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1 Introduction:
pedagogy

Gender

equity,

caring

and

Caring activities and caring professions show a strong segregation between genders. This is
shown by current figures on paid and unpaid care e.g., in the "Gender Care Gap" and the
share of men* in social care professions:
The Gender Care Gap acts as a statistical measure of the difference in weekly time spent by
men*1 and women* on unpaid care work. In 2012/13, this amounted to 52.4 percent, with
women* spending an average of 4:13 hours and men* 2:46 hours per week on unpaid care
work (cf. BMFSfJ 2021, p. 13). This discrepancy worsened in the Covid-19 pandemic, where
23.8% of women* surveyed reported taking over family childcare entirely in May-July 2020
(cf. Jessen et. Al. 2021, p. 137). In 2019, two years earlier, only 11.9% of the same women*
gave this answer. It is also interesting to note that, in contrast, only 5.2% of their male family
partners surveyed for the period May to July 2021 perceived this sole responsibility of
women* in the same way. Only about 1% of all respondents saw men* taking over childcare
completely in 2019. This value hardly changed for the period May to July 2020. Jessen et. Al.
summarize the following for the distribution of unpaid care work at the time of the Covid-19
pandemic:
“On the one hand, not much changed among couples who already shared
childcare and housework in an egalitarian manner before the pandemic: They –
about one-third of the couples – reported this egalitarian division for the
pandemic period as well. The proportion of those in which the woman*
predominantly does the care work has decreased in favour of an increasing
proportion of couples in which the woman takes over childcare and housework
almost entirely. […] What is certain is that a share of mothers that is by no means
negligible, and larger than in pre-pandemic times, believes that they are almost
completely alone in the care wo–k – even if it is undisputed that fathers also
participate in the care work.”
(Jessen et. Al. 2021.: 137f)
On the other hand, an increase in fathers taking parental leave is perceptible: in 2008, 21% of
fathers took parental leave, in 2016 that figure increased to 39%. This happened alongside a
decrease in the duration of the time from 3.5 months to 3 months (cf. Autorengruppe
Bildungsberichterstattung 2020: 81: 77).
In the sectors of paid care work, clear trends can be observed in terms of gender as well. The
proportion of men* in social occupations is stagnant or declining: In the field of education
and training, it was 33.1% in 2008 and 28.5% in 2020. In health and social services, it was
23.3% in 2008 and 23% in 2020 (own calculation based on figures from the Federal Statistical
Office Destatis 2021b). Differentiation by individual occupations reveals further differences:
the proportion of male day care workers in publicly funded day care is 4% (cf. ibid 2021a: 83).
The proportion of male professionals in the care sector is somewhat higher: in 2018, 16% of
1

* Throughout this handbook we use the star * for example when writing about boys*, girls*, men*, women*
or trans*. We do so to point out the constructivist character of gender and gender identities and to show
that more than two of these identities exist. By doing so we want to emphasize that not all persons who are
perceived as boys*, men*, women* or girls* also identify as such. The star also indicates the openness of
gender identities and that these are ongoing never concluded processes. Exceptions are fixed.
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employees there were men*.
Focusing on the area of childhood and primary education2, the proportion of men* is once
again significantly smaller: across Germany, only 7.5% of employees in ECEC are men* (cf.
Destatis 2021a: p. 77). However, the observation of an overrepresentation of men* in
management positions, which is often described in practice, is not confirmed by the available
data with 7.83% (cf. ibid., p. 31). The proportion of male ECEC staff in publicly funded ECEC is
even lower at 4% (cf. ibid., p. 83). The proportion of men* in primary school teaching was
10% in 2020 (own calculation from Destatis 2020b).
Unpaid and paid care shows a great gender inequality; it is mainly performed by women*
and not paid at all or poorly paid. Gender stereotypes have a major influence on the
existence of this unequal distribution: Through them, care is connoted as female and valued
as less important. If this attribution process can be changed, this would have a direct impact
on gender equity in the field of care and its social and individual evaluation.
Gender-reflective pedagogy3 plays an important role in this process of change. It focuses on
the promotion of diversity of behavior, interests, and competencies without gendered
restriction; relief from gender requirements as well as freedom from discrimination and
violence (cf. Debus/Laumann 2014: 134). For this, the pedagogical professionals need
knowledge (e.g. about gender dynamics and socialization processes), attitude (e.g. analytical
competence with regard to pedagogical action situations and pedagogical needs),
methodology/didactics (e.g. knowledge of methods and variety of methods) as well as good
working conditions (e.g. sufficient staffing ratio). A central difference between gendersensitive, gender-conscious and gender-reflective pedagogy lies in dealing with power and
dominance relations that are constructed and reproduced by gender. Gender-reflective
pedagogy explicitly takes these into account while in gender-sensitive or gender-conscious
pedagogy that is not always the case.4
For its further development and implementation, important measures have been promoted
at the federal level in recent years. This includes the coordination office "Männer in Kitas"
(Men in ECEC), which, among other things, worked to increase the proportion of male
professionals in ECEC, the boys' future day "Boys' Day", with a focus on broadening the range
of career choices for boys*, and currently the dossier on cliché-free early education
"Klischeefrei fängt früh an" (Cliché-free starts early) published by the initiative Klischeefrei.
Dissens - Institut für Bildung und Forschung e.V. has contributed to the further development
of the field of action by, among other things, implementing the EU-funded projects "Gender
loops" (2006-2008, gender-reflective pedagogy in ECEC) and "Boys in Care" (2017-2019,
broadening the spectrum of career choices, caring masculinities, target group boys aged 1218).
A previous gap in this context is the connection between early childhood gender-reflective
pedagogy, caring and masculinities, which is addressed by the project "ECaRoM - Promoting
Caring Masculinities in Early Childhood Education". ECaRoM poses the question of how far
2

Childhood and elementary education are used synonymously, as well as primary and primary school
education.
3
A central difference between gender-sensitive and gender-reflective pedagogy lies in dealing with power and
domination relations that are constructed and reproduced through gender. Gender-reflective pedagogy
explicitly takes these into account in gender-sensitive pedagogy, which is optional. Further information on
gender-reflective pedagogy can be found here: Dissens e.V. et. al 2012.
4
For further information on gender-reflective pedagogy, see Dissens e.V. et. al 2012.
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caring can be brought more strongly into pedagogy in kindergarten and elementary school,
especially with boys*. If caring is no longer attributed to one gender, unequal distribution
can thus be counteracted at an early stage.
In the first part of the project, the current state of gender-reflective pedagogy in elementary
and primary education was analysed in relation to care and masculinities. For this purpose, a
document analysis of legal texts, training and educational curricula was conducted, and
current studies and pedagogical material were compiled. In addition, qualitative guided
interviews were conducted with pedagogical professionals in ECEC and primary schools.
This report contains the results of the first part of the project and is structured as follows: In
the following chapters two and three, the term caring is delimited and the project ECaRoM is
introduced. Chapters four and five are the core of the analysis: First, the educational system
in the areas of elementary education and elementary school as well as a selection of current
studies are presented. The document analysis that follows begins with analysis of the legal
situation that has reference to gender-reflective pedagogy. Afterwards, the educational plans
for the ECEC sector as well as for the elementary school are examined. Educational plans are
the programmatic for the curricula. Teachers are central to the teaching of gender-reflective
pedagogy. Accordingly, educational curricula for pedagogical professionals in childhoodprimary education are examined in chapter 4.6 and 4.7. The chapter concludes with best
practice examples of the pedagogical approach of “Fachstelle Kinderwelten” as well as
pedagogical handouts and materials. These focus on practical educational work.
Chapter five contains the results of the 14 qualitative interviews with experts and
pedagogical professionals in ECEC and elementary schools. The chapter begins with the
methods used and the presentation of results is structured by the evaluation categories of
the interviews. The conclusion containing political recommendations is followed by the
bibliography, the legal texts and the questionnaires.

2 Caring masculinities
Joan Tronto uses a very broad definition of care:
“On the most general level, we suggest that caring be viewed as a species activity
that includes everything that we do to maintain, continue, and repair our ‘world’
so that we can live in it as well as possible. That world includes our bodies,
ourselves, and our environment, all of which we seek to interweave in a complex,
life-sustaining web.”
(Tronto 1993, 103)
In the ECaRoM project, the complexity of Tronto's definition is taken into account and
extended to include the dimension of masculinities. For this purpose, the concept of caring
masculinities is used, which has been increasingly addressed in research and European policy
in recent years (cf. Hanlon 2012, Scambor et al. 2014, 2015, 2016; Elliott 2016). The concept
is based in part on Fraser's (1996) model of gender equality. Fraser defined "care" as a
human norm, a foundation for social and economic cooperation that is not a female task but
an obligation for all genders.
To avoid essentialist perspectives and meet complex life demands, the concept must be
understood in its broadest sense:
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"... Men are not just fathers, and caregiving should not be limited to childcare
tasks (such as feeding babies, putting them to sleep, helping children with their
homework). Caregiving involves more: emotional support as well as affection,
and it is a deeper kind of attention to the needs of children and others, such as
friends, the elderly, neighbours, work colleagues, and family members."
(Scambor et al. 2013, 151).
Elliott (2016) proposed the rejection of dominance and the integration of values of care,
such as positive emotions, interdependence, and relationality, as central features of caring
masculinity. She distinguished two dimensions of "care" (German: Fürsorge, Pflege,
Betreuung, Sorge): 'to care for' (to care for someone, in the sense of men*s tasks and care
duties) and 'to care about' (to worry about someone), reflecting the "affective, emotional
aspects of care" (ibid. 2016: 249). Men*'s rejection of violence and ability to relate to others
are 'care about' issues that can also count as caring for oneself by reducing risk-taking
lifestyles. To account for this complexity, the concept of care used in the ECaRoM project
includes several aspects:
•

Individual aspect of self-care: maintaining personal health and well-being.

•

Family aspect or social network: work necessary to ensure the daily physical, social
and emotional well-being of family members (and also friends, neighbours, other
relatives and close people), especially that of dependent people (children, elderly,
sick and disabled people). This includes household chores (cleaning, shopping,
cooking, etc.).

•

Professional aspect: professional care work in the fields of education, health and
social care (kindergarten and elementary school teachers, nurses, social workers).5

•

Social aspect: community work and social engagement as a whole (volunteer work,
social engagement, empathy and solidarity towards excluded and marginalized
groups)

•

Equality aspect: all genders working for gender equality in their daily lives.

•

Ecological aspect: caring for nature and the planet we live on

•

Attitudinal aspect: rejection of violence and societal male privilege.

Since the focus of the project is on childhood education, it is important to name what caring
of children can look like. Examples of caring practices with children include: Tidying up toys,
preparing and cleaning up after meals, comforting friends, gardening, taking care of animals,
offering/giving support to solve conflicts non-violently, considering other opinions and not
only one's own, integrating children who are "outsiders", supporting another child in
practical actions such as tying shoes.

5

Care professions or caring professions are understood to be professions in the fields of education, health
and social welfare. This definition is identical to the EHW (Education, Health, Welfare) professions category
of the European Institute for Gender Equality (EIGE 2017). For the social, educational, and nursing
professions, it is important to note that caring is primarily about people. A term that also summarizes these
professions is EHW.
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3 The project ECaRoM – Early Care and the role
of men
The project "ECaRoM - Early care and the role of men; Promotion of caring masculinities in
early care and education", funded by the European Commission and the Federal Ministry for
Family Affairs, Senior Citizens, Women and Youth, runs from 01.02.2021 - 31.01.2023. The
focus of the project is on the development of gender-sensitive pedagogical materials and the
further training of pedagogical professionals in the field of gender-reflective pedagogy with a
focus on masculinities and care. The ECaRoM Homepage can be found under:
http://ecarom.eu/
ECaRoM activities:
• Analysing the current state of research and practice in gender-sensitive early
childhood pedagogy through interviews and focus groups with experts and
pedagogical professionals.
• Challenging traditional concepts of masculinity in which care is not present and
broadening the range of career paths for all children through the development of
educational materials.
• Further training of pedagogical professionals in childhood education.
• Developing flexible learning opportunities for pedagogical professionals in the
form of a digital self-learning platform.
Results
Within the framework of the project, a total of 400 pedagogical specialists across Europe are
to receive further training. In addition, the project consortium will write research reports on
the state of the art of gender-sensitive pedagogy with a focus on caring masculinities in early
care and education and develop gender-sensitive educational materials and a digital selflearning platform. The summary outcome of the project will be a handbook that includes
current research findings, the developed materials, training content, the results of the
country-specific activities, and best-practices from the partner countries. The handbook will
be printed in all languages of the partnership, and English, and made available online.
Target groups
Early childhood educators in kindergartens and elementary school, children, parents, policy
makers and the general public.
Project partners
Coordination: Dissens - Institut für Bildung und Forschung e.V. (Berlin, Deutschland).
Partner organisations:
1. Center for Equality Advancement (Vilnius, Lithuania)
2. Center of Women's Studies and Policies (Soﬁa, Bulgaria)
3. Institut für Männer- und Geschlechterforschung im Verein für Männer- und
Geschlechterthemen Steiermark (Graz, Austria)
4. Istituto degli Innocenti (Florenz, Italy)
5. Peace Institute (Ljubljana, Slovenia).
The project consortium has already successfully carried out the EU project "Boys in Care Strengthening Boys in the Choice of a Social, Educational or Nursing Profession"
(https://www.boys-in-care.eu/) in this constellation.
9

4 Document analysis with focus on gender,
masculinities and care
The document analysis includes material from the fields of childhood and primary education.
By way of introduction, the basics of the education system in Germany are presented.

4.1 Elementary and primary education system in Germany
The elementary sector includes all institutions of pre-school education. Parents can place
their children in early care and education from the age of a few months. Afterwards, the
primary sector or primary school begins at the age of 6. There is no compulsory
kindergarten, but compulsory schooling begins between the ages of 5 and 7, depending on
the federal state, and lasts between 9 and 12 years.
Early education and care
For children from the age of one, there is a legal entitlement to childcare through ECEC or
private day care and a corresponding state subsidy for the parents. The educational plans of
the states (Länder) both apply to day care and ECEC. Child day care facilities have been
continuously expanded, yet the demand is not met. In 2019, there were 52,870 ECECs in
Germany (cf. Autorengruppe Bildungsbericherstattung 2020: 81). Of these, 31.7% are
publicly funded and 68.3% are non-profit organisations. Of the independent providers,
34.1% are denominational and 16.6% are non-denominational; 14.6% are other providers
and 3.1% are private commercial providers. Despite the expansion, most families still care
for children at home: 70% of children fewer than 3 years of age are cared for in the family in
western Germany, 48% in eastern Germany (cf. Bildungsbericht 2020: 76). From the age of 3,
almost all children in Germany (93%) are in institutionalized childcare. The proportion of
male childcare workers was 3.6% in 2010 and is 7.1% in 2020 (cf. Autorengruppe
Fachkräftebarometer 2021: 32). According to the Fachkräftebarometer, the proportion of
men* in ECEC management positions roughly corresponds to the proportion of ECEC
educators.
Primary school
Primary school runs from grade 1 to 4 in all federal states, except in Berlin and Brandenburg,
where it runs until grade 6. At the end of primary school, children are between 10 and 13
years old. Then school career recommendations are issued for pupils. The options vary
according to the federal state, but are usually two-tiered with the Gymnasium and a further
school form consisting of a combination of Hauptschule and Realschule. The share of pupils
in private primary schools is relatively low but has increased from 0.8% in 1992 to 3.6% in
2018 (cf. Destatis 2020:6). With regard to the gender of primary school teachers, the
proportion of men* has decreased almost continuously and was 11% in 2015 (cf.
Stuve/Rieske 2018: 10) and 10% in 2020 (own calculation from Destatis 2020b). The
proportion of male professionals in leadership positions was only available from data from
Berlin. According to the figures of the Senate Department for Education, Youth and Family in
Berlin (SenBildJugFam Berlin (2021): own calculation), the proportion of male teachers in
Berlin is slightly above the national average at 18%. In addition, there is a disproportionate
share of male professionals in selected school functions (head teacher, deputy head teacher
or head of specialist seminar) with 33%.
10

4.2 Selection of recent studies
The selection of current studies takes various dimensions into account: In addition to
contributions to gender-sensitive pedagogy, the focus is also on caring masculinities, career
orientation and framework conditions of pedagogical professionals. The seven studies
presented are not older than 5 years.
Sylka Scholz and Andreas Heilmann (2019): Caring Masculinities? Masculinities in the
Transformation of Capitalist Growth Societies
The academic anthology deals with the connections between care, masculinity and
economic growth. With a historical analysis of early capitalism, it begins with the interlocking
of the bourgeois-patriarchal subject with capitalist growth logics and thus seeks answers to
the question: How did it come about that men provide less care (work) than women? In a
second part, the thesis of a structural change of hegemonic masculinity is discussed against
the background of the crisis of social reproduction (cf. Scholz & Heilmann 2019: 32).
Questions about the flexibilisation of masculinity and a stronger integration of care in male
life plans are raised. Subsequently, the third part sketches conceptual images of how
neoliberal crises, explicitly the reproductive crisis, can be countered by new masculinity
policies (cf. ibid. 2019: 33). The last part of the book "addresses the extent to which care can
unfold a transformation potential towards a democratic post-growth society. The pros and
cons of the concept of Caring Masculinities [...] are weighed" (ibid. 2019: 34). The anthology
contains contributions by Prof. Dr Klaus Dörre, Karla Elliott, Prof. Dr Stephan Höyng, Prof. Dr
Michael Meuser, Prof. Dr Hartmut Rosa, Prof. Dr Sylka Scholz and many others.
Johanna Pangritz (2020): Punitive educators - caring and yet hegemonic? Do we really
need more masculinity? A critical, quantitative contribution to the relationship between
hegemonic notions of masculinity, feminisation and punitiveness.
In the dissertation, the concept of Caring Masculinities is questioned both theoretically and
empirically. In addition to a theoretical classification of Raewyn Connell's theory of
hegemonic masculinity and Karla Elliot's Caring Masculinities, prospective professionals in
the pedagogical professions were quantitatively surveyed and the debate about "boys* as
educational losers" was analysed. The cumulative dissertation is composed of six articles.
Pangritz summarises the results of an analysis of studies in educational masculinity research
as follows:
"Masculinities, also as practices, is subject to the same principles within the
female connoted field of professional care work as outside this field. This comes
to a head in a (guiding) image of masculinity that advocates dominance-oriented
practices and thus perpetuates mechanisms of male hegemony."
(Pangritz 2020:3)
Pangritz makes clear that even caring masculinities do not guarantee the absence of
hegemonic masculinities but can also be reproduced by them. To explain this, Pangritz draws
on the model of hybrid masculinities according to Demetrakis Demetriou. Within the
framework of these hybrid masculinities, individual female characteristics are integrated
while simultaneously reproducing hegemonic masculinity. The results of the quantitative
survey suggest a hinge function between devaluation through feminisation and punitive
educational orientation. Punitiveness in this case means that behaviour that deviates from
the norm is punished:
11

"The results also show that the model of the 'punitive educator', which has
emerged from the debate about more male professionals, is supported by a part
of the prospective professionals."
(ibid. 2020: 11)
Pangritz concludes her dissertation with pedagogical implications that are specifically aimed
at political education. The central point is to develop a critical ability to act in relation to
Masculinities.
The three studies cited show only a small section of the current debates. It should be noted,
however, that most discourses on caring masculinities take place in the sociological or
scientific field. Other pedagogical implementations of the concept, especially in the area of
ECEC and primary schools, are not to be found.
Nadine Başer, Kevin Leja, Sylka Scholz, Iris Schwarzenbacher (2021): Caring Boys? Care,
Masculinity and Adolescence - In Science and Practice
The results presented here are part of the previously unpublished manuscript of the final
conference of the three-year research project "Caring Boys? Alternative (research)
perspectives on the reproductive crisis" at the University of Jena. The research project
focuses on boys and their caring practices and orientations. Qualitative interviews were used
to question them on the topics of care, self-care and constructions of masculinity. For the
study, 55 boys in West and East Germany were interviewed twice and were about 15 years
old at the time of the interview. At the second interview date, 34 adolescents still appeared.
The interviews were guided and partially narrative. The interviews were analysed in depth
hermeneutically and at the end of the analysis process, a typification was made on the basis
of caring. Four types emerged:
1. Moderately caring boys
This type includes boys for whom caring practices are evident in everyday life,
but are not important in the interview or identity construction. They are
neither particularly much nor particularly little caring, i.e. they have a
moderately pronounced caring orientation.
2. Care as identity design
For these boys, caring plays a central role in everyday life as well as in identity
development: caring is explicitly practised and frequently mentioned in the
interviews. The boys of this type have in common that they experienced injuries
in early adolescence, e.g. through loss of friendship or an absent father.
3. Carelessness as a barrier to care
Carefreeness determines the everyday life of the boys of this type. They hardly
have any major economic, friendship or school worries. There is a lot of freedom
within the family framework. The need for care of others is of little importance
and the boys' focus is clearly on themselves and self-optimisation. Caring
practices and orientations are not very pronounced in this type.
4. Caring boys
These boys look sceptically into the future and have quite a few challenges in
their everyday life such as bullying, pressure to perform at school or depression.
These circumstances result in excessive demands and there is little capacity to
12

care for themselves or others. The boys of this type are worryingly preoccupied
with themselves and masculinity demands reinforce the crisis mode.
Within the framework of the interviews, the diversity of the meaning of care for boys could
be clarified. It has central functions in relationship work, is a necessity in reproductive work,
serves to create harmony and to cope with insecurity and conflicts as well as to construct an
adult masculinity by assuming responsibility. The boys' construction of masculinity is
characterised by the desire for independence, autonomy, competitive orientation and
willingness to take risks against the background of a devaluation of femininity. It should be
emphasised that taking responsibility and the construction of masculinity go well together.
Care as a counter concept to hegemonic masculinity is rarely found in the interviews.
The research project also sheds light on the framework conditions for caring behaviour. For
this purpose, constellations of two or three boys are helpful if they are not constructed in a
competitive way. Masculinity requirements are counterproductive for the boys' caring
orientations and practices. In the second interviews, the boys talk less about caring; the
authors attribute this to the increased pressure to perform and the competition in school
and training. Nevertheless, the interviews reveal a wealth of caregiving practices by the boys
and caring for others, especially family members and friends. Caring is an important part of
boys' lives.
Daniel Holtermann (2019): BOYS IN CARE WORK? VOCATIONAL ORIENTATION TOWARDS
EHW PROFESSIONS
The article by Daniel Holtermann deals with the vocational orientation of boys* towards the
SAHGE professions in Germany. Traditional constructions of masculinity and the professional
habitus of the SAHGE professions are used to theoretically explain gender segregation. In
traditional constructions of masculinity, caring, caring activities and caring professions are
hardly integrated. Caring professions often do not appear as a career option for boys*:
Already at the age of 6-8 years, the professions that do not fit the gender identity are no
longer considered. The originally wide range of career options becomes smaller and smaller
as part of gender socialisation and SAHGE professions often fall out for boys*. When a
student does consider a SAHGE profession, it is mainly one with higher educational
requirements and prestige such as doctor or teacher. Furthermore, it can be shown that the
more gender-equitable norms are accepted in a society, the more likely boys* are to choose
a SAHGE profession.
In order to empirically clarify the question of why so few boys* choose a profession in the
social sector, a quantitative survey of over 3,000 pupils in Germany is evaluated. The most
important positive influencing factors on boys* interest in SAHGE professions are the SAHGE
profession of their parents, the influence of their mothers and the lack of a focus on
technical hobbies. If the boys*' father has an influence on the boys*' career orientation, the
likelihood of interest in a caring profession decrease. The number of boys* with SAHGE
career interest remains the same across all three grades studied - almost a third have at
least one caring profession in three career choices to be named. In the course of the school
years in lower and upper secondary education, the already established segregated
vocational orientation does not change.
One conclusion is that the better the professional habitus of SAHGE professions matches
individual dispositions, the more likely boys* are to be interested in SAHGE professions. If
boys* are more often exposed to social and caring practices, they are more likely to focus on
13

a SAHGE profession. The empirical results show that stereotypes about caring professions
already exist in lower secondary school. Accordingly, educational interventions would have
to be made before lower secondary school in order to strengthen boys* for caring
professions.
Michael Cremers, Maria Klingel, Kevin Stützel (2020): Dealing with heterogeneity. Genderrelated cooperation in ECEC
The study by Cremers et al. investigated the question of how early childhood education
professionals deal with the demands and changes that have developed from current debates
and measures taken to achieve more gender equality in ECEC. For this purpose, the
documentary method according to Bohnsack was used, which pays special attention to the
"conjunctive knowledge"6 of early childhood education teams with a deliberate
praxeological focus.
Through the evaluation of team-internal group discussions, four types were formed. These
illustrate the different approaches of teams of early childhood educators to the topic of
gender. They each deal differently with the "heterogeneity of social identities" within their
team, which becomes clear in different modes of collaboration, as well as different
"confrontation with gender-related identity norms" and differently executed "gender-related
practice." (Cremers et al., 2020, p. 42, Table 5)
Teams of Type I Accentuation of Personal Identity exhibit a complementary mode of
collaboration in which the focus is primarily on individual abilities and preferences. Gender
attributions and identifications receive only secondary attention and are perceived as
individual character traits. The gender-related practice is cooperative in that gender-related
input from children is responded to, but there is no proactive thematization or fundamental
questioning. The teams are heterogeneous in both gender and age composition.
In contrast, Type II teams are homogeneously older and female, with a strong sense of "we"
and a search for personal agreement and harmony. Gender-related identity characteristics
have great relevance insofar as men* in the ECEC, who are constructed as categorically
different and inferior, are distinguished from other men*. In practice, gender stereotypes
are recognized as powerful and accepted indifferently.
Type III Side by side, but together, shows a different manifestation in that the shared work is
traditionally divided along gender lines. However, the gendered areas of work are perceived
as positive in their division, thus reinforcing gender-stereotypical identity norms. This is also
evident in the gendered practices of action, which reinforce gender-stereotypical
differences. Type III teams are homogeneously older but gender heterogeneous.
Homogeneously younger, but gender heterogeneous as well as male and female
homogeneous are teams of type IV Reflexive Reference to Difference. These teams work
together flexibly and equally; tasks are distributed situationally according to the children's
well-being and interest. Identity norms are actively reflexively dealt with and genderstereotypical attributions are consciously changed. This leads to an offensive gender-related
practice, which includes awareness raising and non-stereotypical interventions, e.g., also in
the exchange with parents.
6

Conjunctive knowledge is understood here as atheoretical knowledge, characterized as collective and unifying,
but not consciously instrumentalizable in a communicative way, but "generated through the involvement of
actors in concrete forms of practice within certain 'conjunctive spaces of experience'" (Mannheim 1980, p.
276, cited in Cremers et al. 2020, p.25).
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In addition, age is identified in the overall comparison as a factor that favours gender-related
stereotyping. However, this is linked to the fact that the training took place longer ago and
that the training content was different at that time, since the age effect seems to be
weakened by further training. As an important indication for further research and practice,
the study (with reference to type II and III) points to the danger of a possible (albeit teamdependent) gender re-grading of early childhood education.
Melanie Kubandt (2019): Gender competence as a pedagogical challenge - A critical view
on dealing with gender difference in the practice and training field of child day care
facilities
In her review article, Kubandt clarifies the importance of gender equity, as ECEC are obliged
to promote equality of all genders within the framework of child and youth welfare
according to Social Code VIII (Child and Youth Welfare Act). The article was written before
the reform of SGB VIII, thus Kubandt's formulation still refers to boys and girls. According to
the new version of 2021, girls, boys as well as transgender, non-binary and intersex young
people are to be considered.
Kubandt names challenges for supporting institutions and pedagogical professionals in
childhood education who want to work in a gender-responsive way: These include the
diverse and hardly specified terminology in the education and orientation plans, such as
gender-conscious, gender-sensitive and/or gender-oriented. This theoretical ambiguity
results in a corresponding practical uncertainty as to how the terms can be implemented
pedagogically.7 Kubandt explains:
"With regard to educational policy debates and formulations in the education
plans, however, it is not sufficiently defined what is to be understood by the
avoidance of stereotypes in the context of 'gender' and how these are to be
countered in everyday educational practice. Especially when on the one hand the
recognition of differences becomes the starting point of the demands, but at the
same time stereotypes are to be avoided, the question arises in particular (from)
when gender differences or differentiations are problematic or are regarded as
stereotypes)."
(Kubandt 2019: 11)
This situation leads to professionals in practice not knowing how to implement genderresponsive pedagogy. This is reflected in statements such as "We treat everyone the same".
Against this background, Kubandt gives recommendations for training and further training as
well as for individual further training: On the topic of gender justice, self-reflection on one's
own role and working with case studies are useful. In this framework, the complexity of the
demands of gender justice can be broken down to the individual practical possibilities for
action.
Michael Cremers, Jens Krabel (in press): The Relevance of the Category 'Gender' in the
Field of Early Childhood. Un/doing Gender in Child Day Care Facilities
The article by Michael Cremers and Jens Krabel has not yet been published. It presents
heteronormative, binary-gendered and gender-stereotyped relationships in day-care centres
based on the results of a study in the sociology of childhood and educational science.
Participatory observations and ad hoc interviews with children and educational staff in two
institutions form the basis of the study.
7

A similar theoretical ambiguity is also evident in the analysis of the education plans.

