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Abstract This research paper focuses on the issue of
gender stereotypes and, more particularly, on the way in
which kindergarten students choose the toys and
games/activities that they play and the manifestation of
specific behaviors which they express in the kindergarten
class. The research questions attempted to answer to the
correlation of gender stereotypes and the student’s choices
of toys and games/activities, and the manifestation of
pro-social and aggressive behaviors in students, as well as
the teachers’ views on the influence which gender
stereotypes exert on students and the way teachers attempt
to solve related problems. As part of the research,
semi-structured interviews with ten teachers who worked
in Greek kindergarten schools were conducted, in order to
explore their views and attitudes on the issues stated above.
The results of this research show that kindergarten teachers
spot differences in kindergarten students’ choices of toys
and games/activities, as well as in the behavior between
boys and girls. The responses of the kindergarten teachers
show that they do not all agree that the aforementioned
differences are due to gender stereotypes. The results also
show that kindergarten teachers are aware of the ways in
which gender stereotypes affect kindergarten students in
the family and the school environment. Kindergarten
teachers also stated that they know how to deal with gender
stereotype problems which may arise in their classes.
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1. Introduction
Despite the general progress in the field of gender
equality, gender stereotypes still continue to bear roots in
people’s perceptions at a global scale. The educational
field does not remain untouched by this phenomenon, as
teachers tend to consciously or unconsciously treat
students according to their gender, from the way they sit
in the class to the expectations for their academic
performance [1]. Gender stereotypes influence student’s
psyche from an early age, and this seems to continue
throughout their lives, shaping their confidence, their
sense of competence, and their aspirations for the future
[2]. Through the various stages of age, which students go
through, the pre-school age is inarguably the most
important stage for the development of their sense of self
and of their gender identity. Students’ choices of toys and
games, as well as the pro-social and aggressive behaviors
which they display in kindergarten, are issues that have
been studied by many researchers (see [3, 4]). But the
kindergarten teachers’ stance on the aforementioned
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issues, especially the issue of gender and their choice of
toys and games as well as their pro-social and aggressive
behaviors, have not been the subject of many studies in
Greece.
The purpose of this research is to explore the views of
practicing kindergarten teachers on the ways in which
gender stereotypes are seen in the daily life of a
kindergarten class, as well as to investigate the teachers’
attitudes on the influence that gender stereotypes exert on
very young students. The research focuses on the choice
of toys and games/outdoor activities and on the
manifestation of pro-social and aggressive behaviors that
students engage in, while also emphasizing on the
individual beliefs and experiences of kindergarten
teachers on the way in which gender stereotypes affect
students in an educational setting, but also in their
everyday lives. The research questions which are posed
are as follows:

What are the kindergarten teachers’ perspectives on
girls’ and boys’ choices of toys in the class?

What are the kindergarten teachers’ perspectives on
girls’ and boys’ choices of games/outdoor activities
during recess?

What are the kindergarten teachers’ perspectives on
girls’ and boys’ pro-social behavior at school?

What are the kindergarten teachers’ perspectives on
girls’ and boys’ aggressive behavior at school?

How do kindergarten teachers evaluate the influence
of gender stereotypes on students?

How do kindergarten teachers deal with problems
related to gender stereotypes in their class?
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1.2. Gender Stereotypes
Gender stereotypes are defined as the perceptions of a
culture or society about the traits that individuals are
expected to display based on their gender. These traits
include activities, interests, skills, and occupation [7].
Internalizing gender stereotypes is a key aspect of
understanding gender in childhood. From a young age,
children/students perceive the various stereotypes
concerning their gender, through their interaction with
their parents, teachers and peers [8]. In the family context,
parents often point out to their children what they should
or should not do depending on their gender, through daily
communication and interaction with them [9]. In
particular, it is found that girls and boys receive different
treatment in areas such as verbal interaction, acceptable
behaviors and expectations concerning their academic
performance [10].
In the school context, teachers do not usually recognize
the problem of gender stereotypes as particularly
important [11]. Research, however, shows that girls are
seen, by teachers, as more receptive and willing to try
things in class, while boys are seen as more disruptive but
with innate abilities [12]. Although students come to
school carrying certain stereotypes, the teachers’ beliefs
and pedagogical philosophy can substantially influence
the position of gender stereotypes in the class [13].
1.3. Play

