principal, in
Kindergarten A, the Senior class teacher and principal were interviewed together, leaving
the Junior class teacher interviewed separately. Due to time constraint, the two observed
teachers of Kindergarten B were interviewed together, leaving the principal interviewed
individually. Interviews followed a semi-constructed and semi-spontaneous fashion.
Questions were asked about topics including (i) experience with all-female faculty; (ii)
gender segregation in teaching, daily routines and other activities; (iii) gendered
decorations in the kindergarten’s physical environment.

The transcription procedure of this study’s recordings followed the pattern
outlined by the CHAT conventions (MacWhinney, 2000). Transcriptions, English glosses,
and annotative coding of interaction (i.e., marking activity and speech act) were manually
generated by the author. The transcription and English glosses were later checked by
another Chinese-English bilingual graduate student. Sometimes transcriptions of
particular utterances were checked multiple times until a consensus was achieved for
reasons including unintelligibility, overlapping utterances and incomplete utterances.

Utterances of each recording session were input into separate Excel spreadsheets
for further coding. First, interactions of teacher-girl, teacher-boy teacher-children, girl-
teacher, boy-teacher, children-teacher were identified and coded as T-G, T-B, T-C, G-T,

B-T, and C-T respectively. Afterwards, information related to interaction dynamics, such
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as conversation initiator and syllable*-based speech length, were obtained. Second,
preliminary data analysis revealed that eight speech acts occurred in the current dataset,
including: (1) Criticism, (2) Praise, (3) Echo or Recast, (4) Command, (5) Question, (6)
Invitation to activities, (7) Feedback, and (8) Others. Hence, each utterance’s
corresponding speech act and sub-contexts were identified (e.g., criticizing for
interruption, praising for improvement). Third, the coding procedure also specified the
emotional context of the interactions (i.e., positive, neutral, and negative).

Considering that the author and the transcription checker were both women, a
male Chinese-English bilingual MA student of linguistics background was invited to
double check the coding of speech acts and emotional contexts to incorporate a male
perspective in the interpretation of the data. Inter-coder reliability between the female and
male coders was evaluated, and Cohen’s Kappa was (k= 0.88), which indicated a high
reliability of coding.

The final unitary coding was quantitatively analyzed and visualized in Rstudio

(1.3.1093), leveraging packages included tidyverse, ggplot2, and ggrepel.

3.3 Teacher-child interaction

In Sections 3.3-3.5, I will report findings regarding teacher-child interaction from
three aspects: (i) interaction dynamics, (ii) adopted speech acts, and (iii) related
emotional contexts. Notably, ‘child’ as in the header ‘teacher-child’ is a broader term that
refers to a pupil participant, regardless of gender. ‘Children’ refers to the mixed-gendered
collective of the kindergarten pupils or a class as a whole. This distinction is necessary
when contrasting one-on-one interaction between teacher and an individual child, a

situation when gender is salient.

3.3.1 Interaction Frequency
As Table 19 shows, among the overall 1292 interactions in the dataset, 415
(32.1%) were from teacher to children, and 222 (17.2%) were from children to teacher.

4 ‘Syllable’ here refers to Chinese character ¥ zi, because Mandarin Chinese can be regarded as
monosyllabic, meaning that the majority of its words (characters) are one syllable in length (Li &
Thompson, 1981).
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For teacher-initiated one-on-one interactions, 182 (14.1%) targeted a boy, and 156
(12.1%) targeted a girl. Independent #-test showed that although the frequency of teacher-
boy interactions (M=3.568627, SD=2.042106, N=51) exceeds that of teacher-girl (M=
3.25, SD=2.547423, N=48), there is no statistically significant difference in gender (t =
0.68405, df = 90.073, p = 0.4957). On the contrary, among child-initiated one-on-one
interactions with the teacher, 86 (6.7%) were initiated by a boy, and 122 (9.4%) were
initiated by a girl. Independent #-test revealed a statistically significant difference in
gender (t =-3.1649, df = 96.109, p = 0.002078). This indicates that compared to boys
(M=1.686275, SD=1.449002, N= 51), girls initiated more interactions (M= 2.541667,
SD=1.236989, N=48) with their teachers.

Table 19. Distribution of all interaction types® in the dataset

Interaction Type Overall Frequencies Percentage

T-C 415 32.1%
C-T 222 17.2%
T-B 182 14.1%
T-G 156 12.1%
B-T 86 6.7%
G-T 122 9.4%
Others 109 8.4%
Total 1292 100.0%

Statistics of teacher-initiated one-on-one interaction frequencies based on class,
school and gender are shown in Tables 3.3.2 and 3.3.3. Means were adjusted according to
the specific number of boys and girls in the class/school. Considering that the Senior and
Junior classes of this study were differentiated by age (i.e., 5-year-old and 4-year-old),
the following class-based comparisons are technically age-based.

As the mean values in Table 20 show, there are class-based and school-based
variations in teacher-initiated one-on-one interaction frequency. For instance, girls in
Kindergarten A received more interactions (3.48) than boys (3.28), while girls in
Kindergarten B received fewer interactions (3.00) than boys (3.85). Gender (2) x Class (2)
xSchool (2) ANOVAS were applied to data on the frequency of teacher-initiated one-on-
one interactions (see Table 21). Dependent variables were the total number of teacher-

initiated interactions and the numbers of each gender, class, and school. One-way

5 Abbreviations in Table 19: T-C: Teacher-Children of mixed genders; C-T: Children of mixed genders-
Teacher; T-B: Teacher-Boy; T-G: Teacher-Girl; B-T: Boy-Teacher; G-T: Girl-Teacher
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ANOVA showed there is no statistically significant main effect of Gender (F (1,97)
=474, p = .493), Class (F (1,97) =.28, p = .598), and School (F (1,97) =.022, p = .882).
Two-way ANOVA also showed there was no statistically significant main effect of
Gender x Class (F (1,95) =.07, p =.792) and Gender x School (F (1,95) =1.267, p = .263).
Statistics analyses confirm that teachers did not interacted significantly more with boys or
vice versa, regardless their occasional preference on boys.

Similarly, statistics of child-initiated one-on-one interaction frequencies based on
class, school and gender are shown in Tables 3.3.3 and 3.3.4. As the mean values in
Table 22 consistently show, girls interacted with their teachers more than boys, regardless
of class and school. This gender difference is further confirmed by ANOVA results in
Table 21. One-way ANOVA discovered a statistically significant main effect of Gender
(F (1,97) =9.921, p = .00217), but not a statistically significant main effect of Class (F
(1,97) =2.215, p = .14) and School (F (1,97) =.085, p = .12897). Through two-way
ANOVA, no statistically significant main effect of Gender % Class (F (1,95) =2.346, p
=.12897) and Gender x School (F (1,95) = .005, p =.94503) were obtained either. These
statistical results reveal that girls, across age-groups and schools, interacted with their

teachers more often.

Table 20. Frequency and speech length of teacher-initiated interactions by class, school
and gender

Type Frequency Speech Length

Class Girl mean  Girl SD Boy mean Boy SD | Girl mean Girl SD Boy mean Boy SD

Senior 3.67 2.58 3.15 1.72 30.53 25.80 85.15 56.44

Junior 3.20 2.39 3.42 1.78 20.40 19.71 71.00 44.53
School A 3.48 2.47 3.28 1.72 26.48 23.65 78.36 50.53

Senior 3.09 291 4.07 2.27 24.82 27.07 96.21 66.17

Junior 2.92 2.54 3.58 243 18.50 28.49 111.42 86.88
School B 3.00 2.66 3.85 2.31 21.52 27.37 103.23 75.22
Overall 3.25 2.55 3.57 2.04 24.10 25.35 91.04 64.90

Table 21. Factorial ANOVA results of interaction frequency based on class, school and
gender

Interaction Statistics Gender Class School Gender X Class Gender X School
T-initiated  F-ratio 0.474 028 0.022 0.07 1.267

p-value  0.493 0.598 0.882 0.792 0.263
C-initiated F-ratio 9.921 2215 0.085 2.346 0.005

p-value  0.00217 ** 0.14  0.772  0.12897 0.94503

**p<0.01, ***p<0.001
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Table 22. Frequency and speech length of child-initiated interactions by class, school and
gender

Type Frequency Speech Length
Class Girl mean  Girl SD  Boymean Boy SD | Girlmean Girl SD Boy mean Boy SD
Senior 2.53 1.06 1.31 1.38 59.53 63.97 12.00 17.99
Junior 2.40 1.26 2.00 1.13 74.90 50.46 26.08 17.43
Kindergarten 2.48 1.12 1.64 1.29 65.68 58.32 18.76 18.78
A
Senior 2.55 1.13 1.29 0.99 55.91 48.64 12.50 8.66
Junior 2.67 1.61 2.25 2.05 63.17 81.41 27.08 36.07
Kindergarten B 2.61 1.37 1.73 1.61 59.70 66.36 19.23 25.81
Overall 2.54 1.24 1.69 1.45 62.81 61.70 19.00 22.42

Table 23. Factorial ANOVA results of speech length based on class, school and gender

Interaction Statistics Gender Class School Gender X Class Gender X School
T-initiated  F-ratio 44.62 0.072 1.071 0.2 2.244

p-value 1.51e-09 *** 0.79 0.303 0.655 0.137
C-initiated F-ratio 22.56 1.371 0.153  0.043 0.12

p-value  7.03e-06 *** (0.244 0.697  0.837 0.73

3.3.2 Speech Length

Besides interaction frequency, speech length in each interaction was also
quantitatively analyzed. As explained in Section 3.2.2, speech length in this study is
syllable-based; namely, Chinese character-based in the transcribing and coding processes.

As listed in Table 20, the speech lengths of teacher-boy interactions are
consistently longer than that of teacher-girl interactions. In general, teachers’ average
speech length with girls was 24.10, while with boys was 91.04. On the contrary, the
speech lengths of child-initiated interactions demonstrate a reverse pattern, where girls
consistently conducted longer speech length to their teacher than boys (Table 22). The
overall speech length mean of girl-teacher interaction was 62.81, contrasting an average
of 19.00 in boy-teacher interactions.

ANOVA results highlighted the main effect of Gender in speech length variation
regardless of interaction direction. For teacher-initiated interactions, one-way ANOVA
showed there was a statistically significant difference in Gender (F (1,97) = 44.62,p =
1.51e-09), but no statistically significant difference in Class (F (1,97) =.072, p =.79) and
School (F (1,97) =1.071, p = .303). For child-initiated interactions, one-way ANOVA
also indicated a statistically significant Gender-based difference (F (1,97) =22.56, p =
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7.03e-06), while no statistically significant difference in Class (F (1,97) = 1.371, p = .244)
and School (F (1,97) =.153, p = .697). Notably, none of the pair-wise Two-way ANOVA
for Class and School were significant in both interaction directions.

To sum up, statistical analyses confirm that, regardless of class and school,
teachers significantly conducted longer speech length with boys than girls, while girls

significantly conducted longer speech length with teachers than boys.

Correlations between interaction frequency and speech length

Furthermore, as the red lines in Figure 1 visualize, the two numeric variables,
interaction frequency and speech length, were found to be correlated. A zero-order
correlation was conducted to evaluate the null hypothesis that there is no significant
relationship between teacher-initiated interaction frequency and speech length (N=99).
The result rejected the null hypothesis and yielded that there was a strong and positive
correlation between teacher-initiated interaction frequency (M= 3.414, SD= 2.295) and
speech length (M=58.586, SD=59.900), t (97) = 8.0145, p=2.5¢-12, = 0.6311752.
Similarly, the null hypothesis that there is no significant relationship between child-
initiated interaction frequency and speech length (N=99) was also rejected. A strong,
positive correlation was also found between child-initiated interaction frequencies
(M=2.101, SD= 1.411) and speech length (M= 40.242, SD= 50.660), t (97) = 8.3021,p =
6.094e-13, r = 0.6445156.

When integrated with the previous statistic results, these two pairs of correlation
indicate that teachers of this study initiated relatively more interactions (not significant)
but through longer speech lengths (significant) with boys. In comparison, girls started
more interactions and conducted longer speech length with their teachers (both are

significant).
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Scatterplot of Frequencies and Speech Length of T-initiated Interactions Scatterplot of Frequencies and Speech Length of C-initiated Interactions
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Figure 1. Correlations between interaction frequency and speech length across directions

3.4 Teacher’s attention allocation across eight speech acts

3.4.1 Quantitative analysis

Focusing on teacher-initiated one-on-one interactions (i.e., teacher-girl and
teacher-boy), speech acts were identified and quantitatively analyzed. As shown in Table
24, the overall 338 interactions with both genders can be further subcategorized into eight
speech acts, including Criticism (40; 12%), Praise (26; 8%), Echo & Recast (75; 22%),
Command (27; 8%), Question (50; 15%), Invitation (57; 17%), Feedback (54; 16%) and
Others (9; 3%).

The proportion of each speech act varies across genders, but through different
mechanisms. As Figure2 illustrates, children of both genders received Echo or Recast
most frequently, with girls’ proportion (24%) slightly higher than boy’s (21%). On
average, a girl’s utterances were echoed or recast by the teacher 0.77 times, and the
corresponding frequency of accommodating a boy’s utterances was 0.75 times. As
indicated by the ANOVA results in Table 25, this divergence is not statistically
significant. Both genders were moderately praised by their teachers, whereby each girl

received 0.21 times, and each boy received 0.31 times. Though boys (9%) outnumbered
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girls (6%) regarding this speech act, the difference is not statistically significant either,

according to ANOVA (see Table 25).

Table 24. Distribution of teacher-initiated speech acts across gender

Gender Girl Boy Overall
Speech Act Count Perperson  Pct. | Count Perperson Pct. | Count Perperson  Pct.
Criticism 9 0.19 6% 31 0.61 17% 40 0.40 12%
Praise 10 0.21 6% 16 0.31 9% 26 0.26 8%
Echo & Recast 37 0.77 24% 38 0.75 21% 75 0.76 22%
Command 12 0.25 8% 15 0.29 8% 27 0.27 8%
Question 32 0.67 21% 18 0.35 10% 50 0.51 15%
Invitation 27 0.56 17% 30 0.59 16% 57 0.58 17%
Feedback 25 0.52 16% 29 0.57 16% 54 0.55 16%
Others 4 0.08 3% 5 0.10 3% 9 0.09 3%
Total 156 3 100% | 182 4 100% | 338 3 100%

Table 25. ANOVA statistics of teacher-initiated interaction across speech acts

Interaction Girl Boy By Gender By Class By School By Gender X Class By Gender X
School

M SD M SD F-ratio p-value F-ratio p-value F-ratio p-value F-ratio p-value F-ratio p-
value
Criticism 0.188 0.445 0.608  0.750 11.310  0.0011 ** 0.634 0.428 0.456 0.501 0.015 0.904 0.021 0.885
Praise 0.208 0.410 0314 0510 1.275 0.262 0.001 0.972 0.140 0.709 0.164 0.686 0.081 0.776
Echo & 0.771 0.778 0.745 0.688 0.030 0.862 0.259 0.612 0.001 0.974 0.340 0.561 0.030 0.862

Recast

Command 0.250 0.438 0.294  0.460 0.238 0.627 0.041 0.839 2312 0.132 2.375 0.127 3.701 0.057
Question 0.667 0.724 0.353 0.483 6.501 0.0123 * 0.005 0.941 0.770 0.382 0.068 0.795 1.537 0.218
Invitation 0.563 0.616 0.588  0.497 0.053 0.819 0.031 0.861 0.417 0.520 0.010 0.922 0.324 0.570
Feedback 0.521 0.714 0.569  0.806 0.097 0.756 0.058 0.811 1.966 0.164 0.003 0.955 6.026 0.0159

*
Others 0.083 0.279 0.098  0.300 0.063 0.802 2.347 0.129 0.099 0.754 0.098 0.755 0.908 0.343

A remarkable gender-based divergence was found in Criticism, which accounts
for 17% of boys’ speech acts, but only 6% of girls. ANOVA returned a statistically
significant difference only by Gender (F (1,97) = 11.310, p = 0.0011), not by other paired
variables, such as Gender x Class and Gender x School (see Table 25). On average, each
boy received 0.61 times of criticism, which is approximately 3.2 times of that each girl
received (0.19). Another noticeable gender difference was found in Question, which
composes 21% of teacher-girl interactions but only 10% of teacher-boy interactions.
ANOVA also showed a statistically significant difference only by Gender (F (1,97) =
6.501, p =0.0123) but not by paired variables (Table 25). Each girl was questioned 0.67
times by the teacher, which is a double of the 0.35 times each boy was questioned, on
average.

Contrasting the speech acts discussed above, the remaining speech acts,
Command (boy 8%; girl 8%), Feedback (boy 16%:; girl 16%), Invitation (boy 16%; girl
17%), and Others (boy 3%; girl 3%) demonstrate even distributions.

97



Boy Girl

20.879%
20.513%

7.308%
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Percentage

9.890%

6.410%

Question Command Constructive Feedback Criticism Echo & Recast Invitation Others Praise
Speech act

Figure 2. Gender-based comparison of speech act distributions

Criticism ~ Echo & Recast  Invitation

If we reexamine the dynamics from a teacher’s perspective, the gender-based
allocation of each speech act can be visualized by Figure 3. On average, the biggest
divergence exists in Criticism, among which 77.5% were given to boys, leaving only 22.5%
to girls. The second eminent deviation is Question, which surprisingly reveals teacher’s
preference on girls (64%) than boys (36%). Besides, Praise and Echo & Recast also
embrace gender differences, although not significant, whereby boys (61.5%; 50.7%)
outnumbered girls (38.5%; 49.3%) in both categories. The remaining speech acts
demonstrate more even distributions, though across categories, boys consistently received
relatively more attentions from teachers than girls. These include Command (boy 55.6%;
girl 44.4%), Feedback (boy 53.7%; girl 46.3%), Invitation (boy 52.6%; girl 47.4%), and
Others (boy 55.6%; girl 44.4%).
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Figure 3. Gender proportion in each speech act

3.4.2 Qualitative analysis

In this section, I will present representative interactions of each speech act. The
selection of examples was based on the quantitative analysis results. As shown in Table
26, children may encounter the same speech act in different contexts, and their exposures
to those contexts differed by gender. Based on this discovery, under each speech act, the
specific contexts with the most ‘noticeable’ proportions will be discussed, and their
corresponding excerpt numbers are marked in parentheses in Table 26. ‘Noticeability’
here may apply to any of the three scenarios: (i) the context holds the highest proportion
in one gender; (ii) the context is absent in one gender; (iii) the context is relevant to both
genders. Some excerpts involve multiple speech acts, and they are noted on top of the
scripts. Examples of Invitation and Others are not presented here because the contexts
they embrace (e.g., an invitation to skit performance or discussion; a quick response is
positive or negative) show more information than their specific conversations. No
number means example is not provided. All personal names occurred in the examples are

pseudonyms.
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Table 26. Distribution of specific contexts under each speech act

Speech act Specific context Girl | Boy Speech act | Specific context Girl Boy
Criticism Seating (8) 0% 3% Question Activity progress 6% 22%
Tidiness (9) 0% | 10% Check understanding 34% 28%
(14) (15)
Posture (11) 56% | 16% Guiding comprehension | 16% 6%
Interruption (10) 0% | 26% Inspiration (15) 6% 0%
Off-task 33% | 26% Life experience (1) 13% 0%
Activity rule 11% | 19% Other's emotion (1) 16% 6%
Praise Comprehension (5) | 50% | 38% Confirmation 3% 11%
Initiative 20% | 13% Knowledge (3) 6% 28%
Personality trait 10% | 0% Invitation | Skit performance 37% 17%
Skit performance 0% | 6% Discussion 48% 63%
Appearance (4) 10% | 0% Reflection 7% 20%
Obedience (6) (7) 10% | 6% Referee 7% 0%
Improvement 0% | 6% Feedback | Indirect correction 4% 7%
Knowledge (4) 0% | 31% Direct correction 4% 3%
Echo & Echo (1) (14) 58% | 38% Encouragement 12% 7%
Recast Recast (2) 42% | 62% Reminder (6) 0% 7%
Command Activity rule 33% | 13% Suggestion 20% 21%
Motion (8) (9) (11) | 33% | 40% Inspire thinking (14) 32% 38%
Tidiness 8% | 7% Supplementary 20% 10%
Etiquette (12) 17% | 20% Safety warning (13) 8% 7%
Routine 8% | 7% Others Neutral quick response 25% 20%
Concentration (12) | 0% | 7% Positive quick response 0% 20%
Safety warning (12) | 0% | 7% Instruction 75% 60%

First, the results show that Echo and Recast are the speech acts that children of
both genders received most often. If we recall the proportions mentioned previously, they
account for 24% of teacher-girl and 21% of teacher-boy interactions. Each girl was
exposed to Echo and Recast 0.771 times and each boy 0.745 times, without statistical
significance in gender. Nevertheless, it is intriguing to note, as shown in Table 26, that
teachers gave more echoes to girls (58%) while more recasts to boys (62%). The
following Examples (1) and (2) contrast this difference. In (1), Teacher 3 echoed girls
five times and asked them questions about life experiences and others’ emotions. In (2),
boys’ word choices were corrected and negotiated through three recasts and one echo.
For instance, Boy 15 erroneously used a slang fa@ mdo (lit. ‘emit hair,” meaning ‘scared’)
to describe fa huo (lit. ‘emit fire,” meaning ‘flare up, get angry’). This utterance triggered
rounds of recasts and echoes by Teacher 1, who even imagined a scenario, ‘hair standing
up,’ to justify the boy’s insistent word choice. This teacher also re-casted Boy16’s word
choice wenshun (‘docile’) into dui ta hdo yidian (‘treat him/her well’) because the former

was inappropriate to the context.
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Example (1)
*T3

*T3

*T3

*T3

*T3

*G10

*T3

*G10

*T3

*G10

*T3

*T3

*T3

*Gl11

*T3

*Gl11

*T3

[Echo; Question: life experience, other's emotion; Teacher 3, Girl 10, Girl 11]

tsong guo liwu
give ASP gift
‘Raise hands if you have given a gift before.’
qing, zhén ying shud shud.
please PN say-RED
‘Zhenying, you please talk about it.’

ni song de

2SG give ASSOC
‘Who did you gift?’

ta gaoxing ma?
3SG happy SFP
‘Was s/he happy?’

ni song de

2SG give ASSOC
‘What gift did you give her/him?’

song #1n #wanju
give um toy

‘I gave...um...a toy car.’

xido wanju che.
small toy car
‘Small toy car.’

songgéi shéi de

give whom NML
‘To whom did you give?’

songgéi didi de.

give younger bother NML

‘I gave it to my younger brother.’

géi ni didi

give 258G younger bother

“You gave it to your younger brother.’

didi 230
younger bother happy

‘Was your younger brother happy?’

gaoxing

happy

‘Happy.’

gaoxing, shi

happy COpP

‘He was happy, right?’

hai you

more have

‘Any more?’

lai, qing
alright please
‘Alright, Menxing please.’
ni songgei
258G give

‘To whom did you give?’
xidopéngyou.

little friend.