15

The authors argue that early childhood education is a gendered field because, among other
reasons, it is a female profession (mainly female professionals, low income and low social
prestige) and because gender differentiations occur in day care centres.
It is broken down which gender differentiations are made, by which actors, and with what
aim. Gender differentiations take place more precisely by means of
"[the] personal pronouns she and he and bisexual designations for family
members such as mother/father, brother/sister and grandma/grandpa [...], as
well as [through] gender marketing in advertising, the toy and clothing industry
or the giving of gender-related call names." (Cremers & Krabel, forthcoming: 11).
It was found that both educational professionals and children make gender differentiations.
Cremers and Krabel point out that this mostly "served the professionals to solve
organisational problems" (ibid.: 22) and "was not accompanied by devaluations or
valorisations, i.e. did not produce or reproduce hierarchical gender relations" (ibid.: 22).
Among the children, the stereotypical gender distinction was evident in various forms of
play, clothing or group formation.
Last but not least, the authors consider aspects of undoing gender in the research field and
conclude that:
"the neutralisation of gender stereotypes [...] was understood by the
professionals as an educational task and the neutralisation practices of the
children [took place] in response to gender-differentiating addresses by the
pedagogical staff."
(ibid.: 22)
Neutralisation practices of girls (and also women) in the institutions took place, for example,
through clothing, whereas this was not observed with boys (and men). Cremers and Krabel
evaluate the more gender-stereotypical clothing as a consequence of stronger social
sanctions against "feminine" style attributes among boys and men. However, caring
activities are observed in the boys' behaviour, which can be evaluated as part of undoing
gender. The authors draw the conclusion:
"Overall, then, the project found a continuing but at the same time fragile
relevance of gender differentiations in child day care facilities as well as evidence
for transformations of these differentiations and neutralisation practices related
to them" (ibid.: 23).

Conclusion
The seven studies cited show only a small section of the current debates. In summary,
it can be said that research on gender and caring masculinities is taking place in
Germany. However, research on caring masculinities is mainly theoretical in nature
and focuses on adolescents. There are hardly any studies in childhood education and
primary school. Findings worth noting for this report are, on the one hand, the
theoretical ambiguity of how gender is defined and, on the other hand, the resulting
uncertainty in pedagogical implementation (cf. Kubandt 2019).
Cremers and Krabel show that boys* are more strongly sanctioned for gender nonconforming clothing and that they show caring behaviour in day care centres. It is
unlikely that the caring practices of boys* remain constant over time. The example of
the occupational orientation of boys* clearly shows that caring professions are
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successively selected from the possible occupational spectrum from the age of 6.
These do not fit the male gender construction (Holtermann 2019). In lower secondary
school, boys* have already formed stereotypes regarding caring professions and they
are hardly of interest. Başer et al. (2021) demonstrate that boys* are caring and that
caring has a different weighting in boys' lives. As they grow older, caring is primarily
hindered by masculinity demands. One component of masculinity construction is to be
caring for others and to take responsibility.
The line of argument that caring does not lead to more gender equality can also be
confirmed by the results of Pangritz (2020). Pangritz shows that caring men are not
gender equitable per se, i.e. caring can also reflect dominance and devaluation of
femininity. In addition, some of the respondents show a tendency towards a punitive
pedagogical attitude, with 25% agreeing with the item "children also have to be forced
to be happy". This attitude, for its part, contributes to the reproduction of hegemonic
masculinities. In order to counter these stereotypes, pedagogical intervention would
already have to take place in childhood and primary school education. Further training
for pedagogical staff could help in this regard. Cremers et al. name the further training
of especially older educational professionals as important in order to reduce
stereotyping.
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4.3 ECEC and School Laws of the German Federal States
Introduction
The present text deals with the question to what extent the laws for Early Care Education
Centers (ECEC) and school laws8 of the 16 federal states of Germany address gender and care
or caring.9 Since education in Germany is under the sovereignty of the respective federal
states, they thus form the supreme framework of action for all school-based educational
institutions, with the exception of a few laws at the federal level, such as the German
Constitution, the Eighth Social Code (SGB VIII), and the UN Convention on the Rights of the
Child. These federal laws are outlined in their most relevant points in the first part of the
text. The second part then focuses on the ECEC laws and presents the relevant contents in
relation to gender and to care. The third part of the text explains the results of the analysis of
the school laws. Here, too, the thematization of gender and then relevant aspects of care in
the school laws are shown. Finally, a summary concludes the text.
Legislative texts at the federal level
As explained earlier, the respective federal states bear the main political responsibility for the
field of education. However, there are also some laws at the federal level that regulate
aspects of the educational landscape. In particular, the UN Convention on the Rights of the
Child, the German Constitution and the Eighth Book of the Social Code (SGB VIII) are of
importance here.
The UN Convention on the Rights of the Child (CRC) and the German Constitution
Article 2 of the CRC formulates the clear mandate of the State Parties to protect every child
from discrimination, explicitly referring to gender as well. In parallel, the German
Constitution also formulates a prohibition of discrimination based on gender in Article 3. The
second relevant article of the CRC is Article 28, which stipulates the right to education for
every child, whereby attendance at elementary school in particular must be compulsory and
free of charge (cf. Article 28, section 1, item a CRC).
The Eighth Social Code (SGB VIII)
The eighth Social Code regulates the provisions of child and youth welfare at the federal level
in Germany. §1, Paragraph 1 of SGB VIII establishes the right of every person to "promotion
of his or her development and to education to become a personality capable of acting on his
or her own responsibility and in the community" (§1 SGB VIII). Furthermore, the SGB VIII
contains the explicit mandate to "take into account the different life situations of girls and
boys, to reduce disadvantages and to promote the equality of girls and boys" (§9, para. 3 SGB
VIII). It is also important to mention that the SGB VIII has been adapted by the Child and
Youth Strengthening Act (Kinder- und Jugendstärkungsgesetz - KJSG), which came into force
on 9th June 2021, so that child and youth welfare now has to take into account the life
situations of "transgender, non-binary and intersex young people [in addition to girls and
boys,] reduce disadvantages and promote gender equality" (Article 1, section 10, point b)
KJSGB).

8

9

All school laws relate to the entire education system. They therefore also, but not only, apply to elementary
schools in the respective federal states.
The laws have been analysed on November 20 and 21, 2021. The text is therefore referring to the most
current versions at that date.
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Early Care Education Centres (ECEC)
Gender
In the ECEC laws of seven federal states,10 i.e., almost half of all federal states in the Federal
Republic of Germany, gender is not explicitly mentioned. However, there are formulations in
these laws that implicitly include gender, for example:
"The pedagogical staff in ECEC facilities for children shall include all children in
the educational and upbringing processes without distinction, in accordance with
the diversity of human life, and shall support each child individually according to
his or her needs" (Art. 11, section 1 BayKiBiG Bavaria).
Gender is specifically mentioned in the ECEC laws of nine11 German states. Two tendencies of
the thematization clearly emerge. On the one hand, the task formulated for ECEC facilities is
to enable participation in the facility itself and in society, regardless of gender. Thus, the
Berlin Day Care Promotion Act states: "[The promotion] should offer all children equal
educational opportunities, regardless of their gender, [...]" (§1, section 1 KitaFöG). And the
Child Education Act for North Rhine-Westphalia states: "The admission of a child to ECEC may
not be denied for reasons [...] of its gender [...]" (§7 KiBiz).12
On the other hand, several ECEC laws also formulate the task of communicating gender
equality as a social value. The Hamburg Childcare Act, for example, prescribes "preparing the
child for a responsible life in a free society, in the spirit of [...] gender equality [...]" (§2,
section 2, item 2 KibeG).13 In addition to these two tendencies, the Childcare Act for
Brandenburg formulated the task of "taking into account the age- and development-related
needs of boys and girls [...]" (§3, section 2, item 5 KitaG). This can be read as an emphasis on
potential gender-specific needs and is not found in this way in any other ECEC law.
Care
In contrast to "gender", the topic of "care / caring" is represented in some form in all ECEC
laws. These themes can be divided into seven areas:
1. the educational mandate to become a socially competent person,
2. the educational mandate to strengthen social skills,
3. a reference to diversity,
4. preparation for life in a democratic society,
5. self-care, especially in connection with health care,
6. a conscious use of natural resources, and
7. a non-violent education as an explicit guideline.

10
11

12

13

Baden-Württemberg, Bavaria, Bremen, Hesse, Saarland, Saxony-Anhalt and Thuringia.
Berlin, Brandenburg, Hamburg, Mecklenburg-Western Pomerania, Lower Saxony, North Rhine-Westphalia,
Rhineland-Palatinate, Saxony, Schlewsig-Holstein.
See also §1, section 1 FrühKiBiVo Mecklenburg Western Pomerania and §1, section 2 KitaG RhinelandPalatinate.
See also §1, section 4 KiFöG Mecklenburg Western Pomerania, §2, section 2, item 8 NkiTaG Lower Saxony
and §19, section 2 KiTaG Schlewsig-Holstein.
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The educational mandate for a socially competent personality
In the ECEC laws of 13 federal states14, the formulation of an educational mission for "the
development of the child into an independent and socially competent personality" (§1,
section 1, sentence 1, KitaFöG Berlin) is found almost without exception. The reason for this
uniformity is the reference to the first paragraph of the eighth Social Code, which states:
"Every young person has a right to the promotion of his or her development and
to education to become a self-determined and socially competent personality
capable of acting on his or her own responsibility."
(§1, section 1, SGB VIII)
The educational mandate to strengthen social skills
In the ECEC laws for 12 federal states15 , there is also a more general mandate to promote
the social skills of the children. The Thuringia Kindergarten Act is an example of this:
"In addition, it should promote the acquisition of social competencies, such as
independence, willingness to take responsibility, and community skills, tolerance
and acceptance of other people, cultures and ways of life, as well as creativity
and imagination."
(§7, section 1, ThürKigaG)
In a similar tone, the Bavarian Child Education and Care Act formulates the following basic
social competencies: "[a] positive self-esteem, problem-solving ability, competence in
learning methods, acceptance of responsibility, and the ability to cooperate and
communicate." (Art 13, section 1, BayKiBiG)
Diversity reference
Nine federal states16 refer to social diversity as an aspect of early childhood education in
their ECEC laws. In some cases, the term "diversity" is explicitly mentioned, for example in
the Lower Saxony Law on ECEC and Childcare, which formulates the educational mandate to
"enable every child to deal with the commonalities of people and the diversity of society, and
to encourage critical thinking" (§2, section 2, Point 4 NkiTaG). In some cases, however, the
term "diversity" is not explicitly used in this context, as is the case in the Child Day Promotion
Act of Mecklenburg-Western Pomerania: "Child day promotion supports [...] education in
tolerance towards other people, and acceptance of other cultures and ways of life." (§1,
section 4 KiföG M-V).
Preparation for life in a democratic society
Nine federal states17 also include democratic coexistence as an educational mandate in their
ECEC laws. For example, Brandenburg's ECEC law states the task of "promoting equal,
cooperative, social and democratic coexistence [...]" (§3, section 2, Point 6 KitaG). This also
clearly shows the caring implications that go hand in hand with a democratic understanding
of society, such as equal rights and cooperation in partnership.

14

15

16

17

Baden-Württemberg, Bavaria, Berlin, Brandenburg, Hamburg, Hesse, Mecklenburg-Western Pomerania,
Lower Saxony, Rhineland-Palatinate, Saarland, Saxony, Saxony-Anhalt and Schleswig-Holstein.
Bavaria, Berlin, Bremen, Hamburg, Mecklenburg-Western Pomerania, Lower Saxony, North RhineWestphalia, Saarland, Saxony, Saxony-Anhalt, Schleswig-Holstein and Thuringia.
Bavaria, Berlin, Hamburg, Mecklenburg-Western Pomerania, Lower Saxony, North Rhine-Westphalia, Saxony,
Saxony-Anhalt and Schleswig-Holstein.
Berlin, Brandenburg, Bremen, Hamburg, North Rhine-Westphalia, Rhineland-Palatinate and SchleswigHolstein, and at least implicitly Thuringia and Mecklenburg-Western Pomerania.
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Self-care and health care
Health care in general is listed in all ECEC laws. However, in many cases this focuses on, for
example, the completeness of vaccinations and thus does not yet truly fall within the scope
of self-care. A broader understanding of preventive health care, which also includes aspects
of caring, is found in the ECEC laws of only five states.18 And even among these, there is a
spectrum ranging from a simple collection of words for Mecklenburg-Western Pomerania
("Body, movement, health and prevention - §3, section 1, point 6 KiföG M-V) to the clear
mandate for Berlin that "the child [is] to be supported in acquiring an awareness of his or her
own body and its needs" (§1, section 3, point 5 KitaFöG).
Conscious use of natural resources
Another aspect of caring mentioned in the ECEC laws of five German states19 is a conscious
approach to the environment. An example of this is the Hamburg Childcare Act, which states
that the goal of education is "to teach the child respect for its natural environment" (§2,
section 2, Point 3 KibeG).
Non-violent education as an explicit guideline
For Saarland and Schleswig-Holstein, explicit references to non-violent education can be
found in the corresponding ECEC laws. The Saarland Childcare and Education Act lists nonviolent education among its principles (cf. §1, section 2 SKBBG Saarland) and the Child ECEC
Promotion Act of Schleswig-Holstein states that "[corporal] punishment, mental injuries and
other degrading measures [...] are inadmissible" (§19, section 10, KiTaG Schleswig-Holstein).
Almost all references to aspects of caring in the ECEC laws can be placed in one of these
seven categories. Isolated exceptions are, for example, an "education of youth in the spirit of
Christian charity and for the brotherhood of all people" (§7, section 8, KiTaG Baden
Württemberg) or the general guideline for day care centres to meet children's need for
"meeting other children, independent activity in play, movement, rest, security, new
experiences and expansion of their own possibilities" (§2, section 3, NKiTaG Lower Saxony). In
none of the laws is care named in connection with masculinity.

18

19

Berlin, Mecklenburg-Western Pomerania, Lower Saxony, Schlesweig-Holstein and, at least to some extent,
Saarland.
Berlin, Brandenburg, Hamburg, Mecklenburg-Western Pomerania and Schleswig-Holstein.
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Table 1: Overview of the ECEC laws according to federal states20
Federal state

Date of
Publication /
date of last
change

Baden-Württemberg
(KiTaG)
Bavaria (BayKiBiG)

19.03.2009
11.02.2020
08.07.2005
23.04.2021
23.05.2005
27.08.2021
27.05.2004
25.05.2020
28.12.2000
05.03.2019
27.04.2004
18.12.2020
18.12.2006
25.06.2020
04.09.2019

Berlin (KitaFöG)
Brandenburg (KitaG)
Bremen (BremKTG)
Hamburg (KibeG)
Hesse (HKJGB)
Mecklenburg-Western
Pomerania (KiföG)22
Mecklenburg-Western
Pomerania (FrühKiBiVO)
Lower Saxony (NkitaG)

Thematization
of Care

Connection
between
care and
gender

/ -

(§2, 7)

-

/ -

(Art. 11, 13)21

-

/ §1

§1

-

/ §3

§3

-

/ -

§3

-

/ §2

§2

-

/ -

(§26)

-

§1

§1, 3

-

02.01.2020

§1

§1

-

07.07.2021

§2

§2

-

§7, 15

§15, 16 (§12)

-

§1

§3 (§1)

-

-

§1

-

/ §2

§2

-

/ -

§5 (§1)

-

/ §19

§19 (§2)

-

/ -

§7

-

Northrhine-Westphalia
03.12.2019
(KiBiz)
Rhineland
Palatinate 03.09.2019
(KitaG)
Saarland (SKBBG)
18.05.2008
Saxony (SächsGVBl)
Saxony-Anhalt (KiFöG)
Schleswig-Holstein
(KiTaG)
Thutingia (ThürKigaG)

15.05.2009
21.05.2021
05.03.2003
16.01.2020
12.12.2019
25.02.2021
18.12.2017
31.07.2021

Thematization of
gender
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- does not occur; (§x) -> abstract phrases implying aspects of gender / care; §x -> concrete / explicit
references to gender / care(aspects).
21
The Bavarian Daycare and also School Law is divided into articles instead of paragraphs.
22
In Mecklenburg-Vorpommern, there are primarily two laws (KiföG and FrühKiBiVO) that legally regulate the
work in daycare centers. These two laws are of equal importance. In all other federal states, there is only
one relevant law in each case.
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Elementary school
Gender
In contrast to the ECEC laws, the topic of "gender" is specifically negotiated in all the
education laws of every federal state. Clusters in five subject areas stand out quite clearly:
1. sex education,
2. gender mainstreaming or gender justice,
3. access to educational institutions regardless of gender,
4. vocational consulting and
5. non-discriminatory materials.
In the following, these areas are examined in more detail in turn.
Sex education
Except for Saxony-Anhalt, all the German states specify the mandate of school-based
sexuality education in their school laws. Seven states23 refer specifically to "marriage and
family," while the other eight states24 focus, for example, on "self-determined and
responsible behaviour toward oneself and others in family, partnership and society" (§12,
section 7 SchulG Berlin) or an "awareness of personal privacy and of equality, partnership
and freedom from violence in personal relationships" (§6, section 1 HmbSG Hamburg). The
terms "biology, social, culture, ethics" (cf. e.g., §6 SchulG Mecklenburg-Western Pomerania,
§33, section 1 SchulG North Rhine-Westphalia) and for Brandenburg also "religion" (cf. §12,
section 3 BbgSchulG) are listed as important aspects of the discussion of gender.
Gender equality or gender mainstreaming
With the exception of Saxony and Saarland, the school laws of all German states deal with
gender equality. In part, this is done only as a literal mention, as in the (explicitly genderbinary) example of Bavaria: "Respect [...] for the equality of men and women" (Art. 1
BayEuG), but in part, more concrete measures are mentioned, as in the school law for
Brandenburg.
There, the value of equality is to be conveyed "through the recognition of women's
achievements in history, science, culture and society" (§4, section 5 BbgSchulG) and the
realization of equality between women and men is also to be observed "in the appointment
of female or male school principals and other decisions on the transfer of functional positions
and special tasks" (§67, section 1 BbgSchulG). In addition to Brandenburg, the school laws of
Berlin, Bremen and Hesse, and to some extent Hamburg and Mecklenburg-Western
Pomerania, stand out positively in their somewhat stronger concretization. Furthermore, all
school laws stipulate gender coeducation.
Access to educational institutions regardless of gender
In half of the German states,25 school laws explicitly stipulate that access to educational
23
24

25

Baden-Württemberg, Bavaria, Lower Saxony, Rhineland-Palatinate, Saxony, Saarland and Thuringia.
Berlin, Brandenburg, Bremen, Hamburg, Hesse, Mecklenburg-Western Pomerania, North Rhine-Westphalia
and Schleswig-Holstein.
Berlin, Brandenburg, Hamburg, Hesse, Rhineland-Palatinate, Saxony-Anhalt, Schleswig-Holstein and
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institutions must be independent of gender. The school laws of Berlin, Rhineland-Palatinate,
Saxony-Anhalt and Thuringia list, in addition to gender, "gender identity [and] sexual[...]
orientation" (§2, section 1 SchulG Berlin), "sexual identity" (§1, section 1 SchulG RhinelandPalatinate, §1, section 1 SchulG Saxony-Anhalt) or "sexual orientation" (§1, section 2
ThürSchulG Thuringia).
Occupational reference
For Bavaria, Bremen and Mecklenburg-Western Pomerania, the respective school laws
include a specific focus on gender in the context of vocational orientation. For example,
Bavarian schools are to "encourage girls and women [...] in particular to broaden their range
of occupations" (Art. 2, section 1 BayEUG), schools in Bremen are to "counteract the genderspecific exclusion of occupational areas" (§4, section 3 BremSchulG), and schools in
Mecklenburg-Western Pomerania are to "work towards eliminating existing disadvantages
and overcoming the gender-specific training and labour market" (§4, section3 SchulG M-V).
Non-discriminatory materials
With regard to teaching materials, Berlin and Brandenburg stipulate in their respective
school laws that these "may not promote an understanding that discriminates on the basis of
gender or religion or on the basis of racist or anti-Semitic attribution" (§16, section 1, item 4
SchulG Berlin, cf. also §14, section 3, item 3 BbgSchulG Brandenburg).
Other noteworthy gender aspects in the school laws
In addition to these five recurring thematizations of gender in school laws, there are two
isolated mentions of gender that do not fit into this matrix but are still worth a closer look.
The first is found in the School Act for Bavaria, which states that "boys and young men in
particular [are] to be encouraged to accept their future role as fathers responsibly and to
share family and household work as partners" (Art. 2, section 1 BayEUG). Here, more
concretely than in any other school law, a link is found between masculinity and care. The
second notable mention of gender is found in the Bremen School Act. There it states:
"Special pedagogical guidance is required, especially in cases of violation of the
dignity of girls, women, homosexuals and that of cultural, ethnic and religious
groups by all forms of violence."
(§47, section 3 BremSchulG)
Aspects of Care
Aspects of Care can be found in all school laws, but they often appear in the form of various
lists of key words and are difficult to organize into a uniform structure. Nevertheless, at least
three tendencies can be identified in which caring is addressed in the context of school
education. These three tendencies are:
1. Enumerations in the context of educational goals or the educational mission of schools,
2. Aspects of caring in the context of sex education, and
3. Aspects of care in the specific remit of elementary school.
These three trends are explained in more detail below.