Seeing that toys are cultural products; they are
undoubtedly related to gender stereotypes [14]. Toys
addressed to girls are characterized by stereotypes such as
the need to provide care (e.g.: baby dolls, kitchenware)
1.1. Gender and Identity
and the focus on external appearance (e.g., makeup kits).
The broader concept of “sex” includes two categories: Toys addressed to boys are characterized by stereotypes
the biological and the social sex. Unlike the biological sex, such as an interest in action (e.g., superhero dolls,
which is genetically predetermined, the social sex (most weapons), sports (e.g., soccer equipment), construction
commonly known as “gender”) concerns the attitudes, (e.g., blocks) and vehicles (e.g., cars). The provision of
behaviors, and characteristics that a culture associates toys with specific characteristics, therefore, significantly
with a person’s biological sex, making it a cultural and affect young students’ formation of gender identity [15].
social construction [5]. Gender is related to an In kindergarten, the play corners are often “constructed”
individual’s perception of himself/herself and his/her according to gender, with “girls’ toys” placed in the
position in the context of social interaction. During dollhouse corner and “boys’ toys” placed in the building
childhood, these perceptions are first formed and material corner. These two play corners are observed in
influenced by the direct actors of socialization (e.g. family, most kindergartens and are mostly used by girls and boys
school) and then by indirect actors (e.g. media, religion, respectively [16].
cultural norms). Directly related to gender is the concept
Gender stereotypes are also observed in the
of gender identity, which concerns the perception that games/activities that take place during recess. In
people have of themselves as males or females, and it is kindergarten, boys prefer active play or play with different
established from a very young age depending on the materials, while girls prefer the playground equipment and
stimuli that the child receives from his immediate symbolic play. Kindergarten teachers often provide
environment [6]. Over the years, various theories have different materials to students, by giving balls to boys
been developed on how gender identity is structured, the which are intended for intense games, and by giving girls
most important of which are Köhlberg’s theory of hula-hoops, ribbons and ropes for quieter play [17]. It is
cognitive gender development (1966), Bandura’s theory also found that boys participate more often in
of social learning (1967) and Bem’s gender schema theory rough-and-tumble play, which involves physical contact
(1981).
but has no violent intentions [18].
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1.4. Behavior

2. Research Method

of questions (excluding the demographic questions): 1)
questions on play, 2) questions on behaviors, 3) questions
on the kindergarten teachers’ views and stance on gender
stereotypes. Even though an attempt was made to include
male kindergarten teachers in the research, due to the vast
majority of women in the field of kindergarten education,
the participants were all women. The participants’ profiles
are presented below, as they emerged from their answers
to the demographic questions of the interview:

Eight (8) participants had a degree in kindergarten
education as their first degree, while two (2)
participants had it as their second degree.

Six (6) participants had completed postgraduate
studies in the field of education, while four (4)
participants had not completed postgraduate studies.

Two (2) participants had completed doctoral studies
in the field of education, while eight (8) participants
had not completed doctoral studies.

Nine (9) participants had attended seminars with an
educational content, while one (1) participant had not.

The participants’ years of work experience ranged
from 1-33, as follows: 1 year - one (1) participant, 3
years - one (1) participant, 8 years - one (1)
participant, 9 years - one (1) participant, 14 years three (3) participants, 20 years - one (1) participant,
22 years - one (1) participant, 33 years - one (1)
participant.

Nine (9) participants worked in a public kindergarten,
while one (1) participant worked in a private
kindergarten.

Eight (8) participants had approximately equal
numbers of boys and girls in their class, while one (1)
participant had an overwhelmingly larger number of
boys in her class (11 boys and 4 girls) and one (1)
participant had an overwhelmingly larger number of
girls in her class (12 girls and 6 boys).

The present study utilized the qualitative approach, as it
was deemed more appropriate in order to investigate this
specific issue. The sampling method used to approach the
participants was a combination of typical case sampling
and snowball sampling. In a typical case sampling, the
researcher selects participants who are considered “typical”
in terms of characteristics that are important to the
researcher [24]. For this research, kindergarten teachers
working in a public or private kindergarten with at least
one year of work experience were approached. After
approaching the first individuals, the snowball sampling
method was used by utilizing the individuals’ social
network to reach other members of the same population,
in this case kindergarten teachers [24].
For the data collection, semi-structured interviews were
conducted with ten female kindergarten teachers, who
worked in public or private Greek kindergartens. An
interview guide was constructed and used in the
interviews, which consisted of the following three sections

In order to analyze the data obtained from the
interviews, the method of content analysis (qualitative and
quantitative) was applied, which guaranteed objectivity
and validity. As a research method, content analysis is
systematic, compatible with other methods and can detect
trends. It can also manage a large amount of data, without
affecting the behavior of informants [25]. The aim of
content analysis is to lead the researcher to verifiable and
valid conclusions that emerge from written texts, images,
films, etc. and that relate to the context in which they are
used [26]. In the analysis that follows, the data has been
divided into the three sections of question of the interview
guide and the kindergarten teachers’ answers are
presented in the form of figures/graphs, accompanied by
indicative comments of the teachers. In order to maintain
the kindergarten teachers’ anonymity in this research, the
real name of each teacher is replaced by the letter “N” and
a number when mentioned in the analysis of the data.