‘A child.’

xidopéngyou, 0.

little friend oh.

‘A child, oh.’

na xidopéngyou
then little friend
‘Then was that child happy?’
gaoxing

happy

‘Happy.’

gaoxing, héo

bu
NEG

bu
NEG

ma?
SFP

mengxing.
PN

shéi

whom

[% echo 4]

gao

happy

de,
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de ju shou.

ASSOC  raise hand

shi shénme?

COP what

[% other's emotion]

shénme liwu géi ta?
what gift give 3SG
che.

car

[% echo 1]

ya?

SFP

de. [% echo 2]

NML

gaoxing? [% other's emotion]
happy

shi a? [% echo 3]

COP SFP

de a?

NML SFP

bu gaoxing? [% other's emotion]
NEG happy

qing Zuo. [% echo 5]



happy good NML
‘S/he was happy, good, pelease sit down.’

Example (2) [Recast; Teacher 1, Boy 15, Boy 16]

*T1 xidogdu  yao rén,
puppy bite people
shi ta yé you

COP 3SG also have

please sit

shéngqi de shihou
angry ASSOC time

‘A puppy bites people, it's because he also has angry time, right?’

*T1 dui bu dui?
correct  NEG correct
‘Am I right?’

*T1 ta shéngqi de shihou
3SG angry éSSO time
“How he looks when he's angry?’

*T1 héo, ni shuo. [=to B15]

alright 2SG talk
‘Alright, you talk about it.”

*B15 *ta jiu hui ®@fa
3SG then will emit
‘*He will emit hair (be scared)!’

*T1 ta shéngqi  hui fa
3SG angry will emit
‘He will emit fire (flare up), right?’
hui houjiao
will howl
‘He will howl.

*B15 ®@hai hui fa mao! @
also will emit hair
‘He will also emit hair (be scared)!’

*T1 0, hai hui fa
oh also will emit

‘Oh, he will also emit hair (be scared).’
mao dou zha qilai
hair all stand up-RES

All his hair will stand up, right?’
[a few minutes later]

shénme yang?

what mode

méo! ® [=stands up and

yells]
hair
huo shi ba?
fire COP SFP

[=insists and yells]

mao. [% echo]

hair

le shi bu
ASP CcopP NEG

xidogou [=to class]

puppy

*T1 women  gén zhexie xidoma
2SG with these kitty
jiechu de shihou

ASSO .
contact c time
‘When we are getting touch with these kitties and puppies’

*T1 women  yinggai zénme  zuod?
2SG should  how do
‘How should we behave?’

*B16 ‘IfenSh“ didn.
docile a bit
‘Be a bit docile’

*T1 yao dui ta héo

should treat 3SG good
‘We should treat them a bit well, right?’
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[=to

B16]

yididn shi ba?
a bit (0(0)% SFP

dui  ba?

righ  gpp

[% recastl]

o [%
?
shi? recast2]
CO
P

[% recast3]



*T1 bu yao qu da ta, [% meaning negotiation]

NEG should go hit 3SG
‘We shouldn't go hit them.’

*T1 shi zhe ge yisi ma?
cop this CLF gmeamn SFP

‘Is this what you mean?’

Second, quantitative results also demonstrate that on average, each girl was
praised 0.208 times and each boy 0.314 times, which constitute 6% of teacher-girl and
9% of teacher-boy interactions. Though the Praise frequency gap between gender is not
statistically significant, both genders have exclusive contexts. As Example (3) illustrates,
31% of praises boys received were related to their knowledge, but this context does not
apply to any girls’ praises. Similarly, Example (4) shows a girl-only praise scenario,

appearance, which was not found in boys’ praises.

Example (3) [Praise: knowledge; Question: knowledge; Teacher 2, Boy12 Yiyuan, Boy13 Xiayang]

*T2 hao, na women zal lai kankan zhe ge.
. . look- .
alright then 2PL again come RED this CLF
‘Alright then, again,let's look at this one.’
i‘lla"pengyo zht bu zhidao  ya? [=showing a traffic sign]
little friend ~ know NEG know SFP
‘Do you know this, children?’
*C zhidao! [=screaming]
know
‘We know it!”
*T2 nd e i‘lla"pengyo zhidao?
which CLF little friend ~ know
‘Which child knows?’
lai géi women shud yi xia.
come give us talk one CLF
‘Come and tell us.’
« - . \ g _ [% check B12's
%
T2 héo, ylyuan ni zhan qilai shud knowledge]
okay Yiyuan 2SG stand up speak
‘Okay, Yiyuan, you stand up and speak.’
*B12 *zhe shi shi kéyi xiang qian jin.
this COP be can toward  forward move
“This is you can move forward.’
*T2 0, feéichang  bang! [=touches B12's head]
WOW very great
‘Wow, very great!’
ni zénme zhidao?
2SG how know
‘How do you know it?’
*B12 wo baba kai che de
1SG dad drive car 4SS0
shihou kan jian guo
time see RES ASP
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>

‘I've seen this when dad was driving.

*T2 hao, xiayang, ni shud. [% check B13's knowledge]
alright Xiayang  2SG speak
‘Alright, Xiayang, you speak.’
ni kan dao guo zhe ge bidozhi ma?
2SG see RES ASP this CLF sign SFP
‘Have you seen this sign before?’
*B13 zhé ge shi zixingeh
this CLF COP bicycle
“This is bicycle.”
*T2 zhén g’“gmm shéi jido ni de? [=thumbs up to B13]
really smart who teach 2SG NML
‘Really smart, who taught you this?’
*B13 yinwei I shang dou shi g‘xmg‘:h
because road up all COP bicycle
‘Because there are bicycles all over the road.’
Example (4) [Praise: appearance; Teacher3, Teacher 2, Girl7, Girl8, Girl9]
*G7 t130shi, ni de yifa zhén piaoliang!
teacher  2SG ASSOC clothes really pretty
‘Teacher, your clothes is so pretty!”
*T2 ni yeé pidoliang!  [=thumbs up to G7]
2SG also pretty
“You are pretty too!’
[in a different school, before the class]
*T3 jintian ni de toufa zhén ke'ai! [=to G8]
today 2SG ASSOC hair really cute
‘Today your hairsyle is so cute!”’
shéi bang ni shii deé?
who help 2SG comb NML
‘Who combed your hair?’
*G8 pépo, #jmtian  dai wo shangxué.
grandma  today bring 1SG go to school
‘Grandma, today she brought me to school.’
*T3 ni de bianzi ne? [=to G9]
2S8G ASSOC  braid SFP
‘How about your braids?’
*G9 WO mama shii de
1SG mom comb NML
‘Mom made the braids for me.’
*T3 nimen dou tai haokan le! [to both girls]
2PL both very good-looking  ASP

“You are both so good-looking!’

Notably, both genders are most frequently praised for comprehension, which

composes 50% of girls’ and 38% of boys’ praises, respectively. As Example (5) shows,

Teacher 2 kept giving positive responses to

understanding of the class contexts.

and complimenting children’s accurate
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Example (5) [Praise: comprehension; Teacher 2, Boyl1, Girl5]

*T2 zhe ge bidozhi de mingzi a
this CLF sign ASSOC name SFP
#jiaozuo  tbuxing.
call walk
‘The name of this sign, is called walk.’
*T2 ye jiushi gaosu xidopéngyou. ..
also precisely  tell little friend
‘Precisely, it also tells children that...’
*T2 shudming zhé tiao I,
indicate this CLF road
zhi néng zénmeyang? [=to B11]
only can what
‘It indicates that this road can only what?’
*B11 gén zhe zou. [=stands up and answers]
follow ASP walk
‘Follow along.’
*T2 zhi néng geén zhe zou.
only can follow ASP walk
‘We can only follow along.’
*T2 tzhén bang! haha. [=thumbs up to B11]
really great haha
‘Really great! Haha.’
*T2 zhi néng zoulu.
only can walk
‘We can only walk.’
*T2 néng bu néng you tchézi  tongguo ya?
can NEG can have car pass through  SFP
‘Can cars pass through (this road)?’
*G5 bu néng, ché bu rang zou.
NEG can car NEG allow  through
‘No, cars are not allowed to get through.’
*T2 ai, dui le.
right correct ASP
‘Right, that's correct.’
*T2 tfeichang bang al [=thumbs up to G5]
very great SFP
‘Very great!’

Crucially, obedience is valued for both genders, accounting for 10% of girls’ and
6% of boys’ praises. The following Example (6) and (7) illustrate this institution-level
requirement, which covers both genders and primarily through a lexical item ting hua (lit.
‘listen to words’, meaning ‘obedient’). Teacher 1 in this excerpt not only praised obedient

behavior but also reminded children of the classroom discipline through an immediate

feedback.

Example (6) [Praise: obedience; Feedback: reminder; Teacherl, Boy7, Boy14]

*T1 dui, gou de zhtirén ~ hén xthuan ta ya.
. ASSO :
right dog C owner very like 3SG SFP
‘Right, the owner of the dog likes him a lot.’
*T1 hai géi ta chuan shang le pidolian  de yifa
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*B7

*T1

*T1

*T1

*B14

Example (7)
*T2

*G6

*T2

*G6

*T2

even give 3SG wear RES ASP

‘Even lets him to wear pretty clothes.’

g

pretty  Assoc  clothe

thai géi ta yi ge @qitgit  wan!@ [=screaming]
. ball-

even give 3SG one CLF RED play

‘Even gives him a ball to play with!”

tju shou, héo bu hao? [% reminds B7 of classroom discipline]

raise hand okay NEG okay

‘Raise your hand, okay?’

WO kan nd ge xlaopengyo finghua?  L-t©

u class]

1 see which CLF little friend ~ most obedient

‘Let me see which child is the most obedient?’

qing . _ - ST

yang, ni zhén guai! [=smiling to B14]

PN 28G really ?bedle“

‘Qingyang, you are so obedient!’

ni lai shud zhe ge xidogbu  nalf ke&'ai?

258G come say this CLF puppy where cute

“You come and tell us what is cute about this puppy?’

YA ebig k¥ai  [=standing up]

eyes ;SP cciall cute

‘The eyes are especially cute.’

[Praise: obedience; Teacher 2, Girl 6]

na ge jiantéu  jiushi gaosu

that CLF arrow  simply tell

chézi wing nd'er kai ya.

car toward where  drive SFP

‘That arrow is simply telling where the car should go.’

women  guo jie de shihou  y¢ zai zhdo

2PL across street  ASSOC  time also  ASP search

‘We are also searching for it when crossing the street.’

tzhén  guai! [=touching G6's head]

really obedient

‘You are so obedient!’

women  yao déng bié de chezi
2PL should wait other ASSOC  car
‘We should wait for other cars.’

hao haizi, tzhén  tinghua!
good child really  obedient
‘Such a good child, you are so obedient!’

Third, one of the most remarkable findings is that boys and girls differed

significantly regarding the amount of criticism they received. On average, each boy

received 0.608 times criticisms, claiming 17% of their teachers’ attention. In contrast,

each girl was only criticized 0.188 times, constituting 6% of their teachers’ attention. The

qualitative discourse analysis suggests that Criticism and Command usually occurred
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together, although no statistically significant gender difference was found in the latter. As
the previous statistics shows, each boy and each girl received 0.294 and 0.25 commands,
respectively, and this speech act accounts for 8% of teacher attention in both groups.
More interesting findings were discovered in the specific contexts of Criticism
and Command. In general, both genders were most often commanded to adjust their
physical positions or motions (coded as Motion), accounting for 40% of boys’ command
and 33% of girls’ command. Three intriguing gender differences were observed. (i) only
boys were criticized for seating, tidiness, and interruption (Example 10). (ii) only boys
were commanded to improve their concentration and sense of safety (Example 12). (iii)
though it involved both genders, posture was the most common (56%) criticism context

for girls but accounted for only a moderate proportion for boys (16%) (Example 11).

G

Figure 4. Teacher graspé‘the‘ arms of three boys to quickly arrange their seating

Examples (8) and (9) illustrate two such combined interactions related to boys’
seating and tidiness. Like many other similar interactions in the dataset, Teacher 1
criticized unsatisfactory behaviors first and quickly gave direct commands for prompt
correction. Example (8) happened before the class when teachers were trying to arrange
seating rapidly, but three boys demonstrated unsatisfactory behaviors: Boyl was absent-
mindedly standing in a wrong position; Boy2 and Boy3 were not promptly and properly
seated (Figure 4). Example (9) happened after the class when Teacher 1 noticed the
chairs she arranged before the class have become messy. She blamed and warned the

relevant boys, and issued a harsh command to Boy 4, Peng, to ‘step back’ (Figure 5).
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Figure 5. Teacher criticized a boy for his untidy ¢

Example (8)
*T1

*T1

*T1

*T1

*T1

*T1

*T1

Example (9)
*T1

*T1

*T1

*T1

*T1

[Criticism: seating; Command: motion; Teacher 1, Boy1, Boy2, Boy3]

@®z6u le 3@ [= relocating B1].

g0 ASP SFP

‘Go forward!’

tzéu guolai al [=to B2]

g0 come SFP

‘Come here!”

ni wang nabian ji yididn
2SG toward there squeeze a little
“You squeeze a little over there.’

nabian you weizhi

there have seat

‘There is a place over there.’

tlai zhébian Zuo [=grasping B1’s arm].
come here sit

‘Come here to sit.’

Alai 14iA kéyi wang zheli Zuo
come come can toward here sit
‘Come here come here, you can sit here.’

tz&nme bu Zuo ne? [=to B3]
why NEG sit Q

‘why not sitting down?’

[Criticism: tidiness; Command: motion; Teacher 1, Boy4]

@ni kankan ganggang  baihdo de

2SG look-RED just now place-RES  ASSOC
“You look at the chairs I've just placed properly!’

ni kankan bianchéng shénme yangzi

2SG look-RED become what mode

“You see what they've become?’

WO dai nimen gangcai paihdo
1SG on behalf of 2PL just now arrange-RES
‘I just arranged the chairs on behalf of you guys...’

tbianchéng  shénme yangzi la?

become what mode SFP

‘What they’ve become?’

~bayao suibian de nud bandeéng!™
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hair after the class

[=grasping B2’s arm)].

[=grasping B3’s arm)].

bandéng! @
chair
le
ASP
de bandéng +...
ASSOC  chair
[=to B4]



NEG-IMP  randomly ASSOC move chair
‘Don’t move chairs randomly!’

*T1 @péng, wang hou tui! @ [=grasping B4’s arm]

PN toward back step back
‘Peng, step back!’

Example (10) shows a context when boys were criticized for interrupting teacher

in the middle of class. Resembling the case of seating and tidiness, this type of Criticism

only applied to boys. At first glance, the two boys’ speeches may seem to be natural

responses to the teacher’s previous questions. However, if we consider the repeatedly

emphasized classroom discipline, answering questions without raising hands would be

regarded as interruptions.

Example (10) [Criticism: interruption; Teacher 1, Boy5, Boy6]

*T1 xidopéngyou men +dou renshi gou ma?
little friend PL all know dog Q
‘All of you know dogs?’
*C @dou rénshi!@
all know
‘We all know!”
*B5 @zanmen jiali® hai tying gou ne! [=screaming]
2PL home-LD even raise dog SFP
‘We even raise dogs at home!”
*T1 na nimen xihuan xidogou ma? [=ignores B5]
Then 2PL like puppy Q
‘Do you like puppies then?’
*C @®xihuan!®  [=screaming]
like
‘Like!”
*T1 hao de, women dou xihuan xidogou
alright IPL all like puppy
‘Alright, we all like puppies.’
*T1 xianzai ni jiang méiyou yong [=switch to B5]
now 1SG talk NEG-have usefulness
‘It's useless for you to talk now.’
*T1 yao jiang géi women # dajia ting.
need talk toward 2PL everybody listen
“You should talk to everybody.’
*T1 ting qingchu laosht de hua le ma?
listen clearly teacher  ASSOC speech ASP  Q

‘Did you listen carefully to what teacher told you?’

[3 minutes later]

*T1 zheéxie xidogou #zhang de maoréngrong  de
these puppy grow ASSOC flufty AUX
yanjing liangliang de
eye bright AUX
‘These puppies look flufty, and have bright eyes.’

*B6 @®@néng baohu rénléi!@ [=screaming]
can protect human
‘They can protect humans!’

*T1 héo, o jidanghua [=to B6]

alright 1SG speech
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ni dou tmgdao le ma?

2SG all hear ASP Q
‘Alright, did you hear everything I said?’

*T1 tyInwei ni yé zai jiang,
because 28G also ASP talk
‘Because you were also talking.’

*T1 ni xian ting wo jiang
2SG first listen 1SG talk

‘You should listen to me first.’

Example (11) demonstrates a Criticism and Command scenario that happened
more often to girls. Teacher 4 criticized two girls for their improper postures: placing feet
on the back of the chair in front of them; standing up without permission. Like Criticism
for boys, the teacher in this excerpt also gave prompt commands to the girls after

criticism. She even threatened Girl 2, Xingyu, to enforce her compliant reaction.

Example (11) [Criticism: posture; Command: motion; Teacher 4, Girll Wantong, Girl2 Xingyu]

*T4 tlai, wantong, qing ni ba jido fang xialai!
hey, PN please 2SG ASSOC  foot put %‘g;n
‘Hey, Wantong, please put your feet down!’
*T4 lai, Xingyu, tqing ni Zuo xialai!
. down-
hey PN please 2SG st RES
‘Hey, Xingyu, you please sit down.’
* T4 héo, lai! “rénzhén kan,  zuo hdo. — [=to G1]
good hey carefully look sit well
‘Good, hey! Look carefully and sit properly.’
*T4 xido shou yinggai fang  zai nali?
little hand should put PREP where
‘Where should you put your little hands?’
* Gl tui shang
leg up
‘On my legs.’
* T4 txif0 yanjing ne?
little eye Q
‘How about your little eyes?’
*Gl kan laosht
watch teacher
‘They should watch the teacher.’
* T4 laosht méi rang ni zhan qilai  néng bunéng zhan?
teacher NEG allow 2SG  stand up can Ic\;];le stand
‘If the teacher hasn’t allowed you to stand up, can you?’
*G1 bunéng+
NEG can
‘Ican’t’
* T4 +< 14, XIA0PENEYO  ping N @z xialai!l®  [=to G2]
. . . down-
hey little friend  please 2SG st RES
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* T4

* T4

* T4

‘Hey, this child, you please sit down!’

@xingyd! zuo xialai! @
. down-

PN sit RES

‘Xingyu, sit down!’

tni g¢i wO

2SG for 1SG

‘You sit down for my sake!’

yao bu Zuod

if NEG sit

zuo  xialail

sit down-

RES
hio  ba yizi @chou z6u! @
well  ASSOC chair take away

‘If you don’t sit properly, I will remove your chair!’

Another example of Criticism and Command is in Example (12), a comprehensive

conversation that includes multiple specific contexts: concentration, safety warning, and

etiquette. Teacher 1 first reminded Boy7 to watch carefully, then asked him to show

respect: lower the volume and answer while standing up. She also straightforwardly

commanded Boy 8 to ‘keep his hands away’ and prohibited his fighting-related

conversation or potential behaviors. In the dataset, while etiquette commands are relevant

to both genders, concentration and safety warning Commands were only given to boys.