Thuringia.
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Enumerations in the context of educational goals or the educational mission of schools
In the respective paragraphs of the school laws, which set the educational goals, bases of the
realization and similar frameworks of the school education, one finds throughout catchwordlike enumerations of educational aspects, which lack any concretization. To give an example,
the corresponding articles of the school laws for Bavaria and Bremen are compared.
The first article of the Bavarian law on education and teaching sets out the highest
educational goals for the state. Concerning care, the most relevant are:
"[respect] for human dignity and for the equality of men and women, [...]
helpfulness, open-mindedness for all that is true, good and beautiful, and a sense
of responsibility for nature, the environment, the protection of species and
biodiversity. Pupils shall be educated in the spirit of democracy, [...]."
(Art. 1, section 1 BayEUG)
The following article lists some particularly important educational tasks, such as "to educate
the responsible use of freedom, tolerance, peaceful disposition and respect for others",
"to educate in the spirit of international understanding and [...] to support the
intercultural competence of all pupils" and "to awaken a sense of responsibility
for the environment and an understanding of the interrelationships of sustainable
development, healthy nutrition and responsible agricultural production."
(Art. 2, section 1 BayEUG)
Furthermore, the educational mandate already mentioned above "to encourage boys and
young men in particular to accept their future role as fathers responsibly and to share family
and household work as partners" (ibid.) is particularly worth mentioning in this article, since
such a concrete link between care and gender does not appear in any other school law.
If we look at the Bremen School Act in comparison, we can draw many parallels in content
and wording. In the Bremen School Act, the task is formulated:
"to promote and practice mutual understanding and peaceful coexistence in the
encounter and mutual respect of social, cultural and religious diversity. As part of
its educational mission, the school must promote the integration of students with
a migration background into social life and the school community and avoid the
exclusion of individuals. It shall counteract the inequality of educational
opportunities and reduce social disadvantages as well as create conditions for the
promotion of gender equality. Particularly in the context of vocational
orientation, the gender-specific exclusion of vocational fields is to be
counteracted."
(§4, section 3 BremSchulG)
Again, this shows an unspecific stringing together of abstract educational goals containing
various aspects of care, with the more specific reference to "gender-specific exclusions of
occupational areas", even exceeding the average level of school laws. In the subsequent
paragraph, similar to the BayEUG, some educational tasks are then particularly emphasized,
such as the "willingness to practice critical solidarity" (§5, section 2, item 2 BremSchulG), the
"awareness of being responsible for nature and the environment, and [the] self-responsible
health action" (§5, section 2, item 4 BremSchulG) and "freedom from violence and peaceful
conflict management" (§5, section 2, item 10 BremSchulG).
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These two school laws exemplify the spectrum of care aspects listed: Non-violence,
democracy, environmental awareness, gender justice, solidarity, health awareness, openness
to social diversity. They thus span a fairly broad value framework for school education, but
remain at an abstract level of terminology with only very isolated implementation guidelines,
such as the already explained discussion of women's social achievements as a strategy for
promoting gender justice.
Care in the context of sexual education
Not only themes of gender, but also various aspects of care can be found in the paragraphs
on sexual education in schools. The school laws of seven German states26 explicitly include
aspects of care in their provisions on sexuality education. Berlin, for example, stipulates that
"[i]n particular [...] awareness of non-violent, respectful behaviour in present and future
personal relationships [should] be developed and promoted" (§12, section 7 SchulG Berlin).
And the Thuringian School Act sets as the goal of sex education "to develop and promote
awareness of a personal intimate sphere and of partnership-based, non-violent behaviour in
personal relationships [...]" (§47, section 4 ThürSchulG). In particular, the importance of nonviolent, fulfilling interpersonal relationships and of one’s own privacy are mentioned
repeatedly.
Care in the specific area of responsibility of the elementary school
The third aspect relevant to this project about care is the school law requirements for
elementary schools in the respective states. Five school laws27 contain references to care
competencies to be taught during the elementary school years. The school law for Berlin
formulates most concretely the requirement "to promote social competencies, in particular
[...] to be able to articulate one's own needs" (§20, section 2 Point 2 SchulG Berlin). The other
federal states remain more general in their formulations, such as Schleswig-Holstein, which
stipulates an "individual promotion of their [the pupils',] cognitive, emotional, social, creative
and physical abilities" (§41, section 1 SchulG).
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Berlin, Hamburg, Hesse, Mecklenburg-Western Pomerania, Saarland, Saxony and Thuringia.
The school laws for Berlin, Brandenburg, Mecklenburg-Western Pomerania, Schleswig-Holstein and
Thuringia.
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Table 2: Overview of the school laws according to federal states28
Federal state

Date of
Publication /
Date of last
change

Baden-Württemberg
(SchulG)

01.08.1983
17.12.2020

/ §100b

§1

-

Bavaria (BayEUG)

31.05.2000
23.07.2021

/ Art. 1, 2, 48

Art. 1, 2

Art. 2

Berlin (SchulG)

26.01.2004
27.09.2021

/ §1, 2, 3, 4, 12, 16, §1, 3, 12, 20 (§4)

-

Brandenburg
(BbgSchulG)

02.08.2002
23.05.2021

/ §3, 4, 12, 14, 67

§4, 12, 19

-

Bremen (BremSchulG)

08.07.2005
24.11.2020

/ §4, 5, 10, 11, 47

§5

(§4)

Hamburg (HmbSG)

16.04.1997
11.05.2021

/ §1, 2, 3, 6, 102

§2, 6

-

Hesse (HSchG)

01.08.2017
18.03.2021

/ §1, 2, 3, 6, 7

§2, 3, 6, 7, 82

(§3)

Mecklenburg-Western
Pomarania (SchulG)

10.09.2010
02.12.2019

/ §2, 3, 4, 6 (§5)

§3, 5, 6 (§13)

(§4)

Lower Saxony (NSchG)

03.03.1998
16.12.2021

/ §2, 96

§2, (§96)

-

Nordrhein-Westphalia
(SchulG)

15.02.2005
04.05.2021

/ §2, §33

§2, §33

-

/ §1

§1

-

/ §15a

§1, 15a

-

/ §36

§1, 36

-

/ §1

§1

-

Rhineland
(SchulG)

Palatinate 30.03.2004
17.12.2020

Saarland (SchoG)
Saxony
S. 648)

05.05.1965
08.12.2021

(SächsGVBl. 27.09.2018
21.05.2021

Saxony-Anhalt
LSA)

(SchulG 09.08.2018
24.03.2020

Thematization of
gender

Thematization of Connection
care
between care
and gender

Schleswig-Holstein
(SchulG)

24.01.2007
16.06.2021

/ §4, 63

§4 (§41)

-

Thuringia (ThürSchulG)

30.04.2003
05.05.2021

/ §1, 2, 47, 62

§2, 47 (§4)

-

28

- does not occur; (§x) -> abstract phrases implying aspects of gender / care; §x -> concrete / explicit references
to gender / care(aspects).
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Summary of the results
A look at the states' ECEC and school laws reveals a fairly consistent picture of how gender
and care are negotiated. The most obvious blank space is evident in the negotiation of
gender in the ECEC laws, in which seven states do not explicitly mention gender anywhere.
The ECEC and school laws of the states that do address gender set a value framework for
educational institutions through rather general objectives, such as "gender equity" or
"protection against discrimination."
The concrete educational measures towards these goals are hardly specified. One example of
a measure is the thematization of important historical contributions of women* in isolated
educational laws. The same conclusion can be drawn with respect to care in the legislative
texts. As explained earlier, various educational goals of the respective state laws also contain
welfare aspects. However, these are also formulated as rather abstract objectives that lack
any concretization of the terms themselves and the action strategies for these educational
goals.
For professionals who are well versed in the subject matter, the legal texts offer helpful
starting points and argumentation bases for addressing gender and care in ECEC and schools.
Particularly positive is the adaptation of the SGB VIII, which explicitly stipulates the support
of transgender, non-binary and intersex young people. For professionals who have not yet
had much contact with these topics, however, the legal texts offer little orientation in dealing
with these topics due to their lack of concretization. Whether the legal texts, in their very
basic function, can at all meet this demand for concretization, however, will not be discussed
in greater depth here. A clear gap is the link between masculinity and care, which only
appears in one place in the Bavarian School Act. The ECaRoM project can therefore usefully
tie in with this desideratum.
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4.4 Elementary education curricula
Educational plans concretize the legally prescribed educational mandate of the federal
government in the respective states.29 The present text deals with the treatment and
negotiation of gender in the elementary education plans of the individual German states.
The analytical basis for this is provided by the chapter "The Role of Gender in Elementary
Education Plans" from Melanie Kubandt's 2016 dissertation "Gender Differentiation in Child
Day Care."
At the outset, the most important points of this chapter are briefly mentioned.
Subsequently, the current versions of the educational plans are examined with reference to
the presented analysis for the treatment and negotiation of gender and possible changes.
Also newly added for the project context of ECaRoM is the examination of the educational
plans for the presence of care and a possible connection with boys*, men*, or masculinities.
A summary assessment of the representation of gender in current educational plans
concludes this research summary.
Kubandt's analysis of gender in educational plans
In the course of her qualitative-reconstructive study, Melanie Kubandt focuses on the
content of the elementary education plans30 of the German states, among other things. The
analysis of the educational plans is used to trace how, in which context, and with which
normative preconceptions "gender is negotiated for the field of action of child day care
facilities in the federal states" (Kubandt 2016: 102f.). Gender is discussed in the educational
plans mainly in the context of gender equity (based on SGB VIII, §9 and the approach of
gender mainstreaming) and, according to Kubandt, in conjunction with the hypothesis that
gender has an essential structuring moment (cf. ibid. 2016: 102).
Although the negotiation within the educational plans takes place very differently (regarding
intensity), the topic of gender is nevertheless considered at least slightly in (almost) all plans.
This is in line with the joint framework adopted in 2004 by the Conference of Youth
Ministers and the Conference of Ministers of Education and Cultural Affairs, which stipulates
"gender-conscious pedagogical work" (JMK/KMK 2004: 4) as one of six cross-cutting tasks
that are part of "holistic support" (ibid. 2004: 4).
Kubandt's introductory reference to varying conceptualizations31 without explicit thematic
location or explanation substantively points to difficulties and question marks that arise
when some plans are considered in depth. For when gender is written about, it must first be
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Cf. Textor, Martin, Bildungspläne für Kitas:
https://www.bpb.de/gesellschaft/bildung/zukunft-bildung/292283/bildungsplaene, accessed 26.07.2021.
According to Klinkhardt's Lexikon Erziehungswissenschaft, Kubandt defines the elementary sector as the
"lowest level of the educational system, encompassing "all public and private institutions of non-family
upbringing and education for children until their enrollment in elementary school" (Reuter 2012, p. 299,
cited in Kubandt 2016, p. 101, footnote 70). Although some education plans go beyond the school
enrollment moment, since they are not school-based curricula and the education plans are primarily
designed for early childhood institutions, she sticks with the term elementary education plan (cf. Kubandt,
p. 102, footnote 70).
The terms gender-sensitive, gender-aware, gender-conscious and gender-oriented are used - partly in
different plans, partly in the same plans. It is not made clear which gender or gender understanding is the
basis and whether the terms can be used synonymously or not (cf. Kubandt, p. 104).
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explained how the term is understood.32 Otherwise, no usable (calls to) action can be
derived from it. Although connections and presuppositions can be inferred in some cases,
this also requires prior theoretical knowledge. In some cases, this reading in is made even
more difficult by the fact that contradictions arise due to unclear definitions.
To explain this in more detail, let's take an example: in the Bavarian educational plan,33 a
sex-gender differentiation can be established (cf. Kubandt 2016: 105), but at the same time
it is indirectly clear that "a difference between genders is taken for granted" (ibid. 2016:
106), which is also marked positively. This meaningful call to perceive gender differences
(between boys* and girls*) as something positive meets at another point in the plan with the
tendency to refer to stereotypical representations of gender that need to be resolved or
proportionately corrected. But when to acknowledge and support differences and when to
take corrective action remains open.34
Only individual plans refer to gender as a problem category, i.e., as a possible cause of
exclusion or disadvantage. But even - and especially - verbalizations that do not take
onboard the exclusionary mechanisms of binary gender logics can be problematic. This is
because, linguistically, the "positive" logic of differentiation carries the danger of
reconstructing distinctions and thus creating exclusions. Vague terminology and linguistic
differentiation reinforce each other's effect, for example, if one simply writes about gendersensitive work with boys* and girls* (without further explanation or definition of content)
and at the same time assumes that the gender issue has now been addressed and
sufficiently illuminated.
According to Kubandt, this division into binary collectives – boys* and girls* - is not
categorically problematic as a linguistic/conceptual differentiation, but it must be reflected
upon, since otherwise there is a danger of exaggerating differences between the created
groups and suppressing commonalities of the supposedly different groups (cf. ibid. 2016:
112f).
Thus, on the one hand, it is not clear what is specifically meant by gender-sensitive/genderconscious/gender-oriented work, and which content-related settings may be hidden in the
plan. On the other hand, sometimes contradictory demands are found for early education
staff (positive affirmation of difference and simultaneous call for correction). As part of this
problem, Kubandt identifies that the authors of the educational plans seem to selectively
adopt educational policy guidelines, approaches, and conclusions without examining or
discussing them. This, in turn, would mean that the authors themselves do not know which
statements and contents may contradict each other in the plans (cf. ibid. 2016: 114).35
In the implementation of the implicit and explicit goals of the educational plans, the staff
plays a decisive role. Although the term "Early care education centres" is predominantly
used, this is to be understood as a code for "the cooperation of children and professionals in
32

33
34

35

This challenge is particularly acute in German, since there is no linguistic sex-gender distinction as there is in
English. But gender is also an ambiguous term, which would benefit from a discussion of its content.
Kubandt analyzed the 5th expanded edition of 2012 for her study published in 2016.
There is, for example, a reference in the Bavarian educational plan where girls* playing soccer and caring
(older) boy*s are portrayed as a desirable deviation from the norm (cf. Kubandt, p. 110).
In this context, Kubandt also explains (cf. p. 114ff) how gender stereotypes are reproduced in an unreflected
demand for more men* in Early Care Education Centers (ECEC) through unifying collectivization and a
strong logic of difference, which this initiative supposedly wants to counteract.
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the institutional context" (Kubandt 2016: 105). In order to implement the - partly
contradictory - goals of the educational plans, self-reflection of the early childhood
education staff is set as an essential basic requirement. How exactly this can and should look
in practice, however, is not determined here (cf. ibid. 2016: 118).
In summary, Kubandt states,
"Thus, in my opinion, the educational plans themselves lack precisely the (self)reflection on the underlying gendered presuppositions and a critical distance
from implicit stereotypical attributions of gender that are required for
pedagogical practice on the ground."
(ibid. 2016: 124)
Gender in the current versions of the educational plans
According to Kubandt, the frequent revisions that educational plans have undergone in
recent years are seen as an indication that the topic of gender is increasingly being taken
into account. Issues of gender equality have lost none of their relevance since then, and
some plans have been updated in the years since the publication of "Gender Differentiation
in Child Day Care." The educational plans of six federal states have not been updated since
2016, while the remaining 10 have been updated one or more times. Building on Kubandt's
discussion of the education plans outlined at the beginning of this paper in the wake of their
publication in 2016, the following section examines the current36 versions of the states'
elementary education plans37 in terms of their negotiation of gender (issues).
Gender is also currently addressed in all education plans, although still to varying degrees
and with sometimes widely varying normative settings and implicit presuppositions. Equal to
the 2016 analysis, a variety of terms are used through which the topic is framed. These
include "gender-sensitive" (Bavaria, Saxony, Rhineland-Palatinate, Northrhine-Westphalia),
"gender-conscious" (Bavaria, Mecklenburg-Western Pomerania), "gender"/"gender
orientation" (Schleswig-Holstein, Mecklenburg-Western Pomerania) and "gender relations"
or "gender justice" (Saxony, Northrhine-Westphalia, Mecklenburg-Western Pomerania). Due
to the different contextualization of the terms in the respective plans, there is not only a
variety of interpretations between the terms, but also different (indirect) meanings of
identical terms.
To illustrate this conceptual ambiguity, here is an example: in the Bavarian as well as in the
Rhineland-Palatinate and Saxon educational plans, the formulation of and demand for
gender-sensitive education or pedagogy can be found. Thus, in the Bavarian education plan,
next to the chapter heading "Girls and boys - gender-sensitive education" (StMAS, IFP
Bavaria 2019: 121-128), gender-sensitive education is declared a cross-sectional task (ibid.
2019: 123). The educational plan for Rhineland-Palatinate mentions "gender-sensitive
education" in a subheading and also as a cross-cutting task (MB Rhineland-Palatinate 2018:
36
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The current versions of the plans date from 2018 to 2020 (as of June 2021). Only the education plans that
have been updated since 2016 are examined here, i.e., they are now available in a different form than at
the time of Kubandt's study. Bremen (as of 2012), Brandenburg (as of 2004), Baden-Württemberg (as of
2011), Hamburg (as of 2012), Berlin (as of 2014), and Saxony-Anhalt (as of 2013) were not updated - and
accordingly were not examined further.
Although the educational plans of Hesse, Mecklenburg-Western Pomerania, and North Rhine-Westphalia
(each addressing the ages 0-10) and Thuringia (addressing the ages up to 18 years) cover a wider age range,
following Kubandt (see footnote 2), the plans are nevertheless analyzed primarily as elementary material.
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48). In the Saxon plan, on the other hand, "gender-sensitive pedagogical work" is already
specifically formulated as a task for the pedagogical professionals (SMK Saxony 2018: 18). In
addition to the different places where it is mentioned in the text, gender-sensitive is given
different meanings in each case by the varying further contextualizations - more specifically:
adjacent demands and interpretations.
Thus, Kubandt's analysis summarized above still applies to the Bavarian Education Plan.38
The concept of gender is thereby characterized by an implicitly readable distinction between
sex (i.e., gendered physicality) and gender (as a social gender identity): "While nature
dictates which biological sex can be assigned to a person, the child develops a social gender
identity through interaction with others." (StMAS, IFP Bavaria 2019: 121) Furthermore,
explicit demands for recognition of binary gender can be found with simultaneous demands
to counteract (gender) stereotypical patterns.
Demands for recognition become clear, for example, in statements such as "The other
gender is to be recognized as equal and having equal rights", "Perceive and value differences
to the other gender" (StMAS, IFP Bavaria 2019: 122) and "The action and coping strategies of
girls and boys [...] are recognized and taken into account in the pedagogical work"
(ibid.2019: 125). However, these are accompanied by calls to abandon "classical role
models" (ibid. 2019: 77), to "critically [question] gender-related norms, values, traditions and
ideologies (e.g. girls are less interested in technology, boys don't play with dolls)" (ibid. 2019:
122) and the hint to "observe and carefully put up for discussion" restrictions made by the
children themselves, which may result from gender-stereotypical behaviour (ibid. 2019:
125).
Saxony, on the other hand, initially contextualizes the gender-sensitive goal with a
problematizing difference perspective, referring to possible exclusions due to gender
differences:
"Children actively engage with their environment, which is structured by existing
gender relations, and which entails - albeit often subtle and 'invisible' - exclusions
and disadvantages of women and men, girls and boys" (SMK Saxony 2018: 18).
Nevertheless, it is also considered important "that girls and boys are provided with social
scope for shaping their lives, which enables and allows them to actively engage with their
own gender" (ibid. 2018: 17), which, according to Kubandt, again implicitly follows the
distinguishing binary gender recognition logic. Furthermore, the chapter "Somatic
Education" explicitly distinguishes between sex and gender (ibid. 2018: 47).39

38

39

The Bavarian Education Plan does not appear to have made any changes to the parts devoted to gender
since 2012. At the very least, the citations provided by Kubandt are consistent with the material examined
in the 2019 version of the education plan.
Although this positioning in the somatic context seems odd for discussing a sex-gender differentiation, it
actually points away from the sovereignty of corporeality and toward social gender identity, which need not
be causally related to the body. Moreover, it seems at least inaccurately worded, if not factually incorrect,
to ask "How are multiple sexualities (e.g., transsexuality, homosexuality) dealt with?" - it suggests both
transsexuality and homosexuality are sexual desires and/or romantic orientations. Yet transsexuality is not
to be understood as sexual/romantic desire, but is to be classified as an expression of gender identity.
Although this classification is not directly related to the sex-gender differentiation, it raises doubts about
the informedness of the content of the text.
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In the educational plan of Rhineland-Palatinate, on the other hand, a sex-gender difference
or gender in general is neither directly nor indirectly explained. Thus, it is not clear what is
actually being talked about when gender is mentioned. In terms of content, gender is
negotiated quite succinctly overall. Nevertheless, here too, demands for recognition such as
"Differences and similarities between girls and boys are observed, acknowledged, and taken
into account in everyday work" (MB Rhineland-Palatinate 2018: 48) stand next to genderstereotypical balancing demands such as "Educators take care not to limit children in their
experiences through stereotypical views or attributions, but to offer them new and
complementary opportunities for experience" (ibid. 2018: 48).
While conceptually all three countries formulate gender-sensitive work as a goal, it becomes
clear by looking at the contextualization of this buzzword that on the one hand there are
tensions within individual plans, (recognition and simultaneous dissolution of binary "girl*boy* gender suggestion”), but also quite fundamentally divergent horizons of meaning.
Gender-sensitive therefore means different things, differently extensive, differently
conclusive and differently precise.
The aforementioned tensions40 within the educational plans are further reinforced in the
plans of Saxony and Bavaria by their inclusion of stereotypical examples. References such as
the following are additionally confusing, as they make it more difficult to weigh up the
articulated demands that cannot be reconciled anyway:
“Thus, possibly boys, because they are conspicuous for their loud play, for
example, are granted greater freedom and creative leeway or they receive more
attention (also in the form of scolding or by nonverbally ‘ensuring quiet’!) than
girls who play inconspicuously in the doll corner or paint in the craft corner.”
(SMK Saxony 2018, p. 29)
In such a case, the plan itself reproduces stereotypical gender. Kubandt’s location of gender
“between recognition, stereotype, and problem category” (Kubandt 2016: 110) is confirmed
here as exemplary for the updated plans as well.
In addition to the conceptual ambiguity and the content-related tensions, it is also relevant
to take a closer look at the handling and production of difference against the background of
Kubandt’s analytical work. Difference also plays a fundamental role in the current
representation of gender in educational plans. In this context, the logics of recognition
already described above must be addressed: because what is recognized here is above all a
(binary) gender difference on which pedagogical intervention is based, and to which it is
necessary to respond in an appreciative manner.
In addition to the above-mentioned quotations, references such as “differences, e.g., in
gender […] are to be recognized. They require special attention and appreciation" (HMSI,
HKM Hesse 2019: 31) a“d "Recognize and respect that others are different: Boys and girls,
old and young, people with and without disabilities." (MBK Saarland 2018: 47) make it clear
that gender difference is also communicated in the current versions of the educational plans
as the normal case and starting point of pedagogical work. This bears - as before - the
danger of overstating gender differences and reproducing the differences between girls*
and boys* by this basic assumption alone (cf. Kubandt 2016: 113).
40

Emerged from the simultaneity of the demand for recognition (of postulated gender differences) and
intentionally non-stereotypical spaces of possibility for children.

33

Also worth mentioning - especially in the project context - is the demand for more male
educators in the context of ECECs, which appears in some parts41 of the current plans. The
educational plans of Rhineland-Palatinate and Schleswig-Holstein first refer to the surplus of
female professionals, which should be reflected upon. It is then followed that male role
models could be made available to children through "the participation of men in projects"
(MB Rhineland-Palatinate 2018: 48).
Relatively, in addition to conscious personnel management,
"children could be enabled to have encounters with male adults [...] also through
the involvement of fathers, grandfathers, community service workers or
volunteers, as well as within the framework of projects."
(MSGJFS Schleswig-Holstein 2020, p. 18)
The Lower Saxony educational plan spares the derivation and states without further
explanation: "It is desirable to involve male caregivers in the day-to-day life of the ECEC" (MK
Lower Saxony 2018: 35). The Bavarian plan also states, "The demand for more men in ECEC
must realistically be regarded as a distant goal" (StMAS, IFP Bavaria 2019: 124).42
From an educational practice perspective and in view of the surplus of female professionals
in ECECs, gender diversification and thus a more balanced distribution of care work is selfexplanatorily desirable. However, thinking in terms of gender theory, it must be pointed out
that without further contextualization, these demands are susceptible to essentializing
assumptions and interpretations.
If it is not further explained why and how men* should enrich everyday life in the ECECs,
there is a danger of gender stereotypes being reproduced, for example, when male
stereotypes lead to the assumption that educators, because of their biological sex, prefer to
romp or work with the children instead of doing handicrafts or reading to them. From a
gender theoretical perspective, a categorical demand for the male role models has to be
classified critically - especially if the deconstruction of traditional gender stereotypes is part
of the basic orientation, as will be shown in the following paragraph.
Although a comparison of the educational plans reveals very different designs - and in some
cases contradictions - there are also continuities. Similar tendencies are evident, for
example, in the consistently perceptible positioning against the promotion of genderstereotypical patterns and inequalities. Formulations such as "confrontations beyond role
stereotypes" (SMK Saxony 2018: 67) or the explicit objective "that children can develop their
individual gender identity without being restricted in their possibilities by stereotypical views
and attributions." (MSGS Mecklenburg-Western Pomerania 2020: 10) are exemplary for this
comprehensive overall orientation.43 Following Kubandt and with reference to the resolution
of the KMK, this can be read as an overarching orientation of gender justice - even if here,
contextually, different interpretations can again be read as to what is considered a gender
stereotype to be rejected, and what is to be negotiated as a gender difference to be
recognized.
41
42
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This topic is mentioned in the EPs of Rhineland-Palatinate, Schleswig-Holstein, Lower Saxony and Bavaria.
Identical to the 2012 plan analyzed by Kubandt, it goes on to say, "The presence of men in ECEC does not
automatically mean that gender stereotypes are no longer an issue" (StMAS, IFP Bavaria 2019, p. 124), but
the fact that this is not fundamentally automatic does point to an existing basic assumption that needs to
be constrained but not dissolved.
Only the EP Saarland (cf. MBK Saarland 2018) does not contain any statement in this direction.
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In addition to the focus on gender equity, Kubandt also refers in summary to the mention of
gender "together with other lines of difference" (Kubandt 2016: 117), which is also almost
universally confirmed in the current versions of the educational plans. Thus, the Saxon
educational plan states:
"Saxon day care centres should open up social transitions and offer forms of support to all
children - regardless of gender; age; social, religious, ethnic and cultural origin; physical and
psychological characteristics; socialization and biographical experiences [...]" (SMK Saxony
2018: 7).Also the educational plan for Northrhine-Westphalia mentions, for example, gender
as other lines of difference besides origin, culture, reality of life, age, needs, developmental
status and developmental speed (cf. MSB, MKFFI Northrhine-Westphalia 2018: 21). This
classification into different, (predominantly) additively presented lines of difference is
coherently classified with the overall analysis into a fundamental "difference perspective on
gender as well as a positive connotation of the meaning of difference" (Kubandt 2016: 108).
This perspective, which is appreciative but also affirms gender differences, obscures the view
of structural inequalities and life-world consequences that accompany this (constructed or
socialized) gender difference. Since the educational plans are fundamentally oriented
towards gender justice, a critical classification of this would be desirable in perspective.
In accordance with Kubandt's analysis, a clear tendency can be read from the updated plans
as far as the realization of the theoretical guidelines is concerned: in all plans, these are to
be realized through demands on the basic pedagogical attitude and the pedagogical actions
of the educators. Even though, the exact, explicit and comprehensive demands vary greatly.
The spectrum starts with indirect requests for reflection and observation such as "Which
gender-specific similarities and differences are evident in which activities? Are there genderspecific attributions or evaluations between boys and girls?" (MBK Saarland 2018: 87), or the
hint "to take into account the different wishes and needs [...] that younger and older
children, boys and girls [...] bring with them when selecting the contents and methods of
child participation" (HMSI, HKM Hesse 2019: 106). This is countered at the other end of the
spectrum by a comprehensive list of claims and demands that call for a gender-sensitive
perspective and gender competence in a triad of attitude, knowledge, action just as much as
openness, a strong reflexivity of one's own person, and professional empathy (cf. MSB,
MKFFI North Rhine-Westphalia 2018: 64).
It should be noted here that the previously repeatedly mentioned concept of the "Early Care
Education Centres" no longer appears prominently in the material studied. Instead,
employees44 are often specifically addressed. Here, a shift in the addressees can be seen,
which now makes explicit the previously indirectly communicated key role of the
professional staff working on site. If this is the case, however, more explicit attention should
urgently be paid to the usability of the educational plans in a way that is free of
contradictions and related to application, so that the personnel identified as essential are
supported and not irritated by the theoretical specifications of the educational plans.

44

More precisely: "the professionals" (MSGS Mecklenburg-Western Pomerania, p. 10), "pedagogical workers"
(TMBJS Thuringia, p. 22), "specialists and teachers" (MSB, MKFFI Northrhine-Westphalia, p. 53),
"pedagogical staff" (SMK Saxony, p. 18), the "team" (MK Lower Saxony, p. 40), "educators" (MB RhinelandPalatinate; HMSI, HKM Hesse, p. 48), etc.
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Care, boys*, men* and masculinities
One point that had no further relevance in Kubandt's focus of analysis, but is of great
interest in the context of the current project work, is the negotiation of boys*, men*, or
masculinities and care. Thus, the educational plans of all 16 German federal states were
examined for mention and contextualization of care. Here, too, great differences can be
seen. Care is not mentioned at all in the educational plans of Saxony, Schleswig-Holstein,
Rhineland-Palatinate, Berlin, Brandenburg and Bremen. In the education plans of the other
federal states45 care appears in very different contexts - and rarely or never in the context of
boys*, men* or Masculinities.
Contexts mentioned include physical and health care, dealing with babies and very young
children, environmental (care), care as a basic conviction and an end of work in early
childhood institutions, religion, and warnings about the consequences of over-care. The
connection between boys and care is explicitly drawn only in one example from the Bavarian
educational plan. If children had the choice, it says there, they would prefer to play with
children of the same age and sex. However, should that not be possible;
"Boys and girls in these circumstances would naturally expand their range of
actions and scope of play (e.g., by older boys behaving in a caring manner toward
the youngest, or by girls joining the soccer team)." (StMAS, IFP Bavaria 2019: 120)
While these exceptions are framed as advantages, they refer to an assumed normal state
that does not attribute caring behaviour to boys* (and participation in soccer to girls*). In
the same plan, there is also an indirect example that seems to deny boys* per se certain
qualities: thus, children are encouraged to emulate abilities in role-play that are not gender
stereotypical. One example given for boys* is that they could care for and look after young
animals (cf. StMAS, IFP Bavaria 2019: 126). Another indirect example is provided by the
Saarland education plan: in an attempt to describe the different relationship development of
children (to “their” pedagogical specialist), an example is given that a three-year-old girl*
could need little contact (to said specialist) and a five-year-old boy* more - or the other way
around. If the five-year-old boy were to seek more contact, however, it could be "that the
boy* just quoted is less accepted by other children, perhaps teased" (MBK Saarland 2018:
34).
The issue here, then, is not the assumed ability of young boys* to care, but the extent to
which they want and are allowed to demand it. In all cases, however, stereotypical examples
are used when linking caregiving and boys*, men*, masculinity. Whether these examples
reflect assumptions or observations cannot and should not be evaluated here. At the
moment, the educational plans do not explicitly address the connection between (future)
masculinities and care.