Regarding the manifestation of pro-social behaviors, it
is argued that girls prevail over boys, due to their higher
level of empathy [19]. Other researchers, however, argue
that boys also exhibit pro-social behaviors but in a
different way, which makes the above findings
contradictory. The different pro-social behaviors which
have been observed between boys and girls depend on the
learning and evaluation of these behaviors from the
student’s environment [20]. Girls are expected to express
their pro-sociality more in the form of care and empathy,
while boys express theirs more in the form of defence and
assertation. So, the difference does not lie in the general
tendency of girls and boys for pro-social behaviors, but
rather in the way they express this tendency [20].
Regarding the manifestation of aggressive behaviors,
the differences between boys and girls are again
qualitative. Boys appear to express physical aggression
more, while girls express relational aggression more [21].
This fact is mainly attributed to the different treatment of
boys and girls by the family environment. Seeing as men
are considered to be more dynamic and assertive, parents
are more likely to pass on to their boys that aggression is
something which is considered tolerable. On the other
hand, as girls are considered sweet and calm, they are
expected to find more indirect ways to express their
aggressive tendencies [22]. It is also found that teachers
pay more attention to the occurrence of aggressive
behavior by boys, while the aggressive behavior of girls
may go unnoticed. It is important, however, to pay
attention to all forms of aggressive behavior displayed by
students, in order for kindergarten teachers to intervene
early enough [23].
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3. Analysis of Data


Choices of toys and games/activities

The first question of this section was about the toys that girls usually choose in the class. The following figure
presents the various options listed:

Figure 1. Girls’ choices of toys in the classroom

Three participants pointed out that there is a system of continuous rotation of toys in their class, in the play corners,
or students who are allowed to play in them, which results in all students choosing all toys eventually (e.g., N4: «…this
school has a system for students to play where the kindergarten teacher constantly alternates them, so that everyone
plays with almost everything»). The other seven participants (who did not mention this system) would give the students
access to all the toys in the class, therefore reporting the above choices in their observations.
The second question was about the teachers’ evaluation of the girls’ choices. The following figure presents the
teachers’ opinions:

Figure 2. Teachers’ evaluation of girls’ toy choices in the classroom

Some indicative answers are those of participants N1: «they behave a little like their mother […] what she does at
home, her chores, the baby she may have to feed», N10: «each student follows his/her own desires, his/her own needs
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for play», and N6: «girls want more creative and more calm things to do, without much intensity and movement…they
try to express their emotions more in this way, to express themselves».
The third question was about the toys that boys usually choose in the class. The following figure presents the various
options listed:

Figure 3. Boys’ choice of toys in the classroom

As in the first question concerning the girls’ choices, three participants reported a system of toy rotation in the play
corners, while seven participants gave the students access to all the toys in the class, therefore reporting the above
choices in their observations.
The fourth question was about the teachers’ evaluation of the boys’ choices. The following figure presents the
teachers’ opinions:

Figure 4. Teachers’ evaluation of boys’ toy choices in the classroom

Some indicative answers are those of participants N9: «[…] it has to do with the dad, if he usually deals with medical
or engineering tools», N8: «[…] I think that it is very familiar to them, because they also have it [the toy] at home», and
N1: «[…] boys’ minds, by nature, are a little more complex, in terms of the fact that they like to engage in constructions
and generally complex activities».
The fifth question was about the games/activities that girls usually choose at recess. The following figure presents the
various options listed:

Universal Journal of Educational Research 8(12A): 7992-8009, 2020
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Figure 5. Girls’ choices of games/activities at recess

The sixth question was about the teachers’ evaluation of the girls’ choices. The following figure presents the teachers’
opinions:

Figure 6. Teachers’ evaluation of girls’ games/activities choices at recess

Some indicative answers are those of participants N1: «[…] it is the type of role model that girls see at home» and N8:
«girls like to swing on the swing, or to do something a little calmer».
The seventh question was about the games/activities that boys usually choose at recess. The following figure presents
the various options listed:

Figure 7. Boys’ choices of games/activities at recess
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The eighth question was about the teachers’ evaluation
of the boys’ choices. The following figure presents the
teachers’ opinions:

Figure 8.
recess

Teachers’ evaluation of boys’ games/activities choices at

Some indicative answers are those of participants N1:
«[…] they are a little more inventive and more active and
they are always looking for more dangerous things to do
like to climb or play with sticks» and N7: «students who
are more active and energetic can be both boys and girls. I
think it has more to do with their character than with their
gender».


Some indicative answers are those of participants N7:
«the difference depends on the extent to which they
follow the rules, because this one [sharing] is one of the
rules», N2: «it has nothing to do with whether it’s a girl or
a boy, but with how they have been taught from home»,
and N9: «there is a balance there, because both boys and
girls in this class share the same toys […] ».
Regarding students’ helping behavior, four participants
reported noticing a difference. Those participants’
opinions are presented in the following figure:

Pro-social and aggressive behaviors

In terms of pro-social behavior, the four parameters
considered were sharing, helping, cooperating, and
defending. The questions attempted to pin-point the
possible differences between boys and girls in the
manifestation of each parameter, while also attempting to
present a possible case of gender-incompatibility of
pro-social behavior.
Regarding students’ sharing behavior, only one
participant noticed a difference (N6: «girls are kinder. If
they want something, they ask for it in a nicer way, calmer,
without too much noise»). Nine participants reported no
difference. Those participants’ opinions are presented in
the following figure:

Figure 10. Opinions of teachers who noticed a difference in helping

Some indicative answers are those of participants N1:
« […] girls show more understanding of others’ pain
and feel sorrier for their friends, they will approach others
and will give their help more easily» and N2: «I think
girls will take more into account whether or not the other
student is their friend, boys are more spontaneous there».
The other six participants reported no difference. Those
participants’ opinions are presented in the following
figure:

Figure 11. Opinions of teachers who did not notice a difference in
helping

Figure 9. Opinions of teachers who did not notice a difference in sharing

Some indicative answers are those of participants N3:
«it is a matter of character, how a student generally
behaves» and N8: «the matter of ‘helping each other’ was
something that I personally have worked hard for in my
class since the beginning of the year […] I have tried to
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inspire students to help each other, without separating
boys from girls».
Regarding students’ cooperative behavior, four
participants reported noticing a difference. Those
participants’ opinions are presented in the following
figure:
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participants’ opinions are presented in the following
figure:

Figure 14. Opinions of teachers who noticed a difference in defending

Figure 12. Opinions of teachers who noticed a difference in cooperating

Some indicative answers are those of participants N9:
«boys usually cooperate more easily with each other» and
N4: « […] I think girls are a little more mature, they will
communicate more easily in a game or a given
assignment». The other six participants reported no
difference. Those participants’ opinions are presented in
the following figure:

Figure 13. Opinions of teachers who did not notice a difference in
cooperating

Some indicative answers are those of participants N10:
«I have seen specific behaviors from girls, in which
jealousy seems to surface, but this also seems to appear in
boys who sometimes quarrel, so I cannot identify these
behaviors as gender specific» and N2: «if the groups are
mixed, it goes smoother, as if both genders are ‘heard’
more and a better cooperation surfaces, than if they were
only boys or only girls».
Regarding students’ defensive behavior, five
participants reported noticing a difference. Those

Some indicative answers are those of participants N1:
«I think boys are more aggressive, that is, they will
display more physical forms of aggression or voice a
swear word» and N6: «girls might start a dialogue, saying
things like ‘why did you do that?’ and ‘you should not
have done that’ and ‘now you will lose your friend’, in a
softer and calmer tone». The other five participants
reported no difference. Those participants’ opinions are
presented in the following figure:

Figure 15. Opinions of teachers who did not notice a difference in
defending

Some indicative answers are those of participants N8:
«they use only words, not action, I would say that for both
boys and girls» and N3: «usually both genders will defend
their friends, they just do it in another way, depending on
their character».
Regarding cases of gender-incompatible manifestation
of pro-social behavior, five participants reported the same
case: a boy who showed great empathy or generally
presented a mild behavior (e.g., N7: «I have a couple of
boys who I would say behave ‘like girls’, in the sense that
they are very kind, very willing to help, very sensitive»).
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All five participants commented on the child’s character
or upbringing as the cause for such behavior (e.g. N1:
«[…] if at home they speak in a certain way or follow
certain parenting styles, it makes sense that the child will
follow in their footsteps»). Five participants reported no
case.
In terms of aggressive behavior, three forms were
considered: physical, verbal and relational aggression. The
questions concerned the possible differences between
boys and girls in the manifestation of each, as well as the
possible case of gender-incompatibility of aggressive
behavior.
Regarding physical aggression, nine participants
reported a difference. Those participants’ opinions are
presented in the following figure:
Figure 17. Opinions of teachers who noticed a difference in verbal
aggression

Some indicative answers are those of participants N2:
«I think that boys are somewhat superior here», N5:
«many girls will use physical characteristics to abuse
someone verbally, such as ‘you are fat’», and N6: «the
boys use swear words that even I would be ashamed to
use […] the girls will say things too, but they will mostly
characterize the other kids as this or that». Four
participants reported no difference. Those participants’
opinions are presented in the following figure:

Figure 16. Opinions of teachers who noticed a difference in physical
aggression

Some indicative answers are those of participants N4:
«they solve many things using physical force, like pushing,
hitting, kicking» and N8: «mostly girls push». One
participant stated that she did not notice any difference,
arguing that expressing physical aggression depends on
the students’ characters and their upbringing, not their
gender.
Regarding verbal aggression, six participants reported a
difference. Those participants’ opinions are presented in
the following figure:
Figure 18. Opinions of teachers who did not notice a difference in
verbal aggression
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Regarding relational aggression, eight participants
reported a difference. Those participants’ opinions are
presented in the following figure:

Figure 19.
aggression
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Stances on gender stereotypes and managing related
problems

The first question of this section was about the ways in
which gender stereotypes affect kindergarten students. All
participants agreed that gender stereotypes significantly
affect students, commenting that the family plays a key
role in transmitting gender stereotypes, in ways presented
in the following figure:

Opinions of teachers who noticed a difference in relational

Some indicative answers are those of participants N1:
«I think girls will hold more of a grudge» and N8: «boys
will use phrases such as ‘you are no longer my friend’ a
little easier than girls, but girls will usually discuss it later,
after saying something like that». Two participants
reported no difference, commenting that boys and girls
show equal levels of relational aggression.
Regarding
the
case
of
gender-incompatible
manifestation of aggressive behavior, five participants
reported the same case: a girl who often showed physical
aggression (e.g., N2: «there is a girl who is more
spontaneous, she will hit more, she will be more
competitive»). All five participants commented on the
student’s character or upbringing as a cause for such
behavior (e.g., N4: «what we call a ‘tomboy’ exists in
every class, they are those girls who are more independent
and more dynamic»). Five participants reported no case.