Example (12)
*T1

*B7

*T1

*C

*B7

*T1

[Command: concentration, etiquette, safety warning; Teacherl, Boy7, Boy8 ]

tkan, xidogdu fahuo le

look puppy angry ASP

‘Look, the puppy is angry.’

ba rén # yao le

ASSOC human bite ASP

‘S/he bit a human.’

ni xianzai zixi kan 0 [=to B7]
258G now carefully watch SFP

‘Now you watch carefully.’

tkan wan le yao huida
watch finish-RES ~ ASP need answer
WO de wenti de

1SG ASSOC question ASSOC

“You need to answer my questions after watching.’

—qu le! qu zhui rén!™

g0 ASP £o chase human
‘S/he went! S/he went to chase a human!’

@jiu shi na ge yal@® [=screaming]
exactly COP that CLF tooth
‘Exactly that kind of tooth!”

@ni qing yidiin! @ [=comands on B8]

1SG soft a little

“You speak a bit softer!’

tzhan qilai shudhua [=hand gesture to stand up]
stand up-RES talk

‘Stand up and talk.’

[After watching video clip, in discussion]

*T1

tebié shi xidopéngyou,

dui budui?
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especially COP little friend correct NEG correct
‘Especially we children, right?’

tgéng rongyi shoudao shanghai.
more easily receive injure
‘We are more easily to get injured.’
*T1 ni buyao kan pingshi xidogdu
1SG NEG look common time  puppy
ting wenshun ke'ai de
quite docile cute NML
“You don't get fooled by puppies who commonly look docile and cute.’
*T1 yidan fanu,
once angry
‘Once they get angry.’
*T1 shi hén @kepa®@ de.
COP very scary NML
‘They are very scary.’
*B8 @da y1 jial@ [=screaming while waving arms excitedly]
fight one fight
‘Fight with them!’
*T1 ni de shou @yuin yidiin! @ [=to B8]
1SG ASSOC hand away a little
‘Keep your hands away!’
*T1 bié da dao pangbian xidopéngyou!
don't hit RES beside little friend
‘Don't hit the child beside you!’
tbu zhtin dajia!
NEG allow fight!

‘Fighting is not allowed!’

Fourth, results show that Feedbacks were given in relatively even weights, and
accounted for 18% of teachers’ attention to both genders. Each boy received 0.569 times,
and each girl received 0.521 times of feedback. It is interesting to note that reminder
feedbacks were only given to boys. As shown in previous Example (6), they were usually
in the form of reminding classroom discipline or activity rules. Additionally, like
Criticism and Command, safety warning Feedbacks were also widely observed.
Sometimes, these safety concerns even overcome children’s meaning expressions. In
Example (13), Boy 9 wished to showcase his dog-raising expertise, but Teacherl
suppressed his desire for speech through repeated safety feedback. Soon after, Girl 3’s

genuine question about dog bites also yielded to the teacher’s eminent emphasis on safety.

Ex(&gl)p [Feedback: safety warning; Teacher 1, Boy9, Girl3]

*T1 ni ba ta ré ji le,
2SG ASSOC 3SG irritate RES ASP
*na ta tzhén de hui qu lai yao ni.
then 3SG really ASSOC will g0 come  bite 2SG
érqié ta...
and also 3SG

112



*B9

*T1

*B9

*T1

*B9

*T1

‘If you irritate him/her, s’he will really come up to bite you, and s/he also...

(+<)naxie dou shi jia#
those all COP home
‘Those are all home-raised dogs!’

érqié ni hui hén
and 2SG will very

‘And you will feel a lot of pain.’

@hui dazheén ®! [=screaming]
will inject

‘They will get injected!’

yang de chongwu gou,

raise ASSOC pet dog

suibian qu shang, #qu
randomly 20 hurt g0

tdui bu dui?

correct NEG correct

@jia
home
ttong

painful

ye
also
zhaoré
inrritat
e

Su!
gé;)u. [=screaming]

dog

hén tong

very {)amfu

tbu! néng! [=to B9]
NEG can

ta,

3SG

‘Even for a home-raised pet dog, you can't randomly go hurt and irritate him/her, right?’

women jia yang le
2PL family raise ASP
‘Our family raise many many dogs!’

hao, women zai lai
alright 2PL again come
yi duan shipin.

one CLF video

‘Alright, let's watch the video clip again.’

[after watching video clip, T1 asks G3 how to deal with a dog bite]

*T1

*G3

*T1

*T1

*G3

*T1

*T1

ragud bei géu yao

if PSV dog bite

bu shi yi ge

NEG COP one CLF

‘If you are bitten by a dog, it's not a small issue.’

jitshi yi gé gla"pengy
. little

precisely one CLF friend

‘It’s precisely that, there is one child...’

(+<) dui bu dui? [=to G3]

correct NEG correct

‘Yes or no?’

yiding yao @ganjin® qu

must need immediate go
“You must need to go to the hospital immediately.’

danshi ta tweishéme yao

but 3SG why want
‘But why he wants to bite me?’

tbu guin weishéme. [=to G3]
NEG care why

‘No matter why.’

ni tyiding yao dao
258G must need arrive
qu zhishe  <UAnEquinbin o, ido,
£o inject rabies vaccine

“You must go arrive at the hospital and get rabies vaccine injection.’
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haodud

many

kan
watch

le,
ASP
X130
small

ylyuan.
hospital
yao
bite

ylyuan
hospital

zlééo g6u!@  [=screaming]
many dog

[=to the whole class]

[=to G3]

shi.
issue

[=trying to recall the video story]

wo?
1SG



*T1 mingbai bu mingbai?
understand NEG understand
‘Do you understand?’

Notably, inspiring thinking was the most common Feedback purpose for both
genders, 32% for girls and 38% for boys. As shown in Example (14), they are usually

conducted together with comprehension checking Questions and Echoes.

Example (14) [Feedback: inspiring thinking; Question: check understanding; Echo; Teacher 3, G4, B10]

*G4 ta bu Xidoxn jian huai le.
3SG NEG careful cut wrong ASP
‘S/he cut the cloth wrong accidentally.’

*T3 jian huai le ta de bidoqing
cut wrong ASP 3SG ASSOC  expression
shi shénme yang de a? [% echoes, inspires G4]
COpP what mod NML SFP
‘When s/he cut it wrong, what her/his expression was like?’

*G4 twi! [=mimicking crying]

W00
‘Woo!”

*T3 0, hén tjlisang dui bu dui?
oh very frustrated  correct NEG correct
‘Oh, very frustrated, right?’

*T3 hén nanguo. [=to G4]
very sad
‘Very sad.’

*G4 ta jian huai le [=continues storytelling]
3SG cut wrong ASP
‘S/he cut the cloth wrong.’

*T3 dui, ta jian zhe jian zhe,
right 3SG cut ASP cut ASP
turan jidn huai le. [% echoes G4]
suddenly cut wrong ASP
‘Right, when s/he was cutting, suddenly s/he cut it wrong.’

*T3 ta tbhidoqing  hui shénme yang? [% inspires G4]
3SG expression  will what mode
‘What her/his expression will be like?’

*C tai jingya le.
very surprising ~ ASP
‘Very surprising.’

*G4 nanguo
sad
‘Sad.’

[A few minutes later, a boy was invited to narrate]

*B10 wo jian bu qilai le.
1SG cut NEG become ASP
‘I am unable to cut it now.’

*T3 jian bu qilai shi bu shi
cut NEG become COP NEG COP
hén shéngqi a? [% echoes, inspires B10]
very angry SFP
‘If s/he can't cut it would s/he be very angry?’

*B10 shi de!

COP NML
‘Yes!”
*T3 ranhou ta shuo le shénme?  [% checks B10]
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then 3SG say ASP what

‘Then what did s/he say?’

*T3 hai jidé la?
still remember  SFP
‘Still remember?’

*B10 ta shuo suan le.
3SG say forget ASP
‘S/he said forget it.”

*T3 ai! suan le (+...) [% echoes B10]
right forget ASP
‘Right! S/he said forget it...’

*T3 suan le de yisi shi(+...) [% inspires B10]
forget ASP ASSOC meaning COP
‘The meaning of forget it is...’

*T3 di er tian xido qingwa [% checks B10]
ORD two day little frog
geén hama shud?
with toad say
‘The second day, what did little frog say to toad?’

*B10 *Wo géi ni Zuo yi jian
1SG give 258G make one CLF
maozi ba
hat SFP
‘How about I make you a hat?’

*T3 ranhou women de hama ting le
then 2PL ASSOC toad listen ASP
yihou shud (+...) [% inspires B10]
after say
‘Then after listening to that, our toad said...’

*B10 ta shud wo zui xihuan
3SG say 1SG most like
ni de maozi le.
2SG ASSOC hat ASP

‘He said I like your hat most.’

Finally, Question is another remarkable speech act that demonstrates statistically
significant gender differences. It composes 21% of teacher-girl interactions but only 10%
of teacher-boy interactions. In this study, questions were given to each girl 0.667 times
while each boy 0.353 times.

Contextual gender differences occurred in four aspects. (i) As shown in Example
(14) and (15), most of the Questions aimed to check understandings, with girls’
proportion (34%) higher than boys (28%). (ii) As discussed in previous Example (3),
more boy-targeted questions were about knowledge (girl 6%; boy 28%) and boys were
praised for that reason more often as well. (iii) As shown in Example (1), Questions
about life experience and other’s emotions were only given to girls. (iv) Inspirational
Questions were only given to girls as teachers tend to use Feedback (statement) to inspire

boys but Questions to inspire girls. The following Example (15) illustrates this tendency,
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in which Teacher 3 adopted multiple questions to inspire girls. While in the previous

Example (14), boys were inspired through statement feedback.

Example (15) [Question: check understanding, inspiration; Teacher 3, Girl 12, Girl 13, Girl 14, G15, Boy 17]
[Discuss about the fairy tale story shown on the slides]

*T3 qing ni lai shud y1 shuo,
please 258G come talk one talk
‘You please come and talk about it.’
*T3 women de xido qingwa,
2PL ASSOC little frog
jiandao hama zhihou,
see-RES toad after
Zuo le shénme a? [% check G12]
do ASP what SFP
‘Our little frog, after s/he saw toad, what did s/he do?’
*G12 bu zhidao.
NEG know
‘I don't know.’
*T3 hama shud shénme?  [=to class]
toad say what
‘What did the toad say?’
*T3 women xidopéngyou  hai jidé ma?
2PL little friend still remember  SFP
‘Do we children still remember?’
*T3 lai, nini ni zhidao ma? [% check G13]
okay PN 2SG know SFP
‘Okay, Nini, you please come and talk about it.’
G13 ta jiu méiyou shudhua le.
3SG then NEG say ASP
‘S/he then didn't say anything.’
*T3 women de hama,
2PL ASSOC toad
zhe ci shuo le shénme a?
this CLF say ASP what SFP
‘What did our toad say this time?’
*T3 ni zhidao ma? [% check G14]
2SG know SFP
‘Do you know?’
*Gl4 ta hén kaixin.
3SG very happy
‘He was very happy.’
*T3 xidngxiang  yi xia ni kaixin [% inspires G14]
imagine one CLF 258G happy
hui shuo shénme?
will say what
‘Imagine when you are happy, what would you say?’
*G14 hui xido.
will laugh
‘I'will laugh.’
[G15 and B17 are in the middle of skit performance]
*T3 xido qingwa zai Zuod maozi qian, [% check B17]
little frog ASP make hat before
dui ziji shud le shénme a?
to self say ASP what SFP
‘What did little frog say to him/herself before making the hat?’
*B17 jian huai le.
cut wrong ASP
‘I cut it wrong.’
*T3 xido qingwa dui ziji [% check G15]
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little frog to self

shuo le shénme?
say ASP what
‘What did little frog say to him/herself ?’
*T3 xidngxiang  yi xia [% inspires G15]
imagine one CLF
ni shi xido hama
2SG COP little toad
ni hui shud shénme?
2SG will say what

‘Imagine if you were little toad, what would you say then?’

3.5 Teacher’s attention allocation across emotional contexts

Finally, teacher-initiated interactions were analyzed from three emotional
contexts: (i) positive, (ii) neutral, and (iii) negative. A positive emotional context is
defined as one in which teachers generate positive efforts and positive emotions; this
includes four previously discussed speech acts: Praise, Echo & Recast, Invitation, and
Feedback. Negative emotional context refers to the scenario in which the teacher was
unsatisfied, angry, or stern, such as Criticism and Command. The remaining Neutral
emotional contexts include two speech acts: Question and Others. Questions in this study
were defined as unemotional, factual instructional information-seeking inquires that

appeared in the classroom setting; therefore, they were grouped as neutral.

Table 27. Distribution of emotional contexts across gender

Gender Girl Boy Overall
Emotional Context | Count  Per person Pct. Count  Per person Pct. Count  Per person Pct.
Positive 99 2.06 63.46% 113 222 62.09% 212 2.14 62.72%
Negative 21 0.44 13.46% 46 0.90 25.27% 67 0.68 19.82%
Neutral 36 0.75 23.08% 23 0.45 12.64% 59 0.60 17.46%
Total 156 3 100% 182 4 100% 338 3 100.00%

Table 28. ANOVA Statistics of teacher-initiated interaction across emotional contexts

Interaction Girl Boy By Gender By Class By School By Gender X Class By Gender X School
M SD M SD F-ratio p-value F-ratio p-value F-ratio p-value F-ratio p-value F-ratio p-value
Positive 2.063 1.694 | 2216 1.376 0.245 0.622 0.039 0.844 0.632 0.429 0.026 0.872 1.951 0.166
Negative 0.438  0.616 | 0.902  0.922 8.578 0.00424 ** 0.273 0.602 0.081 0.777 0.602 0.440 1.406 0.239
Neutral 0.750  0.838 | 0.451 0.541 4.503 0.0364 * 0.463 0.498 0.813 0.369 0.127 0.722 0.464 0.497

As a generalization of speech acts, this investigation procedure aimed to explore

teacher’s affective role in the gender socialization process. As Table 27 shows, among
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the overall 338 interactions, 62.72% were positive, 19.82% were negative, and 17.46%
were neutral. This indicates that positive affection dominated teacher-initiated
interactions, but negative affects concurrently existed.

In general, both genders received positive interactions most frequently, and the
girls received slightly more (63.46%) positive interactions than the boys (62.09%). On
average, a girl was involved in positive interactions 2.06 times, and a boy 2.22 times.
This subtle difference, as expected, is not statistically significant according to ANOVA
(Table 28). In comparison, a remarkable divergence was found in negative interactions,
which constitute 25.27% of boy’s interactions but only 13.46% of girls. While each boy
was involved in negative interactions 0.90 times, contrasting only 0.44 times for each girl.
ANOVA analysis yielded a statistical significance by Gender (F (1,97) = 8.578, p =
0.00424), but not by Gender x Class and Gender x School. Another gender difference
emerged in neutral interactions, which take a smaller proportion in boys’ total teacher-
initiated interactions (12.64%) than girls’ (23.08%). On average, boys and girls
encountered neutral interactions 0.45 times and 0.75 times, respectively. Again, via
ANOVA, this variation was also proved to be statistically significant by Gender (F (1,97)
=4.503, p = 0.0364), but not by paired variables.

37.6%

51.8%

67.3%

Gender

Boy
Girl

Percentage

62.4%

48.2%

32.7%

Negative Neutral Positive
Emotional Contexts

Figure 6. Gender proportions across emotional contexts
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As visualized in Figure 6, from a teacher’s perspective, boys received the majority
of negative interactions (67.3%), nearly half of positive interactions 51.8%, and a smaller
number of neutral interactions (37.6%). By contrast, girls received fewer positive (48.2%)
and negative (32.7%) attentions but attracted more neutral (62.4%) treatments. This
distribution indicates that, regardless of affective property, a teacher’s attention is more
likely to be paid to boys. From the teacher, boys may face more negative interactions but

at the same time receive more positive treatments.

3.6. Teachers’ linguistic practices

Drawing upon the current data, teachers’ sexist practices and gender equity
practices were analyzed. If we consider the two practices as polarized cases on a
continuum. On one end of the continuum, I define sexist practice as gender stereotype
reinforcement as demonstrated in the teachers’ (i) gender label usage and (ii) sex-role
stereotyping. On the other end, a gender equity practice refers to teacher’s fair treatment
of boys and girls in a gender-neutral way.

The results indicate that teachers of the two kindergartens initiated a moderate
amount of sexist practices. Their overall attitude and linguistic practice approach the
equity end of the continuum. It appeared that the four observed teachers aimed to create a
gender-neutral environment in the classroom. In general, gender stereotypes were not
overtly touched upon, discussed, or assumed. Although the current data shows that the
four and five-year-old children have already gained awareness about existing gender

stereotypes in society, teachers did not actively reinforce them in their teachings.

3.6.1 Gender label use

It has been discussed in the introduction section that that sexist traditional
ideology is rooted in the Chinese language (Jung-Palandri, 1991; Liu, 1991; Wang, 1986).
Table 29 presents child-related vocabulary in standard Mandarin and Nanjing vernacular
(marked with *). While three words (i.e., ndn téng, nii tong ér téng) are exclusively used
for referential purposes, the others can be used as both address and referential terms. As
Table 29 illustrates, gender labels in the form of prefixes, 5 ndn (‘male’) and %

nii (‘female’), can be productively prefixed to head nouns for gender specification.
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Meanwhile, a comprehensive, gender-neutral prefix /) xido (‘little’) can also be used

before child-related words to downplay gender and emphasize juvenileness.

Table 29. Child-related vocabulary in Standard Mandarin and Nanjing vernacular

Reference Word Register

Boy 53 # ndn téng (‘male child’) formal description, not for addressing
B4 ndn shéng (‘male student”) formal, school setting
B ¥ ndan hai (‘male child”) formal
534 nan w4 (‘male child’) informal
*}8-FF pao zi zi (‘naughty boy’) informal, derogatory

Girl L nii tong (‘female child’) formal description, not for addressing
LA nii shéng (‘female student’) formal, school setting
L% nil hai (‘female child’) formal
22l nii wa (‘female child’) informal
* 3k ya tou (‘gal’) informal, derogatory

Child JLE ér tong (‘child’) formal description, not for addressing
N xido péngyou (‘little friend’)  formal
/N xido hdi (‘little child’) formal
/Nl xido wawd (“little child”) informal
* B mdo wa (‘small child”) informal
*E3k mdo téu (‘small head’) informal

Little friend: a genderless addressing term

A search for all words from Table 29 in the dataset revealed that no gender label,
such as ndn (‘male’) and nii (‘female’), was used to address children. Although the
female marker nii showed up once in one teacher’s speech, however, crucially, it was
used in her immediate echo response to a child’s initial use (discussed in Example 19
later). It was discovered that instead of employing gender labels, teachers of this study
uniformly used a gender-neutral term /M & xido péngyou (“little friend’) to address
individual children, a group of children, or a generic, third-party child as general concept.

Table 30 reports the frequencies of xido péngyou that occurred across contexts in
the data. In total, 160 occurrences of xido péngyou were identified. This address term was
most favored (130; 81%) when teachers interacted with the whole class or mixed-gender
groups (both coded as T-C). On the individual level, girls (14) were more frequently
addressed as xido péngyou than boys (12). However, a chi-square test of independence
showed no significant association between a child’s gender and the teacher’s use of xido

péngyou (x* = 1.9529, p = .58223). While no boy in the data used xido péngydu in their
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speech toward the teacher, four girls identified themselves, other children, or fairy tale

characters as xido péngyou.

Table 30. Frequencies of using gender-neutral addressing term xido péngyou across

contexts

Kindergarten Class Total T-C T-B T-G C-T B-T G-T

A Senior 23 15 3 3 0 0 2
Junior 55 49 4 2 0 0 0
B Senior 34 26 2 5 0 0 1
Junior 48 40 3 4 0 0 1
Overall 160 130 12 14 0 0 4

The following Example (16) illustrates teacher’s typical use of xido péngyou. In

the conversation below, Teacher]1 used xido péngyou three times to address (i) children in

the classroom, (ii) a random, unknown, general concept of children, and (iii) Girl 3.

Example (16)

[Little friend as addressing term; T1, B18, G3]

[Teacher shows a puppy photo on the screen]

*T1

*T1

*T1

*B18

*T1

*T1

it shéu, hito bi  hio? ET;’S]
raise hand good NEG good
Raise your hands, okay?
na ge ilaopengyo shou  zui gao? [% addressing class]
which CLF little friend hand  most high
Which child's hand is raised highest?
héo mingmin ni shud [to
9 g g’ B 1 8]
alright PN 2SG talk
Alright, Mingming, you talk about it.
ta you wéijin
3SG have scarf
S/he has a scarf.
ni jueédé ta dai le yi ge [=to B18]
258G think 3SG wear  ASP one CLF
xido weidoudou  shi ba?
small bib (0(0)% SFP
You think he is wearing a small bib, right?
xiang i‘lla"pengyo yiyang, shi  ba? [% referring to any child]
like little friend ~ same COP  SFP

Just like we children, right?

[Teacher shows another picture]

*T1

*C

hao, women zai kan.
alright  2PL again see
Alright, let's see another picture.

@wal!! . .

@ [% screaming because the puppy is cute]
WOW
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Wow!

*T1 ni kan zhe zhi gou xido bu xido?
2SG see this CLF  dog small IC\}IE small

You see this dog, is s’he small?