45

Bavaria, Lower Saxony, NRW, Thuringia, Mecklenburg-Western Pomerania, Saarland, Hesse, Hamburg,
Saxony-Anhalt.
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Conclusion
In summary, the current versions of the educational plans have not changed much since
Kubandt's analysis in 2016.46 There are still enormous differences in the scope, content, and
quality of the negotiations of gender in the individual educational plans of the states. On
closer inspection, there is still a lot of work with terms that, in their vagueness, can give the
impression of filler words or phrases. In some cases contradictions and blanks remain or
have been reissued in updated versions.47 Gender is somehow addressed in every
educational plan, and the rejection of gender stereotypes against the backdrop of gender
justice can be traced in this way again.
Despite this tendency, however, some plans simultaneously reproduce gender stereotypes
(such as, but not limited to, the care context) and create or reinforce gender differences.
Complementing this, in most plans either relevant substantive points remain undefined 48
and/or substantive-theoretical contradictions emerge. Before the quasi consistently
perceptible responsibility for realization, which the plans ascribe to the educational
specialists, this is particularly negatively noticeable. Thus, the current plans can also be
evaluated with Kubandt's 2016 judgment. For from a gender-theoretical perspective, the
plans themselves lack what they call for in terms of content for pedagogical practice: a
thorough (self-)reflection of gendered presuppositions and a critical classification of
implicitly stereotypical gendered attributions (cf. Kubandt 2016: 124).
The connection between care and masculinities could be negotiated in future revisions of
the education plans. Thinking about care and masculinities together at different levels of the
day-care centre is currently not yet a topic in the education plans.

46

47

48

The educational plan of Thuringia should be mentioned here, which clearly stands out from the other
educational plans due to its meta-theoretical and critical content mentions and with the explicit and
thorough thematization of LGBTIQ* in the context of gender and sexuality. However, the plan also targets a
target group that, at up to 18 years of age, goes far beyond the KiTa age (cf. TMBJS Thuringia 2019)
For example, in the Bavarian plan of 2019, which seems to be identical to the 2012 version in the context of
gender. Or in the Hessian education plan, which literally contains parts of the Bavarian education plan.
For example, what is actually meant by gender, or why more men* should work in early care institutions?
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Table 3: Overview of the ECEC-educational plans by federal states
Federal state

Year of
publication

Thematization of gender

Thematization of
care

BadenWürttemberg
Bavaria

2011

Not analyzed49

p. 28

2019

p. XIX, S.21, S.77, S.120128, S.261

p.120, p.124,
p.126 p.435

Berlin
Brandenburg
Bremen
Hamburg
Hesse

2014
2006
2012
2012
2019

MecklenburgWestern
Pomerania
Lower Saxony

2020

p.4, p.22, p.40

-

p.22, p.31, p.34

-

NorthrhineWestphalia
Rhineland
Palatinate
Saarland

2018

p.90

-

-

-

p.37, p.40/41.,
p.70

-

Saxony
Saxony-Anhalt

2013
2018

p.35
-

-

SchleswigHolstein
Thuringia

2020

Not analyzed
Not analyzed
Not analyzed
Not analyzed
p.25, p.31, p.46-48, p.61
p.75, p.77, p.90, p.106
p.3, p.5, p.8, p.10/11,
p.17/18, p.33, p.96,
p.160, p.162
p.10, p.14, p.19, p.32,
p.35, p.40
p.21, p.47, p.53, p.64,
p.84, p.119
p.48, p.68, p.85/86, p.
207
p.21, p.25, p.34, p.38-40,
p.47, p.74, p.77-78, p.85,
p.87, p.135
Not analyzed
p.7, p.12, p.15-18, p.24,
p.26, p.28/29, p.47,
p.67/68, p.89, p.152
p.16, p.18

p.79, p.118,
p.195, p.370/371,
p.417, p.419,
p.281, p.289/290
p.10
p.46

-

-

p.218, S.221

-

49

2018

2018
2018

2019

p.8, p. 21-25, p.103,
p.122, p.173, p.263,
p.254, p.283

Connection
between care
and gender
-

-

The analysis of the elementary education plans is based on Melanie Kubandt's publication from 2016, in
which Kubandt analyzed all education plans of the federal states nationwide with regard to the negotiation
of gender (issues). In the context of this report, the versions of the elementary education plans that have
been updated since 2016 were examined, and the dimension of care was added in the education plans that
have not been updated (Berlin, Brandenburg, Bremen, Hamburg, and Saxony).

38

4.5 Primary education plans
Introduction and methodological approach
As in the previous part of the analysis of the ECEC education plans, it is also necessary to
look at the primary school education plans individually, according to the federal states. For
seven states50 the general part of the respective education plan for primary school was
looked at. Hesse and Mecklenburg-Western Pomerania, Lower Saxony as well as Thuringia
had an overarching education plan for ECECs and primary schools or the entire school
system. For North Rhine-Westphalia 51 a topic-related in-depth pedagogical orientation was
analysed instead of the general part, and Baden-Württemberg, Saarland, Saxony as well as
Schleswig-Holstein did not have a general part accessible or it was too rudimentary for the
analysis. In these cases, the state-specific plans of the subject "Sachunterricht" (elementary
sciences) were used for the analysis, since;
1. this subject complex is represented in every federal state for primary school,
2. due to the thematic proximity to sex education in this subject, gender issues are
dealt with here, and
3. a research study on gender constructions in these subject curricula was already
carried out in 2015, which could serve as a theoretical basis (cf. Coers 2015).
In addition, the "Guidelines for ensuring equal opportunities through gender-sensitive school
education and upbringing" of the Standing Conference of the Ministers of Education and
Cultural Affairs of the federal states in the Federal Republic of Germany from 2016 were
considered.
The report begins with a discussion of the understandings of gender that underlie the
educational plans analysed. This is followed by an identification of two areas of tension that
can be found in almost all the documents presented. The third part then deals with the
understandings of "gender mainstreaming" or gender justice as they are formulated in the
plans. The requirements for pedagogical professionals are examined in the fourth section.
The fifth section is devoted to the linking of gender and vocational orientation in the
education plans, which is then followed by the sixth section with aspects of care. The paper
concludes with a meta-perspective on the structure of the education plans, a brief discussion
of the guidelines of the Standing Conference of the Ministers of Education and Cultural
Affairs of the federal states of Germany, and a summary of the results.
The understanding of gender in the education plans
As a first step of the analysis, the understanding of gender underlying the education plans is
shown. In three education plans, the use of gender is explicitly named: The educational plan
for Berlin and Brandenburg lists three levels of gender ("sex, [...] gender identity and [...]
gender expression" (LISUM Berlin-Brandenburg 2015b: 30)), like the North RhineWestphalian educational plan “(biological, social and identity gender” (MSB North RhineWestphalia 2020: 8)).

50

51

Bavaria, Berlin and Brandenburg as a joined educational plan, Bremen, Hamburg, Rhineland-Palatinate and
Saxony-Anhalt
Since the general part of the North Rhine-Westphalian education plan applies to day care centres and
primary schools, it has already been analysed for day care centres (cf. chapter “Gender, masculinity and
care in the elementary education plans of the federal states”)
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It is also worth mentioning the Thuringian education plan, which rejects a strict separation
between biological sex and social gender, pointing out that biological sex is also based on
social concepts (cf. TMBJS Thuringia 2019: 283). None of the other education plans contain
comparably concrete differentiations of gender levels. An explicit thematization of nonbinary gender identities outside of cisgender52 girls or boys is similarly sparse. The education
plans of Thuringia and North Rhine-Westphalia name and explain the term "trans*"53, the
term "inter*" or "diverse" is explained in the education plans of North Rhine-Westphalia,
Thuringia and Mecklenburg-Western Pomerania, and gender identities outside of "boy" and
"girl" are mentioned in the education plans of the federal states of North Rhine-Westphalia,
Thuringia, Mecklenburg-Western Pomerania and Berlin/Brandenburg.
Field of tension 1: Gender as "fate" vs. gender as an appropriation process
Much more present than the explicit thematizations described above are the implicit ideas
about the meaning of gender for pupils in the education plans at hand. In the analysis,
several areas of tension have become clear that run through almost all education plans.
Firstly, a spectrum between gender as a fixed destiny and an active process of appropriation
becomes very clear, whereby tendencies towards both poles can often be found in the same
education plans. Formulations such as "typical boy - typical girl" (MB Saxony-Anhalt 2019:
13), "Elementary science ties in with experiences and interests of girls and boys [...]" (SMK
Saxony 2019: 3) or "[There] are special needs to be considered as well as differences e.g., [...]
of gender." (MSIG Mecklenburg-Western Pomerania 2020: 5) illustrate the relevance of
gender as a limiting category that (pre-)shapes pupils' ways of being.
This gender (pre-)imprinting is particularly strong in topics on physical development. For
example, the educational plan for elementary science in Baden Württemberg states that
pupils should "become aware of the physical changes of girls and boys on their way to
adulthood" (KM Baden-Württemberg 2016: 39)54
On the other hand, active appropriation processes of gender by the pupils are also
described. For example, they should, among other things, "develop a positive relationship to
their own body and [...] deal with gender specificity" (SMK Saxony 2019: 24), be supported in
"accepting their gender" (KM Bavaria 2014: 34) and be enabled "to deal confidently with
their own body and sexuality" (LISUM Berlin-Brandenburg 2015b: 35).
These examples point to gender as an object that students should actively engage with, not
just passively. However, it is also evident that this appropriation is not understood in the
same open-ended way in all education plans. The Bavarian education plan, for example,
formulates a very gender-normative goal ("accepting gender"), while the education plan for
Berlin and Brandenburg, in contrast, focus on an individualistic "self-confident approach".

52

"Cisgender" describes the phenomenon when a person's own gender identity matches the gender ascription
assigned at birth. See also: Glossary of terms on gender and sexual diversity. To be found at:
https://interventionen.dissens.de/materialien/glossar
53
"Another form of gender diversity is that some people do not identify, or do not fully identify, with the
gender they were assigned at birth based on physical characteristics. This is referred to as transidentity,
transgender or transsexuality." (MSB North Rhine-Westphalia 2020, p. 8)
54
Cf. LI Hamburg 2011, p. 26; MB Saarland 2010, p. 24f; SMK Saxony 2019, p. 7
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Field of tension 2: Individuality of the individuals vs. commonalities of the gender groups
The second area of tension, which runs through almost all education plans, is between the
idea of pupils as gender-independent, highly individual subjects on the one hand and the
idea of definable gender groups on the other. The educational plan for MecklenburgWestern Pomerania, for example, formulates the goal of gender-reflective pedagogy as
"enabling children to develop their individual gender identity without being restricted in their
possibilities by stereotypical views and attributions" (MSIG Mecklenburg-Western Pomerania
2020: 10).
Specifically for mathematics and science subjects, the Hessian Education Plan notes that
"girls as well as boys [...] are equally interested in dealing with mathematical topics [and] a
general gender-specific difference in this respect [...] cannot be assumed" (HMSI and HKM
Hesse 2019: 75). Gender stereotypes are a frequently recurring problem in this context.
Thus, the "traditional[...] distribution of roles between boys and girls" (SBW Bremen n.d.: 7)
should be overcome, "role attributions and prejudices" (MB Saarland 2010: 25) should be
dealt with in a binding manner and new interests "without gender role stereotypical
imprints" (MB Saxony-Anhalt 2019: 7) should be formed.
On the other hand, the diversity of genders is also emphasised in many places and in some
cases even positively highlighted. For example, "[t]he perception and empowerment of girls
and boys in their gender-specific differences [...] is to be understood as a principle that cuts
across all learning areas" (SBW Bremen n.d.: 10). Elsewhere it says: "Differences, e.g., in
gender, [...] are to be recognised. They require special attention and appreciation" (HMSI and
HKM Hesse 2019: 31).
In the educational plan for Hamburg, it is formulated: "It is nice to be a girl/boy" (LI Hamburg
2011: 26). This area of tension is also directly addressed and negotiated in some education
plans. For example, the document "Pedagogical Orientation for Gender-Sensitive Education
at Schools in North Rhine-Westphalia" emphasises that "[w]hile the starting points are
individually very different, [...] some gender-related differences could be identified as a
tendency" (MSB 2020: 17).
In the following lines of the education plan, it is further noted that differences within gender
groups are often greater than between them. However, comparably differentiated
discussions of the field of tension are rather the exception.55 In addition, there are various
formulations in the education plans that are too vague to be classified in this spectrum. As a
concrete example, the education plan of Rhineland-Palatinate only mentions the term
"gender roles" (MBWWK Rhineland-Palatinate 2014: 8) without any concretisation.
Understanding of gender mainstreaming
Another important point of reference in the education plans is gender mainstreaming or
gender equity. What is meant by this is interpreted differently depending on the federal plan
and is not always clearly defined. For example, the education plan for Hamburg only
contains the very generally formulated guideline that "pupils [...] deal with other children on
an equal footing regardless of gender" (LI Hamburg 2011: 27) and Schleswig-Holstein also
remains very vague with the formulation "opportunities for the development of the sexes,
preservation of the principle of equality" (MBWK Schleswig-Holstein 2019: 6).
55

Positive examples are Berlin/Brandenburg (LISUM 2015b: 30), North Rhine-Westphalia (see above), Thuringia
(TMBJS 2019: 23f) and, to some extent, Saxony-Anhalt (MB 2019: 7).
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In contrast, two examples of a comprehensive and differentiated discussion of gender
equality are Mecklenburg-Western Pomerania (cf. MSIG Mecklenburg-Western Pomerania
2020: 10) and North Rhine-Westphalia (cf. MSB North Rhine-Westphalia 2020: 6).
A great deal of importance is attached to (self-)reflection in order to achieve the goal of
gender equality. Among other things, "gender attributions and clichés in everyday life and
the media" (KM Baden-Württemberg 2016: 39), "stereotypical role divisions between girls
and boys or between women and men" (LI Hamburg 2011: 27) and "culturally shaped roles of
girls and boys [so as not to be] limited by them" (MSIG Mecklenburg-Western Pomerania
2020: 47) are to be questioned. The addressees of this call for (self-)reflection are largely
pupils, but also partly the teachers themselves.56 Here, too, the problem of unspecific and
also contradictory formulations becomes apparent again and again. This is most clearly seen
in the education plan for Hesse: "Recognise, question and respect culturally shaped ideas
about gender identity" (HMSI and HKM Hesse 2019: 48). Here, ideas of gender are to be
questioned and respected at the same time, which is contradictory in itself.
Educational requirements for professionals
So far, the central areas of tension as well as the ideas of gender justice within the education
plans have been shown, which educational professionals in primary schools must navigate.
In the following, we will focus on the requirements that the educational plans place directly
on the professionals themselves.
The requirements in the education plans are very diverse. For example, school professionals
should, among other things, "support children and young people in [...] developing their
individual potential and not be restricted by gender stereotypes" (MSB North RhineWestphalia 2020: 3), use gender-sensitive principles in staff deployment to "ensure an
approximately equal level of achievement between the classes of a school year" (MK Lower
Saxony 2014: 11), constantly qualify themselves "under consideration of gender aspects"
(MB Saxony-Anhalt 2019: 9) and have "action and intervention competence" (MSB North
Rhine-Westphalia 2020: 12) as part of gender competence.
Thus, requirements are placed on actions (being a role model (cf. Ibid. 2020: 13), supporting
individuality, assessing in a gender-sensitive way (cf. MB Saxony-Anhalt 2019: 9f),...),
competences (having action and intervention competence, qualifying oneself,...) and the
output or the results of the pedagogical practice of the school professionals (approximating
performance levels between classes, meeting competence requirements of the pupils,...).
In addition, there are some requirements for materials and the context of teaching, such as
using supportive media for a respectful approach to gender,57 taking gender aspects into
account in the organisation of teaching (cf. MSB North Rhine-Westphalia 2020: 20) or paying
attention to a permeable and stereotype-free room design (cf. TMBJS Thuringia 2019: 183).
Gender and career orientation
In three education plans there are very concrete links between vocational orientation at
school and gender aspects. The education plan for Hamburg moves very strongly in genderbinary juxtapositions (e.g. "leisure activities of boys and girls" (LI Hamburg 2011: 15)) and
acts with gender-stereotypical examples (e.g. “male caretaker, female secretary" (ibid. 2011:
56

Cf. E.g.. MSB North Rhine-Westphalia 2020, p. 7; ebd., p. 12, MSIG Mecklenburg-Western Pomerania 2020, p.
10
57
Cf. KM Baden-Württemberg 2016, p. 39, cf. also MSB Northrhine-Westphalia 2020, p. 19

42

16)). In contrast to this, the education plan for Berlin and Brandenburg clearly formulates
the claim to also strengthen gender-atypical occupational perspectives. Thus, it is part of
career and study orientation to "enable practical experience in occupations that are atypical
for women and men and to impart knowledge about them" (LISUM Berlin-Brandenburg
2015b: 24). And the pedagogical orientation for North Rhine-Westphalia also addresses the
circumstance of gender-unequal fields of work quite extensively as an important aspect of
school-based career orientation. For example:
"Girls and boys often aspire to different professional worlds at a very early stage
through their choice of subjects. Here, schools can work towards broadening the
spectrum of career choices through gender-sensitive counselling that takes
individual potentials into account."
(MSB North Rhine-Westphalia 2020: 25)
Aspects of caring
The diverse spectrum of care aspects addressed in the education plans includes "housework
and family work" (KM Baden-Württemberg 2016: 34), "affection, mutual respect and
reliability" (KM Bavaria 2014: 34), "helping each other [...]" (SBW Bremen o.D.: 7),
"respond[ing] to the needs and feelings of others" (LI Hamburg 2011: 27), "caring for plants
and animals" (ibid. 2011: 31), "caring for an infant" (SMK Saxony 2019: 30), stories of a
caring God in the context of religions (cf. TMBJS Thuringia 2019: 218) as well as
"contributions to the development of social relationships and working conditions in the class
and school community" (MB Saarland 2010: 41).
Two education plans even draw a direct line between caring and gender. Bremen lists
"empathy" and "social consideration" (SBW Bremen n.d.: 10) as skills to be learned from
each other in the interaction processes between girls and boys, and the pedagogical
orientation for North Rhine-Westphalia appeals for targeted cooperation with fathers and
other male caregivers, since "mothers are often more involved in parental work than fathers"
(MSB North Rhine-Westphalia 2020: 26).
In summary, it can be said that various aspects of care are dealt with in the education plans,
but firstly, this happens rather unsystematically with a certain focus on class structure and
learning atmosphere, and secondly, care is contextualised only very sporadically within the
framework of gender-reflective pedagogy.
Meta perspective: Guidelines of the Standing Conference of the Ministers of Education and
Cultural Affairs of the federal states in the Federal Republic of Germany
In addition to the results of the analysis of the education plans themselves, the following
section will take a somewhat broader look at the German primary school landscape. To this
end, some central points of the "Guidelines for Ensuring Equal Opportunities through
Gender-Sensitive School Education and Upbringing" developed by the Standing Conference
of the Ministers of Education and Cultural Affairs of the federal states in the Federal Republic
of Germany will be presented first. On this basis, own observations and assessments as well
as results from educational research of the last few years form the conclusion.
The guidelines published by the Conference of Ministers of Education and Cultural Affairs
(Kultusministerkonferenz - KMK) in 2016 are intended to serve as nationwide
recommendations. Although they are not binding in the same way as the education plans,
they address the whole of the Federal Republic of Germany and are therefore not to be
neglected in the question of the current state of practice.
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As a problematic starting point, the document highlights "consistently relevant differences
between girls and boys" (KMK 2016: 2) in the statistics of educational qualifications. In
contrast, the school system as an instance of socialisation has the potential to overcome or
avoid gender-related disadvantages. The obligatory mandate for action of the state school
system from Article 3, Paragraph 2, Sentence 2 of the German Constitution (Grundgesetz GG) is also emphasised, "to promote the actual implementation of equal rights for women
and men and to actively work towards the elimination of existing disadvantages" (ibid. 2016:
3). To achieve this goal, recommendations are formulated on the following six levels:
1. Teaching requirements, examination tasks, teaching and learning materials
2. Teacher training
3. Structural approaches
4. Personnel development
5. Material resources
6. Overarching measures
A key function in this document is the "gender competence"58 of the professionals, which is
to be anchored through trainings as well as quality testing and evaluation.
Summary
The attempt to formulate a general, nationwide state of the art of primary school education
curricula in relation to gender sensitivity, masculinities and care for the Federal Republic is
very complicated for various reasons. One central aspect is the federal structure of the
German education system. The educational plans are the central documents that are
supposed to determine the contents of lessons and the daily school routine. However, these
only apply to one federal state59 and are thus almost meaningless for all other states. In
addition, the educational plans are often structured very differently, originate from different
years, and sometimes address very different grade levels or age groups with only a few
overlaps.
For North Rhine-Westphalia, for example, a very differentiated, well-documented and
extensive 35-page pedagogical orientation was published (cf. MSB North Rhine-Westphalia
2020). Yet, it does not occupy a central position in North Rhine-Westphalia's mosaic-like
education plan concept, along with many other extensive documents, as is the case for the
education plan of Berlin and Brandenburg (LISUM Berlin-Brandenburg 2015a, 2015b).
The latter, in turn, still deals with gender-relevant topics at a comparatively very high level,
but in a much more compact way. The third truly differentiated education plan to be
mentioned at this point is the education plan of Thuringia (TMBJS Thüringen 2019), which is,
however, aimed at all children and young people up to the age of 18.
On the other side of the quality spectrum is the aforementioned framework curriculum for
primary schools in Rhineland-Palatinate, which only mentions the term "gender roles"
58

"Gender competence is the ability to recognize social determinants in the behaviour and attitudes of women
and men in everyday life (professional, university, private) and the ability to deal with them in a way that
opens up diverse development opportunities for both genders." (Standing Conference of Ministers of
Education and Cultural Affairs 2016, p. 5, footnote 9, quoted from Internationales Netzwerk Weiterbildung
(INET) e.V. ed. "Gender Competence - Ein Reader für die Praxis" Großpösna 2005, p. 14)
59
Or, in the case of Berlin and Brandenburg, for two federal states
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(MBWWK Rhineland-Palatinate 2014: 8) at one point without any explanation. From a
gender perspective, the curriculum for Saxony's elementary science education should also
be viewed critically, as it generally remains very much in a differential perspective between
“girls” and “boys” and is the only education plan in recent years that decidedly refrains from
using gender-neutral notation (such as pupils, learners, etc.) (cf. SMK Saxony 2019: VI).
This "accentuation of differences/diversity" (Linya Coers 2015: 17) was already criticised by
Linya Coers in 2015 regarding the educational plans for the subject "Sachunterricht" in
primary school. Furthermore, Coers names "unclear terminology and missing theoretical
references [as well as] the overemphasis on the conceptual pairs girls/boys (man/woman)"
(ibid.) as the main points of criticism. In particular, the problem of unclear terminology was
clarified in the context of the two areas of tension, which confirms Coer's observations.
Another difficulty in the analysis is the question of practice transfer. Topic specifications
generally remain in abstract terms and pedagogical-didactic goals are formulated without
showing tangible ways of implementing them. It thus remains unclear whether and how the
educational plans represent real pedagogical support for the practitioners in everyday school
life.
It can be stated very clearly that the specific linking of masculinities and caring still
represents a gap in the education plans for the most part. Various aspects of caring are
addressed in many education plans, but this is done in a rather unstructured way and, with a
few exceptions, without reference to gender. At least in the area of vocational orientation, a
direct link is drawn between gender and caring professions, albeit very sporadically, and
contextualised in the pedagogical task area. This is where the EcaRoM project can start in
order to show links and expand pedagogical possibilities for action. This is also in the spirit of
the recommendation formulated by the Conference of Ministers of Education and Cultural
Affairs to strengthen the gender competence of educational professionals.
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Table 4: Overview of the primary school educational plans by federal states60
Federal state

Document type

Year of
publication

Thematization of
gender

Thematization of
care

BadenWürttemberg
Bavaria

Bildungsplan Grundschule
Sachunterricht
LehrplanPLUS Grundschule
Bayern
Rahmenlehrplan KOMPAKT
Rahmenlehrplan Teil A
Rahmenlehrplan Teil B

2016

p. 18, 39

-

Connectio
n between
care and
gender
-

2014

p.20, 25, 34

-

-

2017
2017
2017

p. 28, 35

(p. 24)

Pädagogische
Leitideen
Rahmenplan
für
die
Primarstufe
Bildungsplan Grundschule
Aufgabengebiete
Bildungsund
Erziehungsplan für Kinder
von 0 bis 10 Jahren

Without date

p. 11
p. 3
p. 24, 25, 30,
35
p. 7, 9, 10, 11

p. 7, 10

p. 10

p. 26, 27,
31, 32,
p. 46, 61

-

Bildungskonzeption für 0bis 10-jährige Kinder

2020

p. 22, 40,

-

Orientierungsrahmen
Schulqualität
Pädagogische Orientierung
für eine
geschlechtersensible
Bildung an Schulen
Rahmenplan Grundschule.
Allgemeine Grundlegung
Kernlehrplan
Sachunterricht
Grundschule
Lehrplan Sachunterricht GS

2014

p. 15, 22, 26,
27,
p.12, 25, 31,
46, 47f, 61, 70,
75, 77, 90,
106,
p. 3, 5, 10f, 17,
18, 33, 50, 96,
160, 162,
p. 6, 11, 13

-

-

2020

The
entire
document

p.
20,
24f, 26

p. 20, 24f

2014

p. 8

-

-

2010

p. 24, 25

p. 41

-

2019

Lehrplan Grundschule
Lehrplan Sachunterricht

2019
2019

Thuringia

Thüringer Bildungsplan bis
18 Jahre

2019

p. 4, 24,
26, 30
p. 5, 18,
20, 24,
28
p. 218,
221

-

Saxony-Anhalt
SchleswigHolstein

p. 3, 5, 7, 24,
26, 30
p. 7, 8, 9, 13
p. 6, 20, 28

Berlin &
Brandenburg
Bremen

Hamburg
Hesse

MecklenburgWestern
Pomarania
Lower Saxony
NorththineWestphalia

Rhineland
Palatinate
Saarland

Saxony

60

2011
2019

p. 8, 21, 23ff,
103, 122, 173,
183, 232, 254,
263, 283

-

(p. 7)
(p. 18)