Figure 20. Ways in which parents transmit gender stereotypes to
children, according to teachers

Two participants also reported that forms of
entertainment (e.g., television) also transmit gender
stereotypes and influence the image that students have of
gender roles.
The second question was about the role of the
kindergarten teacher in maintaining or combating gender
stereotypes. All participants recognized the important role
that teachers play, however three participants indicated
that their influence does not exceed that of the family (e.g.
N6: «his/her role is essential; she passes things on to her
students […] but it does not become a lifestyle change for
the student if there is a family background that is not
changed by the parents themselves»). The various
practices reported for combating gender stereotypes are
presented in the following figure:
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Figure 21. Practices for combating gender stereotypes at school, according to teachers

Two participants also mentioned that the kindergarten
teacher could maintain gender stereotypes as well, if
his/her beliefs agree with them, by separating the toys
which are considered gender-appropriate or by using
stereotypical speech when talking to the students (e.g., N9:
«there are teachers who are very judgmental towards
students and can even remove toys from their hands»).
The last two questions were about the existence of
problems related to gender stereotypes in the class and the
management of such problems. Nine participants reported
a problem. Those participants’ reports are presented in the
following figure:

the participants mentioned discussing with the parents as
the main solution (e.g., N7: «I would like to talk to the
parents, just to find out if they helped their child
understand his or her gender. Not to change their behavior,
nor to ask them for anything. After all, they are
responsible for their child’s behavior and upbringing, but
just to see if they realized what was happening»). For
problems related to relationships between students,
participants mentioned discussing matters with the
students themselves as the main solution (e.g., N8: «I
solved it right then and there, by talking to the students,
giving them a different point of view from the
stereotypical one they had in their mind»). For a problem
concerning the attitude of their colleagues, participant N9
mentioned discussing the problem with the school
principal as the main solution. One participant did not
report a case, commenting that the absence of such
problems is due to the presence of a male kindergarten
teacher at her school (e.g. N2: «the parents and students
do not only see female kindergarten teachers, so some
gender stereotypes are eradicated on their own because
there is a male and a female role model at school»).

4. Discussion of Data


Figure 22. Teachers’ experiences of problems related to gender
stereotypes in the classroom

For problems related to an individual case of a student,

What are the kindergarten teachers’ perspectives on
girls’ and boys’ choices of toys in the class?

Although various toys selected by students, on a daily
basis, were reported, it was found that the predominant
choices concerned toys that are considered stereotypical
for each gender, such as dolls and kitchenware for girls or
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construction toys and vehicles for boys. A similar
selection of toys by kindergarten girls and boys has been
the object of numerous studies (see [27, 28]). Although
several teachers in the present study commented that this
choice was simply due to the student’s preference for
these toys, some reported that it was due to the innate
inclination of boys and girls towards more inventive and
quieter activities, respectively. This view is in line with
the findings of Kogkidou [15], who states that adults tend
to attribute stereotypical characteristics to the toys that
each gender chooses, linking the need for providing care
with “girl’s” toys and the inclination to creativity with
“boy’s” toys. The kindergarten teachers who reported that
they do not notice much difference in the choice of toys,
between the two genders, noted that this was probably due
to their classroom’s system of rotating toys in the play
corners. Through this system the toys are updated
regularly, and mixed groups of students are defined in
each corner, allowing students to explore all the toys. It
seems, therefore, that the kindergarten teachers’ practices
regarding the availability and variety of class toys affect
whether or not gender differences are maintained in this
case. According to Lynch [29], it is very important for
kindergarten teachers to consciously limit the stereotyping
of certain toys and instead to encourage all students to
experiment with various toys, as play is one of the key
elements in building gender identity during young age.


What are the kindergarten teachers’ perspectives on
girls’ and boys’ choices of games/outdoor activities at
recess?

The comments of the kindergarten teachers in the
present study showed that boys choose motor games more
often during recess compared to girls. Studies on
schoolyard play conducted by Holmes & Procaccino [30]
and Pawlowski et al. [31] had similar results, with boys
engaging mainly in activities that require intense
movement (e.g.: running) and girls choosing more static
activities (e.g.: swings, symbolic play). In the present
study, several kindergarten teachers described this
difference as “normal” and attributed it to the innate
characteristics of students, stating that boys are more
energetic and active, while girls are gentler and more
communicative. Similar characteristics related to students’
physical activity can also be found in other studies (see
[32]). Some kindergarten teachers also talked about
rough-and-tumble play, which is a form of group play
commonly observed amongst young students which
involves intense (but not aggressive) physical contact,
such as tickling, light slaps, or rolling on the ground [33].
Those kindergarten teachers reported that this is a game
chosen almost exclusively by boys and is avoided by girls,
which is consistent with the findings of numerous relevant
studies (see [33]). Hence, it seems that girls’ physical
activity is lower than that of boys, at least during recess.
Physical activity, however, often results from motor
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games which are played in the schoolyard and shows
numerous
physical,
psychological,
and
social
developmental benefits for students (see [34, 31]). It is,
therefore, important to encourage the exposure of girls to
such games and activities, in order for them to reap the
benefits mentioned above, but also to familiarize them
with new activities.