*T1 ni shua, fé"péngy‘v’ ni zhan qilai shud [C:/g ]addressmg
2SG say little friend 2SG  stand up-RES talk
You talk about it child, stand up and talk.

G3 zhe ge gou ;hén name duod mao  yal
this CLF dog grow that much hair  CLF

This dog has so much hair!

Gender label absence during bathroom assembly

Surprisingly, this absence of gender label even exists during bathroom time, when
gender concept is expected to be salient. Example (17) presents a typical teacher-child
conversation in this scenario. Teacher 1 in this excerpt did not use nan (‘male’)
and nii (‘female’) to address or distinguish children. Instead, she used zii (‘group’) as the
unit to direct children, and a genderless term nimen ji ge (lit. ‘a few of you’) to address
and direct boys. Notably, in this class, as in all other observed classes, the teacher lined
up children by groups rather than by gender. As shown in Figure 7, usually, boys and
girls were commingled in the same line outside the bathroom doors. When their turn

came, they stepped into separated bathrooms.

Figure 7. Children of both genders line up together for bathroom
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Example (17) Bathroom time gender label absence; T1, groups of children
[Before the class, teacher arranges children to use bathroom quickly]

*T1 tdi yi 7t di &r 7l g 7uaob1an [=to two
u ! groups]
ORD one group BR two group % urinate

The first group and second group go to use the bathroom!
T Axidobia  xidobian [to a girl]
n A
urinate urinate
Use the bathroom, use the bathroom.
Apaidu  xidobian

*T1 hao nimen hit ge ; A

[=to three boys]

severa
1
Alright, you guys line up and use the bathroom.

alright 2PL CLF lineup urinate

3.6.2 Sex-role stereotyping in teaching materials

To examine if teachers have perpetuated sex-role stereotypes or sex-based
prejudice, all literary texts adopted as pedagogical materials were investigated. This
included all on-screen texts served as prompts, storylines, instructions, and video clip
subtitles. Since children of this age have limited reading ability, the purpose of this
investigation was to explore teacher’s interpretation of the texts and their possible gender
reinforcement in teaching. Results revealed that the two kindergartens’ teachers did not
assume genders of the in-text characters, even when the context implied gender
stereotypes. Instead of introducing sex-role stereotypes through the characters, teachers
preferred to portray them as genderless but childlike personae.

The genderless friend ‘needle-frog’

For instance, Example (18) is composed of discrete utterances extracted from a
fairy tale story class. The fairy tale describes a frog who tried to make a piece of clothing
for a toad’s birthday (original Chinese texts in Figure 8) but failed after multiple attempts.
Children were required to comprehend the story first and then conducted relevant skit
performances under teachers’ guidance.

Tailoring skill is conventionally associated with feminine traits in Chinese culture,
where women were required to practice and acquire 2L 4L nii gong (‘needlework’ or
‘embroidery’) from a young age. The nii gong technique was commonly inherited from
older women (Liu, 2011; Wang, 2007; Zhang & Cui, 2015). This gender-exclusive

lineage explains why nii gong contains the female prefix nii. Although contemporary
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Chinese society no longer requires women to master nii gong and the sartorial industry
nowadays does not exclude men, making clothes and gifting hand-made clothes are
primarily associated with females.

Gender equality practices were discovered through Example (18). First, Teacher 3
did not assume the gender of the characters. Instead of introducing them as 75 #£ 4
IR gingwa giinidng (‘frog girl) or B3R IK IR hamd méimei (‘toad sister’), she emphasized
on the youthfulness of the characters. During the whole class, the juvenile term /N5
I xido gingwa (‘little frog’) was used 49 times, and /MG xido hamd (‘little toad”) was
used 14 times. The prefix xido (‘little’) creates a cuddly sense of familiarity for the
children; it also degendered the characters. Second, as Example (18) shows, Teacher 3
invited children of both genders to act as frogs and toads, including individuals, mixed-
gender pairs, and same-gender pairs. During the class, both boys and girls had the
opportunity to act as the ‘needle-frog’. This indicates that Teacher 3 was not engaged in

associating fairy tale characters’ behaviors with sex-roles.

Example (18) The genderless friend ‘needle-frog’; T3; G13, B10, G16, G17
[Introduce the story characters]
wome

*T3 n gushi de mingzi, [=to class]
2PL story ASSOC  name
jiao songgéi hama de liw.
call give toad ASSOC gift
The name of our story is called a gift for toad.
*T3 YOME yiqi 14i kankan
2PL together come look-RED
cong zhe ge gushi
from this CLF story
YOME keyt kinddo  shénme a?
2PL can ;CE_S what SFP
Together, let's see what we can learn from this story?
*C you qingwa hé hama! [=screaming together]
have frog and toad
There are a frog and a toad.
*T3 xido qingwa, hai you ne? [=to class]
little frog else have SFP
Besides the little frog, what else do we have?
*C hai you hama.
else have toad
There is a toad.
*T3 zhe ge shi hama. [=pointing at toad figure on the slide]
this CLF COP toad
This is toad.
*T3 zai guo ji tian shi hama de sheéngri.
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*T3

[Invite a girl to perform]

*T3

[Invite a boy to perform]

*T3

*T3

[Inviting a pair of girls to perform skits]

*T3

*T3

*T3

*T3

[Inviting a mixed gender pair to perform skits]

*T3

*T3

ASSO

more pass several  day COP toad C birthday
A few days later is toad's birthday.
gmgw xidng Zud yi jian yifi,
frog want make one CLF clothes
Zuowé _ v N -
; shéngri liwu songgéi ta.
as birthday gift give 3SG
Frog wants to make a piece of clothing and give it to toad as birthday present.
héo, ni lai shi yi shi. [=to G13]
okay 2SG come try one try
. I’ L . i sy qingwa
ni lai xué yi xia xido
2SG come mimic one CLF little frog
Okay, you come and try mimicking little frog.
wO qing yi ge i(llaopengyo shang tai
1SG invite one CLF little friend  up stage
wo i 20 hamé de bidoging  shi ?,henme
do one do toad ASSOC CXPEsSIo  cop  what
I invite one child to the front to show what the toad's expression is like?
jiayue, shang lai shishi. [=to B10]
PN up come try-RED
Jiayue, you come to the front and try.
YOWE yiqi 14 huifu women de gushi
2PL together come recall 2PL ASSOC story
Let's recall our story together.
lai, qing zijia yan xido qingwa. [=to G16]
alright  invite PN act little frog
Alright, let's invite Zijia to act the role of little frog.
hai you shéi xidng yan a?
else have who want act SFP
Who else wants to act?
lai qing yunx1 yan xido hama [=to G17]
alright  invite PN act little toad
Alright, let's invite Yunxi to act the role of little toad.
én, women  de fa"pengyo [=to G16&17]
alright 2PL ASSOC little friend
yin  dé f;“’h"m hio!
act ASSOC very good
Alright, our children performed very well!
zhdo lingwai yi zi xidopéngyou.
find other one group little friend
Let's find another group of children.
nimen  lidng ge lai ba. [=to a boy and a girl]
2PL two CLF come SFP
You two come up
please.
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Figure 8. Teacher’s slides of fairy tale story “A gift for toad”

Furthermore, while spoken Chinese does not phonetically distinguish gender

through the third person singular pronoun #a, the written texts on the teacher’s slides

( Figure 8) adopted tfl z@. In Chinese, fifi t@, which is masculine singular, can be used to
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refer to either a masculine or a gender-unspecified character. Facilitated by the two
characters’ genderless appearances in the illustration and the teacher’s emphasis on
youthfulness, it is reasonable to interpret /i, /@ here as gender-neutral or unspecified. The
frog, who proposed to offer a hand-made gift, though conducting a conventionally
feminine activity, was not labeled as female. The toad, who was so understandable and

flexible after frog’s rounds of failures, was not assigned gender, either.

Policewoman: a compensatory model

Besides literary texts, observed teachers also used various visual displays in
teaching, including cartoon screenshots, photographs, illustrations, and video clips. An
investigation of their manipulation of visual displays revealed that although sex-role
stereotyping emerged via this channel, gender equity practices, such as compensatory
recognition of female achievement, were concurrently conducted. Example (19)
illustrates this balance. Through slide pictures, Teacher 2 implied the stereotypical sex of
a police officer — male; at the same time, she also displayed a policewoman as a

compensatory model.

Figure 9. Children quickly noticed the policewoman on the screen

In Chinese, children commonly use kinship terms to politely address non-kin
adults (Li & Thompson, 1981). For instance, £{#{ shiishu (‘uncle’), as in compounds %2

KU jidojing shiishu (‘traffic police uncle’) and 52 KURL jingchd shiishu (‘police
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uncle’) are conventionalized vocabulary mainly used by children. Notably, ‘police’ in
Chinese is % %% jingcha, and it’s semantically gender-neutral: % jing (‘to alert’) and %%
chd (‘to inspect’). Keyword search on % 4% (multi-domain) of BCC Corpus

(http://bee.blcu.edu.cn) showed that the frequencies of jidojing shiishu (‘traffic police

uncle’) and jingcha shiishu (‘police uncle’) are 189 and 1579, respectively. By contrast,
the frequencies of their female counterparts, jigojing ayi (‘traffic police aunt”)

and jingcha ayi (‘police aunt’), are 0 and 22, respectively. This usage discrepancy reflects
society-level sex-role stereotypes related to occupations.

Although somewhat diminished by Teacher 2’s active recognition of female
achievement, this male dominance was delivered to the children through visual display
and linguistic usage. In Example (19), U shitshu (‘uncle’) was used five times, once
by Boy12 and four times by Teacher 2. In comparison, [ % @yi (‘aunt’) was only used
once, although not in the complete form of 2[4 jingchd ayi (‘police aunt’) or 58
K4k jidojin ayi (‘traffic police aunt’). Furthermore, as Example (19) shows, the
preschool children were already aware of the generic masculine stereotypes related to
police officers. This explains why the children shouted out i de (‘a woman’) when they
saw a less commonly seen policewoman. Intriguingly, when Teacher 2 showed a group

of male policemen, they commented bu yiyang de jingcha (‘different kind of police”).

This reaction indicated their existing awareness of occupational sex-role stereotypes.

f]l};z;mple [Policewoman: a compensatory model; T2, C, B12]
[shows picture of a traffic policeman]
*T2 zhexie yiwai,
these beside
0, 1
women héi hui kandao  jidojing shishy /o uses 'traffic
police uncle']
2PL also will see-RES traffic police  uncle
zhin zai nibian  zhihwi  dui bu quio  L°
class]
stand PREP there direct right NEG right
Besides these, we may also see a traffice police uncle standing there and directing the traffic, right?
*T2 tydu méi you kandao guo? [=to class]
have NEG have see-RES ASP
Have you ever seen?
*C @kandao guo!® [=screaming]
see-RES ASP
Have seen that!
*T2 XIAOPENEYO hen kan yi xid.

u
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little friend PL see one time
Children, please take a look.
[% uses 'traffic

" o _ . R PR
T2 jiaojing shiishu de na ge shoushi, police uncle']
. hand
traffic police uncle ASSOC that CLF
gesture
tshi zénme Zuo de a?
COP how make NML SFP

How does traffice police uncle do that hand gesture?
[shows a traffic policewoman]

*T2 zhe ge zishi ne? [=pointing at a gesture on the slide]
this CLF gesture Q
How about this gesture?
*C @nli de!'® [=screaming]
female NML
A woman!!
*T2 zh¢ ge, #0, zh¢ shi ge tnii jingcha
this CLF oh this COP CLF policewoman
This, oh, this is a policewoman.
*T2 ai, zh¢ ge a,
alright this CLF SFP
ta shi yi ge #zhixing de bidozhi.
3SG COpP one CLF go strraight ~ ASSOC  sign
Alright, this is, it is a go straight sign.
*T2 women de ayi ya, [% uses "police aunt']
2PL ASSOC aunt SFP
ta hui ba ta de shou ttai qilai.
3SG will ASSOC 3SG ASSOC hand raise RES

Our aunt (the policewoman) will raise her hand up.
[shows a group of male traffic policemen]

*T2 na kankan zhexie jingché ne?
then see-RED these police SFP
Then how about we see these policemen?
*C bu yiyang de jingcha! [% because those are policemen]
NEG same ASSOC police
Different kind of police!
*T2 bu ylyang de jingcha? [=turning back and checking the screen]
NEG same ASSOC police
Different kind of police?
*T2 zhexie jingché tamen zényang a?
these police 3PL how SFP
What do these police do?
*C tamen ju shou
3PL raise hand

They raise their hands.
[wraps up the class]

*T2 én, jintian a, [=to class][% uses "police uncle']
alright today SFP
women kan le zhéme dud de biaozhi,
2PL see ASP SO many ASSOC  sign
ye liaoji¢ le jingcha shiishu de yiXie shoushi.
also fiomprehen ASP police uncle ASSOC  some gesture
Alright, today we have seen so many signs, and also comprehended some gestures of police uncles.
*T2 nimen tdou zhangwo le ma?
2PL all know well ~ ASP Q
Do all of you know them well?
*C @zhingwo le! @ [=screaming]
know well ASP
We know them well!
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_ 0 ali
T2 o bi zinshdu  jid hui [Sto class] [% uses ‘police

uncle']
2SG NEG abide by then will
bei jingcha shiishu zhua qilai,
PSV police uncle arrest RES
tshi bu shi a?
(0(0)% NEG (0(0)% SFP

If you don't abide by the law, then police uncle will arrest you, right?
[=screaming] [% uses 'police

*B12 hui bei jingcha shashu zhua, uncle']
will PSV police uncle arrest
guandao ®longzi limian! @
lock-RES cage inside

Will be arrested by police uncles and be locked into a cage!

3.7 The school environment

In this section, I will report major findings from interviews with the four observed
teachers and two principals. This investigation serves to provide extra information
regarding gender socialization at the institutional and pedagogical levels. Furthermore, it
also provides methodological triangulation and ensures a better interpretation of the

previous quantitative and qualitative analysis results.

3.7.1 All-female faculty

The female to male ratio of kindergarten employees potentially sets a gendered
tone for the school environments and the interactions they embrace. As introduced in the
methodology section, both kindergartens have a quasi-all-female employment body.
Besides the dominating numbers of female teachers (25 in Kindergarten A; 34 in
Kindergarten B), they both have only one male employee, the security guard. According
to the principals, security guards in both kindergartens mostly spend their working hours
in the reception office apart from the children, though interactions between the two
parties may occasionally occur. This uneven gender distribution of kindergarten
personnel is pervasive in China. As the 2020 data published by the Ministry of
Education® shows, nationwide, 97.79% of full-time teachers hired by pre-school

education institutions are females. This percentage is not only the highest among all

6 Data source: official website of Ministry of Education of the People’s Republic of China
(http:// www.moe.gov.cn/s78/A03/moe_560/jytjsj_2019/qg/202006/t20200611_ 464798.html)
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levels of education (e.g., 53.48% in higher education) but also towers over the average

female percentage (66%) across all levels of education.

Table 31. Female to male ratio across class and school

Class Number of girls ~ Number of boys ~ Number of Teachers ~ Female to Male ratio
Senior 15 13 2 1.31:1

Junior 10 12 3 1.08:1

Kindergarten A 25 25 5 1.2:1

Senior 11 14 6 1.21:1

Junior 12 12 2 1.17:1

Kindergarten B~ 23 26 8 1.19:1

Overall 48 51 13 1.2:1

If we calculate gender ratios of all participants in the study, males in both
kindergartens have smaller populations than females. As shown in Table 31, the overall
female to male ratio is 1.2:1, indicating children’s potentially more frequent exposure to
feminine behaviors and beliefs. More importantly, observational data also suggests that
the children’s kindergarten hours are primarily teacher-directed. The female teachers
have absolute control over children’s various aspects, including their daily routines,
seating, tidiness, posture, activity performance, motion, etiquette, and so forth. These
teacher-generated rules and norms are instilled in children through overt instructions and
covert implications. Although we cannot yet conclude whether such a gender ratio will
feminize boys, from the current data, we see that a series of traditionally female-preferred
standards are valued (e.g., safety is most important) while certain traditionally male-
related momentums are suppressed (e.g., fight with the dog).

The interviews revealed multiple reasons that may have caused this female
skewed gender composition. As Kindergarten A principal explained, the all-female
faculty in their institution was intentionally selected due to safety concerns. Recently,
news about child sexual assault and harassment in the school has drawn public attention.
More and more parents have explicitly requested an all-female teachers’ body in their
kindergarten due to raised awareness. Therefore, females have been the priority
candidates for job positions in Kindergarten A. The principal of Kindergarten B
expressed other practical concerns. Conventionally, there are more females in the pre-
school education field. Hence, the possibility of hiring a qualified, well-trained female

teacher is significantly higher. In addition, although their school has recruited male P.E
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teachers previously, it was not easy to keep them unless a satisfactory salary was

provided. As principal B stated, ‘male teachers are rare, and they usually expect higher

b

pay.

Regarding the pros and cons of a female-dominated teacher body, the principals
expressed converging opinions. On the positive side, female teachers are believed to be
more thoughtful, patient, and nurturant. Based on the principals’ long-term field
observations, female teachers’ mother-like care resembles children’s caregivers at home
and reduces children’s anxiety and insecurity. On the flip side, both principals agreed that
a living male role model is absent in kindergarten, and this may disadvantage boys.
However, they both insisted that this vacancy cannot be, and is not necessary to be

promptly fulfilled in preschool education due to various external constraints from society.

3.7.2 Absence of gender segregation

Solutions and measures regarding gender segregation were discussed with
teachers and principals. The interviews revealed that educators consciously steered clear
of gender segregation in classroom practices for both internal and external reasons.

On the leadership level, segregation based on biological sex was regarded as
‘unnecessary’ and ‘unfeasible.” Principal A explained that preschool education aims to
provide children with a healthy and activity-rich environment to meet their multi-faceted
developmental needs. Among them, the process of establishing a non-discriminatory peer
relationship is especially beneficial for the children. Through connecting with peers, the
children practice socialization and gain warmth, happiness, and togetherness in collective
life. Gender segregation, according to principal A, will inversely break this connection
because it mechanically creates artificial barriers between the sexes. From an
administrative perspective, principal B highlighted that gender segregation goes against
‘equality and respect’, the fundamental principles outlined in the Guidelines for

Kindergarten Education (%] JLIH 2t & 15 F 44 %L) issued by the Ministry of Education’.

Separating kindergarten children by sex potentially creates gender discrimination, an

issue being long criticized in modern China’s education field. Principal B acutely pointed

7 Government document web source:
http://www.moe.gov.cn/srcsite/A06/s3327/200107/t20010702 81984.html
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out that gender segregation raises awareness about sex disparity, which is in opposition to
most Chinese parents’ expectations. As she stated, Chinese parents commonly wish their
children to stay away from gender awareness, because they believe attention to gender
differences may lead to early gender maturity in children.

The front-line teachers talked more specifically about their gender segregation
attitudes. According to them, intentional grouping based on biological sex does not exist
in their children’s daily routine, activities, and seating. In the two kindergartens,
approximately six teacher-directed routines are conducted on a typical day. These include
exercise assembly, bathroom time, lunch assembly, nap time, and snack time assembly.
Without gender segregation, children in both kindergartens were lined up by student
numbers during routines. Student number here refers to a class-based double-digit
number given to each child upon enrollment and is required to be remembered afterwards.

A typical scenario would be children who number from one to ten form a group, whereby

their routines are usually conducted together.

Figure 11. Student number-based seating
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Resembling the daily routines, activity groupings are also genderless. Student
numbers and seating-based random grouping are most common. As one teacher recalled,
‘although student numbers can be occasionally used to split groups, children’s grouping
in activities is primarily spontaneous.” Another teacher also explained, ‘most of the time
it’s useless to group them, they will naturally find team members themselves. Even if we
intentionally grouped them by gender, they form self-selected groups automatically.’
Interestingly, three teachers out of four have noticed that although access to toys is not
constrained by sex, girls tend to choose toys that are stereotypically related to both
genders (e.g., dolls and balls), while boys usually only focus on masculine toys (e.g.,
balls).

3.7.3 Gendered decor in the physical environment

The interior design of the four observed classes implied gender hints in the
physical environments. As Figure 12 illustrates, Kindergarten A adopted pink as its
decoration theme. All installed furniture, doors, window frames, and stairway armrests
are painted in pink. Even both bathrooms, though separated by sex, brimmed with pink.
Kindergarten B had a different choice; as Figure 13 shows, vibrant colors, such as green
and mint, are commonly seen in their classrooms.

Regarding pink decoration, principal A explained that the administrations did not
intentionally choose it. The building renovation was contracted by a construction
company, which completed the entire process without many discussions about the details.
Though principal A personally described pink as a ‘femininity overloaded’ color, she did
not think this color is incompatible with the preschool setting, nor would it disadvantage
boys. ‘Maybe people simply thought pink was suitable for everything about children,’
principal A said. In comparison, principal B narrated her team’s proactive role in
choosing decoration colors. As she stated, ‘we wished to create a fresh and motivating
space for children. Thus, bright colors came into our minds. However, we believed
neither blue nor pink would fit for all, those are cliché colors in the market, so we told

interior designers to paint vivid and cheerful colors.’
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Figure 12. Pink as decoration theme

Figure 13. Light colors as decoration theme

3.8 Discussion and conclusion

Focusing on two Mainland China-based preschools, this study explored
kindergarten teachers’ role in gender socialization through classroom observation data
and interview data. As one of the few linguistic studies in this subfield, this study added
new data, new findings, and new insights to the existing research. In particular, this study

demonstrates how teachers and children practice gender in kindergarten as a community.
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Teacher-children interaction and classroom teaching provided cues and linguistic

resources for children’s acquisition and practice of gender.