-

- does not occur; (§x) -> abstract phrases implying aspects of gender / care; §x -> concrete / explicit
references to gender / care(aspects). The documents marked grey are not general educational plans.
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4.6 Training curricula of childcare educators
The curricula of the Länder of the Fachschulen or Fachakademien für
Sozialpädagogik/Sozialwesen (colleges for social pedagogy) are the basis for the training of
educators. The training to become a "state-recognised educator" is carried out in the
specialised schools. The prerequisites for training as an educator vary from Land to Land; in
most cases, at least a general school-leaving certificate and a longer period of practical
experience are required. In addition, university graduates can also work in ECEC, e.g.,
graduates of the Bachelor's degree in "Childhood Education". These are not the focus of the
analysis due to their small number in ECEC.61
In the document analysis of the curricula, the thematisation of gender sensitivity, care and
masculinity is examined. Central are the questions: "In what way is gender, caring and
masculinity taken up?" and "Is an implementation of gender-reflective pedagogy
concretised?"
The starting point for the analysis is the article by Michael Cremers and Jens Krabel (2012):
"Gender macht Schule - wie viel Gender steckt in der Fachschulausbildung für
Erzierher/innen?" This article had already analysed the curricula of colleges for social
pedagogy in 2012. After presenting the results of the text, the updated curricula of the
federal states available online are analysed. Since the publication of the article by
Cremers/Krabel, all federal states have updated their plans except Bremen, Hesse and
Rhineland-Palatinate.
The responsibility for educational matters lies with the individual Länder. Education curricula
are coordinated across the Länder in the Standing Conference of the Ministers of Education
and Cultural Affairs of the Länder (KMK), as in the "Framework Curriculum for the colleges
for Social Pedagogy (Resolution of the Standing Conference of the Ministers of Education
and Cultural Affairs of the Länder of 18.06.2020)". Based on the KMK resolutions, the Länder
develop their own curricula. These are accordingly designed very differently in terms of
learning objectives, content and their implementation. Already in the framework, agreement
of gender is hardly addressed. According to Cremers/Krabel, a similar situation can be seen
in the training plans of the colleges in 2012:
"A review of all federal curricula for technical colleges that were available at the
beginning of 2012 shows that all curricula take gender issues into account, but
that this consideration differs from one federal state to another. [...] A more
detailed analysis of the learning fields in the respective curricula also shows that
the concrete formulation of gender issues varies greatly not only in the curricula
but also in the learning fields nationwide. In addition, the gender-political and pedagogical claim [...] is not reflected in most of the federal states. However, at
least one of the following gender topics has been anchored in the curricula:
"Gender-specific socialisation", "Gender-conscious education", "Reflection on
one's own gender role", "Work with boys and girls" as well as "Educators as a
social profession for women."
(Cremers und Krabel 2012: 187)

61

Childhood educators currently still make up a small proportion of employees in child day care facilities: 19%
of facility managers have a university degree, 4% of the other pedagogical staff (Autorengruppe
Fachkräftebarometer 2021:44). Accordingly, the focus of the document analysis is on the curricula of
educator training.
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The education plans of Baden-Württemberg, North Rhine-Westphalia, Rhineland-Palatinate,
and Saarland are highlighted, in which gender is explicitly and in part differentiatedly
addressed. On the other hand, the training plans in Bavaria, Hamburg, Saxony-Anhalt,
Schleswig-Holstein and Thuringia hardly deal with gender issues at all. Cremers/Krabel
conclude from this:
"The analysis of the current situation shows that in the framework agreements of
the KMK as well as in many curricula there are only rudimentary, or only to a
small extent, specifications for the integration of gender topics. Since the colleges
in most Länder have a relatively large scope for decision-making in the design of
teaching content, the following question is to what extent this is used to integrate
gender topics into the curricula of the colleges, despite the partly very low
specifications."
(Cremers & Krabel 2012: 188)
To answer this question, Cremers/Krabel present the results of the EU project "Gender
Loops". In this project, a qualitative study was carried out at technical colleges for social
pedagogy. One of the results was that the technical colleges that returned the
questionnaires (85) could be shown to be gender-sensitive. Nevertheless, Cremers/Krabel
(2012) conclude:
"It is therefore to be feared that in many technical colleges the gender topic in
the training of educators hardly appears or does not appear at all. But also with
regard to institutions where it is integrated into the training, the surveys lead to
the assumption that a combination of individual teachers committed to gender
pedagogy and voluntary gender-sensitising seminars leads to the fact that only a
small proportion of the specialised students deal with gender issues in the course
of the training."
(ibid. 2012: 189)
The authors conclude that there is a need for action in anchoring gender issues in vocational
school education. Against this background, the updated curricula for vocational schools and
the KMK framework curriculum of 2020 are analysed. In the KMK syllabus, the discussion of
gender is named in the introduction to the topic of inclusion and in learning area 3:
Perceiving and understanding life worlds and diversity and promoting inclusion. Inclusion is
seen as a cross-sectional task in education and gender is one of various dimensions of
heterogeneity:
"Inclusion takes into account many dimensions of heterogeneity: mental or
physical abilities and limitations, social origin, gender roles, cultural, linguistic
and ethnic backgrounds, sexual orientation, political or religious beliefs. Diversity
forms the starting point for planning pedagogical processes."
(KMK 2020: 4f)
The training for the profession of educator takes place in learning fields that are oriented
towards the professional fields of action. One of the six learning fields is learning field 3:
Perceiving and understanding life worlds and diversity and promoting inclusion. This learning
area explicitly addresses gender:
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“Graduates possess:
Basic and exemplary in-depth specialised knowledge of conditioning factors of
group behaviour and attitudes from the perspective of various diversity aspects
(e.g., gender, developmental stage, social origin, culture, religion).
In-depth specialist theoretical knowledge of gender aspects in social pedagogical
group work.
Graduates have skills to,
Recognise and assess gender-specific group behaviour, gender-related group
norms and stereotypes about gender roles, draw pedagogical conclusions from
this, develop goals and implement them in actions.”
(KMK 2020: 29f)
Finally, the central tasks of learning area 3 are summarised.
“They deal with diversity aspects such as multilingualism, cultural origin, religious
and ethical imprints and gender role expectations, and examine the various
dimensions of heterogeneity in their significance for developmental and
educational processes.”
(KMK 2020: 31)
The KMK framework curriculum addresses gender and what skills graduates should have.
Apart from the excerpts mentioned, the discussion of gender is not further specified.
In the further document analysis, the focus is on the adoption of the KMK formulations in
the framework curricula of the Länder. For this purpose, all framework curricula updated
since 2012 were analysed. The plans from Bremen, Hesse and Rhineland-Palatinate were not
updated. In most of the framework curricula of the Länder, the formulations of the KMK are
adopted very closely.
In Bavaria and Baden-Württemberg, cooperation with work with girls* and boys* is also
mentioned. Furthermore, the framework plan of Baden-Württemberg mentions approaches
for the implementation of gender mainstreaming, e.g., through biographical self-reflection,
the importance of gender roles or different gender-theoretical explanations for behaviour
(cf. MKJSBW 2012:26).
Individual federal states do not adopt all or modified formulations, e.g., Thuringia or Lower
Saxony. The curriculum from Thuringia, with 110 pages, is one of the longest and most
detailed, but with regard to gender, only the final sentence of learning field 3 is adopted
from the KMK formulations and no gender-equitable language is used (cf. TMBWK 2014:5).
The Lower Saxony curriculum does not adopt any of the formulations from the KMK
curriculum. Gender sensitivity is hardly mentioned or only superficially addressed: they
analyse gender and other diversity aspects in pedagogical work with groups (cf. NK 2016:
14). Gender stereotypes can also be reproduced in the curricula, in Saarland this can be seen
in the following formulation. "Boys' and girls' specific perspectives: Is there a specifically
female search for meaning?" (MBKS 2013:33).
The KMK framework curriculum shows certain sensitivity for the consideration of gender in
pedagogy. This basis could be used for further content and pedagogical implementation. It
can be seen that hardly any curriculum of the federal states goes beyond the formulations of
the KMK framework curriculum and concretises the implementation of gender-reflective
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pedagogy. The exception is the curriculum in Baden-Württemberg. Other curricula, such as
those from Lower Saxony or Thuringia, do not even adopt all the formulations.
Care and masculinities are not a topic in any of the framework curricula. In comparison,
fields with masculine connotations such as mathematics, technology, media competence
and natural sciences are mentioned more frequently in the KMK curriculum. For the
strengthening of caring masculinities, a further concretisation of gender-reflective pedagogy
in the curricula would be necessary as well as an explicit addressing. To what extent
individual technical colleges are already implementing these considerations cannot be said
through the analysis of the curricula.
Table 5: Overview of the educational guidelines for the schools for social pedagogy
Federal state

Year of
Publication

Thematization of gender

Thematization
of care

KMKRahmenlehrplan
BadenWürttemberg
Bavaria
Berlin
Brandenburg
Bremen
Hamburg
Hesse

2020

p.5, p.25, p.29-31

-

Connection
between care
and gender
-

2013

p.17, p.26

-

-

2017
2017
2014
2008
2013
2004

-

-

p.9/12

-

MecklenburgWestern
Pomerania
Lower Saxony
NorthrhineWestphalia
RhinelandPalatinate
Saarland

2016

p.34, p.43, p.78
p.6, p.26-29
p.8, p.25, p.29-30
p. 5
p.16, p.21, p. 27, p.54-55
p.0/2, p.0/10, p.1/8, p.6/3,
p.9/12, p.13/4, p.15/3,
p.15/5, p.17/3
p.6, S.21, p.29, p.40, p.41,
p.54

-

-

p.8, p.14, p.20, p.24
p.6, p.17, p.44, p.48, p.49,
p.50
p.19

-

-

p.19

-

p.34

-

Saxony
Saxony-Anhalt
SchleswigHolstein
Thuringia

2017
2015
2017

p.4, p.27, p.29, p.33, p.34,
p.77, S.96, p.111, p.114115
p.13, p.15, p.17
p.12-14
p.8, p.39, p.43-46

p.13, p.20
-

-

2014

p.50, p.66, p.95

p.86, p.89,
p.108

-

2016
2021
2011
2013
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4.7 Training guidelines for the primary school teaching
profession
In Germany, training to become a primary school teacher consists of a five-year course of
study and a preparatory service lasting 18 to 24 months, depending on the federal state. The
structure of the teacher training courses is based on the relevant resolutions of the
Conference of Ministers of Education and Cultural Affairs (Kultusministerkonferenz/KMK) on
the state-wide legal regulations for teacher training and is defined more precisely by the
study and examination regulations of the universities.
It is analysed here whether and how gender, masculinities and care are thematised in said
KMK resolutions and the laws of the federal states. This is followed by an exemplary
examination of the study and examination regulations of the primary school teacher training
courses at the Berlin universities for ibid. content-related focal points. The Berlin universities
serve as an example since the laws and ordinances of the state of Berlin sometimes make
the most concrete statements on gender.
In the seven nationwide central resolutions of the Conference of the Ministers of Education
and Cultural Affairs (Kultusministerkonferenz)62, gender is not mentioned at all in three
resolutions63 and is mentioned once in another three resolutions. Gender is listed here as a
dimension of diversity to be considered (cf. Lehrerbildung für eine Schule der Vielfalt 2015:
9) about which students must have didactic knowledge (cf. Ländergemeinsame inhaltliche
Anforderungen für die Fachwissenschaften und Fachdidaktiken in der Lehrerbildung 2008:
4).
In addition, graduates should "be aware of the significance of gender specific influences on
educational and upbringing processes" (Standards für die Lehrerbildung:
Bildungswissenschaften 2004: 9). Only one resolution refers more specifically to gender, but
not to masculinity or care. In the Leitlinien zur Sicherung der Chancengleichheit durch
geschlechtersensible schulische Bildung und Erziehung, "gender competence is described as
an essential qualification requirement" (ibid. 2016: 5) and further calls for systematic
anchoring in curricula and study regulations of teacher training courses, teaching in seminar
training and practical guidance in the 2nd phase of teacher training, as well as in further
training measures for teaching staff (cf. Leitlinien zur Sicherung der Chancengleichheit durch
geschlechtersensible schulische Bildung und Erziehung 2016: 5).
Overall, however, it can be stated that gender (competence) is only addressed in the
resolutions of the KMK in a buzzword-like manner and no guidelines are set as to how the
discussion of gender equality can or should be driven.

62
63

Cf. List of KMK decisions
Framework agreement on the training and examination for a teaching profession at primary school or
primary level (type 1 teaching profession) (resolution of the Standing Conference of the Ministers of
Education and Cultural Affairs of the Länder in the Federal Republic of Germany of 28 February 1997, as
amended on 14 March 2019); joint Länder key points on the further training of teachers as a component of
their professionalisation in the third phase of teacher training (resolution of the Standing Conference of the
Ministers of Education and Cultural Affairs of the Länder in the Federal Republic of Germany of 12 March
2020); joint Länder requirements for the organisation of the preparatory service and the final state
examination (resolution of the Standing Conference of the Ministers of Education and Cultural Affairs of the
Länder in the Federal Republic of Germany of 6 December 2012).
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Since the KMK resolutions form the recommendation framework for the laws on teacher
training at the state level, it is of interest to what extent the federal states pursue the topic
of gender. The result of the research is astonishing: nine federal states64 - more than half of
Germany - do not deal with gender, masculinity or care at all, despite the available KMK
resolutions. Three federal states address „gender justice" (cf. §16 para. 2.1 a.dd ZALGM,
Bavaria; cf. §1 para. 1 Lehbild M-V, Mecklenburg-Western Pomerania) or "competencies for
dealing with gender" (cf. §2 para. 3 LehrBG, Schleswig-Holstein) at least once in their laws or
ordinances.
The federal states of Berlin, North Rhine-Westphalia, Lower Saxony and Baden-Württemberg
go into more depth on the topic of gender, but also contain no references to an examination
of masculinity or care. NRW is the only federal state with a curriculum for teacher training in
the preparatory service. The curriculum lists gender sensitivity and gender responsive
education as qualification goals in various core areas of the teaching profession.
These include the areas of "designing lessons for heterogeneous learning groups and
creating sustainable learning processes" (Kerncurriculum für die Lehrerausbildung im
Vorbereitungsdienst 2021: 7), "fulfilling the educational mandate in schools and lessons"
(ibid. 2021: 8) or "advising pupils and guardians" (ibid. 2021: 10). However, the curriculum
does not specify what the terms gender sensitivity or gender-appropriate education mean
and aim at.
In its Verordnung über Masterabschlüsse für Lehrämter in Niedersachsen (in der Fassung der
Neubekanntmachung), Lower Saxony addresses the changing family models and the genderspecific socialisation functions of family (cf. section 1b) oo) pp), Annex 1 Nds., MasterVOLehr). In Baden-Württemberg, the keyword “gender sensitivity” is represented several times
and there is an annex on competence profiles and study content of individual subjects that
explicitly refers to the relevance of gender competences in the following subjects: German,
French, Islamic theology/religious education, music, natural science/technical subject
teaching, social science subject teaching and sport (cf. Annex 1, Rahmen VO-KM).
The only federal state that is more specific in its description of gender is Berlin. Like other
federal states, the Berlin Lehrkräftebildungsgesetz emphasises the relevance of gender
competence as a goal and content of training (cf. §1 Para. 3 LBiG). The following paragraphs
from the Lehramtszugangsverordnung and the Verordnung über den Vorbereitungsdienst
und die Staatsprüfung für Lehrämter formulate a more differentiated stance in terms of
content.
"The teacher training universities provide in their study regulations for the
acquisition of qualifications across teaching and subject areas which are of
central importance for building social competences and promoting the
development of children and young people. These relate in particular to the areas
of child and youth protection, enabling participation and engagement as basic
elements of democratic learning, cultural education, sex education, gender,
intercultural education work and the pedagogical handling of sexual and gender
diversity as well as the other diversity characteristics and their interaction."
(§5 Abs.2 LZVO)

64

Brandenburg, Bremen, Hamburg, Hesse, Rhineland-Palatinate, Saarland, Saxony, Saxony-Anhalt, Thuringia.

52

"The topics of addiction prevention, language education, dealing with
heterogeneity as well as gender, social diversity and intercultural educational
work are included in the modularised training courses of the general seminars for
all trainee teachers. Teacher trainees who do not attend a specialist seminar with
a special education specialisation receive an offer on inclusive education in the
general seminar."
(Article 9(6) of the VSLVO)
In the Berlin legislation, however, there is also no mention of dealing with masculinity and
care. In summary, it can be observed that most of the federal states have not followed the
KMK resolutions pointing in the rough direction of gender sensitivity in their legal
requirements. The few federal states that do address gender in the context of teacher
training remain mostly vague and dealing with masculinity or care is an all-encompassing
blank space.
As an example, an analysis of the study and examination regulations of the primary school
teacher training courses at the Berlin universities will now be carried out to understand
whether individual universities have already established gender-reflective pedagogy with a
focus on masculinity and care in their curricula.
The Humboldt-Universität zu Berlin (HU), the Free University Berlin (FU) and the University
of Arts Berlin (UdK) each offer a bachelor’s and master's degree program for teaching at
primary schools. The study regulations formulate the examination of gender (studies) as a
general goal of the studies in the Bachelor and Master of the HU, in the Master of the FU
and in the Bachelor of the UdK (cf. §3 Fachspezifische Studien- und Prüfungsordnung für den
Bachelorstudiengang Bildung an Grundschulen – HU; cf. §3Fachspezifische Studien- und
Prüfungsordnung für den lehramtsbezogenen Masterstudiengang „Lehramt an
Grundschulen“ – HU; cf. §2 Studien- und Prüfungsordnung der Freien Universität Berlin für
den Masterstudiengang für das Lehramt an Grundschulen; cf. §2 Abs. 2 Studienordnung für
den Bachelorstudiengang „Lehramt an Grundschulen mit dem vertieften Fach Bildende
Kunst“ - UdK).
Gender competences are also referred to in various bachelor's modules at the universities,
including Mathematics at the HU, Sachunterricht at the HU, Educational Science at the HU,
Islamic Theology at the HU, French at the FU, History at the FU, Political Science at the FU
and Art Studies at the UdK.
Master's modules that address gender competence are Mathematics at HU and FU, French
at FU, English at FU, Childhood Studies at HU and Natural Sciences at FU. At the UdK, gender
studies is designated as an integral component of all modules of the Master's degree (cf. §2
Para. 2 Studienordnung für den Bachelorstudiengang „Lehramt an Grundschulen mit dem
vertieften Fach Bildende Kunst“ - UdK). The most concrete statements on gender
competence are formulated as learning and qualification goals of the module Heterogeneity,
Research Questions in the Master of the HU:
"The students [...] acquire gender competences as a central occupational key
qualification for overcoming the reproduction of gender-related "territories of
interest, competence and knowledge" and thus for establishing equal
opportunities." (Zweite Änderung der fachspezifischen Studienordnung für den
lehramtsbezogenen Masterstudiengang „Lehramt an Grundschulen“ - HU: 9)
Overall, the study regulations of the universities continue to refer to gender competence as
a buzzword, albeit to a greater extent than in the laws and KMK resolutions.
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Table 6: Overview of the laws for the teachers’ training by federal states
Federal state

Analyzied Documents: Date of publication / last
changed

BadenWürttemberg

GPOGrundschullehramtsprüfungsordnung:
03.11.14 / 03.11.2020

Thematization of gender

Rahmen VO-KM - Rahmenvorgabenverordnung
Lehramtsstudiengänge: 27.04.2015 / 23.08.2021

Bavaria

Berlin

BayLBG - Bayerisches Lehrerbildungsgesetz:
12.12.1995 / 05.11.19
ZALGM - Zulassungs- und Ausbildungsordnung
für das Lehramt an Grundschulen und das
Lehramt an Mittelschulen:
29.09.1992/
26.03.2019
LbiG - Lehrkräftebildungsgesetz: 07.02.2014 /
02.03.2018
LZVO - Lehramtszugangsverordnung: 30.06.2014
/ 02.03.2018
VSLVO
Verordnung
über
den
Vorbereitungsdienst und die Staatsprüfung für
Lehrämter: 23.06.2014 / 22.01.2021

Brandenburg

Bremen

Hamburg

Hesse

MecklenburgWestern
Pomerania

Lower Saxony

Thematization of care

Connection
between
care
&
gender

§4 Abs. 3 Rahmen VO-KM
Under Annex 1 Teaching Profession
Elementary School the framework
VO-KM contains multiple
references to gender competence
in several subjects.

-

-

§16 Abs. 2.1 a.dd ZALGM, Bayern

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

§1 Abs. 1 Lehrbild M-V,
Mecklenburg-Vorpommern

-

-

Nds. MasterVO-Lehr: Appendix 1:
Regulations for educational
sciences: 1. areas of competence
and standards
b) Area of competence: Educating
nn) oo) pp)
c) Area of Competence: Assess,

-

-

§1 Abs. 3 LBiG
§17 Abs. 1 LBiG
§5 Abs. 2 LZVO

§9 Abs.6 VSLVO

BbgLeBiG
–
Brandenburgisches
Lehrerbildungsgesetz: 18.12.2012 / 31.05.2018
LSV – Lehramtsstudienverordnung 06.06.2013 /
16.02.2017
OVP - Ordnung für den Vorbereitungsdienst:
19.03.2019 / 16.12.2020
BremLAG - Bremisches Ausbildungsgesetz für
Lehrämter: 26.05.2006 / 14.12.2021
APV-L - Ausbildungs- und Prüfungsverordnung
für Lehrämter: 20.10.2016 / 20.12.2017
HmbLVO-Bildung - Verordnung über die
Laufbahn der Fachrichtung Bildung: 20.08.2013 /
18.02.2020
SchulLehrV HA 2018 - Verordnung über die
Zulassung
zum
Vorbereitungsdienst
für
Lehrämter an Hamburger Schulen: 04.09.2018 /
18.02.2020
VVZS
Verordnung
über
den
Vorbereitungsdienst
und
die
Zweite
Staatsprüfung für Lehrämter an Hamburger
Schulen: 14.09.2010 / 18.02.2020
Lehr BiG HE - Hessisches Lehrerbildungsgesetz:
05.02.2016
HLbGDV - Verordnung zur Durchführung des
Hessischen Lehrerbildungsgesetzes: 28.09.11 /
20.03.2018
LAVO
–
Lehrerausbildungsverordnung:
09.07.1991 / 25.03.2011
LehbildG
M-V
–
Lehrerbildungsgesetz:
25.11.2014/
23.04.2021
LehVDVO
M-V
–
Lehrervorbereitungsdienstverordnung:
22.05.2013 / 07.05.2020
APVO-Lehr - Verordnung über die Ausbildung
und
Prüfung
von
Lehrkräften
im
Vorbereitungsdienst: 13.07.2010 / 25.03.2021
Nds. MasterVO-Lehr - Verordnung über
Masterabschlüsse
für
Lehrämter
in
Niedersachsen: 02.12.2015 / 23.02.2022
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Advise, Promote ll)
NorthrhineWestphalia

RhinelandPalatinate

Saarland

Saxony

Saxony-Anhalt

SchleswigHolstein

Thuringia

LABG – Lehrerausbildungsgesetz: 12.05.2009 /
04.05.2021
LZV – Lehramtszugangsverordnung: 25.04.2016 /
17.02.22
OVP - Ordnung des Vorbereitungsdienstes und
der zweiten Staatsprüfung für Lehrämter an
Schulen: 10.04.2011 /17.02.22
Kerncurriculum für die Lehrerausbildung im
Vorbereitungsdienst: 01.04.2021
Curriculare Standards der Studienfächer in
lehramtsbezogenen
Bachelorund
Masterstudiengängen: 31.10.2018 / 09.12.2019
Landesverordnung über die Anerkennung von
Hochschulprüfungen
lehramtsbezogener
Bachelor- und Masterstudiengänge als Erste
Staatsprüfung für Lehrämter: 12.09.2007 /
10.09.2010
IKFWBLehrG - Landesgesetz zur Stärkung der
inklusiven Kompetenz und der Fort- und
Weiterbildung von Lehrkräften: 27.11.2015
SLBiG - Saarländisches Lehrerinnen- und
Lehrerbildungsgesetz: 23.06.1999 / 18.05.2016
LPO II – Primarstufe - Verordnung über die
Ausbildung und Zweite Staatsprüfung für das
Lehramt für die Primarstufe: 27.02.2012 /
08.12.21
Lehramtsprüfungsordnung I - LPO I - 18.03.2008
/ 20.09.2021
Verordnung
über
die
Zulassung
zum
Vorbereitungsdienst für Lehrämter im Saarland:
20.04.2000 / 30.11.2018
VwV 18-monatiger VBD: 19.12.2016 /
03.12.2021
Lehramtsprüfungsordnung II – LAPO II:
12.01.2016 / 19.01.2022
LVO-Lehramt - Verordnung über den
Vorbereitungsdienst und die Laufbahnprüfung
für ein Lehramt im Land Sachsen-Anhalt:
13.07.2011 / 24.11.2020
1. LPVO-Allg.bild.Sch. - Verordnung über die
Ersten Staatsprüfungen für Lehrämter an
allgemeinbildenden Schulen im Land SachsenAnhalt: 26.03.2008 / 18.02.2020
SchulDLVO
LSA
–
Schuldienstlaufbahnverordnung: 31.05.2010 /
25.02.2021
LehrBG - Lehrkräftebildungsgesetz SchleswigHolstein: 15.07.2014 / 05.11.2020
Prüfungsordnung Lehrkräfte I – POL I:
22.01.2008 / 22.08.2012
APVO
Lehrkräfte
Ausbildungsund
Prüfungsverordnung Lehrkräfte: 06.01.2020 /
19.11.2020
ThürLbG - Thüringer Lehrerbildungsgesetz:
12.03.2008 / 21.12.2020
ThürBildLbVO
Thüringer
Bildungsdienstlaufbahnverordnung: 21.02.2017
ThürLZuG - Thüringer Gesetz zur Regelung der
Zulassung
zum
Vorbereitungsdienst
für
Lehramtsanwärter: 02.11.1993
GrSchulLehr1StPrV TH - Thüringer Verordnung
über die Erste Staatsprüfung für das Lehramt an
Grundschulen: 06.05.1994 / 06.02.1998

Core curriculum for teacher
training in the preparatory service:
Binding target of practical teacher
training in North Rhine-Westphalia:
p.6, p.7, p.8, p.10