What are the kindergarten teachers’ perspectives on
girls’ and boys’ pro-social behavior at school?

A single conclusion regarding all forms of pro-social
behavior (sharing, helping, cooperating, and defending)
was not reached, as there was a difference of opinion
amongst the kindergarten teachers, compared to the
previous questions. The case of sharing was the only one
in which there was unanimity about the absence of
differences between genders, as several teachers explained
that this behavior is based on a class rule that applies to all.
It seems, therefore, that class rules help limit the different
manifestations of sharing, which are in line with the views
of Anderson & Spaulding [35] and Burden [36] about the
ways that rules benefit students, by reminding them of
desirable behaviors and by offering structure and
consistency. Regarding the other forms of pro-social
behavior, differences were identified mainly in helping
and defending, rather than cooperating. It was reported
that girls are more willing to help than boys, due to their
increased empathy, and that boys defend their friends in a
more dynamic or aggressive manner, compared to girls.
These views are consistent with the findings of Hastings
et al. [20], who report that the pro-social behaviors of girls
are manifested more as empathy and care, while those of
boys as assertiveness and energy. It seems, therefore, that
both boys and girls display pro-social behavior, but in a
different way. More specifically, the differences in
pro-social behavior between boys and girls depend on
how that behavior is defined and measured [20]. Several
kindergarten teachers, however, also reported cases of
boys with great empathy, which was attributed to their
upbringing or character. The same reasons were pointed
out by the teachers who did not report any gender
differences. These kindergarten teachers’ beliefs are
consistent with a number of studies regarding the
influence of parenting practices on students’ pro-social
behavior (see [37]). In particular, parents who are warm,
sensitive, and responsive towards their children set clear
expectations for pro-social behavior, while parents who
are very strict or punitive, but less emotional, provide a
similar behavior model for their children [37].


What are the kindergarten teachers’ perspectives on
girls’ and boys’ aggressive behavior at school?

Regarding the forms of aggressive behavior examined
(physical, verbal, and relational), clearer conclusions were
drawn for the first and third form. The majority of the
kindergarten teachers reported that physical aggression is
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more common in boys (8 out of the 10 kindergarten
teachers), while relational aggression is more common in
girls (7 out of the 10 kindergarten teachers). This specific
difference in aggression between genders has been
established by numerous related studies (see [21, 38]).
The kindergarten teachers did not elaborate on whether
this difference arises from students’ inherent
characteristics or from different parenting practices,
however several researchers conclude in the latter case
(see [39]). The different pedagogical approaches applied
to boys and girls correspond to the different gender roles
that students are considered to take on in later life. That is,
the emphasis on girls’ empathy and boys’ determination
aims to prepare students for the roles of the loving
caregiver and the successful worker respectively [39].
Combined with this fact, Archer [22] states that parents
are more tolerant of boys’ aggressive tendencies but also
that they themselves use corporal punishment more often
as a means of controlling boys. It can therefore be
concluded that, as girls are subjected to verbal or other
form of discipline, they realize that they too need to
express their anger or aggressive tendencies by using
non-physical but more indirect ways, such as relational
aggression. However, several kindergarten teachers also
reported cases of girls who expressed severe physical
aggression. That is part of a research that has not yet been
studied extensively, which results in the effects of
physical aggression on the emotional and social
development of girls [21]. The cause of the aggression,
however, can once again be attributed to the family. Cases
of parents who adopt non-stereotypical roles and
encourage girls’ assertiveness more, but also cases of
parents who directly or indirectly expose girls to physical
violence, lead to the appearance of similar characteristics
from girls in school [39].


How do kindergarten teachers evaluate the influence
of gender stereotypes on students?

It was found that all kindergarten teachers recognize the
influence that gender stereotypes have on students,
highlighting the important role of the family. The fact that
early family experiences determine the adoption or
rejection of gender stereotypes by students has been
pointed out by many researchers (see [40-42]). The
kindergarten teachers in the present study referred to the
gender role models projected by the parents, the verbal or
non-verbal messages, but also the provision of different
clothes or toys, as determining factors. Research has
shown that the practices mentioned above actually
transmit gender stereotypes to students (see [41, 42]), as
well as that parents’ opinions on gender influence their
interactions with boys and girls (see [40]). The role of
teachers, through their attitude and communication with
their students, was also deemed as important by the
kindergarten teachers. The contribution of teachers to the
transmission of gender stereotypes has been established

by several studies (see [43]), however with the use of
appropriate practices the opposite result can also be
achieved. Presenting activities and occupations where
both genders are equally involved, encouraging students
to try a variety of activities, and having open discussions
on gender issues are some of the practices that
kindergarten teachers, cited in this study, apply as a means
of combating gender stereotypes in the class. Similar
practices have been shown to promote the
anti-stereotyping ambiance in the class by other
researchers (see [44, 45]). It can therefore be concluded
that, through the cooperation and joint awareness of
parents and teachers on gender stereotypes, it will be
easier to promote a unanimous message of equality to
students.