3.8.1 Response to previous teacher-child interaction surveys

A large body of research has previously reported that teachers interact more with
boys (Duffy et al., 2001; Fagot et al., 2000; Sadker & Sadker, 2010; Serbin et al., 1973).
This gender difference was confirmed in the current data. However, notably, teachers in
this study did not significantly interact more with boys, though they occasionally
demonstrated this tendency. Meanwhile, this study demonstrated for the first time that
teacher-boy speech length was significantly longer than that of teacher-girl speeches.
While the reasons behind this phenomenon deserve further investigation, interpretation of
statistic results pointing toward teachers’ more instructional efforts on boys (Duffy et al.,
2001; Sadker & Sadker, 2010). In this study, these were reflected as more criticisms,
knowledge-related praises, and recasts on boys.

This study also explored gender differences in children’s active interactions with
their teachers. It was found that girls interacted significantly more with teachers than
boys and conducted significantly longer speech length with teachers. This finding is
consistent with previous studies (Maccoby, 1998; Serbin et al., 1973; Thorne, 1993) and
again demonstrates that girls are more likely to approach teachers and spend more time
and energy interacting with them. This pro-teacher phenomenon in girls may be related to
a variety of reasons, including feelings of closeness to same-sex female teachers,
admiration for female teachers as gender role models (Martin et al., 2002; Martin &
Ruble, 2004; Money & Ehrhardt, 1972; Wood, 1994), and their preference for social

interaction and verbal communication (Tannen, 1990, 1993).

3.8.2 Novel findings of speech acts

Third, though speech act is a popular topic in linguistics, it has rarely been
addressed in teachers’ gender socialization research. Speech acts, which present
information and perform interpersonal actions concurrently (Austin, 1975; Bach, 2006;
Degand, 2006; Searle, 1969), are essential in understanding teacher’s gender socialization

process, as they indicate speakers’ intention and listeners’ reaction and reflect their
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beliefs. Therefore, an investigation of teachers’ speech acts in this study has theoretical
significance since it detailed the differences or consistencies in teacher’s treatment of
different genders.

One of the novel findings in this regard is that Children of both genders received
Echo or Recast most frequently, and among them, relatively more echoes were given to
girls, and more recasts were given to boys. Though this gender difference is not
significant, it reflects two phenomena. First, teachers actively guided children in their
acquisition of socially acceptable language through corrective recasts. The standard was
largely based upon teachers’ judgment and speculation of children’s utterances. If we
recall Example (2), Boy 15 erroneously used a slang fa mdo (lit. ‘emit hair,” meaning
‘scared’) to describe fa huo (lit. ‘emit fire,” meaning ‘flare up, get angry’) and Teacher 1
negotiated meaning with him through multiple recasts and echoes. Although teachers’
recasts were directed at both genders, boys were corrected more often. This finding is
consistent with the observed sociolinguistic links of males to non-standard language use
(Romaine, 2003; Talbot, 2019), though further investigation involving a bigger dataset is
needed. Second, teachers responded positively and supportively to children, as evidenced
by their frequent echoes. Echoes often express affirmation and supplement in Chinese
conversations (Huang et al., 2018; Li et al., 2010; Li, 2006). Thus, teachers’ frequent
adoption of them indicates their attentive listening and supportive attitude toward
children’s expression, especially girls’.

Criticism is the speech act that boys encountered significantly more than girls,
and Commands often accompanied it. Gendered treatments emerged in this regard,
including ‘boy-exclusive’ criticism reasons (seating, tidiness, interruption) and command
reasons (concentration, safety). This finding is consistent with previous discussions about
boys’ frequent negative treatment in China (Cai & Lavely, 2003; Chen & Rao, 2011).
Notably, children of both genders were often ordered to move their bodies by their
teachers. Kindergarten teachers often gave children direct commands to stand here, sit
there, and boys encountered these directions significantly more. Though arguably
necessary for crowd management in the reality of a classroom with a large number of

children, this approach is questionable. This is because these direct orders may increase
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conflict and overdependence between teacher and children, which may even negatively
impact their academic and behavioral outcomes (Hamre & Pianta, 2001).

Teachers had low tolerance for girls’ unsatisfactory postures and directed more
criticisms and commands on girls regarded this issue. This phenomenon is not surprising
when one considers the traditional Chinese cultural emphasis on an elegant female
demeanor. Traditional gender norms require Chinese females to behave elegantly and
smile without showing their teeth (Ebrey, 2003; Mou, 2004). This frequent girl-focused
gesture correction reflects how gender norms are taught to girls, particularly through their
same-sex teachers. By experiencing and observing criticisms on posture, Children figure
out that girls should watch their demeanor, but boys are granted some freedoms; thus,
gender norms are reinforced.

This study also revealed that teachers significantly questioned girls more.
Questions for comprehension checking were more often given to girls; questions related
to life experience and others’ emotions were even ‘girl-exclusive’. By contrast, boys were
most commonly questioned and praised for their knowledge, which, however, happened
rarely to girls. This aspect of data implies teachers’ covert differentiated expectations. On
the one hand, teachers may have subconsciously assumed that girls comprehend slower
but were better at narrating and emotion detection. On the other hand, teachers seemed to
expect boys to be more knowledgeable. However, there is no evidence that the opposite
sex was indeed incapable of the above skills. Teachers’ questions reflect stereotypical
gender norms, and they are instilled in children through education. This finding is in
concert with previous surveys on teachers’ differentiated expectations (Best, 1983; Fagot
& Patterson, 1969; Sadker & Sadker, 2010; Thorne, 1993; Walkerdine, 1998). It showed
that, although Chinese preschool teachers applauded gender equality, they still expressed
stereotyped expectations regularly.

Notably, though both genders received praises, differentiated treatment emerged.
For instance, only boys were praised for knowledge while only girls were praised for
appearance. This discrepancy was considered in previous literature as a result of gender
role perpetuation, as it associates children’s achievements with stereotypical gender traits
(Chick et al., 2002; Koch, 2003; Martin, 1998). Unique to this study, both genders were

praised for obedience through a frequently verbalized lexical item fing hua (lit. ‘listen to
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words,” meaning ‘obedient’). Similarly, both genders were commonly warned of safety
violations through Feedbacks and Commands, which sometimes even limited children’s
opportunities to express themselves. For example, a boy’s sharing of his dog-raising
experience was terminated by the teacher’s warning.

Teacher’s emphasis on safety is understandable, considering their responsibilities
as educators and teaching objectives. As for obedience, an interpretation is teacher’s
preferred pupil-role as discussed by Fagot & Patterson (1969). These requirements also
reflect a Confucian heritage in modern China (DeBary, 2009; Sun, 2005; Tu, 1985),
which emphasizes social order and respect for teachers and elders. A righteous person in
the Confucian sense is not only wise and courageous but also disciplined, humble, and
law-abiding. Therefore, it is understandable that as Chinese teachers, besides socializing
children into developing young adults, they are concurrently cultivating students into

non-destructive, socially beneficial people.

3.8.3 Overall school climate

This study also examined the gender socialization of kindergarten teachers from
the broader perspective of school climate. First, investigation on emotional contexts
revealed that overall, teacher-child interactions were predominantly positive.
Nevertheless, it is noteworthy that boys significantly received more negative interactions
and girls significantly received more emotionally neutral or calmer interactions. This
again confirms that teachers spend more energy on boys, regardless of negativity or
positivity.

Second, teachers did not use any gender labels to address children, i.e., children
were not reminded of their gender through routine language use. Researchers have
cautioned about the causal relationship between functional use of gender categories and
statistically significant increases in gender stereotyping among children (Bem, 1982;
Bigler, 1995). Therefore, gender label absence found in this study can be considered a
positive sign, in contrast to previous findings in the West (Koch, 2003; Thorne, 1993)
and Hong Kong (Chen & Rao, 2011) on teachers’ frequent use of gender labels.

Even more remarkable was that the teachers did not assume gender of the fairy

tale animal characters. This equality practice was evident in the teacher’s slide visuals,
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role play casting, and story narration. Similarly, teachers did not instill vocational gender
stereotypes in their students. Although the children already knew that a police officer was
more likely to be a male, the teacher still provided a female police officer as a
compensatory example.

Third, there is a potential female dominance in both schools. With an all-female
faculty and in a pink-painted environment, female values and standards inevitably
become more salient, which, actually few people would question as that’s the perceived
‘childlike’ convention. These findings relate to previous studies through the shared
concern that boys are potentially or unconsciously feminized in kindergartens. However,
the data obtained so far is insufficient to be conclusive, and further investigation is
needed.

Fourth, it is remarkable that gender segregation was not found at either the
administrative or pedagogical level. For multiple reasons, kindergarten directors
consciously discouraged implementing gender segregation and publicly supported gender
equality in their guiding principles. This finding is also unique to the current study, as
previous surveys have reported widespread gender segregations (Burdelski & Mitsuhashi,

2010; Chen & Rao, 2011; Maccoby, 1998; Serbin et al., 1977; Thorne, 1993).

3.8.4 Limitation of this study

Although this study presents a detailed picture of mainland China kindergarten
teachers’ gender socialization patterns with a focus on verbal interaction, the
generalizability of the results is limited by multiple factors. First, due to the Covid-19
pandemic, the data collection could not be carried out as planned; therefore, the limited
recording data may not accurately reflect teacher’s long-term practices. Second, the
recordings were conducted after school-level consents, which means that all teachers and
students were aware that they were videotaped, which may have influenced their
behavior. Although the teachers may have prepared lesson plans, they were not aware of
my study’s purpose (gender) and could not anticipate how children would behave in the
classroom. The lack of awareness of the purpose of the study presumably reduced the
undue influence of the observer. Third, this study strives to videotape interactions

between breaks and routines, but there were institutional constraints in the field, so most
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of the data were from classrooms. Fourth, the kindergartens selected for this study are
middle-class kindergartens in Nanjing, a first-tier provincial capital city with a good
reputation of education. It is reasonable to speculate that data taken in other regions of
China may lead to different results. Lastly, the data from the interviews may suffer a lack
of spontaneity and there is no guarantee that the answers elicited reflect the interviewees’

genuine opinion.
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CHAPTER VI
GENDER SOCIALIZATION THROUGH MEDIA: INPUT FROM A
POPULAR CARTOON

4.1. Introduction

Since Disney animated films began sweeping the world, media have been playing
an important role in children’ lives. In the socialization ecological system
(Bronfenbrenner, 1992), media came to be an essential agent because of its unique
features, including easy accessibility, entertaining function, and fast dissemination
(Ahmed & Wahab, 2014; England et al., 2011; Holtzman & Sharpe, 2014; Silverstein,
1985). In modern societies, children are taught about social norms through their exposure
to media. Particularly, television has been identified as a powerful and active force in
shaping and molding Children’ behaviors towards the gender roles in society (Maity,
2014; Signorielli, 1990; Tasmin, 2020; Thompson & Zerbinos, 1995; Williams, 1981).
As one of the main television genres designed for and watched by children, animated
cartoons provide children with visual, socio-emotional, and ideological basis for gender
socialization. Children observe carefully and learn easily through cartoon-mediated
entertainment. Subconsciously, they actively socialize themselves according to the
culturally accepted gender roles presented through cartoon characters (Huang, 2016).

In this chapter, I will use a Chinese household animation— Big-Headed Kid and
Small-Headed Father® as an example to explore how the descriptive lines of its male and
female characters embody gender roles in Chinese society. Specifically, linguistic
analysis on the lines was focused on the attributes, actions and perceived or claimed
identities of the characters. Before doing so, I will start with a literature review about the
role media have played in gender socialization, primarily through works of Disney, an
animation company with significant global influence. Then, I will discuss the research

gap in Chinese animation socialization and introduce the goals of the current research.

8 This highly recognizable animated series has been translated into several English titles, including Big-Headed Son
and Small-Headed Daddy. Its original Chinese title is K3k JLF /N datdu erzi xido téu baba (‘big-headed son
and small-headed father’). In this chapter, I adopted its title presented on Wikipedia: Bigg-Headed Kid and Small-
Headed Father (https://en.m.wikipedia.org/wiki/Big-Headed Kid and Small-Headed Father).
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4.1.1 Gender socialization in the media

Book, advertisement, game, and software

Gender stereotypes in children’s books, one of the earliest media to be
popularized, have attracted decades of research. If we recall Section 3.1.1, gender
perpetuation is realized and deepened in children’s literature in four major forms. First,
male characters are disproportionately overrepresented, though recent works reflect a
slow trend toward gender equality (Diekman & Murnen, 2004; Grauerholz & Pescosolido,
1989; Hamilton et al., 2006; Kolbe & La Voie, 1981; McCabe et al., 2011; Oskamp &
Kaufman, 1996; Turner-Bowker, 1996; Weitzman et al., 1972). Second, traditional
gender stereotypes, such as active, outdoor men and passive, indoor women, are
manifested and reinforced in children’s literature (Berry & Wilkins, 2017; Brugeilles et
al., 2002; Crisp & Hiller, 2011; Kolbe & La Voie, 1981; Tognoli et al., 1994; Weitzman
et al., 1972). Third, inanimate characters are given gender roles, reflecting human gender-
stereotypical activities (Berry & Wilkins, 2017; Brugeilles et al., 2002; Crisp & Hiller,
2011; Weitzman et al., 1972; Williams et al., 1987). Fourth, human and inanimate
characters share semantically similar, gendered labels and descriptors (Berry & Wilkins,
2017; Turner-Bowker, 1996).

In a similar vein, research on other media has also demonstrated broad and deep
gender stereotype perpetuation. Women are underrepresented on television programs
(Signorielli, 1990), in games (Dietz, 1998; Dill & Thill, 2007) and educational software
(Sheldon, 2004), but routinely sexualized in commercials (Downs & Harrison, 1985;
Silverstein, 1985) and games (Dietz, 1998; Dill & Thill, 2007; Funk & Buchman, 1996).
Of particular note is that video games have become a base for promoting exaggerated,
male-centered gender stereotypes to children and adolescents. Dietz (1998) reported that
around 41% of electronic games they studied were without female characters. Among the
ones with female characters, 28% were portrayed as sex objects. More surprisingly,
nearly 80% of games in their study included aggression or violence, and 21% of them
depicted violence directed at women. Even more thought-provoking is video games’ peer
influence and their gender-based design strategies. Funk and Buchman (1996)
investigated prevailing fighting games and found that conforming to gender stereotypes

in games would help children maintain social approval, while behaving in alternate
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patterns would risk social sanction. They also pointed out that children don’t just acquire
gender stereotypes in games, their genders are meanwhile the determining factors during
game development, as most games are purposely tailored to children of a certain gender.

Cult and reflection of Disney

As a prominent voice of the entertainment world, Disney movies have global
impacts on children’s learning of gender roles. Disney contributes significantly to
widespread myths and misunderstandings about genders, primarily through its
construction of our understanding, values, and beliefs about gender (Holtzman & Sharpe,
2014). Cross-culturally, Disney is one of the most influential resources through which
children develop their identities and internalize the role that gender plays in the real life.
Research on Disney gender socialization mainly covers three main areas: (i) the old
Disney; (ii) the revived Disney, and (iii) children’s internalization of Disney stereotypes.

Several studies have questioned male character dominance in classic Disney films
(Aley & Hahn, 2020; Levinson, 1975; Thompson & Zerbinos, 1995; Wiserma, 2000).
Male characters were found to outnumber the female characters and were usually
portrayed in a wider variety of roles, with good occupations and superior powers.
Exaggerated gender stereotypes were ubiquitous in earlier Disney movies. Women were
often associated with in-home labor, less employment, and had little familial or societal
power (Wiserma, 2000). Besides, prince and princess characters embody traditionally
masculine and feminine characteristics, such as men are brave and fearless while women
are beautiful and naive (England et al., 2011). The powerlessness of Disney females is
usually rendered through cliché storylines. Female protagonists in multiple films are
submissive, servile, and misfortune. Though born with divine beauty, they suffer silently,
and ironically, because of this abject attitude, they are given the ultimate reward:
salvaged by a handsome, high-status prince (Maity, 2014).

Fortunately, a number of recent studies have affirmed Disney’s development
towards gender equality. Thompson and Zerbinos (1995) compared pre- and post-1980
cartoons and reported a significant change toward a less stereotypical portrayal of female
characters. Through their observed equally distributed female speech elements in both
gender characters, Azmi et al. (2016) argued that the blurring of gender boundaries

indicates Disney’s attempt to break gender stereotypes. Lopreore (2016) investigated
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androgynous or undifferentiated gender role portrayals in new Disney movies and
discovered that most revival prince and princess characters are both androgynous and
progressive. Uniquely, Griffin et al. (2017) discussed a paradox that emerged in the
Disney reform. While earlier animations circulated norms that girls should be weak and
avoid work, the contemporary productions suggest girls should be strong and employed.
Therefore, what is presented in front of children are contradicting norms: girls must and
must not have careers; they are both weak and strong.

Although Disney’s traditional gender portrayal was criticized and gender equality
has been more frequently presented in its new productions, children’s internalization of
gender roles still reflects Disney stereotypes. Hine et al. (2012) compared children’s
perception of feminine Aurora versus androgynous Moana and discovered that a large
proportion of children did not identify Moana as a princess at all. Golden and Jacoby
(2018) observed girls’ pretend play and reported their stereotypical beliefs about
princesses and their adherence to gendered behaviors when enacting the princesses. In
children’s views, four traits constitute a princess: beauty, focus on clothing and
accessories, princess body movements, and exclusion of boys. These beliefs are accurate
reflections of Disney’s conventional depictions.

Thus, despite the ongoing efforts of Disney to promote gender equality, its
egalitarian impact on children’s awareness of gender equality is yet limited. Considering
the networked nature of gender socialization, children’s adherence to gender stereotypes
has interactions with multiple socialization agents. Disney’s reform is positive but is

limited in scale and influence.

4.1.2 Chinese cartoon animation

Since the late 20th century, China has become a leading animation producer
worldwide. The quantity of Chinese animation has met vast market demand, and the
quality of its work has won wide recognition (Giesen, 2014; Lent & Ying, 2013; Wu,
2009, 2017). According to Giesen's (2014) data, China produces over 250,000 minutes of
animated films annually and has around 5,000 producers and production units nationwide.
China’s animation industry reflects the country’s unique socio-cultural identity. On the
one hand, the Chinese animation industry has received long-term government support

under communist state’s policies to stimulate ‘creative industries’ (Wu, 2017). On the
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other hand, Chinese animated films are powerful metaphors of nationalist identity
through reflecting its aesthetic standards, cultural values, and social norms (Li, 2011; Wu,
2009). As Wu (2009) theorizes, Chinese animation is a nationalized cinematic form in its
national visual history: it conceptualizes and mediates distinct ethnic styles and
constitutes a discourse-based aesthetic school in socialist culture and politics.
Nevertheless, Chinese animation is not yet prevailing beyond the contours of the country.
Multiple factors have contributed to this, including the nation’s previous long, closed
period, the use of a less than universal language, Chinese animators’ anonymous overseas
production, and shortage in indigenous content creation (Lent & Ying, 2013).

Given a highly productive and high-yield animation industry, research on the
impact of Chinese animation on children’s socialization is rare. One of the pioneer
studies was done by Chu and Mclntyre (1995) in Hong Kong. They selected 30 random
imported children’s cartoons broadcasted on Chinese television and confirmed male
characters’ quantitative dominance and hypothesized gender stereotypes. Though
subjects of this study were not China-made animation, they reflected international
cartoon’s circulation of gender in Chinese society. In Jiang's (2013) dissertation,
cartoon’s socializing effect on Chinese children was recognized, and the presentation of
negative norms through cartoon characters was identified. Huang (2016) investigated
Disney animation film Finding Dory and analyzed its socialization of Chinese children.
As Huang (2016) concluded, animated cartoon is a key channel to build children’s social
values and moral standard, since they are unknowingly indoctrinated with socially

acceptable concepts in the process of entertainment.

4.1.3 The target cartoon of this study

Despite increasing attention in the academy, Chinese animation has rarely been
analyzed linguistically and quantitatively, especially from the perspective of gender
socialization. To fill this gap, this chapter aims to examine the gender norm presentation
in a famous Chinese animation: K3k JL T Fl/N k& Big-Head Son and Small-Head
Father. In particular, this chapter examines if and how this well-known Chinese cartoon
portrays the male and female characters stereotypically through the lexicon in its

descriptive lines.
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The target cartoon was chosen for its visibility and impact. Since issued by China
International Television Corporation in 1995, this animation has been a representative
and household cartoon series in the nation. Including both old and new versions, it has
produced six seasons and has received numerous recognitions. It won the Golden Eagle
Award, European Golden Boy Award, and was listed by China’s Ministry of Publicity,
Ministry of Education and the Central Committee of the Communist Youth League as
one of the 15 outstanding animated films since the founding of People’s Republic of

China’.