-

-

-

-

-

-

-

-

-

-

-

-

-

-

§2 Abs. 3 LehrBG, SchleswigHolstein

-

-

-

-

-
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4.8 Pedagogical approach of the Fachstelle Kinderwelten as
good practice
A good-practice example of gender-reflective pedagogy in the context of early childhood
education and upbringing is provided by the work of the Fachstelle Kinderwelten, which
emerged in 2011 from projects of the Institut für den Situationsansatz (cf. Institut für den
Situationsansatz, n.d.). In the following part, the basics of the pedagogical approach of the
Fachstelle Kinderwelten will first be presented and then considered in more detail in relation
to the level of "gender". On this basis, the most important points of contact for the ECaRoM
project will then be highlighted.
The theoretical foundations of the approach
The main theoretical reference point for the work of the Fachstelle Kinderwelten is the
approach of Vorurteilsbewusste Bildung und Erziehung (prejudice-conscious education) in
ECECs and schools, which is based on the anti-bias approach developed in California in the
1980s (cf. ibid.). In the Vorurteilsbewusste Bildung und Erziehung-approach, four essential
goals are formulated:
"Goal 1: Strengthen all children in their identities. Each child finds recognition and
appreciation, as an individual and as a member of a particular social group,
especially his or her family. [...]
Goal 2: Enable all children to experience diversity. [...]
Goal 3: Stimulate critical thinking about justice and fairness. [...]
Goal 4: Support activism against injustice and discrimination"
(Institut für den Situationsansatz/Fachstelle Kinderwelten 2017a: 8).
Furthermore, as an inclusive practice concept, the approach shares "the guiding principle
and essential principles of inclusion" (Institut für den Situationsansatz/Fachstelle
Kinderwelten 2017a: 7). Inclusion is concretized by the claims to take into account different
starting conditions, to remove barriers in terms of access, equipment, processes,
communication culture, etc., as well as to recognize and dismantle stigmatizing distinctions
such as "disabled," "educationally distant," "foreign," "conspicuous," or "not normal" (cf.
Institut für den Situationsansatz/Fachstelle Kinderwelten 2017a: 6).
The importance of gender in the approach of Vorurteilsbewusste Bildung und Erziehung
Following on from Goal 1, the concept of family culture plays an important role in the
approach of the Fachstelle Kinderwelten. It understands family culture as
"the respective unique mosaic of habits, interpretive patterns, traditions, and
perspectives of a family, which also includes their experiences of origin,
language(s), disabilities, gender, religion, sexual orientation, social class, change
of place, discrimination, or privilege."
(Institut für den Situationsansatz/Fachstelle Kinderwelten 2017a: 13)
The claim to recognize and value the diversity of children's family cultures also has concrete
consequences in relation to gender. Thus, the image of the "ideal family," which "consists of
a heterosexual parent couple and one or two biological children [living] together in one
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home, must be replaced by a variety of possibilities" (Institut für den
Situationsansatz/Fachstelle Kinderwelten 2017a: 115). Methodologically, the real diversity
could be expressed, for example, through "family walls", which each child can design
themselves through photos and craft materials (cf. ibid. 2017a: 117).
Gender-neutral rooms, diverse and stereotype-free children's books and projects to deal
with gender diversity and different family forms are mentioned as further important aspects
(cf. ibid. 2017a: 118). But also the positioning against discriminatory statements of parents
themselves is named a central task by the pedagogical professionals. The basis for this is "the
everlasting willingness to reflect" (ibid. 2017a: 141, cf. also ibid. 2017a: 145).
Perspectives on "gender-typical" behavior, which are based on an unclear interaction
between biologically determined differences and environmental influences, are criticized in
the approach of Vorurteilsbewusste Bildung und Erziehung. For pedagogical work, it is more
relevant "that the environment and immediate role models influence young children's ideas
about the category of gender and their own location in it" (Institut für den
Situationsansatz/Fachstelle Kinderwelten 2016: 133). Furthermore, instead of descriptions of
behavior along common gender stereotypes (e.g., "bully" or "bitch"), "precise descriptions of
children's behavior, for example, descriptions of the feelings that a behavior triggers or the
situation in which it disturbs" (Institut für den Situationsansatz/Fachstelle Kinderwelten
2017b: 49) are suggested. The approach further emphasizes the importance of free spaces
for cross-gender interests, games, and activities for children's identity and personality
development (cf. ibid. 2017b: 131).
Points of connection to the ECaRoM project.
The most significant interface between the Vorurteilsbewusste Bildung und Erziehung
approach and the ECaRoM project is the pedagogical (partial) focus on gender-reflective
pedagogy. Both approaches are based on a socio-cultural understanding of gender, which
focuses on the active construction and appropriation processes of gender of children and
pedagogical professionals. In contrast to the Fachstelle Kinderwelten, however, the ECaRoM
project places a more determined focus on the link between gender and care, especially in
relation to masculinity(ies). This does not mean, however, that the thematic complex of care
and its link to masculinity(ies) is not dealt with at all in the work of the Fachstelle
Kinderwelten. For example, the recommendation is formulated to directly address male
relatives with pedagogical offers in order to engage fathers and uncles for commitment in
the daycare center (cf. Institut für den Situationsansatz/Fachstelle Kinderwelten 2017a: 117).
Elsewhere, the experience from practice is described that "for some fathers [...] it carries
more weight when a man explains our pedagogical approach to them" (ibid. 2017a: 142).
And in a checklist for a prejudice-conscious learning environment, it is recommended that
media in the daycare center represent people who, among other things, "perform activities
beyond role stereotypes and other attributions" (Institut für den Situationsansatz/Fachstelle
Kinderwelten 2016: 171), which also includes the performance of many caring activities by
men*.
The ECaRoM project aims to shed more light on these contexts, to develop concrete
pedagogical action strategies and materials for practice, and to expand theoretical expertise
in this regard.
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4.9 Handouts and pedagogical materials for ECEC and
primary schools
The short descriptions of the selection of pedagogical material for childhood and primary
school pedagogy are divided into four parts. In the first part are handouts on genderreflective pedagogy, in the second part handouts on gender-reflective pedagogy with
reference to masculinities and/or care, in the third part children's books and in the
subsequent fourth part the summary. The selection is intended to exemplify the state of
gender-reflective materials.
1. Gender-reflective pedagogy
Murat plays princess, Alex has two mothers and Sophie is now called Ben - Sexual and
Gender Diversity as Topics in Early Childhood Inclusion Education (2018)
QUEERFORMAT Fachstelle Queere Bildung and the Sozialpädagogisches Fortbildungsinstitut
Berlin-Brandenburg have published the handout. It supports professionals, teams and
institutions in early childhood education in dealing with the diversity dimensions of gender,
gender identity and sexual orientation within the framework of inclusive education. The
content includes basic texts, practical aids and pedagogical material.
https://www.queerformat.de/murat-spielt-prinzessin-alex-hat-zwei-muetter-und-sophieheisst-jetzt-ben/
Brochure quartet: How to support diverse lifestyles in your school (2012 with updates)
QUEERFORMAT Fachstelle Queere Bildung has published a four-part series on promoting
diversity in schools. This includes a checklist, a guide to counselling lesbian, gay, bisexual and
transgender children and young people and two brochures on concrete options for action
and dealing with linguistic discrimination. The materials are aimed at educational
professionals.
https://www.queerformat.de/broschuerenquartett-wie-sie-vielfaeltige-lebensweisen-inihrer-schule-unterstuetzen-koennen/
Julian is a Mermaid (2021)
QUEERFORMAT Queer Education Centre has published pedagogical material to accompany
the picture book. This handout supports educational professionals and teams in nursery
schools and preschools in reflecting and developing their pedagogy in a gender-conscious
and racism-critical way. In addition to background knowledge and reflection possibilities for
educational professionals, the handout contains methods for children aged 4-6 years.
https://www.queerformat.de/begleitmaterial-zu-julian-ist-eine-meerjungfrau/
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2. Gender-reflective pedagogy with reference to masculinities and/or care
Method set "Cliché-free starts early" (2020)
The method set "Cliché-free starts early" is aimed at children and pedagogical staff in early
childhood education with a focus on gender-sensitive career orientation. The method set
contains methods for stereotype-free pedagogical work with children, sensitisation and selfreflection in the team, the involvement of parents and guardians as well as tips and
suggestions for preparation and follow-up and implementation in the day-to-day life of the
ECEC. Included are a hidden object book and an occupation memo.
https://www.klischee-frei.de/de/klischeefrei_98169.php
Method set "Cliché-free through primary school" (2021)
The initiative Klischeefrei has developed the method set "Klischeefrei durch die
Grundschule". The focus is on gender-sensitive career orientation for primary school pupils.
It includes methods for pedagogical work with children on gender stereotypes and
professions, instructions for sensitisation and self-reflection in the teaching staff and for
involving parents. In addition, the method set contains two reading books for children who
have just started reading, and for advanced readers.
https://www.klischee-frei.de/de/klischeefrei_101987.php
Collection of material for Boys'Day - Boys' Future Day
A wide range of educational material for a gender-reflective career orientation of boys* can
be found at Boys'Day. The website contains many materials and suggestions from more than
15 years of support for boys* for a career choice that is not influenced by gender
stereotypes. The material is aimed at educational professionals who work with the target
group of boys* from the 5th grade onwards.
https://material.kompetenzz.net/boys-day
Method Handbook: Boys in Care Strengthening Boys* in the Choice of a Social, Educational
or Nursing Profession (2019)
Handbook for educational professionals working with boys* over the age of 10 and
multipliers for gender-reflective career orientation. The handbook contains background
knowledge, self-reflection and methods for strengthening caring masculinities.
https://www.dissens.de/fileadmin/BIC/Germany/Dissens_Boys_in_Care__Jungen_staerken_bei_der_Wahl_eines_sozialen__erzieherischen_oder_pflegerischen_Beru
fs.pdf
Practical handouts from the "Men in Kitas" coordination office
The coordination office "Men in Kitas" has published various publications on the topic of
"Men and Gender in Kitas" from 2010 to 2019. These include nine practical handouts on the
topics of career orientation, gender in pedagogical work, public relations, general suspicion,
work with parents and fathers, organisational and personnel development, men's work
groups and gender-sensitive training for nursery school teachers. In the handouts, a small
selection of theoretical background texts and practical experiences as well as
methodological suggestions and further information can be found for each field of action.
https://mika.koordination-maennerinkitas.de/unsere-themen/praxis-handreichungen.html
59

3. Children's books
Jonty Howley (2020): Men Cry
"Men Cry" by Jonty Howley is a story for young and old that highlights vulnerability, emotion
and fear as part of masculinity. The book tells the story of a young boy, Levi, who is dreading
his first day at a new school and is advised by his father "men don't cry". On his way to
school, however, Levi runs into many crying men. They are poor and rich, young and old,
smart and creative, and cry for all kinds of reasons: Joy, parting pain, passion, longing,...
When Levi comes home from school at the end of the day, he meets his crying father. In the
end, Levi and his father realise: men do cry and that's perfectly okay.
Eric Carle (2013): Mr Seahorse
Eric Carle draws pictures of caring fatherhood in the realm of sea creatures in his children's
book "Mr Seahorse". The story begins with Ms Seahorse needing to lay her eggs and Mr
Seahorse offering to help and willingly placing Ms Seahorse's eggs in a pocket on his belly.
Mr Seahorse promises to take care of the eggs and sets off across the ocean. On his way, he
meets Mr. Cichlid, Mr. Stickleback, Mr. Catfish and many other male sea creatures. Like him,
they are all tending to their wives' eggs, whether in their mouths, on their bellies or on their
heads, and are looking forward to becoming daddies. Mr. Seahorse shows the future fish
daddies his great appreciation for their care until he too finally becomes Daddy Seahorse
when his little ones hatch.
Jessica Love (2018): Julian is a mermaid
Jessica Love shows in her book Julian is a Mermaid that a boy* can be anything he wants,
including a mermaid. The boy* Julian loves mermaids, he could romp around with them
forever in his imagination, Julian's grandma knows that too. So it doesn't surprise or annoy
her at all when one day she comes out of the shower and Julian is a mermaid - with her living
room curtain as a fish tail and her houseplants as a beautiful mermaid's mane. To make
Julian a real mermaid, she even gives him her thick pearl necklace. Then Grandma takes
Julian to a sea creature parade, where Julian meets a true mermaid community.

4. Summary
The selection of materials shows that there are already handouts on the topic of genderreflective pedagogy in childhood and primary education. A focus on caring masculinities is
missing. As far as methods are concerned, there are materials from the initiative Klischeefrei
that focus on day care centres and primary schools. However, they are the exception and
focus on gender-sensitive career orientation and less on caring masculinities. There are
some children's books that deal with masculinity requirements for boys*. These mostly deal
with expressing emotions or living feminine connotations. Caring for boys* is rarely the title
theme of a children's book, Mr Seahorse being an exception. From these findings, it can be
concluded that there is a need for a handout that explicitly deals with caring masculinities
and more educational materials with the same focus.
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5 Results of the qualitative research
5.1 Methodological approach
In addition to the document analysis of the educational plans in the field of childhood and
primary education, the qualitative interviews and focus groups with educational
professionals and experts are a central component of the analysis in relation to genderreflective pedagogy, masculinities and care. The interviews and focus groups with educators,
teachers and experts will provide an insight into everyday practices and pedagogical
strategies in kindergarten and primary schools.
The focus is on gender stereotypes in connection with boys*/men*/masculinities and private
as well as professional care work. Positive and negative examples of practice as well as
expressed and observed needs are relevant for the development of innovative didactic tools
and educational content within the ECaRoM project. Through the interviews, the
assessments of the respective pedagogical professionals and experts regarding the following
points will be collected and compared:
1.

Gendered/non-gendered areas of everyday life in the kindergarten: playing, meals,
resting, communication, disciplining, dressing, toileting, washing/cleaning, sporting
activity, social skills, etc. Do educators perceive these areas of activity as gendered or
gender-neutral? How does the gendering of an area appear?

2.

Existing pedagogical practices and strategies: how do pedagogical professionals treat
gender stereotypes, (gender) diversity and gender equality in different aspects of
work? How are boys* in particular perceived and treated as gendered beings?

3.

How is caring (in a broad understanding: self-care, mutual caring, family care,
solidarity, professional caring work) integrated in everyday kindergarten life? Are
caring people seen as role models? Are caring men* observed?

4.

How do educational professionals address different fields of work? Do they talk about
professional caring work? Are men* considered in these fields?

5.

What tools (books, toys, rituals, games, videos) are used or missing?

6.

What are the positive and negative practices in the context of caring masculinities
and the de-stereotyping of care?

The questionnaires for the focus groups and interviews can be found in the appendix of the
report. The acquisition of the interview partners was done via a public advertisement
through personal networks and the snowball effect. In this way, 12 interview partners were
found in the areas of ECECs and primary schools, as well as 2 focus groups. The focus groups
were conducted with educators in training and had five and six participants aged between
20-25. The interviewees work in the federal states of Mecklenburg-Western Pomerania,
Berlin and Brandenburg. The interviews were conducted in presence or via an online video
platform. The interviews were recorded and then the contents anonymised and transferred
to the category matrix. The following table shows the interviewees:
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Table 7: Interviewed persons
Nr. Code

Workplace

Position

1

KT1

ECEC

educator

2

KT3

ECEC

educator

3

FG1

Vocational school for social Apprentice educator
pedagogy

4

FG2

Vocational school for social Apprentice educator
pedagogy

5

GS1

Primary school

Primary school teacher

6

GS2

Primary school

Primary school teacher

7

GS3

Primary school

educator

8

GS4

Primary school

educator

9

GS5

University

Student of primary school teaching

10

EX1

University

Teaching and researching in the field of
gender studies and pedagogy

11

EX2

University

Teaching and researching in the field of
primary education

12

EX3

Vocational school for social Trainer for educators
pedagogy

13

EX4

Vocational school for social Trainer for educators
pedagogy

13

EX5

Further Training Centre for Trainer for educators
Social Pedagogy

KT: ECEC, FG: Focus group, GS: Primary school, EX: Expert
Due to the small number of interviews, the results can give an insight into the educational
field, but do not claim to be representative.
After anonymising the interviews, they were analysed at the content level. For this purpose,
a category system was developed, and the contents of the interviews were classified into
this logic. In the individual categories, a distinction is made between childhood education
and primary school.

5.2 Gender stereotypes
The first category of analysis focuses on gender stereotypes in the teaching staff, among the
children, and between children and teaching staff, and the extent to which these are
reproduced.
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5.2.1 In the teaching staff
Early Education
In the interviews with nursery schoolteachers, stereotypes in the staff are a topic in two
ways. Firstly, stereotypes about male educators are mentioned in the focus groups and
secondly, the general handling of stereotypes in a ECEC. In the focus group, a male educator
in training describes stereotypical images of relaxed male educators in contrast to female
educators who are described as "helicopter women": [a man:] "For example, I deal with the
children in a rather relaxed way, yes, they can climb trees and cranes, I don't know, I'm much
more relaxed than female educators.” (FG1)
In the second focus group discussion it becomes clear that a male educator feels additionally
reduced to a stereotype.
"Yes, then the children have 'someone' to fight with, who then plays football,
then you are immediately reduced to these male things, 'he will then do the
workshop' and so, some don't want that at all. ... Of course, I'm also a football
coach, I like to play football with them, I can do that, but being reduced to that
again is also a big problem that we often have."
(FG 2)
For the stereotypes that educators encounter in the ECEC, the trainees also name the old
ideas into which the trainees bring new wind. In addition to the example of reducing, the
focus group also mentioned that among colleagues the building blocks are also referred to as
a "boys' game". But there are also other examples, one educator explicitly mentions the
diversity that is also lived in the staff. A colleague lives in a homosexual relationship and
plays with her own gender expression, sometimes male and sometimes female.
Primary school
Among the primary school teachers interviewed, gender issues are hardly ever discussed in
the teaching staff. Whether it is included depends on the commitment of individual
colleagues: There are colleagues for whom the topic is important, who also bring feminist
perspectives into the work and get movement in the teaching staff, others consider it
irrelevant and excessive. Likewise, hardly any teachers have taken part in further training on
gender issues.
One educator makes clear that gender stereotypes are omnipresent on many different
levels: everyday encounters and experiences based on internalised stereotypes; textbooks
and non-fiction books; books in the libraries; stereotypes of the staff among themselves and
towards the children; children among themselves. This is illustrated in the two case studies:
1. Male colleagues doing things like getting the stuck ball out somewhere, even if a
female colleague was about to do it.
2. The only non-binary person in the team moved to a queer institution because she
did not feel comfortable in the team.
Furthermore, addressing stereotypes in the team is challenging:
"because it was said that it is an important topic, but there are also girls* who
want to be girls*, and then this was then named as an ideology, so to speak, by a
colleague in a discussion in which I was present, which then also reproduces
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exactly that, when women* bring it up, that it is not listened to and I first have to
go into the discussion as a man*”
(GS3)

5.2.2 Gender stereotypes among children
The experts point out the importance of gender assignments: “Role expectations also
provide orientation and security” (EX 3) and “children think strongly in stereotypes and want
to assign themselves in a binary way” (EX 1). Accordingly, role expectations are a part of how
people interact with each other. The question is then how they are dealt with. But they can
also be used as an occasion to reflect on things. An example of this is when a very young
girl* was only allowed to splash around in a bikini. The other children then also wanted to
wear bikinis and so it became a kind of project, an argument took place (cf. EX3).
Accordingly, it is important to deal with stereotypes. In the nursery and primary school,
gender stereotypes are particularly evident in the area of clothing and behaviour.
Early Education
Gender stereotypes are not yet an issue in the crèche up to the age of three, as one
interviewee described, because it is a matter of acquaintances. At a very young age, the
gender stereotypes show themselves to be less narrow: "We also had that in our group, that
a girl* is the absolute princess and always puts on dresses, a boy too, and she then always
says: 'You have the most beautiful clothes!” (FG1).
From the age of 4 to 4 ½ years gender plays a role and with the children, e.g., "cars vs. dolls"
is important. If given the opportunity, children choose to be in a gender homogenous group.
Practices to create gender stereotypes are described: Boys* laugh at other boys'* "girls'
clothes", for example when the boy wears a hair clip. The girls* wear pink clothes and the
boys dark clothes.
Social conditions play a role, for example, gender marketing means that there are hardly any
gender-neutral clothes. Parents buy the clothes and choose what gets worn: The children
are dressed and want to be dressed in a relatively stereotypical way (cf. KT1). Focus group 2
encourages to get in touch with the parents and ask: Are the children allowed to choose
their own clothes at home? Are these their own wishes? How do the parents react to the
children's wishes?
The activities in the ECEC are practised differently by boys* and girls*: "The girls* like to cook
and build a cooker. Sometimes boys* play along, but it's more the 5-year-old girls* who
encourage them. When the boys* join in" (KT 1).
In a kindergarten with a high age range in the group, "they tend to orient themselves more in
age groups than in gender groups" (KT1). As children get older, role models become stronger
and with new abilities come new expectations.
The professionals explain why there is a gender division of the children through (gender
stereotyped) knowledge that gives the children power in the group. The fear of not
belonging and of being exotic has a normative effect. Peer pressure confronts children with
gendered products and normalises through the fear of being an outsider.
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The educational staff in the ECEC also state that gender stereotypes can be worked with
pedagogically. Gender stereotyped games and media can also be used as an occasion to look
deeper, e.g., Pawpatrol contains moments where animals help and support each other.
These can be discussed explicitly. Furthermore, when children show gender stereotypical
interests, it is important not to simply "forbid" them but to give them space. Nevertheless,
professionals should not simply let stereotypical statements stand.
Primary School
In primary school, it is mentioned that children often split up and play in groups according to
gender. Gender stereotypes are not only perceived there: "Boys play football, the girls do
the top model stuff” (GS2). Stereotypes are evident in behaviour among each other: “Girls
bitching at each other and taking over the best friend" (GS1). Furthermore, this is also
evident for boys*: “Here [in the countryside] there is a lot more old role patterns ... the boys
here think they have to play men” (GS2). One teacher describes that the girls listen to each
other more often and that this would also be good for the boys*: "Actually, the boys need to
listen to each other" (GS1). Conflict resolution strategies in elementary school are more
often associated with violence than in daycare centers. Mainly it is boys who fight. "The boys
need the strength measuring more ... There are also girls who regulate it that way." (GS2)
"With the boys it is this I hurt you and I am stronger than you" (GS1). The interviewees state
that gender stereotypes are usually strongly anchored in the children's minds. The children
learn this from their parents, musicians, etc. who serve as role models for the children.
Gender stereotypes are also evident in relation to clothing. The clothes make a difference.
Girls* pay more attention to their clothes and lose or forget their clothes less often than
boys*. With the boys* clothes play not as big of a role for expression of identity because
they usually only put on trousers and a T-shirt. They sometimes experience sanctions when
picking certain colours:
"One boy* came home sad and said his favourite colour is purple and said that's a
girl's colour and can't be my favourite colour anymore ... and that's where the
other children's opinion counts and not the teachers'"
(GS2)
This is also the opinion of GS5: "Boys* are not allowed to wear any colours, not even red. I
think that's a great pity” (GS5). The desire to dress up is there for girls* and boys* in the
corresponding costume room. GS4 describes that boys* like to wear clothes "to fool around
and joke around" (GS4).
However, there are also positive examples of how the stereotypes are reacted to
pedagogically:
“The summary of this unit [on the subject of boys' and girls' bodies] always lies in
how I grasp it. So if I conclude by saying it's okay if you feel like a boy is a girl and
vice versa, then that can stay. And if I leave that out, we have the stereotypes (of
the children) that were collected before and that they try to conform to.” (GS1)
When the children make statements about the appearance of other children (long hair for
boys*, certain colours, etc.), the interviewees proposed the following: “You enter into a
conversation and try to find out why the children see it that way, show other points of view,
try to gradually create an understanding for it.” (FG2) One specific example provided by GS3:
A boy* with long hair wore a dress most of the time and was very shy. In the beginning that
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was a moment of Irritation, especially for many boys*. This was resolvable through a lot of
conversation with the children as well as their parents.
Other useful pedagogical intervention strategies include: pointing out counter-examples,
making diversity visible, promoting empathy, initiating a change of perspective.
In addition, it is good to encourage gender-atypical activities:
“I already encourage them, there must first be an appreciative atmosphere
among the children in which such things are possible. For a while, the boys* often
put on clothes in the dress-up box and enjoyed it immensely.”
(GS 3)
In this way, it can be made possible that the groups do not exclude each other and those
spaces such as the Lego corner or dress-up rooms are open to all
For non-violent conflict resolution, GS2 and GS3 made suggestions: After a violent
confrontation between boys*, the children should learn that there are rules for conflict
resolution: In the method of wrestling and roughhousing with a mat, physical intervention is
only possible with mutual consent; without this framework, no physical intervention is made
for conflict resolution. GS3 mentions conflict mediators as helpful: a non-violent,
communicative approach with a fixed structure to give the children/boys* a tool to solve
conflicts in a non-violent way at some point.

5.2.3 Stereotypes between children & educators/teachers
Focus group 1 points out that (young) children are not prejudiced against male educators.
Central to this is the relationship of trust, not gender. On the other hand, when it comes to
stereotypes of educational staff towards children, a teacher trainer describes that old,
conventional role patterns quickly creep into everyday life in the ECEC, which can lead to
gender inequality.
Primary school professionals mention clothing as an issue in the reproduction of
stereotypes. For example, to the question: “How often do you greet children with phrases
like:
"You are pretty today"?” GS1 answers: "In terms of looking neat that's what I
would do. Also sometimes with the boys, but there it happens rather seldomly. It
is noticeable when some of the girls are wearing something nice so I point that
out.”
(GS 1)
Girls* are more often complimented on their appearance, but they are also more strongly
sanctioned for things that boys* are not sanctioned for, e.g., using swear words. One
professional describes that boys* have more challenges than girls*: "The poor boys ... boys,
from my point of view, have even more of a problem than girls, if you want to categorise it
somewhere." (GS5).

5.2.4 Gender stereotypes among parents
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The influence of parents on the reproduction of gender stereotypes is mentioned in the
primary school as well as in the ECEC. In the sense that they either reinforce stereotypes
when they pass on unquestioned normalities and ”common sense” to children or actively
counteract gender stereotypes (cf. EX3 + KT3).
KT3 sees children as mouthpieces of the parents who then bring the gender stereotypes
"from home" to the ECEC. "But it's not a process from the children but from society-" "-no,
from the parents, exactly" (FG 1). They perceive the (gender stereotypical) behaviour of
adults very sensitively and draw conclusions for their own behaviour. In the pedagogical
practitioners’ view, the children's statements quickly show what gender images their parents
represent.
EX3 describes: “If a boy wears "girl's clothes", the heteronormative fear that he is gay arises
in some parents.” FG2 discusses, that Boys* who do "girlish" things are punished more than
when girls do "boyish" things. With girls*, "tough" is sometimes seen as a positive thing,
while with boys*, "softness" is very quickly linked to being gay.
"There seems to be a masculinity image behind it, that he will be heterosexual,
strong and not do certain things, or not show any weakness, so I think there is
more behind it for those who judge it negatively when a boy* does something
typically girly.”
(FG2)
“Parents often believe that boys* should not show any weakness and should
behave as men*. A soft side is rarely encouraged, and they are only at school in
the mornings.”
(GS2)
Stereotypes towards male educators come more from parents than from colleagues and
children. Focus group 2 discussed the influence of parents and concluded that educators
should seek contact with parents when children show very narrow ideas of gender.
Specific situations can be used as an opportunity to talk to the parents. It can also be helpful
to point out to the parents how unhappy the child is with gendered guidelines or
prohibitions: "It is always easiest when educators and parents work hand in hand" (KT3).