How do kindergarten teachers manage problems
related to gender stereotypes in their class?

It was found that the most common cases of problems
encountered by kindergarten teachers were cases of a boy
with a strong preference for “girly” objects and activities
or cases of stereotypical speech and conflicts between
students. The first case concerns students with
gender-variant behavior, which differs from the
stereotypical characteristics of their gender [46]. Although
several researchers have noted that boys are more
discouraged from their environment when they present
“girlish” interests or behaviors (see [2, 47]), in the present
study it can be seen that many boys feel comfortable by
expressing an alternative gender behavior. The
kindergarten teachers did not mention the discouragement
of the students as a means of managing this issue, but the
discussion they had with the parents, so that they have an
idea of their child’s situation at school. It seems, therefore,
that these teachers’ pay more attention to the students’
right to free expression. This practice is also reported as
positive by the research of Riley et al. [48], who pointed
out that students with alternative gender behavior need
respect, acceptance and support in order to express their
identity. The second case of a problem concerns the
stereotypical comments between students or the refusal of
cooperation between them due to gender differences. As a
variety of studies have shown, peer interactions play an
important role in learning gender-appropriate behaviors in
kindergarten (see [49]). It can therefore be concluded that,
as students are usually exposed to typical gender
behaviors, their expectations are shaped accordingly.
Therefore, when they observe other students behaviors
which do not meet these expectations, their image of
gender is disturbed and they try to manage this confusion
in any way they can. The kindergarten teachers’
observations in the present study are consistent with the
findings of Brown & Stone [47], who report that students
often react by discouraging, mocking, or rejecting peers
who do not live up to specific gender expectations.
Refusal of cooperation with classmates of the opposite
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gender is related to the tendency of students to show more
positive attitudes towards people of the same gender from
a very young age, as numerous studies have shown (see
[50]). This fact, combined with the emphasis that
stereotypes place on the differences between genders [47],
justifies the negative predisposition that some students
may have towards classmates of the opposite gender.
Further establishment of stereotypes in the school context
can intensify this predisposition and disrupt the class
climate, therefore the intervention of the teacher is of
great importance. The kindergarten teachers, in the
present study, mentioned discussing with their students
matters concerning gender stereotypes as a solution to this
problem. This is another way of promoting equality in the
class, as highlighted by the research of Giraldo & Colyar
[51], because the overthrow of gender stereotypes by
kindergarten teachers, both in words and in deeds,
gradually encourages students to perceive kindergarten as
a framework where stereotypes that apply elsewhere do
not apply there. The only kindergarten teacher in the
present study who did not encounter a problem related to
gender stereotypes stated that the very presence of a male
kindergarten teacher in her school overthrows these
stereotypes. Even today, pre-school and kindergarten
education are considered a female-dominated space in
many societies, a fact that is perceived by students and
leads to stereotypes on gender roles [52]. The experience
of this particular kindergarten teacher is confirmed by the
findings of Cameron [53], who states that the presence of
male teachers at a pre-school level is very important, as it
brings equality and balance to the teaching staff but it also
promotes an alternative “male” role to students.