Figure 14. A CCTV Poster of Big-Head Son and Small-Head Father Season V

The story stars a family in Shanghai, with an engineer father /N k& xido téu
baba (‘Small-Head Dad’), a housewife mother 4 {84 wéigin mama (‘ Apron Mom’),
and their kindergarten attender son K3k JL ¥ datdu erzi (‘Big-Head Son’) (see Figure
14). Though the wording ‘big-head’ and ‘small-head’ in original Chinese text imply
appearance traits instead of personality traits, the main characters’ settings reflect typical
social norms, needless to say that the title itself, which focuses on the male members of
the family, is overtly gendered. For instance, Small-Head Dad shows up in work scenes

and spends a lot of time in his study. Portrayed as a selfless, dopey dad, Small-Head Dad

% Detailed awards obtained see Baidu page of this cartoon: K3k JLFFI/ ks e
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caters to the needs of his wife and teaches his son as much as he can through his
expertise. The role of Apron Mom is apt to conjure up gender stereotypes in its own way.
Aside from her name ‘Apron,” which is a metonymy of housework, she stays mostly at
home, enjoys shopping, is enthusiastic about cooking, beauty and various cyber novelties,
yet still has supreme command in the house. The persona of Big-Head Son points to a
typical urban Chinese boy. He is interested in science and society, loves creativity even at
the cost of getting into trouble, often pokes fun at his father, loves to hang out with and
helps neighborhood children, and occasionally gets disciplined by his mother.

In a nutshell, this cartoon animation both reflects social reality and embraces
artistic creation. Based on its long influence over the past three decades, it is
linguistically relevant to study the expression of gender norms in its characters’

dialogues, especially through descriptive lines of the characters.

4.2. Data and Methods

This study’s data were obtained from the first 20 episodes of Big-Head Son and
Small-Head Father Season V'°. Released in 2016, Season V is more relevant to
contemporary Chinese life than the previous classic seasons in the 90s. Besides,
according to Baidu Ranking'' (5 & Xz #%) Season V is one of the most popular
domestic animated cartoons that Chinese children are currently watching; thus, it more
accurately reflects gender socialization in nowadays media.

Data processing of the study consisted of four phases. Phase [ was to obtain
language data. The cartoon audios were first extracted from Youtube videos on audio
processing site Ytmp3 and then transcribed into text through Beecut, an Al software for
audio-to-text conversion. Phase II focused on improving the accuracy of the linguistic
data. Considering the inevitable errors in Al-generated transcriptions, the author
manually examined each line of the transcriptions of the 20 episodes in conjunction with
the original animation videos. Three steps were performed in this process. First, the lines

of each animated character were separated and sorted chronologically. Second,

10 youtube link to Season V: https://youtube.com/playlist?list=PLsw2iU9xmpfZ7Z512C-vnxqTj04Nyi8Z8Z

" URL to Baidu Chinese domestic animation ranking:
http://top.baidu.com/buzz?b=445&c=5&fr=topcategory c5
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information about each line was labeled, including the speaking character’s gender, name
and speech context. Third, errors in the Al transcription were corrected.

The goal of this study was to explore whether and how the descriptive lines
related to male and female characters in this cartoon embody gender norms. Therefore,
Phase III aimed to serve this purpose. In each line, specific descriptive utterances related
to human characters were analyzed. In particular, three categories of descriptive
predicates were manually extracted, and the relevant cartoon character’s gender and name
were identified.

I.  Predicates that describe a character in terms of his/her attribute, mostly
adjectives (e.g., I8 B congming ‘smart”).
II.  Predicates that describe a character’s action, mostly verbs phrases (e.g., i
U zuo fan hdo ‘cook well’).
III.  Predicates that indicate the perceived or claimed identity of a character,

mostly nouns (e.g., 4R zhéntan ‘detective’).

Descriptive lines were chosen because the first-hand characterization in cartoons
does not only rely on language but also on the appearance, facial expressions, and actions
of the character. It is important to note that the descriptive lines of interest in this study
include self-descriptions and descriptions given by others. For example, to present that a
character is good at cooking, besides his own verbal expressions, people in his
surrounding can also attest to his skill (e.g., by way of compliment or description).
Therefore, in this study, analyzing descriptive lines is an effective method to uncover
gender characterization in cartoons.

After this procedure, the extracted predicates were further cleaned up, mainly to
eliminate modifiers. In the final Phase IV, the cleaned predicates were put into RStudio
for quantitative analysis. This process was designed to generate word frequency lists by
gender and predicate categories. In addition, lexical items in frequency lists were further
analyzed semantically, and example conversations were selected through qualitative

analysis.
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4.3. Findings

Analysis of the scenes and descriptive lines of this cartoon reveals gender norm
perpetuation through multiple channels. The portrayal of male and female characters
reflects gender norms in contemporary Chinese society, and language plays an essential
role in gender stereotype reinforcement. In summary, men are explorers, thinkers, leaders,
helpers and often stay outdoors. Women are concerned with appearance, irritable, good at
cooking, enjoy life, and commonly indoors. In this section, I will report this cartoon’s
socialization of gender through two aspects: (i) differentiated presentations of male and

female characters; and (ii) gender role reinforcement in the lexicon.

4.3.1 Presentation of male and female characters

The first 20 episodes of Season V include a wide range of scenes and cartoon
characters. In total, there are 18 male characters, among which nine are main characters,
including Small-Head Dad, Big-Head Son, Teacher Damao, Bother Xiaoshuai, store
owner Uncle Mao, chef Uncle Dong, pilot Uncle Blue-sky, and two neighbor boys:
Xiaoming and Tangyuan. For female characters, 14 have shown up. Among them, seven
are main characters, including Apron Mom, store owner Auntie Cai, Teacher Yueya,
florist owner Rose, neighbor girl Marshmallow, her mother Yunduo, and Uncle Mao’s
granddaughter Maorongrong.

Although there does not seem to be a big difference in the number of male and
female characters, there is a noticeable gap in their linguistic presentations. Table 32
shows the number of utterances of each gender in different episodes. In total, male
characters produce 1779 utterances, constituting 82% of the overall lines. Female
characters, however, only produce 384 utterances and contribute to a modest proportion
(18%) in the corpus. Independent #-test showed that the amount of male characters’
utterances (M=89, SD= 13.69, N=20) exceed that of female characters (M= 19,
SD=10.18, N=20), and there is a statistically significant difference in gender (t (18) =
18.28054, df = 18, p <.00001).

Second, male characters show up in a broader range of locations. As indicated in
Table 33, male activities are related to 11 locations, while females only appear in nine.

Though home is the most common location for both genders, it accounts for up to 62% of

150



female activities but only 41% of male activities. Besides, though female characters

spend 11% of their activities in stores, they are barely customers but instead the store’s
staff or owners. Intriguingly, male characters have frequent consuming activities in the
cartoon, which explains why 14% of their activities are in the stores, and 8% are in the
restaurants. Though the utterance distribution of boys and men is relatively equal (47%
and 53%, respectively), girls are less presented than women (33% and 67%, respectively).
Even so, the majority (85%) of female activities outside the home are contributed by girls,
including neighborhood (3%), playground (5%), and yard (3%). This is because most of
the scenes for adult women are at home (78%). Only in limited occasions, they show up
in workplaces (9%) such as kindergarten and stores. Though women have restaurant
scenes (5%), they primarily work there, barely visit there as customers. Females’
consumption and social activities are less commonly depicted than males, but females’

domestic activities are highlighted in the cartoon.

Table 32. Utterance quantity by gender and episode

Episode | Male Female Total
1 112 6 118
2 97 23 120
3 81 41 122
4 105 17 122
5 104 5 109
6 85 8 93

7 83 28 111
8 94 14 108
9 58 17 75
10 74 18 92
11 93 7 100
12 74 33 107
13 95 22 117
14 101 10 111
15 75 36 111
16 77 22 99
17 92 23 115
18 95 27 122
19 105 13 118
20 79 14 93
Total 1779 384 2163
Average | 89 19 108
Pct. 82% 18% 100%
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Table 33. Locations of characters’ activities

Location Male Female
Home 24 41% |23 62%
Store 8 14% | 4 11%
Neighborhood | 6 10% |1 3%
Restaurant 5 8% 2 5%
Playground 4 7% 2 5%
Kindergarten |4 7% 2 5%
Mountains 2 3% 1 3%
Yard 2 3% 1 3%
City center 1 2% 0 0%
Pet store I 2% 0 0%
Library 2 3% 1 3%
Total 59 100% | 37 100%

4.3.2 Gender role perpetuation in the cartoon lexicon

If we focus on the specific words used to narrate and describe male and female
characters in the cartoon, more gender differences surfaced in their attributes, actions,
and identities. As reflected in the lexicon, the traditional gender stereotypes, especially
men’s active and outdoor image and women'’s passive, indoor tendency, are manifested
and reinforced through word choice.

Attributes

Tables 4.3.3 reports the Type I predicates used in the cartoon to depict male
characters. Mostly adjectives, each of them describes a male character in terms of his
attribute. Semantically, these predicates can be grouped into six categories. The most
frequent category is behavioral attribute. Its 16 types make up 31% of the overall 52
types, and its 40 tokens account for 43% of the overall 95 tokens. The highest-ranked
items, /i hai ‘awesome,’” bang ‘great,” and bu cuo ‘good,” belong to this category as they
are the evaluations or comments on someone’s behavior. Intelligent and mental attributes
are the second most commonly seen. They constitute 17% of overall types and 22% of
overall tokens and include high-frequency items such as rén zhén ‘earnest, serious’ cong
ming ‘smart, intelligent’ and shan yi guan cha ‘observant.” Appearance and physical
attributes, such as shuai ‘handsome,’ /ei ‘tired,” and /ing huo ‘flexible,” are verbalized in
the cartoon’s lines through various types. They compose 21% of the overall types and 15%
of the overall tokens.

Intriguingly, personality and moral attributes are also presented in diversity,

which constitute 23% of overall types and 15% of overall tokens. Typical items
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include yong gdn ‘brave,” bu pa kun nan ‘not afraid of difficulties,” and yong wdng zhi

qian ‘courageous to go forward.” Emotional attributes (e.g., jin zhang ‘nervous,” gao

xing ‘cheerful’) and fortune-related attributes (e.g., yun qi hdo ‘lucky’) are moderately

adopted. The former account for 6% of types and 3% of tokens, and the latter account for

4% of types and 3% of tokens.

Example (1) shows Big-Head Son’s frequent use of /i hai ‘awesome’ to describe

his soccer skill. Highlighting an outstanding ability or talent, this adjective is usually

adopted in Chinese compliments or assertive self-descriptions. In this cartoon, /i hai can

be found in various dialogues of the father-son pair, they not only regard themselves as /i

hai but also praise each other for being /i hai on a frequent basis.

Example (1)
Xiaoming:

Son:

Son:

Dad:

[Boys and Small-Head Father are in preparation for a soccer game.]

dao ni le, da tou!

arrive 25G ASP Big Head

‘It's your turn, Big Head!’

ni hai hao ba?

2S8G still good Q

‘Are you alright?’

qi guai le.

strange SFP

‘It's strange.’

wO gang cai dai qia guo
1SG just now bring ball pass
xido tou ba ba de shi hou,

Small-Head Dad ASSOC  time

ké li hai le ne!

very awesome ASP SFP

‘Just now, I was so awesome when passing Small-Head Dad with the ball!’
ai! woO shi bu shi

hey 1SG COP NEG-COP

zui li hai de gian feng? [=to father]
most awesome ASSOC striker

‘Hey! Am I the most awesome striker?’

wo X1 wang.

1SG hope

‘I hope so.’
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Table 34. Frequency rank of male characters’ attributes

Rank | Item Pinyin Gloss Freq.
1 i % 1i hai awesome 10
2 % bang great 7
3 NE rén zhén earnest 6
4 ANgE bu cuod good 5
5 i cong ming smart 4
6 TeH wu lido boring 3
7 HEEL yong gan brave 3
8 =T %2 shan yu guan cha observant 3
9 I shuai handsome 3
10 HRARN—FE geén da rén y1 yang just like adults 2
11 EEREp=3 you chuang yi creative 2
12 B yun qi hao lucky 2
13 =2 lei tired 2
14 EyE zhuan zhu focused 2
15 PR guai guai de weird 2
16 1 hao good 2
17 RiE ling huo flexible 1
18 =] gao high/tall 1
19 RIS tui chang long-legged 1
20 REL da nian ji older 1
21 Bk jin zhang nervous 1
22 o xn ki hard working 1
23 %] shun li smooth 1
24 AN ] e bu pa kun nan not afraid of difficulties 1
25 BB yong wang zhi qian courageous to go forward 1
26 o ma hi sloppy 1
27 EIRES ke lian pitiful 1
28 WX jido hua cunning 1
29 e kuai fast 1
30 [=IPaa ga0 xing cheerful 1
31 —B NG y1dong bu dong motionless 1
32 v qi te peculiar 1
33 BE A yun qi bu cuo lucky 1
34 W jidu jealous 1
35 HYN S you dang ling ddo de xi bao  have the cells to be a leader 1
36 ANFRER bu chén zhi incompetent 1
37 HHY you dan dang responsible 1
38 V& ) K méi wen ti problemless 1
39 A0 you nai Xin patient 1
40 Hors ré XIn enthusiastic 1
41 e lEIR zui dong wo know me best 1
42 HIRYe yOu yédn guang visionary 1
43 ST AR 2= ping héng 1i hén cha of poor balance ability 1
44 FLEH Ti% 5 4E  siyao mian zi hud shou zui  willing to suffer to save face 1
45 T tong ku painful 1
46 T shén qi magical 1
47 H zhong heavy 1
48 SO aT ¢ shi jun li di evenly balanced 1
49 FATJEEL shou mang jido luan hurry-scurry 1
50 AR bu tai hao not so good 1
51 L piao liang good-looking 1
52 AN/ bu xido xin careless 1
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Table 35. Frequency rank of female characters’ attributes

Rank | Item Pinyin Gloss Freq.
1 e pido liang beautiful 5
2 5 &E li hai awesome 2
3 o bang great 2
4 T E HIS /) chong mén qing chin huo i full of youthful energy 2
5 SR guo fen excessive 1
6 B3 OWaL shi jun 1i di evenly matched 1
7 UK min gan sensitive 1
8 Ff» kai xin happy 1
9 SETE xn ku hardworking 1
10 4R shéng qi angry 1
11 EIRES ke lian pitiful 1
12 s gao xing happy 1
13 PR guai guai de weird 1
14 EEM méi méi de beautiful 1
15 =% zui shuai most cool 1
16 ®FE zul méi most beautiful 1
17 BT pido pido liang liang beautiful 1
18 ENN méi li beautiful 1
19 g nian qing young 1
20 HE hao kan good-looking 1

In comparison, female characters’ attributes are depicted through a smaller range
of adjectives. As shown in Table 35, Type I predicates of female characters have only 20
types and 27 tokens. Among them, four semantic categories can be identified. The most
common category is appearance and physical attribute, which constitutes 45% of the
overall types and 52% of the overall tokens. The highest-ranked item pido liang ‘pretty,’
for instance, belongs to this category. Besides, this group embraces quite a few one-off
items such as meéi mei de ‘beautiful,” zui mei ‘most beautiful,” and nidn ging ‘young.’
Like male characters, female characters’ behavioral attributes were commonly described
in the show. They contribute 30% of both overall types and overall tokens. Typical items
are similar to the ones in the male corpus, including /i hai ‘awesome’ and bang ‘great.’
However, deviating from male characters, emotional attributes occupy higher proportions
both in female types (15%) and tokens (15%). Typical items include min
gdn ‘sensitive,” kai xin ‘happy,” and sheng qi ‘angry.’

Example (2) illustrates how female’s appearance is highlighted in the cartoon
through predicates such as piao liang ‘pretty’ and chong mdn qing chiin huo [i “full of
youthful energy.” As if the beautiful appearance is the biggest advantage of women, the

praise for female beauty is common in this animation.
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Example (2) [The family is discussing which dress looks better on the influencer mother.]

Son: wéi qun ma ma chuan de zhén piao liang .
Apron Mom dress up ASSOC really  beautiful
‘Apron Mom dresses up so beautifully.’

Dad: hong s¢ hao kan.
red color pretty
‘The red color is pretty.’

Son: fén s¢ hao kan.
pink color pretty
‘The pink color is pretty.’

Mom: bié zhéng le!
don't argue ASP
‘Stop arguing!’
wO dd suan chuan zhe shén y1fa
1SG plan wear this CLF dress
chdong man qing chin huo li.
full of youth energy

‘I plan to wear this dress, (it makes me) full of youthful energy.’

Actions

If we now turn to Type II predicates, more detailed gender divergence can be
witnessed. Mainly made up of verb or verb phrases, Type II predicates in the descriptive
lines of male and female characters differ in quantity and quality. First, male actions
include 549 types and 927 tokens, while female actions only have 137 types and 185
tokens. In terms of semantics, male actions are much more diversely presented than their
female counterparts. Second, except the two genders’ common activities, gender
stereotypes can be witnessed through various sex-exclusive activities.

Table 36 shows male characters’ actions that occur at least twice. For males, the
most common action is daily activity. This category accounts for 54% of overall types
and 51% of overall tokens. Representative items include mai ‘buy,” wan ‘play,” and chi
‘eat.” Second, a unique category in the male corpus is explorative, exciting, and
challenging activities. They refer to actions such as guan cha ‘observe,” xun luo ‘patrol,’
and yan jii ‘research.” This category contributes 12% to overall types and 15% to overall
tokens, and occasionally function as the theme activity of male characters in several
episodes. The third common category is affective and mental activity. Items such as pa
zhi zhii “fear of spiders’ and zhdo ji ‘anxious’ belong to this group, and they constitute 14%
of types and 10% of tokens. Another remarkable category is morality-related activity as it

includes the highest-ranked item bang ‘help’ and other verbs that deal with justice and
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values (e.g., bdo hu ‘protect,” pian ‘cheat, swindle’). This category composes 4% of types

and 8% of tokens in the male verbal corpus.

Table 36. Frequency rank of male characters’ actions

Rank | Item Pinyin Gloss Freq.
1 5 bang help 41
2 5 mai buy 39
3 % zhdo find 18
4 bt wan play 18
5 17, chi eat 18
6 W% guan cha observe 17
7 ETII8 zhua grab 15
8 U zhlin beéi prepare 9
9 e Y g=a xu¢ shéng zi learn new words 8
10 B mai sell 7
11 [A] 3k hui 1ai come back 6
12 R4 zhong jiang win prize 6
13 % ta paint 6
14 e |\ huan 1a ba change the trumpet 6
15 2P xué wi dao learn to dance 6
16 Z can jia participate 5
17 ik péo run 5
18 W1 huan kuai zi change chopsticks 5
19 i% song send 5
20 (Sl bao hu protect 5
21 B t kick 4
22 Y25 xun lian train 4
23 3= chii qu get out 4
24 & xun lud patrol 4
25 ALY song Ii wu deliver gifts 4
26 EEH hui jia go home 4
27 R yan jit research 4
28 gy he drink 4
29 W E Al ZH)/NAIAL dai yipén k& ai de xido rourou  bring a pot of cute little succulent 4
30 P E tido zhan zi ji challenge yourself 4
31 FHAL kan dian shi watch TV 4
32 EH kan shii read a book 4
33 e 1 shui jido sleep 4
34 it zud do 4
35 w44 bao ming sign up for 3
36 1l t& xun specially train 3
37 2.2 lian xi practice 3
38 W po an solve a case 3
39 iR wu hui misunderstand 3
40 IR qi chuang get up 3
41 o A JR) gd0 ¢ zuo ju play pranks 3
42 il shi try 3
43 P4 réng diao throw away 3
44 FFE bao suan peel garlic 3
45 55 kan kan look 3
46 7E zou 20 3
47 Sty qidng grab 3
48 VA méi zhong jiang didn't win 3
49 AR g A bian mé shu magic 3
50 845 zhi hut command 3
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Table 36. (continued)

Rank | Item Pinyin Gloss Freq.
51 Fahm kan dong hua pian watch cartoons 3
52 ERIR qing qiu zhT yuan ask for support 3
53 I W gk pa zhi zht fear of spiders 3
54 )55 shan fan 3
55 AN bu mai do not buy 3
56 H] [H] hua hua draw 3
57 HIEREhE yong jid dong zuo use fake moves 2
58 Ui pian cheat 2
59 N q1 fu rén bully 2
60 SNl shou mén guard the door 2
61 [ zheén po detect 2
62 AL da zhang fight 2
63 NERT bu ai wo le don't love me anymore 2
64 AHEH 2% xidng yao jTqi zhan jing  want robocop 2
65 FOEZFKKHE  guan xin guo jia da shi concerned about national issues 2
66 BAE A méi you XIn wan ju no new toys 2
67 g jué ding decide 2
68 5 lian wu dance practice 2
69 et £ Ji shén zuo tui stretch left leg 2
70 by shi lose 2
71 B Xia pdo scare away 2
72 AR xidng ting want to hear 2
73 EEE qu kan kan g0 see 2
74 HNTEE jiu xido hua dian save the little flower store 2
75 J&Ih chéng gong success 2
76 RI fa xian found 2
77 A3 zuo bu dao can't do it 2
78 2 shi bai failure 2
79 N+ bu hui xié zi can't write 2
80 AR Zuo rou rou cook meat 2
81 TAE gong zuo work 2
82 #E zhud catch 2
83 THE xia ban get off work 2
84 SR qi zou get angry and leave 2
85 EJE dao jia home 2
86 EHR zhdo ji anxious 2
87 Y A qué shao wéi shéng su vitamin deficiency 2
88 WYL= bt chong wéi shéng su vitamin supplementation 2
89 {RAIE bao zheng guarantee 2
90 yig xué hua learn about flowers 2
91 # jiao teach 2
92 INRIRZ rén shi hén dud zi know many words 2
93 AR bian change 2
94 i 2% tou xi sneak attack 2
95 e ming ling command 2
96 iB zhut chase 2
97 R bio mi keep secret 2
98 iZ3) yun dong work out 2
99 v you mi mi have secret 2
100 W5 man zhe conceal 2
101 EHTH kan dian zi shu read e-books 2
102 ETH kan shou ji look at the phone 2
103 #k tiao pick 2
104 UeAE Xt shud de dui say it right 2
105 Vel tan you zé rén responsibility 2
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Table 36. (continued)

Rank | Item Pinyin Gloss Freq.
106 AT bu jian le disappear 2
107 HIrE you ban fa have a method 2
108 LN chui 14 ba blow the horn 2
109 WA BR chui qi qiu blow the balloon 2
110 FIH S da dian hua call 2
111 AR méiyou fa xian not found 2
112 KR fa kuai di mail a package 2
113 XA shud jid hua tell a lie 2
114 kR jido tidao wi teach dancing 2
115 Az 7K 5 bu chi shui guo don't eat fruits 2
116 peSEIE song hui jia send home 2
117 e =N zuo wan ju make toys 2
118 B FE  xidng dao zhi yi come up with ideas 2
119 I/ SEE chui yi mao blow feathers 2
120 BFPklk  yong ya tido zhan  be brave 2
121 HAE T tian de hao fill it well 2
122 I~ xia scare 2
123 AH—AH Xidng yT xidng think about it 2

In addition, there are three minor categories. Physical activities, for instance, zhud
‘grab,’ constitute 6% of types and 6% of tokens. Study and professional activities, such
as xué sheng zi ‘learn new words,’ take up 5% of types and 6% of tokens. Negative
behaviors, including wit Aui ‘misunderstand’ and gdo e zuo ju ‘play pranks,” account for 5%
of types and 3% of tokens.