5.3 Gender and family diversity
ECEC
Gender diversity is present in the ECEC with children who would like to be addressed in the
other gender or in a gender-neutral way. However, addressing diversity is important:
"Exactly, that it is not a "project" project, [...] like 'so now listen to everyone and now learn
something', but that it flows into everyday life” (KT 3). Diversity does not always have to be
addressed in a special project framework, it can also be integrated into everyday play.
Focus group 2 discusses further strategies for the ECEC: Professionals must read up on topics
(e.g., trans*) themselves and develop informed strategies for dealing with them in the team.
It is important to get parents on board. Educators could represent different genders in their
daily activities. From this, children could learn that it is important which gender they want to
be seen as and that this can change.
Primary school
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Family diversity often becomes an issue when there is a transparent example of family
diversity in the institution. “If I had a child with lesbian mothers, then the issue would be
there. Otherwise, I haven't gotten into teaching values yet” (GS1). "There is no such thing
[non-heterosexual parents] here in the country, at most patchwork families" (GS2). For GS3 it
is a present topic with the children that family does not necessarily mean father, mother,
child.
Gender diversity, like family diversity, has a focus when it is addressed by professionals or
when there is a visible non-binary person in the institution. "I think dealing [with gender
diversity] is just a reflection of society, [...] I don't think there is less or more sensitivity in our
school about this than elsewhere" (GS 3).
A non-binary educator made the topic a focus in her own work with the children. The
children had a very good, appreciative relationship with the person, but the topic still caused
irritation. Other teachers in the primary school were annoyed by the confrontation with the
topic:
"I always found it quite fruitful, the conversations with the children [...] about the
fact that, for example, certain external characteristics do not necessarily mean
that gender goes hand in hand with them, or that there are also people who have
a biological gender but do not feel that way at all. I think that's actually incredibly
important. But just as society still needs time, colleagues also need time,
unfortunately."
(GS 3)
This is also confirmed elsewhere: "There is an opinion that these theories and topics [sexual
and gender diversity] should actually be kept out of primary schools" (GS 4). Another thesis
from the interview is that many parents would "get on the roof" about projects on sexual
and gender diversity. On the other hand, there is also sensitivity for diversity: "One of them
only plays with girls*. We pay attention to him, he is different, he is allowed to be like that,
he lives it out. At school, a protective space is created for him” (GS 2).

5.4 Pedagogic Material
The experts as well as the pedagogical staff from the nursery and primary school describe
that the toys as well as the books contain gender stereotypes. There are books that are
gender sensitive, but more is needed. Most are full of stereotypes in multiple dimensions,
not only gender.
Expert 2 describes the importance of the market:
"What textbooks are developed has little to do with the discourse of the subject,
but with what is bought. All textbooks that have chosen a different structure have
been discontinued after a short time because they were not bought. That is also
the case with diversity.”
(EX2)
Furthermore, the financial situation of the institutions is important: "There are definitely
great children's books from refugee experience to everything else, but they don't reach the
ECEC at all, that is always a question of money” (EX3). The gendering of toys through gender
marketing is omnipresent from a very early age. Peer pressure arises because it seems
necessary for children to have the same "cool" toys as the other children. Toy use differs
between boys* and girls*: "When it comes to toys, gender stereotypes are totally present,"
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confirms GS3:
“Girls bring top model stuff. Top models are perfectly shaped girly women.
Everything is glittery, everything is pink or purple, there is all of it. Boys bring
ninjagos: Ninja fighters, Lego figures.”
(GS3)
GS4 further illustrates that:
"Girls' products always stand out a lot, so there the target group is very clear.
And a lot of boys would never think of playing with it now or taking it in their
hands... Self-brought "girls' toys" are avoided by boys, but there are no concrete
"boys' toys" in parallel, nothing is really brought only by boys."
(GS4)
Playing with "girls' toys" is not punished by boys*, there just seems to be no interest on their
part. On the other hand, there are also positive examples: "My impression is that the
Fachstelle Kinderwelten has brought prejudice-conscious education into the mainstream. A
lot has changed in the last 10 years” (EX5).
There are already ideas for dealing with the material:
“so that it is not so omnipresent, only one toy day a week, on which the children
are allowed to bring their own toys without batteries. And there is an attempt to
make play corners gender-neutral so that everyone feels invited.”
(GS3)
"We redesigned the building corner and added Filly horses65 to make it attractive
for all children."
(KT1)
It is not just about what toys are available, but it should be made clear that everyone is
allowed to play with everything, confirms FG2.
"Most materials in primary school have gender stereotypical content. Showing
other pictures that are not stereotypical is within the pedagogical freedom of the
teachers."
(GS1)
"Old" books do not have to be thrown away immediately. They can be used as a conversation
starter and read in contrast to positive examples (cf. EX4). It is important to have contrasts to
the stereotypical representations in the repertoire.
Own stories from everyday life are sometimes much more concrete and tangible to break up
images, e.g., telling about the lesbian wedding of the best friend. GS 4's prediction is that
when acquiring non-cis hetero stories, some parents would protest at first, but "we can
actually solve something like that well" (GS4). A great many parents would also find it good.

5.5 Vocational orientation
ECEC
The occupational profiles of the children are already strongly gendered: Boys*: fireman,
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Filly horses are horse-like toy figures.
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policeman, construction worker... Girls*: princess, unicorn breeder, ... (cf. FG2, EX4). These
occupational interests are perceptible from the age of 2 and are also reflected in carnival
costumes: [about costumes of children from 4-5 years:] "yes, then there are definitely clear
roles they want to put themselves into" (KT3). Girls* tend to talk less about career aspirations
than boys* (cf. EX4). Gendering in the media (e.g., the tv-show “Fireman Sam”) is mentioned
as a point of reference for career orientation.
Primary school
Vocational orientation is not a topic in primary school education (cf. EX1) although children
already have clear role models about career choices, especially for male professions
(policeman, soldier, etc.) (cf. GS4).
"Career orientation is strongly neglected in primary school. Pupils have no
reference to professions at all, except for those that surround them personally, for
example, the professions of their parents."
(GS5)
GS 1 states that images of men* in caring professions only start with doctors. Men* in caring
professions are rarely a topic in the work with first to third graders, but on the other hand
children see more and more male educators. With a larger percentage of educators, men* in
caring professions are coming into children's consciousness quite a bit more, as stated by
GS2. Educators can thus be role models for men in caring professions. However, in most
cases they still do not appear in the pictures in textbooks. The children also take their cue
from their parents' professions. GS4 gives an example of a boy* in grade 3 who has an
educator as a father and also wants to become an educator.
Nevertheless, a classic pattern of role distribution in professions is often evident at primary
schools: The Caretaker and head teacher are male, and secretary is female. The known
professions have a strong gender affiliation. GS 5 concludes from this:
"It is important to talk about professions not only in secondary level, where the
children have a clear idea of their profession, but already in primary school, which
lays these foundations for a good basis."
(GS5)

5.6 Care in general and among children
This category summarises the answers of the interviewees regarding caring practices of the
children.
ECEC
EX3 suggests that it is not the educator who takes care of everything, but that it should be
normal for children to take care of each other
It shows that in smaller groups, all tasks are taken on by all children as a matter of course.
KT3 describes that all children like to help with household tasks in the daycare center and to
be comforted, gender is irrelevant. Age is more relevant for comforting, younger children are
more likely to be comforted by older children:
"But I think that's a little bit normal, because they just want to take care, like
they would go get a tissue or look for the shoe that the baby can't find by itself."
(KT3)
KT1 has a different opinion:
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"I do think that I have to approach the boys more [to help each other], that's
more like ‘do that please’, with the girls that happens more [by itself]."
(KT1)
Primary school
In primary school, class duties are particularly important and must be taken on by everyone.
This includes, for example, tidying up and table duty at mealtimes. Whether the services are
used differently by girls* and boys* is perceived differently by the interviewees. GS4 and
GS2 see an equal distribution, even if there are always individuals who do not feel like it. GS1
thinks that it also depends on the approach:
“The motivation always has something to do with how I put it in and what I offer
in return. Especially with the (class) services I don’t want to give anything in
prospect … that should be a matter of course that we look after each other to feel
comfortable in the room."
(GS1)
"Everyone does that. We are all a team, it doesn't matter if it has to be tidied up,
everyone does it, if something has to be carried, everyone does it. [...] Sometimes
all the children react this way and that way, it's also a question of relationships,
it's a question of group dynamics. In our group, the clean-up time was the same
for girls* and boys*. Although I would say that girls* tended to tidy up more than
boys*, I would describe that as a perception. But we simply created a constant
structure where there was no fuss about it, so there was a clean-up time at a
fixed time when everyone had to clean up at least what they had played with.”
(GS3)
Nevertheless, GS1 concludes on the perception of gender stereotypes regarding care in
primary school
"It is already quite a lot ... these are already the points where you are too late at
7, 8, 9 years, it would be more exciting in this respect in kindergarten."
(GS1)
This is also confirmed by GS4:
“Girls* are generally more social, step out of their own accord and are more likely
to act as mediators. They currently make up the larger part of the dispute
mediator training but there are also some boys* who are very social and do the
above.”
(GS4)
The arguments of the interviewees in the primary school go in both directions, that girls* are
more caring and that this does not depend on gender. Who is comforted by the adults
depends on the relationship level for both men* and women*.
"The children didn't like going to the female educator because she was stricter
than me, for example, because I always listened a lot and didn't scold, but often
had understanding."
(GS3)

5.7 Caring Fathers
ECEC
For the ECEC, EX4 summarises the situation regarding the involvement of the fathers as
follows: "There is a lot of sharing, but I still think that it is often the mothers” (EX4). Similarly,
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the other professionals from the ECEC describe that the fathers are present from time to
time. When they are present, the distribution of tasks is based on stereotypes:
“There are indeed some fathers who are emotionally present, but where you
notice that the whole organisation of what the child needs for the ECEC and what
they have to take with them is too much for them. If you ask them about
appointments, they say that my wife does that…I already have the impression
that many fathers are ashamed to hold their child in their arms, quite strange.”
(KT1)
KT3 adds that the time for the board work in the kindergarten usually means cutting back on
the job. Then gender definitely plays a role because men* tend to take higher positions with
more responsibility and therefore sacrifice more when they take on a kindergarten board
instead. FG1 sees door-to-door talks and familiarisation with men* and women* equally
distributed, but one person sees more mothers than fathers involved.
In the case of children with separated parents in a ECEC, it is evident that the less present a
parent (father/mother) is, the more the children orientate themselves towards the
corresponding teacher (cf. KT1). Children without a father figure seek more contact with
male educators.
Primary school
In the primary school, the interviewees did not present a uniform picture regarding the
participation of fathers. In the school's support association at GS 1, the genders are fairly
evenly distributed, but the administrative things tend to be done by the men*. There are
currently two male parent representatives and one female treasurer (cf. GS1).
The parents' involvement depends on how you announce it:
“If there is a young, pretty class teacher, there are usually more men* involved.”
(GS1)
“A large part of the parents' evening is made up of women* ... It is actually a bad
sign if you are happy about every father who is interested in coming to the
parents' evening.”
(GS2)
GS3 states, on the other hand, that many fathers show up at school both in the parentteacher conferences, in taking parental leave and in picking up the children. At GS4, more
women* are represented in the parents' councils, but the parent meetings are held equally
often with fathers or mothers.

5.8 Men in caring professions
The experts discuss men* in caring professions:
“To put it bluntly: Boys in ECEC naturally learn how caring works through the
absence of men. Namely, care is something that women do, men are not there.”
(EX1)
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But this does not mean that more men* in caring jobs automatically lead to more caring and
gender equality. EX3 describes that some male trainees had the professional self-image that
they are the "hero" in the day care work field.
"Some of the men who came in were like, 'I'm the male part here now', yes, and
you [as a woman*] were then professionally degraded."
(EX3)
EX4 describes a similar position:
"When [men*] do what women have been doing in ECEC for ages and then expect
a medal for it, then that also annoys me. They clean the dishwasher in an almost
cocky manner and then get a lot of praise for it, while the women have been
doing it for ages in the ECEC on the side. Gender alone is not a qualification in the
educator profession.”
(EX4)
Well-founded self-reflection in training is important because there is a risk that the
pedagogical attitude of professionals can support the construction of masculinities. This is
the case, among other things, if it is based on an educational practice with dominance and
punishes deviation from the norm:
"As an educator I always know what is best for you and I also know how to
enforce it ... and you have to listen to what I say per se, because otherwise you
will have to expect punishment."
(EX1)
Gender alone is not a qualification in the educator profession. EX4 concludes from this that
more men* in the nursery do not necessarily lead to more gender sensitivity per se. “Not
every educator is now a Caring Masculinity [and rejects dominance]” (EX1). EX1 further
states that the increase in the proportion of men* in the ECEC is considered a success, but
very little has been done to raise the status of the field and of women*. EX2 describes that
inclusion has probably contributed more to promoting diversity than the gender discourse.
In the nursery, the proportion of men* has almost exploded from 0 to 7%. In primary school,
there has been no change in the ratio according to EX2. Another topic of discussion among
the experts is the understanding of professionalism in the care professions, both from an
external perspective on the professional field and within it:
"Social work and early childhood education must always distinguish themselves in
their professionalism so that they are not accused of semi-professionalism
because of their proximity to the everyday. I think there is a link [care] is not real
work, but a service of love, which has an overlap with private care work. There,
the separation is not always there."
(EX1)
In focus group 2, it is said that it is good if there are male educators in the ECEC, both for the
children and from the parents. But there are hardly any men* in the ECEC, male educators
tend to go into youth work. In addition, masculinity plays a role, for example, in changing
nappies or the sole breadwinner model:
"Maybe it's also connected with the social situation, that they just have such a
status.”, “Exactly, such a status, "yes, a man who wipes children’s bottoms is not
masculine.”
(FG1)
FG2 discusses masculinities that it could be difficult to earn less than one’s partner:
“Because it’s like this that people also say: ‘The man*, he has to go now, he has
to earn money, he has to earn a lot of money, he has to be able to provide for the
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whole family and the woman* then stays at home with the children, takes care of
them’, -but then he can't become a teacher. On the other hand, there is an
awareness of sexism: If a man* stays at home and is a househusband, then
people say: 'Man*, is he doing a good job with the household, with the children',
if a woman* goes to work and does the household and the children on the side,
then that's something normal."
(FG2)
According to this statement, even if there is an honest interest in becoming an
educator, the salary is simply not high enough to take on the role as a breadwinner. At
the same time, Men* can exert more pressure in salary negotiations through their
unique selling point "man*":
[a man* on salary negotiations:] "Actually, it has to be the same, but I changed
[somewhere?] once, and they immediately offered me so much more that I
immediately earned so much more than all the others, because they absolutely
wanted to keep me, as the only man. [...] Which I thought was unfair to the
others."
(FG2)
Other reasons given for why men* are not educators are:
• Prejudice against men*
• The general suspicion of being a sex offender
• The low social recognition
• Salary of the profession

5.9 Interweaving of several inequality dimensions
In addition to the inequality dimension of gender, there are other dimensions such as
poverty and wealth, i.e., social origin or migration background. Many categories of
difference have an impact on children and their educational opportunities already in early
education and upbringing.
“Children who are well attached, where the family environment is stable, have
good educational prospects. Where parents are precariously employed or
separated, this is more difficult.”
(KT1)
For primary school, GS5 argues in a similar direction:
"School in Germany is designed around how much parents can help. In the
transition recommendation from primary school to secondary school, decisions
are made according to whether the parents can help well.”
(GS5)
GS3 describes that racism plays a more visible role and that there is a clearer attitude
towards it than towards gender attributions. However, their entanglements are hardly an
issue:
"I don't think that there is an active engagement with entanglements [of racism
and gender], I rather think that it is symbolised in everyday actions and that if
you have a sensitivity for it, you can perceive it, whereas many people don't
perceive it. Migrant marked boys* are more likely to be perceived as rowdies, or
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even more grown up and bigger and not as needy, compared to, for example,
white marked boys*."
(GS3)
GS1 cites social background as an important factor in the school: poverty and wealth are
very evident, as the school's social space includes single-family houses and social housing. To
compensate for this, the class fund is designed in solidarity. GS1 sees the differences as an
opportunity and it is important how this is communicated: “I see it as an opportunity, so
everyone can be together: one as a future cleaner and a professor” (GS2).

5.10 Gender-reflective pedagogy
EX5 summarises well the orientation of gender reflective pedagogy:
“Gender-conscious pedagogy is committed, whether it is room design or
literature, to removing the role restriction qua gender and offering diverse
possibilities of experience."
(EX5)
For this kind of gender reflective pedagogy, self-reflection plays a crucial role. “When I teach,
I tech my own horizon”(EX2). In all three interviewed groups, gender-reflective pedagogy
was only part of the training or studies in exceptional cases.
ECEC
In the educational curricula, the concrete implementation in gender-reflective practice is
often missing. Gender is addressed in the training plans, but not as a main topic. Therefore,
the thematisation of gender-reflective pedagogy in the training of nursery teachers is mainly
based on the initiative of the teacher. KT1 describes the thematisation of gender in the
training as follows:
"It's really scary, the trainers learned that in the 90s. ‘Men live on Mars and
women are from Venus’, was quoted from the book. It was really bad. It was so
banal and flat.”
(KT1)
The percentage of educators who enjoy gender-reflective training is not large (cf. EX5).
When gender-reflective pedagogy is discussed, there is a lot of interest in the classes. One's
own biography is an important starting point in educator training:
"I don't necessarily have to be taught it now, but I first have to understand how I
think about it. Do I think about it at all? Or do I sometimes find myself thinking
specifically about girls* and boys*, without wanting to, but because that’s the
way it’s always been in my life?”
(EX3)
“Reflection is very important here [in the training] and I think it also strengthens
one’s own attitude and you can see how much or which values one represents.”
(FG1)
EX5 clarifies another central building block in the training and further education of
educators:
“I think it is good to always keep the educators’ focus on the perspective that
gender stereotypes restrict children’s experiences and education, and the task of
day care is to enable education and not to restrict it, and they have to understand
this in whatever methodological way.”
(EX5)
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For the further training of nursery schoolteachers, it becomes apparent that there is no
profound knowledge but everyday knowledge (cf. EX5). Therefore, there is a training and
reflection assignment:
“What is the difference between you as a private person, if you think that boys*
and men* are better at drilling holes in the wall, then everyone should do what
they are talented at, and what is the difference between you as a professional
person who has an educational mandate.”
(EX5)
EX5 also describes that a few decades ago there were no educational programmes at all, but
that has now improved. Exclusion and discrimination is generally discussed more and made
more visible than it used to be, and people are also more aware of their own concerns (cf.
EX4).
Primary school
In GS1 and GS2, the topic of gender was not mentioned in the studies. “The only exception
was the small percentage of men in primary schools and that they had to prepare their
lessons with less effort because for the children men were something special and they
reacted more easily to them.” (GS1) GS5 notes, there is only one seminar at university that
explicitly focuses on gender-reflective pedagogy.
GS3 on the question of whether gender stereotypes in education and upbringing were part
of the official training:
"No, I would say that was all worked out personally. It's a while ago now with the
training, but I can remember that we also had room to discuss that if you assign
children to genders, you limit the children's possibilities by 50%, there were
already such discussions. But that was mega partial and lecturer-dependent and
in any case not part of the curriculum of the training."
(GS3)
EX 2 summarises the situation at the university as follows: "Gender-reflective pedagogy is
pretty much neglected and is part of courses but nothing independent” (EX2). The subject
teaching is the place where gender reflective pedagogy is most likely to happen in primary
school. The infrequent framing of gender is also reflected in the state of the subject
discussion:
"The discussion about gender in the primary school context is stuck in the 1990s
... it is always about the question of boys and girls ... the whole deconstruction
debate has not arrived in the subject didactics related to primary school.” (EX2)
“There are no study regulations that do not include [gender-reflective pedagogy],
this is a standard in the qualification ... the decisive thing is what is done with it ...
if this is taken up in this way and it is said: let's take a look at the different
interests of boys* and girls*, I would rather wish that this is not addressed.” (EX2)
It is already evident in the study that differentiating between professional roles and
everyday interaction is challenging for some students:
"The student teachers have the highest motivation for their studies, on top the
primary school student teachers, with at the same time the highest motivation
with the lowest professional interest."
(EX2)
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Discussions are held about everyday stories and there is a devaluation of professionalism
and scholarship in primary education with a simultaneous lack of taking oneself seriously in
the profession: .
“We have difficult discussions with students about why they have to deal with
subject content in their studies ... most students want a training where I tell them
what good teaching looks like and not how to develop it.”
(EX2)

5.11 Reflection of the teachers’ own gendering
In eight of the 14 interviews, the interviewees' own gendering and its significance for their
work was not addressed, let alone reflected upon. That their own gendering is not addressed
in more than half of the interviews is a significant observation, as self-reflection is important
preparation for practice as EX4 notes.
"The most important thing is how an educator, how she is, the most important
thing is her being. Second most important her doing, third most important only
what she says."
(EX4)
The behaviour and habitus of educators must be congruent with what they say or try to
convey in projects (cf. EX4). "Being a role model is much more important than coming up with
great projects that may not even be congruent" (EX4). Thus, teaching gender-reflective
pedagogy seems to start with the pedagogical professional and the relationship to one's own
gendering itself. FG2 also notes that one's own socialization is an important moment of
reflection for one's own behaviour and the behaviour of parents or colleagues. EX3
emphasizes that one's own patterns and stereotypes need self-reflection. The extent to
which this is necessary is evident from GS1's quote:
"And my dealings with boys and girls, that's what also plays a role between
people, so I also think it's simply different. I have always said for a long time that I
like the little, cheeky boys, that is, when they act in a certain mischievous way, but
[pause] perhaps also more to prevent that boys are always so annoying or so
beating or so... because bitchiness I sometimes find much more difficult to [deal
with]. That happens every day anew, again and again. That’s a different way of
dealing with boys and girls, absolutely!"
(GS1)
The interviewee confirms that there is a general difference in the way boys* and girls* are
treated, as they are simply different - the boys* scuffle, the girls* are bitchy. The person has
a tendency to trivialize physically violent confrontations between boys* and to devalue the
"bitchy" conflict management of girls* in order to prevent a negative attitude towards boys*
for himself. GS1 is aware of treating boys* and girls* differently and also recognizes her own
compensatory strategies in relation to masculinity, but does not reflect further on the
intrinsic devaluation of femininity and her own binary gender attributions.
EX4 formulates it in such a way that one's own actions in everyday life and in life design are
still very much biased in the "Brother Grimm fairy tale ideas" of gender, despite conscious
engagement with diversity or feminist values. Education needs to get to this deep cultural
heritage through self-experiential spaces. FG2 suggests using one's own gendered
personality as a tool, e.g., as a female educator playing with a toy that is considered a "boy's
toy". Another example for this strategy is provided by GS3:
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“Of course the children probably perceive me as a man but my wish would be for
it to be irrelevant and for that I also do things, that others maybe might not do,
to shake things up.”
(GS3)
As an example, GS3 cites celebrating a non-gendered marriage with another educator on a
vacation trip, both wearing beards and dresses. He reports that he was insulted by a child
when he was going to resolve another conflict with him, that he was no longer a man*
because he wore a dress, then he did not take him seriously. His attempt to break down his
own performance of gender/masculinity caused such great irritation in one of the boys* that
he no longer respected him in his function as educator.

5.12 Accusation of sexualised violence
In half of all interviews, the accusation of sexualised violence against male educational
professionals is discussed in greater depth. It is confirmed that the fear of general suspicion
is great among male trainees (cf. EX4), that intimate activities tend to be avoided because of
this (cf. EX3), that general suspicion deters men* from working in ECEC and as educators (cf.
KT3, FG1) and that this is a major social problem overall (cf. FG1).
The interviewees’ assessments differ on the question of whether it is rather those
pedagogical professionals who work with younger children or those who work with older
children who are affected by general suspicion. EX3 considers general suspicion to be
greater in primary schools than in ECEC, whereas FG1 is of the opinion that men* would be
more likely to work with older children because changing nappies, etc. is no longer necessary
and distance can thus be better maintained. This would make men feel less vulnerable to
general suspicion.
GS3 emphasised that even if one was not yet suspected, the security in which one felt was
very fragile. A statement by KT3 about an unfounded paedophilia accusation against a male
employee confirms this:
"Yes, but then I became aware of how quickly you get into such a situation, where
you have to be very careful even as a man, right? You just want to be nice and
then something like this happens."
(GS3)
According to FG1, it is important to think about the emotional level, as the general suspicion
can be very hurtful.
"If you as a male educator get such a prejudice pushed in by the parents, then I
felt very hurt, and also really sad about it."
(FG1)
EX3 and FG2 point out a tension between the desire to see more men* as pedagogical
specialists and to report back to them in principle how great it is that they are there and the
lurking general suspicion.
The interviewees named and demanded a wide range of strategies for dealing with conflicts.
FG1 advocates preparing for such conflicts already during training and providing the trainees
with strategies. An example of implementation is provided by GS3 in his account of watching
the film "The Hunt" during his training and how the general suspicion of male educators was
a deliberately chosen topic of the lesson.
Many interviewees advocate clear frameworks and concepts - for example, a protection
concept for all employees of a facility (cf. FG2), trust frameworks for intimate situations (e.g.,
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diapers may only be changed after 1 month of cooperation) (cf. FG1) or concepts on how to
support male educators (cf. FG2).
FG1 emphasises that the responsibility for child protection lies with the institution, not only
with the individual educator. A legal framework for the integration of the topic into primary
school education exists to some extent. EX2 mentions that the Berlin educational plan has
stated since 2004 that prevention of sexualised violence should already take place in grades
1 and 2. However, in 14 years of work experience, EX2 has not yet experienced a school that
has implemented this.
In addition to the relevance of concepts, several interviewees emphasise that
communication with parents is important in order to create trust (cf. KT3). FG1 says:
"It is the only chance for a male educator, the trust of the parents and the help of
the team when something is wrong, simply that you are being supported there."
(FG1)
The help and support from the team and from the management are also emphasised by FG1
and FG2.
FG1 also differentiates, however, that the support of the team alone is not enough, because
perpetrators are often quite popular. Another aspect of dealing with the accusation of
sexualised violence for FG1 is the removal of the taboo surrounding the topic, taking the
discussion into team meetings and finding a clear position, which can and should then also
be communicated externally by the management through clear signals such as letters to
parents.
Last but not least, FG1 and KT3 make a strong case for professionalism. For male educators
are not simply men*, but also professionally trained educators (cf. KT3). FG1 says: "and I
simply told them: I may be a male educator, but I still have a pedagogical view of what is
wrong and what is right. And then they also accepted that" (FG1).