5. Conclusions
The aim of this study was to explore kindergarten
teachers’ views on the presence of gender stereotypes in
play (toys and games/activities) and students’ behavior
(pro-social and aggressive), as well as the teachers'
attitudes concerning the influence of gender stereotypes
on students of that age group. All of the initial research
questions were answered satisfactorily in the previous
section.
Regarding the toys, it was found that the dominant
choices of students are toys that are stereotypically related
to their gender, so differences were identified between
boys and girls. Most kindergarten teachers were not
surprised by these differences, attributing them to the
students’ preferences for these toys. Some kindergarten
teachers, however, commented that the choices of specific
toys are related to the inherent characteristics of boys or
girls, a view that in itself is a gender stereotype.
Regarding games/activities, the differences in the level
of mobility and physical activities between boys and girls
became quite obvious, a fact that was again attributed by
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several kindergarten teachers to the innate different
characteristics and ‘inclinations’ of their students.
Regarding the manifestation of pro-social behaviors, it
was found that girls show behaviors that are based on
empathy (e.g.: helping others) more intensely, while boys
show behaviors that are based on capacity (e.g.: defending
others) more intensely. As teaching pro-social behaviors is
a key part of raising children, it seems that gender
stereotypes influence the messages that adults convey to
them about gender-appropriate behaviors, thus
determining the pro-social behavior that children /
students will display.
Regarding the manifestation of aggressive behaviors, it
was found that girls show indirect forms of aggression
(e.g.: relational aggression) more intensely, while boys
show direct forms of aggression (e.g.: physical aggression)
more intensely. It seems, therefore, that gender
stereotypes determine students’ aggressive behavior,
forcing them to adapt the manifestation of their aggressive
tendencies to the stereotypical characteristics usually
attributed to them (e.g.: being gentle and kind for girls,
being bold and capable for boys). In other words, gender
stereotypes (which come from the home, the school, the
television, etc.) which are internalized by students, force
them to adjust their aggressive tendencies to fit these
stereotypes. Indicatively, the stereotype that describes
girls as sweet and calm forces girls to show mainly
relational aggression, i.e., a more "calm" or a more
indirect response to a situation. Respectively, the
stereotype that describes boys as dynamic and energetic
forces them to manifest mainly physical violence, which
is more active but also more immediately apparent when it
occurs.
Regarding the kindergarten teachers’ evaluation of the
influence that gender stereotypes have on their students, it
was found that all kindergarten teachers were aware of its
importance, pointing out the primary role played by the
family and the important role of the teachers. It seems,
therefore, that kindergarten teachers are informed about
ways of combating gender stereotypes in kindergarten, as
they mentioned various relevant practices; however, it is
not clear whether they apply these practices on a
permanent basis in their classes.
Finally, regarding the management of problems which
related to gender stereotypes, it was found that
kindergarten teachers consider talking to the parents or
with the students themselves, as the most reliable solution
to address each problem that may arise in their class. It
seems, therefore, that kindergarten teachers emphasize on
the cultivation of a communicative school climate with
both students and their families, a practice that contributes
to a mutual understanding and cooperation in the
management of any problem that may arise.
In conclusion, it becomes clear that gender stereotypes,
which are passed on consciously or unconsciously from
one generation to another, have a significant impact on the
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process of students’ socialization concerning gender.
Once internalized by students, gender stereotypes can
guide the course of their entire lives, from the choice of
toys or activities to the choice of post school studies and
employment prospects [54]. Although efforts have
recently been made to promote gender equality, and
although in many parts of the world men and women have
access to the same rights and opportunities, differences in
aspirations, motivations, participation and recognition in
various areas of their lives is still felt [43]. Even though,
the family primarily exerts an influence on their children,
the role of the school is equally important in continuing or
breaking the cycle of gender stereotypes [55]. Teachers,
especially in preschool education, determine students’
perceptions of gender, through the stimuli they provide
and the way they treat their students. Raising the
awareness of kindergarten teachers on this issue is
therefore crucial. The decoration of the classroom with
neutral materials, the supply of toys and books where
various roles are represented, as well as the construction
of a daily program that promotes the equal value and
participation of both genders in different areas of life, are
considered methods that contribute to creating an
anti-stereotypical climate in the class. Through the use of
similar methods and through the conscious attitude of
teachers, more supportive learning environments can be
built, where acceptance and respect for diversity prevail.
These environments should convey the message that
students should not allow their gender to stand in the way
of their exploring other interests, activities, and roles [56].

6. Limitations
The main limitation of the present research study has to
do with the small number of the sample, which does not
allow the generalization of the results and for conclusions
to be drawn which will include the whole population of
Greek kindergarten teachers. It is also worth noting that,
due to the COVID19 virus outbreak which took place
during the research period, the interviews had to be
conducted remotely, via video calls which were recorded.
This method was considered the most appropriate for
conducting the interviews because it reduced social
contacts and thus the spread of the virus.

7. Suggestions for Future Research
In order to enhance the credibility of the conclusions
drawn from the present study, it would be appropriate to
conduct more research on the topic of gender stereotypes
in kindergarten, with larger numbers of participants and
by using different research methods. Indicatively,
additional research could be conducted by distributing
questionnaires to kindergarten teachers across Greece. A

complementary research could also combine observation
of students in the class with interviews from parents and
kindergarten teachers, aiming at cross-referencing and at
providing an in-depth study of the ways in which gender
stereotypes affect students. Concerning the choice of toys
and games/outdoor activities, a research could be
conducted which could include interviews with girls and
boys who attend kindergarten and who will speak for
themselves about the toys and games/outdoor activities
which they prefer to choose in kindergarten. Observation
could also be conducted by their kindergarten teachers as
to the actual choices of toys and games/outdoor activities
which the aforementioned students actually choose when
they play, in order to explore the similarities or
differences between the girls’ and the boys’ choices in a
more immediate context. Finally, as gender stereotypes in
schools apply equally to male and female teachers, it
would be particularly interesting to conduct additional
research in order to explore the views of both female and
male kindergarten teachers on this issue and to determine
whether their perspectives converge or deviate from each
other. The aforementioned proposals for further research
in this area have, as their ultimate goal, the emergence of
the issue of gender stereotypes in education, as a
significant problem that deserves attention and treatment
by schools, not only in Greece but at a global level.
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