Example (3) illustrates the accommodating personalities of male characters. In
this animation, Big-Head Son and his father have engaged in plenty of activities to help
others, including selling fruit and flowers, finding lost pets, and solving a neighbor girl’s

homesickness.

Example (3) [The father and the son mention ‘help’ four times.]

Dad: da téu ér zi, ni ké yi
Big-Head son 258G can
bang da rén mang ba? [% help]
help adult favor Q
‘Big-Head Son, can you do adults a favor?’
qu bang wéi qun ma ma mai
20 help Apron Mom buy
ping jiang you 14i, hao bu hao?
CLF SOy sauce back good NEG good
‘How about you go and buy a bottle of soy sauce for Apron Mom?’
Son: bang ma ma mai dong x1, [% help]
help mom buy stuff
zhe zhong shi ging tai jian dan
this CLF thing too simple

‘Helping mom to buy stuff, this kind of thing is too simple.’
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wO yao gén da rén y1yang
1SG want with adult same
qu bang bié rén. [% help]
20 help others
‘I want to help others like adults do.’

[In Uncle Mao's store]

Uncle Mao  datéu ér zi mai dong x1 ma?
Big-Head Son buy stuff Q
‘Big-Head Son, are you here to buy something?’

Son: wO bu mai dong x1,
1SG NEG buy stuff
wo shi xidng lai
1SG COP want come
bang ni mai huo. [% help]
help 2SG sell goods

‘I'm not here to buy anything, I am here to help you sell goods.’

Table 37. Frequency rank of female characters’ actions

Rank Item Pinyin Gloss Freq.
1 R zuo fan cook 6
2 [A] 3k hui 1ai come back 6
3 et shéng qi get angry 5
4 bRl mo shou confiscate 5
5 #h bang zhu help 5
6 WK xi huan like 4
7 DARYS kai fan serve meal 4
8 ik shi shi try 3
9 i shud say 3
10 5 mai buy 3
11 i e zhlin beéi prepare 3
12 {RAIE bao zheng guarantee 2
13 P kan shii read book 2
14 KIL fa xian discover 2
15 fHERE zuo dan ta make egg tarts 2
16 G B R xi huan chi tang gud like candy 2
17 TAE gong zuo work 2
18 THE xia ban get off work 2
19 R chi fa depart 2
20 bt wan play 2
21 el hua zhuang make up 2
22 e qidng grab 2
23 UK MIE N ba bing qi lin song rén give away the ice creams 2
24 KHER da sdo chu clean up 1
25 18 3 R yu dao ma fan get into trouble 1
26 147 da fen evaluate 1
27 FH % i yong ldo ban fa use the old method 1
28 WEZZUKAEPE)IN  zhin béi bing zhén xT gua  prepare chilled watermelon 1
29 Al Zuo sit 1
30 =13 yun ddo faint 1
31 P duo hide 1
32 Ty chéng lidng stay in the cool 1
33 Mg bu ji¢ shi don't borrow books 1
34 TAIE BT 28 jian zhéng qi ji witness a miracle 1
35 WJEF far  hua fu xit wéi shén qi turning the rotten into the 1
miraculous
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Table 37. (continued)

Rank Item Pinyin Gloss Freq.
36 FTHIE di dian hua call 1
37 BT géi ji zi give an orange 1
38 Frgt nong cuo make a mistake 1
39 AT ca déng long wipe lanterns 1
40 ST 5 mai déng long buy lanterns 1
41 E ka cry 1
42 BRI AETT K] fang qi jidn féiji hua  give up weight loss plan 1
43 i) weén ju zi smell oranges 1
44 N A bu hui tou chi won't steal food 1
45 FERET yao lia zhe du zi to save stomach 1
46 B shui jido sleep 1
47 5 RN ydng zl jing shén nourish your spirit 1
48 N E A xia zai ruan jian download software 1
49 {33 IR 1 bdo hu yan jing protect eyes 1
50 R dido cha investigate 1
51 ST AR iR mai XIn yT fu buy new clothes 1
52 7 cha check 1
53 E N da ying promise 1
54 TR lit da walk 1
55 R geén zong stalk 1
56 FHO dan xIn worry 1
57 1B 3K Bk zhuT dao jia Ii lai chase to the house 1
58 FET gdn gong catch up with work 1
59 it Zuo do 1
60 itk song guo lai send it over 1
61 FH & yong ji dan use eggs 1
62 RER song dan ké send eggshells 1
63 e ming ling order 1
64 Kk fa huo get angry 1
65 2% cdi stomp 1
66 IR ER lang fei dan ké waste eggshells 1
67 BT g&i rén wu give task 1
68 4 hai pa fear 1
69 SR mai tdng gud buy candy 1
70 ZE PR géi tang guod give candy 1
71 HE béi zhe behind one's back 1
72 féir fé tou tou secretly 1
73 EALY) song li wu give a gift 1
74 = wang forget 1
75 2L shou dao Ii wu receive a gift 1
76 B gl zhang applaud 1
77 RikEZ bido da ai show love 1
78 7 jiao zi teach characters 1
79 HTE xidng fang fa think of ways 1
80 N zuo xido bing gan make little cookies 1
81 s Zuo ré cai make hot dishes 1
82 e zuo fan cai make a meal 1
83 EA zhdo ji be in a hurry 1
84 Bt san xin take a break 1
85 ENEES bu hui lai don't come back 1
86 EEH hui jia go home 1
87 7E zou 20 1
88 Nz 41 chi bao zi eat steamed buns 1
89 aEn zuo hong shao rou make roast pork 1
90 AT zhéng bao zi steam buns 1
91 12 A cou 1€ nao join in the fun 1
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Table 37. (continued)

Rank Item Pinyin Gloss Freq.
92 BT meéi fa yong kuai zi can't use chopsticks 1
93 L AT quén jia chii xing travel in family 1
94 WER 8 zhtin béi wu can prepare lunch 1
95 BRE RIS TE cii zhe réu ruin de lii tin step on the soft green carpet 1
96 eSS T FHE LS bl cud guo ding xiang man shan bian y&¢  not to miss the lilacs in the hills 1
97 5 K BH tang zhe shai tai yang lay in the sun 1
98 Wi Xk shud de dui say it right 1
99 (e Xidng jia feel homesick 1
100 Biih shud hua talk 1
101 W 5% guan cha observe 1
102 Bk 5 tiao guang chang wu dance square dance 1
103 HE2EIL you ji shi ér have urgent issues 1
104 i3 du zi téng have a stomach ache 1
105 [t nao du zi have a tummy ache 1
106 & du zi téng tummy ache 1
107 2= By qu ce sud go to the toilet 1
108 7INBEE Xido qido look down upon 1
109 FE 7K SR HI A2 ba shui guo xiao pi peel the fruit 1
110 SR 3 mai XIn chuang dian buy a new mattress 1
111 Dotk Ml xx; wan hua zhuang you xi play make-up games 1
112 b yong fén pu use a powder puff 1
113 H] [H] hua hua draw 1
114 B A méi dai san didn't bring umbrella 1
115 BT yun sha zi transport sand 1
116 HEI ] dut chéng mén stack gates 1
117 PP EL ba y¢ cdo pull weeds 1
118 iR Zu0 740 can make breakfast 1
119 i shou shi pack up 1
120 FAEE qu hua dian go to the flower store 1
121 BhiE E tiao de zhén bang dace well 1
122 kR jiao tiao wu teach dancing 1
123 IR jiao xian dai wu teach modern dance 1
124 W dai yuan jon bring relief troops 1
125 Kb P chu li handle 1
126 EiE da ban dress up 1
127 FHET chuan qun zi wear a dress 1
128 ER R chuan yT fu dress up 1
129 JEIR zhan shi show 1
130 A8 2% T4 shi cht sha shou jian make a killer move 1
131 B zhi bo live broadcast 1
132 RS B gén xi¢ bang zhu thank for the help 1
133 NE] xian chang sing 1
134 N ting bu qing can't hear clearly 1
135 LA mai ydng cong buy onions 1
136 ERV dit dong x1 lose something 1
137 G| yu dao meet 1




As shown in Table 37, though with much fewer action tokens (185) than males
(927), the female characters are narrated through various activities as well. Resembling
male characters, daily activities also account for the largest proportion of female actions,
namely, 41% of overall 137 types and 39% of overall 185 tokens. High-ranking items of
this category include Aui lai ‘come back,’ shuo ‘say,” mdi ‘buy,” and zhun béi’ prepare.’
Interestingly, although female characters are related to ‘coming back’ and ‘buying,” what
they do outside of home and their specific consumption activities are not as directly
portrayed as their male counterparts.

In contrast, multiple descriptive lines involve actions that belong to three female-
exclusive verbal categories: housework activity, lifestyle activity, and controlling activity.
The first category includes high-ranking items such as zuo fan ‘cook,’ kai fan ‘serve a
meal,” and zuo dan ta ‘make egg tarts.” They constitute 14% of types and 15% of tokens.
The second category refers to activities that pertain to beauty, health, and talents, such
as hua zhuang ‘make up,’ fang qi jidan féi ji hua ‘give up weight loss plan,” and mdi xin yi
fu ‘buy new clothes.” These lifestyle activities make up 12% of types and 9% of tokens.
The third category showcases female controlling behavior and accounts for 6% of both
types and tokens. In multiple episodes, women (especially mothers) terminate men’s
chaos, punish their mistakes, and evaluate their behaviors. Relevant items include mo
shou ‘confiscate,” dd fen ‘grade, evaluate,” and ming ling ‘command, order.” These verbs
portray women into the stereotype that they are emotional (Barrett et al., 1998; Bauer,
2015; Heesacker et al., 1999), bossy, and controlling (Bray et al., 2020).

Another commonly seen female action is affective and mental activity.
Constructing 12% of types and 14% of tokens, this category includes a range of verbs
that express emotions and preferences, such as shéng gi ‘get angry,’ xi huan ‘like,’
and kiz ‘cry.’ It is worth noting that both ‘get angry’ and ‘like’ appear with high
frequency. In the cartoon, they are often used to depict female’s outward emotions and
preferences. Females’” emotions are somehow the basis for males’ activities.

The remaining five categories of actions, although shared with men, all occupy a
lower percentage. Morality-related activity accounts for 3% of types and 5% of tokens,
with typical items including bang zhu ‘help,” bdao zhéng ‘guarantee,” and bei zhe ‘behind

one’s back.” Physical activities, such as gidng ‘grab,’ zuo ‘sit,” duo ‘hide,” are conducted
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by females in limited amounts as well: 4% of types and 3% of tokens. Like male
characters, study and professional activities were also related to female characters, but
with only 2% of types and 3% of tokens. Items such as gong zuo’ work,” and xia ban ‘get
off work’ belong to this category. One of the biggest differences between the genders lies
in the depiction of explorative, exciting, and challenging activities. If we recall in the
male corpus, this category accounts for 12% of types and 15% of tokens. While in the
female corpus, it only constitutes 4% of types and 3% of tokens. Though of low
frequency, there exist unique items such as dido cha ‘investigate,” gén zong ‘stalk, follow’
and guan cha ‘observe.’ Lastly, the female characters are also associated with negative
behaviors in a limited manner. Items such as yu dao ma fan ‘get into trouble,” nong

cuo ‘make a mistake,” and lang féi dan ké ‘waste eggshells’ occasionally appear; they
make up 4% of types and 3% of tokens.

Example (4) reflects the typical Chinese style of maternal control. At a picnic,
father and son engaged in a feather blowing contest, but were stopped by the mother. She
not only confiscated (mo shou) the feathers but also left in anger (shéng qi), leaving the
father and son at a loss. Example (5) records the interest in makeup of a girl named

Marshmallow. While the children were playing with used sponges, she said she could use

the sponge for future makeup games.

Example (4) [Mother demonstrates her authority: confiscation of feathers.]

Mom: yu mao mo shou!
feather confiscate
‘I confiscate the feathers!’
Son: yu mao you pao dao wéiqin  mama
feather again run-RES Apron Mom
na bian qu le.
over there g0 ASP
“The feather went to Apron Mom’s side again.’
Mom: you shi yu mao!
again COP feather
‘It's the feather again!’
ni men zhe y1 dui po huai  da wang!
2PL this one pair vandal King
“You two are such a pair of vandal Kings!”’
lang man you xian de y¢ can quan dou
romantic leisurely ASSOC picnic totally all
bei ni men gdo za le!
COP 2PL screw up ASP
‘The romantic and leisurely picnic has been totally screwed up by you!’
Son: xido tou ba ba, wéi qun ma ma dou shéng qi
Small-Head Dad Apron Mom even angry
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zOu le.

leave ASP
‘Small-Head Dad, Apron Mom has left in anger.’

Dad: z&n me shi wo qi zou de?
how COP 1SG angry leave NML

‘How come it was me who made her angry and leave?’

Example (5) [Xiaoming (boy) and Marshmallow (girl) are playing with sponges.]

Xiaoming: al zhén shi fa al
ah really comfortable SFP
‘Ah! It feels so comfortable!’

Marshmallow: wo0 zhe bian shi hai mian  fén pa,
1SG here COP sponge powder puff
shi bu shi hén ke ai ya?
COP NEG COP very cute SFP
‘I’ve got a sponge powder puff here, isn’t it cute?’

Xiaoming: ha ha ha
‘Hahaha.’

Marshmallow: wan hua zhuang  youxi de shi hou,
play make up game ASSOC  time
WO jiu ké yi yong zhe
1SG then can use this
g¢ fén pu le.

CLF powder puff ASP

‘Next time during makeup game, I will use this powder puff.’

Identity

In this cartoon, both male and female characters have a range of self-claimed and
other-claimed identities (Type III predicates). Among the 32 male identity types, 16% are
other-claimed, and 84% are self-claimed. By contrast, among the four limited female
identities, only one (xian rén zhdng nii wang ‘cactus Queen’) is self-claimed, and the rest
three are assigned by males. Mainly appearing as nouns and noun phrases, these identities
shape the character’s personalities and reflect gender norms.

As listed in Table 38, 32 identities are associated with male characters. The most
notable semantic category is related to intelligence and skill, which composes 31% of the
overall 32 types and 49% of the overall 107 tokens. Four out of the top-five items belong
to this group, including da zhén tan ‘great detective,” shou mén yudan / mén
jiang ‘goalkeeper,” gian feng ‘striker,” and fa ming jia ‘inventor.” The second commonly
seen identity related to authority and power, which account for 25% of types and 30% of
tokens. The highest-ranked item /ing ddo ‘leader’ belongs to this group. Besides, there
are typical items such as tii dou guo wang ‘potato King’ and ping wei ‘judge, referee.’

The male characters are also titled as multiple heroic figures, including ai xin shun feng
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ché si ji ‘volunteer ride sharing driver,” nan zi han ‘manly man,” and ying xiong xido hao
shou ‘hero trumpeter.” With 16% of types and 12% of tokens, they demonstrate male
characters’ traits such as eager to help others, being heroic and chivalrous. Kinship and
friendship titles are also adopted to identify male characters, including shuang bao tai gé
geé ‘twin brother,” xiong di ‘brother,” and huo ban ‘fellow.” They have multiple types
(22%) but limited amounts of tokens (7%). The category with the lowest frequency is
rebellious figure, which constitutes 2% of both types and tokens. Two items are
relevant, da ke shui chong ‘big sleepyhead,’ and po huai da wang ‘vandal King.’ In the
Chinese language, they are both more commonly used to describe men.

Example (6) shows Big-Head Son’s repeated self-identification of da zhén tan
‘great detective.” In episode I, he not only referred to himself as a detective, but also
imitated detectives in his behaviors. He indulged in this imaginary identity and expected

others to regard him as a great detective. He prides himself on being a great observant

detective.
Example  [The son is a self-proclaimed super detective.]
(6)
Son: cong xian zai kai shi,
from now start
wo jiu shi y1 g¢
1SG exactly COP one CLF
ai guancha de chao ji da zhen tan!
love observe COP super great detective
‘From now on, I am a super great detective who loves to observe.’
Dad: da tou ér zi zhéntan  kuai duan duan  an.
Big-Head Son detective  quick judge- case
RED
‘Big-Head Son, hurry up and judge this case.’
ni guanchd y1 xia zhe zht
2SG observe one CLF this CLF
chong zi dao di shu ya nd zht xido ya?
j
worm indeed belong which CLF chick  SFP
‘Indeed, which chick does this worm belong to?’
Son: ¢, zhe g¢ ma...
um this CLF SFP
‘Um, in terms of
this...’
wO ke shi chao ji da zh@n tan.
1SG AUX COP super great detective
‘I am a super great detective.’
zhe zhong xido shi ér bu gui wo  guan.
this CLF small matter NEG belon IS responsibilit
g G vy
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“This kind of small matter is not my responsibility.’

Dad: zhe g¢ da tou zhen
tan.
this CLF Big- detectiv
Head e

“This Big-Head detective.’

Table 38. Frequency rank of male characters’ claimed identities

Rank | Item Pinyin Gloss Freq.
1 A5 ling dao leader 15
2 TS da zhén tan great detective 15
3 IR/ shou mén yuan / mén jiang  goalkeeper 13
4 FIEES qian feng striker 9
5 KHF fa ming jia inventor 9
6 +TEEFE til dou guod wang potato King 7
7 0 IR ZE F] ML ai xtn shun féng ché s1j1 volunteer ride sharing driver 6
8 PR ping wéi judge 3
9 KA da rén adult 2
10 Byw nan zi han strong man 2
11 %1 F hai zi wang kid King 2
12 K4 da jiang jin great general 2
13 XU RG BF 5T shuang bao tai gé ge twin brother 2
14 LN S T yIng xiéng xiao hao shou hero trumpeter 2
15 R e da k& shui chong big sleepyhead 1
16 T zhu bo anchor 1
17 P hu hua shi zhé flower protector 1
18 ) xiong di brother 1
19 €S huo ban fellow 1
20 22 /N R 2E K hui hua xido zt de zi zhdng leader of the painting group 1
21 FFRHLEY kai fei jide plane driver 1
22 SEARBREZ5%  maiqing qi gia de ldo yé yé  the old grandfather selling hydrogen balloons 1
23 Jililsa péng you friend 1
24 EIN jiarén family member 1
25 WIRKE po huai da wang vandal King 1
26 A8 fE jie fang lin ju neighborhood 1
27 e =ty = o shéng zi da wang new word King 1
28 e fa guan judge 1
29 (PN bao gong Baozhen (a Chinese judge) 1
30 PN EA] you ¢ér yuan lao shi kindergarten teacher 1
31 fTEE /NBA zhén cha xiao dui detective squad 1
32 1T T hdo bang shou good assistant 1

Table 39. Frequency rank of female characters’ claimed identities

Rank | Item Pinyin Gloss Freq.
1 ) 22 4% wang luo zht bo live streaming host 3
2 AN %4 FE  xian rén zhing nli wang  cactus Queen 2
3 2] guai wu monster 2
4 KB da chu chef 1
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As shown in Table 39, compared to the diverse identities of male characters, there
are far fewer nouns depicting female characters. However, a further look into the
semantics revealed intriguing tendencies among the eight tokens

The female identities are associated with three categories: household skill;
disagreeability; and appearance. The household skill category includes only one token, da
chu ‘chef,” which is used to compliment Apron Mom'’s cooking skill. Disagreeability
includes one type as well: xian rén zhdng nii wang ‘cactus Queen’, where ‘cactus’ is a
metaphor suggesting a prickly and disagreeable personality and ‘Queen’ is a symbol of
female control. As mentioned previously, this is the only identity that is self-claimed by a
female. In episode 19, the neighbor girl, Maorongrong, plants cactuses in her yard. She
believes that when they grow up, she will become a queen. Unlike the male characters
(84%), the female characters are less involved (25%) in self-evaluation and self-labeling.

Two types imply appearance, and they acutely reflect gender stereotypes in
society. The former, wang luo zhu bo ‘live streaming host,” points to the proliferation of
female cyber anchors on the Chinese web in recent years. They attract viewers through
their beauty, fashionable lifestyles, and eloquence. It is in this very scenario that the
noun wdng luo zhii bo ‘live streaming host’ appears in the cartoon. In episode 3, Apron
Mom is obsessed with being a cyber influencer and spends her days at home making
videos and counting her followers. As shown in Example (7), she receives
encouragement from her son because of her look. However, in the same episode,

ironically, once her makeup fails, she is called a guai wu ‘monster’ (Example 8).

Example (7) [Son and mother are discussing how to attract more internet followers. ]

Son: fang xIn ba, wéi qun ma ma.
be at ease SFP Apron Mom
‘Be at ease, Apron Mom.’
ni zhé me piao liang,
258G this much beautiful
fén st shu y1ding hui zeng jia
fans number definitely will increase
hén dud de.
alot ASSOC
“You are so beautiful, and the number of fans will definitely increase.’
Mom: dui ya, zhi yao wo ba
correct SFP as long as 1SG COP
zi ji da ban de piao piao liang liang,
myself dress up ASSOC beautifully
fén st shu bu jiu
fans number NEG AUX
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dud le ma?
more ASP Q
“You are right; as long as I dress up beautifully, the number of fans will increase, won't it?’

Example (8) [Apron Mom did a makeup, but it wasn't successful.]

Son: guai wu! guai wu!
monster monster
‘Monster! Monster!’
Mom: na you guai wu?
where have monster
‘Where is the monster?’
Dad: ai ya, méi shi,
oops NEG matter
wéi qun ma ma ni z€&n me hua zhuang chéng
Apron Mom 2S8G why make up become
zhe ge yang zi le?
this CLF mode ASP

‘Oops, never mind, Apron Mom why are you wearing makeup like this?’

4.4. Discussion

Animated cartoons, as one of the media that children are most often exposed to,
contribute significantly to the socialization of values, and beliefs about gender (Holtzman
& Sharpe, 2014). The results of this study share a number of similarities with the
published studies on children’s media and books in Western cultures.

It has been discussed in the literature that on children-targeted media, women
characters tend to be marginalized and underrepresented (Dietz, 1998; Dill & Thill, 2007;
Sheldon, 2004; Signorielli, 1990), while male characters appeared much more frequently
(Diekman & Murnen, 2004; Grauerholz & Pescoslido, 1989; Hamilton et al., 2006; Kolbe
& La Voie, 1981; McCabe et al., 2011; Oskamp & Kaufman, 1996; Turner-Bowker, 1996;
Weitzman et al., 1972). The current investigation shows that in this example Chinese
cartoon, male characters produce statistically significantly more utterances than female
characters. This finding provides quantitative and linguistic evidence of female’s
underrepresentation in Chinese children’s media, a domain that is less studied in the
literature.

Resembling what has been reported about children’s books (Berry & Wilkins,
2017; Brugeilles et al., 2002; Crisp & Hiller, 2011; Kolbe & La Voie, 1981; Tognoli et
al., 1994; Weitzman et al., 1972) and Disney films (Aley & Hahn, 2020; Levinson, 1975;
Thompson & Zerbinos, 1995; Wiserma, 2000), male characters in Big-Head Son and
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Small-Head Father are also engaged with a wider variety of activities and visit more
locations than their female counterparts. Mirroring previous research in the West, this
study shows that, in a popular Chinese animated cartoon, stereotypical gender roles exist.
While men are portrayed as active and outdoor, women are presented as passive and
indoor. Male activities are more diverse, yet women’s activities are potentially
marginalized and bound by gender stereotypes.

Linguistic analysis on this study found similar gendered descriptive lexicons that
have been reported in studies conducted in the West (Berry & Wilkins, 2017; Turner-
Bowker, 1996). As reflected in the lines, male characters are associated with lexemes that
embody masculine gender norms in society, such as capable, enthusiastic, love to create,
and have leadership skills. While the less commonly presented female characters are
generally depicted through lexemes that embrace indoor and family-based themes. They
are frequently being verbally described according to appearance, cooking skill, and
artistic talents. This finding is in agreement with what has been discovered in Disney
animated films, in which the stereotypical gender roles are reinforced through male and
female characters’ characterizations and plots (England et al., 2011; Maity, 2014;
Wiserma, 2000).

Intriguingly, although portrayed in gender stereotypical roles, female characters in
this Chinese cartoon are not submissive, but instead seem to exert more control over their
family at home. If we recall, in the female lexicon, shéng gi ‘get angey’ and mo shou
‘confiscate’ are among the top-ranked verbs. This indicate that in this cartoon, though
women are not the protagonists, they embody the feminine roles in common Chinese
families: mothers are the domestic rule enforcers. On the surface, the Chinese females, as
portrayed by this cartoon, wield power over their husbands and sons, unlike their
submissive counterparts in Disney films (Maity, 2014). However, research suggests that
this seeming power is really a sign of weakness because the women’s feelings of worth
are based on controlling their family in the absence of other sources of self-worth (Ng et
al., 2014). The contingency of Apron Mom’s self-worth on the performance of her
husband and her son is therefore consistent with the other limitations in her life as a result

of being confined in the domestic sphere. The apron moms are good at caring and taking
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care of their families, enjoy domestic life, follow fashion trends, enthusiastic about
presenting themselves on the Internet, and being psychologically controlling.

On the other hand, it is worth pointing out that although more and more Chinese
women nowadays are encountering obstacles in their career development, thus turning
the center of their lives to their families, dual-earner families are still common in the
society. (Chen et al., 2013; Evans, 1997; He & Wu, 2017; Jeffreys, 2010; Pei et al., 2007).
However, through this cartoon’s language, stereotypical gender roles are inadvertently
instilled in children in the way that women are mainly associated with home-based scenes.
The cartoon also overplays women’s housekeeping skills. Verbs like zuo fan ‘cook,’ kai
fan ‘serve meal,” zuo dan ta ‘make egg tarts,” frequently appear in the female lexicon but
barely associated with males.

In addition, women are over described by their appearance. For instance, pido
liang ‘beautiful’ and chong man qing chiin huo [i ‘full of youthful energy’ are high
frequency adjectives. However, once the makeup isn’t successful, women even transform
into guai wu ‘monsters.” The use of language in this cartoon reflects the existing sexist
social convention of judging women based on their appearance. While men have a
diverse range of identities, women’s identities are granted generally because of their
appearance and cooking skill. Gender norm instillation is not conducive to the
development of gender equality in Chinese children. Regardless boys or girls, these
stereotypical presentations of gender hinder children’s development of potentially

different social valuing.

4.5. Summary

Indeed, Chinese animated cartoons are metaphors of nationalist identity (L1, 2011;
Wu, 2009). Through this household name animation, we see how social standards,
cultural values, and especially gender norms are transmitted to children through language.
Undeniably, this cartoon is well-made in terms of plot, graphics, and lines. It not only
depicts modern family life, but also represent the current Chinese zeitgeist. However, it is
the popularity and long-lasting impact of this cartoon that makes its gender reinforcement
more thought-provoking. As a classic Chinese home-made cartoon, it embodies

childhood memories of several Chinese generations and has evolved into a component of
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the national discourse. A popular cartoon like Big-Head Son and Small-Head Father
functions as a powerful channel to socialize children with values, moral standards, and
especially, their understanding of gender. Therefore, the character portrayal and linguistic
presentation in children’s media should avoid stereotypes and assumptions about genders,
because these inputs will become bricks in children’s gender schemata construction.

Admittedly, the cartoon chooses a father and his son as the main characters; hence
determining its focus on male characters. However, this cartoon has been viewed by a
large number of children of both genders over the past 25 years. Its role in the gender
socialization of Chinese children is intriguing. Fortunately, a female version of this
animation, Marshmallow and Cloud Mom, was aired in 2016. A follow-up study can
compare the linguistic gender presentation of this cartoon series’ male and female
versions.

Finally, several limitations need to be considered. First, the current study has only
examined 20 episodes of Season V; this reduces the generality of the results. Second, the
current investigation focused only on predicates; other linguistic devices may present
different tendencies. Third, this study distinguished characters primarily by gender and
did not compare the differences between adults’ and children’s utterances. A deeper level
of comparison might have revealed different findings. Fourth, this study only focused on
linguistic input of the cartoon, and a future study can involve data that reveals children
and parents’ reception of cartoon and their practice of gender during the conversations.

These limitations mean that study findings need to be interpreted cautiously.
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CHAPTER V
EPILOGUE

In this dissertation, I have investigated Chinese children’s (age range: 5-6)
language-mediated gender socialization with three agents: parent, teacher, and media. As
discovered from the empirical data, these agents provide social and institutional platforms,
ideological scripts, and linguistic resources for children’s acquisition of gender norms. In
agreement with what has been noted in the literature (Bronfenbrenner, 1992; Kerckhoff,
1972), this dissertation showed how socialization agents in a culture constitute a
framework in which children are cultivated into gendered social members. This
dissertation also demonstrates the three agents’ diverse social and linguistic roles in
gender norm indoctrination, especially how teachers and parents function as the ‘gender
masters’ amid CofP (community of practice). Investigations on the three agents, as this
dissertation has conducted, furthers our understanding of Chinese children’s gender
socialization through language.

First, the three agents employ different linguistic strategies in gender socialization.
As reported in Chapter II, parental gender norms are transmitted through lexicon and
communication style. As shown in the data, Lily and Tom had different preferences and
access to books, and the books they browsed and discussed with parents provided
differentiated inputs concerning world knowledge and lexicon. While Tom and his father
centered on terms about science and rules of the physical world, Lily and her mother
were engaged with lexemes of morality, social relations, and personality traits in the
imaginary world. A similar semantic gap emerged in their chat lexicons. Tom and his
father spent the majority of their energy talking about school life, thinking process, and
skill training. In comparison, Lily and her mother were less concerned about skills but
instead co-constructed a discourse around interpersonal relations, fairy tale characters,
and joyful life experiences.

Focusing specifically on question strategy, I have illustrated how gendered
communication patterns are practiced between parent and child. Lily and Tom both have
showcased their parental socialization outcomes via question strategies, with the girl
demonstrating more concerns about emotion and the boy being more skillful in progress

interrogation. As I proposed, parents’ modeling, children’s meaning negotiation, and their
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acceptance of linguistic gender norms manifest their gender practices as masters or
novice apprentices in their home-based community.

In Chapter 111, I have shown that gender is socialized through kindergarten
teachers’ patterns of verbal interactions, speech length, and allocation of speech acts. As
revealed through the empirical data, teachers occasionally interacted more with boys and
conducted significantly longer speech with boys. Compared to boys, girls interacted
significantly more with teachers through significantly longer speech length. These
findings indicate that boys and girls are implicitly distinguished by their preschool
educators through language-mediated communication. While boys attract more
instructional efforts, girls are more likely to initiate frequent and prolonged verbal
interaction with teachers.

Gendered linguistic strategies are also reflected by teachers’ differentiated
adoption of speech acts. As demonstrated in Chapter III, children of both genders
received echo or recast most frequently. Among these, relatively more supportive echoes
were given to girls, and relatively more corrective recasts were given to boys. Two
statistically significant speech act differences have highlighted the gender gap. First, boys
are significantly more criticized, and commands on body movements often accompany
criticisms. Second, girls are significantly more questioned, and more comprehension
checking questions were given to them. Intriguingly, the teachers have allocated series of
gender-exclusive speech acts. For instance, only boys were praised for their knowledge
and criticized for seating, tidiness, and interruption. Only girls were praised for
appearance and questioned in terms of life experience and others’ emotions. The
divergencies in speech act allocation, as I proposed, indicate teachers’ gender-biased
focus and expectation on children of different genders. Although vocational training and
the institutions’ teaching philosophy have raised teachers’ awareness of gender equality,
gender norms seem to be inadvertently and unconsciously displayed through language
and actions in their classroom practice.

By analyzing a famous Chinese cartoon’s descriptive lines, In Chapter IV, I have
shown how utterance frequencies and lexemes that depict attributes, actions, and
identities of characters convey remarkable gender stereotypes. Male characters produce

statistically significantly more utterances and visit a broader range of out-home locations
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than female characters. In terms of language, male characters are portrayed through
lexemes that embody masculine gender norms, such as capable, enthusiastic, love to

build things, and have leadership skills. By comparison, the marginalized female
characters are primarily associated with lexemes that related to appearance, cooking skills,
artistic talents, and other home-based traits. Although children’s cognitive abilities are
limited, the animation’s linguistic presentation of gender stereotypes is thought-
provoking. Women’s domestic functions and beauty are overemphasized in the lines,
while their individual thoughts and professional skills are downplayed.

Second, if we compare the three socialization agents, kindergarten teachers
engage with linguistic gender norm inculcation in the least obvious way. As discovered in
Chapter 111, kindergarten teachers barely used gender labels to address children, did not
implement gender segregation, did not assume the gender of the fairy tale animal
characters, and proactively included gender-egalitarian materials in their teaching. This
seems to be a byproduct of the socialist institutional design that deemphasizes individuals
including their gender in the interest of a larger collective. However, due to a range of
societal factors, the vast majority of the kindergarten staff are female. This potentially
elevates female standards to the dominant values and reduces boys’ exposure to
masculine role models in the preschool. Nevertheless, compared to parental socialization
in Chapter II and media socialization in Chapter 1V, in general, kindergartens teachers
did not employ differentiated vocabulary to interact with boys and girls, nor did they
incorporate exaggerated gender stereotypes into their classroom instruction. Therefore, it
appears that kindergarten is the socialization agent that provides Chinese children with
the most egalitarian ideas, although it is not an absolute gender equality mechanism by
design.

Third, from a macro perspective, the roles these agents play in children’s gender
socialization reflect China’s contemporary zeitgeist. The three socialization agents differ
in their motivations for imparting gender norms. This divergence is one of the factors that
contribute to their differentiated gender reinforcement levels. As educational institutions,
kindergartens strive to achieve gender egalitarian as it’s one of the core principles of the
central government’s national education policy in the service of economic development.

Though subconscious gender practices exist, kindergarten teachers are aware of their
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gender-egalitarian responsibility. They aim to create a gender-friendly or genderless
environment through institutional routines and teaching materials.

However, while kindergarten teachers try to downplay children’s gender
awareness, parent-child interactions and domestic discourses are very much shaped and
influenced by the child’s gender. While kindergarten lessons de-gender fairy tale
characters, cartoons portray salient stereotypical gender images and widely spread
exaggerated gender stereotypes on the media.

Indeed, as different society subjects, these three agents have varied objectives and
intentions in gender norm dissemination. If kindergartens’ practices embody a national
goal of gender equality, parents’ gendered upbringing of their children reflects their own
understanding and perception of gender roles in society. Similarly, if school materials
deliberately downplay the gender stereotypes in society, animators’ exaggeration of
gender stereotypes was motivated by their purpose to achieve comedic and artistic effects.
The interaction of these three agents subtly reflects China’s zeitgeist amid the post-
socialist market economy. While the communist ideology remains the official
mainstream, the market drives and guides artistic creation in the entertainment industry.
On the individual level, the market also calibrates standards of personal happiness that
deviate from the past eras, particularly in terms of the differentiated social roles and
workplace prospects of men and women.

Fourth, in addition to filling a huge empirical laguna in language-mediated gender
socialization in Chinese children, this study filled a research gap at the methodological
level. Considering the cultural convention that Chinese participants are not always
comfortable reflecting on their authentic thoughts, knowledge, and behaviors about
gender membership, this dissertation included both subjective data and observational data
in complementary ways. As shown in Chapters II and III, I investigated the correlation
between subjective interview data and fieldwork observational data and explored how
they are mutually complementary. These methods have produced converging evidence, as
previous studies on gender socialization primarily employed self-report and parent-report
data. Furthermore, this methodological triangulation is optimal for an analysis within the
CofP framework, which views gender as noticed, simulated, and practiced through social

interactions.
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To conclude, gender, as a sensitive and essential element of society, critically
shapes our lives and synchronically mirrors social and cultural norms, beliefs, identities,
and roles. As shown in this dissertation, the process of children’s gender socialization in
contemporary Chinese society interacts with gender norms from layers of historical
periods. The traditional Confucian patriarchal beliefs, the communist gender
egalitarianism pursuit, and the widening gender gap amid the rapid economic
development that is driven by elite masculinity and that increasingly drives women back
to the home sphere can all find clues in this dissertation’s empirical data. Through
linguistic data, this dissertation demonstrates that gender norms in contemporary Chinese
society are intertwined in a flux with competing values and contradictions. While the idea
of gender equality is officially implemented and practiced in educational institutions, the
gender gap in professional settings undermines females’ educational efforts and
professional outlook, and the parental discourse and the media reorient children’s
perceptions of gender towards more traditional gender roles.

Admittedly, in reality, Chinese men have more access to higher status and social
resources. However, males are burdened with the invisible lifetime mission to become
‘financially reliable’; thus, they are trapped in endless professional competition since
childhood. While Chinese women have been given significantly more educational
resources and parental investment than their female ancestors, they have to handle the
double pressure from workplace and family duties once adulthood arrives. Just as
‘achievement’ and ‘wealth’ are men’s shackles, the labels of ‘beauty’ and ‘family
devotion’ constantly put Chinese women under pressure and scrutiny.

Upon finalizing this dissertation, I observe Chinese netizens engaging in a debate
over the forthcoming data of China’s 2020 Census. Two gender-related population issues
have attracted intense public attention. First, as previous NBS (National Bureau of
Statistics) data shows, China’s annual number of newborns has plummeted from a peak
of 30 million in the 1960s to less than 15 million in 2019, the lowest record since 1962.
This points to the phenomenon that late marriage and delay of childbearing have become
common in China, and young people are less willing to get married and have children.
According to NBS, the unmarried rate for Chinese women aged 25-29 has increased by

17% compared to 10 years ago. As netizens on Zhihu.com discussed, young Chinese
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people, especially men, face more challenges in finding spouses due to unaffordable
housing prices and high costs of childcare and schooling. Second, national statistics show
that there are more boys than girls in the population born after 2010. This implies a
potentially more unbalanced gender ratio in the future society, which will impact gender
interactions and gender role expectations in the next decades. Therefore, follow-up
studies of gender socialization and gender dynamics in the changing population and
gender landscape will be an important future endeavor. This dissertation broke a path for
that endeavor by contributing a first-of-its-kind linguistic evidence of gender
development with far-reaching society-level implications regarding gender dynamics in

contemporary China.
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ASSOC
AUX
CLF
COP
LD
NEG
NML
ORD
PL
PN
PREP

RED

RES
SFP

SG
PSV

APPENDIX A
LIST OF ABBREVIATIONS

associative case
auxiliary verb
classifier
copula

locative
negation
nominalization
ordinal number
plural form
person name
preposition
question word
reduplication
resulative
senttence final
particle

single

passive voice
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text # text
text (+...)
@text®
T text
A textA
Ttext

[= text]
[% text]
(+<) text
(-:)text

APPENDIX B
LIST OF GLOSSING SYMBOLS

pause between words
trailing off

louder

high pitch

faster

shift to high pitch

transcriber's explaination
transcriber's comments
previous word overlapped
previous word lengthened

180



APPENDIX C
INTERVIEW QUESTIONS OF CHAPTER II

Semi-structured interview questions in the family study (translated into English):

Questions for parents

1. Before birth, which sex did you expect your child to be? If they turned out to be the
opposite sex, would that change your expectations of them?

What kind of person do you wish your child to become?

Use three adjectives to describe that ideal child.

What actions have done by you to achieve that goal?
Why did you choose these books for your child? Does the reason align with your
parenting goal?
Based on your observation, children of which sex group your child prefers to play
with? Why?

Al

&

Questions for children

Are you a boy or a girl?

When and how did you realize that?

What’s your ideal self?

Who is your role model? Why?

Do you often play with boys or girls? Why?
Which cartoon character you like? Why?
Use an adjective to describe your mom

Use an adjective to describe your dad

Use an adjective to describe yourself

VXN kWD —
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