5.13 Professionals' needs for a thematization of care
ECEC
EX4 and FG1 address the relevance of a clear concept in ECEC facilities to protect all
professionals, especially the male ones, from the general suspicion of sexualized violence.
KT3 sees a need for more diversity role models in children's books and media: "It can't
always be Anna and Elsa who look like a Barbie doll" (KT3).
Another focus is set by FG2, who emphasize that the attitudes of the educators are more
important than concrete materials and therefore regular reflections, training and targeted
knowledge acquisition are needed. This need is also underlined by EX3 and FG2. EX3 and EX4
call for spaces for self-experience in order to get to deep-seated, unconscious convictions
and cultural imprints and to reflect on them. Several times it is pointed out that many needs
lie at the societal level, such as pay, working conditions, lack of personnel (cf. FG2, EX4) and
general communication of gender images in the media (cf. KT3).
Primary school
A basic overview of already existing materials and media is declared very helpful by several
interview partners (cf. GS4, EX3, EX4). Play materials for children are urgently needed
according to GS3, and GS2 mentions a card set as an example. GS4 emphasizes that the play
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materials must be of high quality and appeal equally to boys* and girls*, such as building
blocks. But also, materials for professionals that can be used together with the children
would be important (cf. GS3).
GS2 is in favour of integrating gender topics everywhere in elementary school, preferably in
German lessons in stories. The publishers of the textbooks would have to be sensitized for
this. Another point GS2 emphasizes is the work with parents via low-threshold formats such
as small role plays or videos. The role of soccer clubs is also emphasized by GS2.
GS3 is in favour of integrating and strengthening gender and queer studies in training in
order to promote a basic sensitivity among professionals. GS3 names the need for thematic
professional days to institutionalize spaces of collegial exchange on gender, masculinity and
care. GS4 advocates thematic seminars for professionals.
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6 Conclusion
For the approach to the state of the art of gender-reflective pedagogy with a special focus on
caring masculinities in elementary as well as primary education, the research object of this
report, a document analysis of legal texts, training and educational plans was conducted as
well as qualitative guided interviews. This selection was supplemented by the compilation of
current studies and pedagogical material in the field of childhood and primary education.
The conclusion begins with a summary of the main findings and concludes with
recommendations for strengthening caring masculinities in childhood and elementary
education.

6.1 Summary of the document analysis
Care activities and professions continue to be carried out primarily by women*. This has
been demonstrated by figures on the gender care gap and the proportion of men in EHW
professions and, more specifically, in elementary and childhood education. The Covid
pandemic in particular has exacerbated the gender care gap. The share of men* in the
educator profession is increasing and is over 7% in Germany (cf. Autorengruppe
Fachkräftebarometer 2021: 32), while it is stagnating at 10% in primary school pedagogy
(Destatis 2020b: Own calculation). Men* hold 7.1% of management positions in daycare
centers. This corresponds to their share of the educator profession. However, the example of
Berlin shows a disproportionate share of men* in management functions in elementary
schools: the share of men* in elementary school teaching is 18%, but in management
functions it is 33% (SenBildJugFam Berlin (2021): own calculation).
The seven current studies show an excerpt of the current debates. It can be stated that
research on caring masculinities is taking place, but hardly in childhood education and
elementary school education. Boys* are caring from a very early age. This caringness is
contradicted by masculinity requirements with corresponding gender normative pressures,
which become stronger with increasing age. Some of the pedagogical professionals in
practice do not know how to implement a gender-reflective pedagogy. One reason for this is
the unclear definition of gender (cf. Kubandt 2019). Pangritz (2019 & 2020) sees a connection
between pedagogical attitudes and the reproduction of masculinities. Some of the people
interviewed by Pangritz show punitive attitudes in the sense that deviation from the norm is
reacted to with sanctions. A pedagogical attitude that demands subordination and
conformity is a component for the reproduction of hegemonic masculinities. Moreover,
caring men* are not synonymous with caring masculinities. In Karla Elliot's theoretical
concept, the rejection of dominance and the commitment to gender justice are central.
These attitudes are not automatically part of caring men*'s actions.
On the legislative side, the change in the eighth social code (SGB VIII), which in the current
version also takes non-binary genders into account, is positive. The daycare and school laws
need further development in terms of gender equity: The most obvious blank space is
evident in the negotiation of gender in the ECEC laws, in which seven states do not explicitly
mention gender anywhere. The ECEC and school laws of the states that do address gender
set a value framework for educational institutions through rather general objectives, such as
"gender equity" or "protection against discrimination." The extent to which the laws, in their
very basic function, are the appropriate framework to further concretize these objectives
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cannot be discussed in depth here. However, at least the Bavarian School Act provides a
concrete example for the explicit linking of masculinity and care, which can possibly be
transferred in a similar form to the laws of other federal states.
The analysis of the educational plans of ECEC shows that there has not been a strong change
since the last analysis of the educational plans in 2016 by Melanie Kubandt. Still the
negotiations of gender in the individual educational plans of the states are differently
designed in terms of scope, content and quality. Many terms are used, which remain
undefined and thus give the impression of filler words. Gender is somehow addressed
everywhere, and the rejection of gender stereotypes can also be traced. Nevertheless, some
plans simultaneously reproduce gender stereotypes (such as, but not limited to, the care
context) and create or reinforce gender differences. From a gender-theoretical perspective,
the plans themselves lack what they call for in terms of content for pedagogical practice: a
thorough (self-)reflection of gendered presuppositions and a critical classification of
implicitly stereotypical gendered attributions (cf. Kubandt 2016: 124).
Similar evidence can be found for the educational plans of elementary schools: They vary
greatly from state to state, especially in structure and in addressing age and grade levels
differently. In particular, the problem of unclear terminology and the question of practice
transfer are repeated in comparison to the elementary education plans. Topic specifications
remain general and pedagogical-didactic goals are formulated without showing tangible ways
of implementing them. Thus, it remains unclear whether and how the educational plans
provide real pedagogical support for practitioners in everyday school life. They remain
programmatic. It can be stated very clearly that the specific linking of masculinity(ies) and
caring is still mostly a gap in the educational plans at the moment. Various aspects of caring
are addressed in many curricula, but in a rather unstructured way and, with a few
exceptions, without reference to gender. At least in the area of vocational orientation, a
direct link is drawn, albeit very sporadically, between gender and caring professions and
contextualized in the educational task area. It should be noted, however, that vocational
orientation does not usually play a major role in pedagogical practice in elementary schools.
The analysis of the training plans at specialized schools for social pedagogy shows that
gender-reflective pedagogy is rather marginal. The overarching KMK framework curriculum
shows some sensitivity to the consideration of gender in pedagogy. This basis could be used
to further elaborate on content and pedagogy. It can be seen that hardly any curriculum of
the federal states goes beyond the formulations of the KMK framework curriculum and
concretizes the implementation of gender-reflective pedagogy. The exception is the
curriculum in Baden-Württemberg.
For the training guidelines for elementary school teaching, it can be observed that the
majority of the federal states have not followed the rough direction of the KMK resolutions
regarding gender sensitivity in their legal guidelines. The few federal states that do legally
address gender in the context of teacher education remain mostly in the vague, and the
preoccupation with masculinity or caring is an all-encompassing blank space.
The handouts and pedagogical materials presented are more concrete in their
implementation of gender reflective pedagogy. The selection of materials shows that there
are already handouts on the topic of gender-reflective pedagogy in childhood and
elementary education. The Fachstelle Kinderwelten has already developed a corresponding
pedagogical approach. However, an explicit focus on caring masculinities is rarely the case
both in the materials and in pedagogical approaches. Accordingly, it can be concluded that
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there is a need for more pedagogical material and handouts that explicitly deal with caring
masculinities.
For the document analysis, it can be stated that the training and educational plans have a
programmatic character and often name gender sensitivity and/or gender justice in a
buzzword-like manner. There are great differences between the educational plans of the
federal states: in some, gender does not play a role in others, gender-reflective pedagogy is
formulated more precisely. In the training of pedagogical specialists, gender-reflective
pedagogy is rather marginal and thus it depends on individual teachers to what extent it is
addressed. In particular, care and masculinities represent an empty space in early education.

6.2 Summary of the interview analysis
The results of the qualitative guided interviews and focus groups point in a similar direction
as those of the document analysis. The interviews were conducted with pedagogical staff in
the daycare center and elementary school as well as with experts. The reproduction of
gender stereotypes in the elementary school and daycare center is clearly recognizable both
among the children and the pedagogical professionals. Gendered actions are perceptible
from the age of two to three and become more permanent with increasing age. Among
children, the production of gender is evident in the selection of clothing and sanction from
the dress norm, negotiation of conflicts, independent division into gender homogeneous
groups, sanctioning of deviant behavior from gender norms (e.g. by making fun of,
devaluating or excluding other children), career choices, and caring practices. Caring
practices occur more often among girls*. Boys* are more likely to need explicit
encouragement to be caring. The normative pressure on boys* not to live "feminine"
connoted behaviors is already perceptible in early education. Pedagogical material is shown
to be insensitive to gender and supports the reproduction of gender stereotypes if it is not
used appropriately to critically clarify them.
Very few pedagogical professionals were explicitly trained in gender-reflective pedagogy in
their training. The interest in gender-reflective pedagogy is particularly high among future
educators. In the colleges of pedagogical professionals, gender reflexivity is hardly ever
discussed. But there is a need for it, because in the pedagogical work stereotyping of boys*
and girls* and the segregation of diversity occur. An example of this is that a boy* who
behaves in a "feminine" way is called "he is different". This points to the existence of a latent
normative conception from which there is an obvious deviation. This is probably not the
intention of the pedagogical professionals, but speaks for the need for deeper reflection; a
central component of gender-reflective pedagogy.
In daycare centers, stereotypical role expectations towards male educators, such as playing
soccer with the children, come more from parents and colleagues than from the children. At
the same time, it is described that some male educators have an exaggerated professional
self-image that goes hand in hand with the devaluation of the performance of female
educators.
The not quite clear distinction of the pedagogical professionals between professional role
and everyday actions is to be mentioned. With regard to gender, everyday knowledge is
partly used. In the discussions of the focus groups, there is a trend of externalizing
responsibility for the construction of gender stereotypes to parents and the media,
sometimes also to "older colleagues". Children are rarely seen in the position of actors with
regard to the reproduction of gender. They may benefit, for example, from the fulfillment of
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gender norms or from the devaluation of non-conforming behavior. Through the knowledge
and application of gender norms, children can already exclude or devalue other children.
Through the experts, there is also criticism of the approach of caring masculinities. Men* in
caring professions are not automatically caring masculinities in the sense of rejecting
dominance and violence, and engaged in promoting equality. These men* may also
reproduce hegemonic notions of masculinity that are evident, among other things, in the
devaluation of femininity. In conclusion, EX2 states that the scientific discussion in
elementary school pedagogy regarding gender-reflective pedagogy has not been able to
record any significant further developments since the 1990s.

6.3 Recommendations for strengthening caring masculinities
In the following section, the most important recommendations for strengthening caring
masculinities in childhood and elementary education are formulated from the findings of the
research report. A differentiation is made between general recommendations, educational
policy recommendations, and recommendations for pedagogical implementation in
childhood and elementary education.
Basic recommendations for the thematization of caring masculinities
➢ The thematization of caring masculinities should start from the promotion of gender
justice with the goal of a society in which gender is no longer a distinguishing
characteristic that creates inequalities.
➢ A gender reflective approach to pedagogy as well as the use of terms is central. This
can be seen, for example, in the avoidance of essentializations and equivocations of
boys* and girls*. The Thuringian education plan, which forms the basis for the
education of 0 to 18 year olds, is a good example for a gender-reflective approach:
"The goal of pedagogical work that takes the individuality and uniqueness of
children and adolescents seriously, on the other hand, must be to question the
talk of "the boys" and "the girls" and to develop a sensitive perception for the
individual differences of children and adolescents beyond gender, which are
greater than the differences between groups of boys and girls. For example,
children and adolescents are not only of different ages, but come from different
social milieus, live in patchwork, rainbow or other family constellations, live in
small or large cities or in rural areas, attend different types of schools, are
affected by racism or not, pursue different leisure activities, have different
physical and mental abilities, and have different needs for closeness and distance,
etc."
(TMBJS Thuringia 2019: 24)
"Instead of offering, for example, gender-specific topics and ways of working
based on presumed interests of girls and boys, gender-reflective forms of practice
are initiated within the framework of diversity-oriented [...] education, with which
traditional forms of understanding of masculine and feminine, which are
conveyed socially through images, body gestures, and clothing, among other
things, are questioned."
(TMBJS Thuringia 2019: 173)
➢ Recognizing and making care visible in the unpaid and paid sectors: this includes degendering care activities by making everyone take responsibility, regardless of gender,
and by valuing the importance of care. This is irreplaceable both at the individual
84

level and at the societal level. For this purpose, for example, all the areas can be
named in which caring (activities) play a role and who carries out these caring
activities, which in most cases are women*. For the recognition of care, all parties
involved are needed: children, pedagogical staff, parents and political decisionmakers.

Educational policy recommendations
Within the framework of laws and educational plans, the thematization of caring
masculinities should be concretized. The programmatic nature of educational plans and laws
means that they do not specify pedagogical details; that is the task of the curricula.
Nevertheless, there is still untapped potential in many educational plans and laws for the
explicit thematization of caring and caring masculinities. When caring is named in the
analyzed documents, it is mostly in the context of pedagogical attitude and duty of care,
health care, over-caring, and in the context of religious education. There is a lack of
connection to masculinities in pretty much all documents, as well as the importance of caring
for individuals and society. Caring activities should be described in the same way as all other
skills to be learned e.g. arithmetic, writing and reading. The following recommendations
address individual laws, education and training plans.
There is a need to update the laws governing ECECs. Seven ECEC laws in the German states
lack any discussion of gender. This should be made up for accordingly. Good starting points
for a gender-reflective pedagogical practice with a focus on caring masculinities are offered
by the Child Day Care Promotion Act or KiföG of Mecklenburg-Western Pomerania. The law,
which came into force on September 04, 2019, explicitly formulates the mandate for daycare
centers to support gender equality (cf. §1, para. 4 KiföG Mecklenburg-Vorpommern) and
contains clear legal mandates to promote caring aspects such as personal and socialemotional competencies (cf. §3, para. 1, item 2 KiföG Mecklenburg-Vorpommern),
environmental education and education for sustainable development (cf. §3, para. 1, item 7
KiföG Mecklenburg-Vorpommern) as well as guidance on healthy lifestyles and health
awareness (cf. §3, para. 2 KiföG Mecklenburg-Vorpommern) as a part of self-care. A potential
addition to this already stable legal basis would be an explicit linking of gender and
masculinity, for example by mentioning the fair distribution of care work in day care centers
as a sub-item of the gender equality mandate. In addition to the KiföG, it is worth
mentioning §16 of the Act on Early Education and Support of Children - in short, the Child
Education Act or KiBiz - of North Rhine-Westphalia. This explicitly emphasizes the importance
of the participatory involvement of daycare children in everyday life in order to enable them
to participate in society on an equal footing.
For the area of primary school laws, Berlin stands out as a suitable basis for gender-reflective
pedagogy with a focus on caring masculinities. Gender is considered in a differentiated
manner in several paragraphs, for example, in relation to the right to education regardless of
"gender, gender identity, sexual orientation" (§2, para. 1 SchulG). Furthermore, an explicit
mandate for the equality of all genders is formulated, especially about the recognition of
women's achievements for society (cf. §3, para. 3, item 2). In addition to these and other
references to gender, a wide range of care aspects are also addressed in the Berlin School
Act. For example, the sex education mandate for schools is very clearly formulated, which
includes biological and social contexts, the diversity of lifestyles and self-determined and
responsible action towards oneself and others in family, partnership and society. The focus
on caring in school sexuality education is particularly clear in the following formulation: "In
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particular, awareness of non-violent, respectful behavior in present and future personal
relationships shall be developed and promoted." (§12, para. 7 SchulG Berlin). And explicitly
for elementary schools, there is a legal mandate to promote the ability to articulate one's
own needs as an aspect of social skills (cf. §20, para. 2, item 2 SchulG Berlin). The Berlin
School Act can also be expanded to include concrete links between masculinity and caring,
e.g. in the pedagogical task of a fair distribution of caring tasks in the school context or in the
discussion of career aspirations. In addition to the Berlin School Law as a whole, there are
individual paragraphs in other school laws that are worth mentioning. For example, §67,
paragraph 1 of the Brandenburg School Act instructs that the "realization of gender equality
[...] be taken into account in the appointment of female or male school principals and other
decisions to assign functional positions and special tasks."
An example of the concrete link between care and masculinity can be found in the Bavarian
Law on Education and Teaching (BayEUG). There, it is stated that it is the task of school
education and upbringing to "encourage boys and young men in particular to accept their
future role as fathers in a responsible manner and to share family and household work in a
spirit of partnership" (Article 2, Paragraph 1 BayEUG Bavaria). This linkage is not found so
concretely in any other law. Finally, §47 of the Bremen School Act (BremSchulG) stands out
positively:
"Special pedagogical support is required especially in cases of violation of the
dignity of girls, women, homosexuals and that of cultural, ethnic and religious
groups by all forms of violence."
(§47, para. 3 BremSchulG Bremen)
For the revision of the educational plans for childhood and elementary school pedagogy,
the Thuringian educational plan up to age 18 from 2019 exemplifies the potentials for
gender-reflective pedagogy. The first strength of the Thuringian Education Plan is its clear
definitions of terms. These correspond to the current state of science, which is illustrated, for
example, by the reference to the fact that the distinction between a biological "sex" and a
social "gender" is only meaningful to a certain extent, since biological ideas of "the sexes" are
also socially shaped and subject to historical change (cf. TMBJS Thuringia 2019: 283).
Furthermore, gender conceptions of "normal" women*/ girls* and men*/ boys* are not only
critically examined, but also offered patterns of explanation as to why they are reproduced
again and again despite their confining nature (cf. ibid. 2019: 24). The Thuringian educational
plan thus transcends the simplistic image of bad gender stereotypes that simply need to be
overcome through education, and instead provides patterns of explanation as to why gender
stereotypes shape the everyday lives of many students, without lapsing into biologistic or
gender deterministic justifications. The explicit reference to gender and sexual diversity with
correct and understandable definitions of relevant terms such as trans* and inter* (cf. ibid.)
is also to be positively acknowledged. Furthermore, the educational plan contextualizes the
category "gender" as a relevant reference point for the equitable distribution of social
resources, as it is still a "co-determining factor for social inequality" (cf. ibid. 2019: 23).
Another quality feature of the Thuringian Education Plan are concrete requirements for
pedagogical practice. Thus, the critical questioning of methods, materials, and offers is
formulated as a pedagogical requirement and clarified with exemplary reflection questions
such as: "Are the representations fair and free of prejudice? Do certain groups appear at all?"
(ibid. 2019: 22). And elsewhere, it is critically noted, "For example, the attribution "Boys
need more exercise." not infrequently leads to "exercise programs exclusively for boys""
(ibid. 2019: 23).
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In addition to the Thuringian educational plan, the educational plan for Berlin and
Brandenburg also offers a very solid basis for gender-reflective school practice. At this point,
reference should only be made to the aspect of vocational and study orientation, in which
the explicit mandate is formulated to "enable practical experience in occupations that are
atypical for women and men, as well as to impart knowledge about them" (LISUM BerlinBrandenburg 2015b: 24). Here, then, a direct link is established between gender and care
professions, as in the vast majority of cases atypical occupations for men.
And the educational concept for 0- to 10-year-old children of Mecklenburg-Vorpommern also
offers many good starting points for a gender-reflective pedagogy. Particularly noteworthy
here is the emphasis on the fundamental importance of a
"Perspective of gender justice also on a superordinate level for management
actions, for personnel and organizational development and not least for the
increase of social appreciation for early childhood education and the
professionals working in this field"
(MSIG Mecklenburg-Western Pomerania 2020: 11)
In addition to the educational plans, a stronger implementation of gender-reflective
pedagogy in the training and further education of pedagogical professionals is important for
the promotion of caring masculinities. In the next revision of the KMK framework curriculum
of the colleges for social pedagogy, especially caring masculinities should be considered
more and gender should be differentiated. The KMK framework curriculum forms the basis
for most of the framework curricula of the federal states, which adopt the formulations of
the KMK. The KMK document shows some sensitivity to the consideration of gender in
pedagogy. This could theoretically be further differentiated e.g. in the distinction between
gender identity, gender expression and body gender. In addition, explicit addressing of caring
and the link to masculinity would need to be considered. Framework curricula should name
self-reflection on gender, gender stereotypes, masculinities, caring, and on professional
attitudes. In the training of pedagogical professionals, at least one seminar on genderreflective pedagogy should be mandatory, and gender should be considered as a dimension
of inequality and a cross-cutting issue in the other courses.
For the stronger implementation of gender-reflective pedagogy in the training of elementary
school teachers, binding and concrete guidelines for the thematization of gender,
masculinity and care are needed on all three levels - the KMK resolutions, the state-wide
laws and the study regulations of individual universities - so that this is the structural and not
the individual responsibility of the trainer. As an orientation for the implementation, the legal
regulations of teacher training for elementary school in Berlin are useful. In four different
legal texts, gender is addressed at central and determining points. In some cases, only the
relevance of gender competence as a goal and content of the training is emphasized (cf. §1
para. 3 LBiG & cf. §5 para.2 LZVO). Elsewhere, however, there is a binding commitment by
the "Senate Administration [,] to [promote] the establishment of training events that include
the intercultural perspective, gender competence and the perspective of social diversity"
(§17 para. 1 LBiG). A mandatory call is also directed at the state's own universities,
"to include the topics of addiction prevention, language education, dealing with
heterogeneity as well as gender, societal diversity and intercultural educational
work in the modularized training courses of the general seminars [on a
mandatory basis] for all teacher trainees"
(§9 Abs.6 VSLVO)
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The analysis of the study regulations of Berlin's elementary school teacher training programs
shows that the call to include gender topics in the general seminars has been followed in
part. All universities stipulate the examination of gender (studies) as a general goal of the
studies and gender competence is referred to in numerous modules. One criticism is that it
remains almost exclusively a buzzword-like designation. Nevertheless, the frequency of
references to gender competence shows that the binding requirement of the VSLVO has at
least found some acceptance. A greater binding force for the concrete integration of the
complex of gender, care and masculinity would therefore be advisable in all legal regulations
for teacher training. Annex 1 of the Lower Saxony MasterVO-Lehr provides an example of
how one aspect of gender can be addressed more concretely. As competences of the
graduates are named the abilities to
"to be able to describe inter-individual differences in childhood and adolescence
(especially basic cognitive ability, assumptions about gender attributions)", "to be
able to explain changes in family forms and structures as well as central results of
family research" as well as "to have basic knowledge about the socialization
functions of families (especially class-, gender- and culture-specific differences of
socialization processes) and their importance for the design of school
socialization processes".
(section 1b) oo) pp) appendix 1 Nds. MasterVO-Lehr)
Furthermore, graduates should be able to "describe the causes and consequences of social
inequality on the basis of central categories (especially class, ethnicity, gender) and discuss
their significance for pedagogical action" (Section 1c) ll) Annex 1 Nds. MasterVO-Lehr). As
can be seen from the analysis in chapter 4.7, the topic of care as well as the link between
care and gender is not named in the legal regulations in any of the federal states. There is a
fundamental need to catch up on this point if gender equity is to be considered a
fundamental goal of teacher education programs. Finally, general educational policy
recommendations follow:
➢ Already committed professionals in the field of gender-reflective pedagogy in day
care centers and elementary schools need to be strengthened. In order to promote
gender-reflective pedagogy in their institutions, the committed professionals need
support, e.g. through the establishment of networks with spaces for reflection and
discussion as well as collegial consultation offers. In addition, daycare and school
administrators could be sensitized to the topic of caring masculinities with materials
and training.
➢ There is a need for further development of gender-reflective pedagogical material on
caring masculinities and a more extensive dissemination of the already existing
material, which currently has not reached the pedagogical professionals across the
board. When developing the material, care should be taken to ensure that it is
oriented towards the real diversity of children and society, e.g. in the stronger
consideration of sexual and gender diversity as well as intersectional discrimination
relations. In relation to caring masculinities, caring activities and occupations should
be presented on an equal footing with other activities.
➢ Childhood and elementary education needs better funding to improve working
conditions and wages. The larger the number of children to be cared for for the
pedagogical staff, the less they can respond to the children or focus on more
advanced pedagogical concepts. Financial resources determine the provision of
pedagogical materials, the possibility to hire more staff, the design of the premises
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and to finance further training.
➢ The topic area of caring masculinities in childhood and elementary education has
hardly been researched. Accordingly, more research funding is needed, especially in
elementary education, to enable further studies.

Recommendations for implementation in childhood and elementary school
pedagogy
Gender-reflective pedagogy and caring masculinities still have much room for development
in childhood and elementary education. In this part, theoretical reflections on the
implementation of caring masculinities in childhood and elementary education are
presented. This is based on bringing together three different approaches: Thomas Kugler's
(2020) five guidelines for the inclusion of gender diversity in childhood education, Bernard
Könnecke's (2012) three levels of boys* work, and Mai-Anh Boger's (2017) trilemma of
inclusion. For childhood education, Thomas Kugler (2020) writes five guidelines for inclusion
of gender diversity:
1. make gender diversity visible (through age-appropriate information, language, and
address; pedagogical materials and media; and observation and documentation).
2. respect self-definition
3. enable self-testing
4. intervene in case of discrimination
5. reflecting on one's own position and pedagogical attitude (through expertise on gender
aspects, reflection on biographical experiences and practicing new behaviors).
These guidelines can be adapted for strengthening caring masculinities in childhood
education and combined with gender reflective work with boys*. In gender-reflective boys*
work, at least three levels are addressed: Boys* work relieves boys* in relation to masculinity
requirements, promotes diverse life plans, and critically sets limits to discriminatory,
transgressive, or violent actions (cf. Könnecke 2012: 63f). A reduction of gender
requirements leads to more opportunities for caring to be lived by boys*. Boys* are caring,
but masculinity requirements lead to qualities read as feminine being devalued and lived
less. At the same time, boys* deal with masculinity demands differently and caring is lived
differently.
The five guidelines and the "classic three-step of boys* work" are brought together to
strengthen caring masculinities within the three dimension of Mai-Anh Boger's (2017)
"trilemma of inclusion". In the theory of trilemmatic inclusion, Boger distinguishes three
dimensions: Empowerment, Normalization, and Deconstruction. The dimensions systematize
the different theoretical paradigms on inclusion, which are always in a contradictory
relationship with each other. Adapted for this context, the three named dimensions can very
well illustrate the simultaneity needed to empower caring masculinities in gender-reflective
childhood and elementary education: The empowerment of caring, the normalization of
multiple masculinities, and the deconstruction of traditional patterns of masculinity. The
contrasting nature of the dimensions may also be reflected in pedagogical implementation.
Empowerment, normalization, and deconstruction cannot usually be considered
simultaneously within a method, but can each come into focus at different points during the
course of a pedagogical unit. The dimensions include the following content:
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Empowerment for Caring:
Contents of Empowerment for Caring include: Learning empathy, listening, boundary
awareness, and self-care. Furthermore, the admission and handling of emotions, coping with
crises and the failure of masculinity requirements, recognition of one's own neediness as
well as thinking about others and the consequences of one's own behavior for others should
be taken into account. A framework should be created in which boys* are relieved of
masculinity demands and in which caring is reinforced and its positive effect clarified.
Normalization of diverse masculinities:
Themes of normalization include equal relationships, vulnerability, acceptance of (gender)
diversity, dealing with the unknown, and creating spaces where boys* can share and relief
from masculinity demands occurs. In addition, the value and visibility of care should be made
clear, as well as the recognition of the care already provided primarily by women*.
Deconstruction of traditional patterns of masculinity:
Deconstruction involves irritating the familiar, questioning dominance, risk-taking,
competition, violence, discrimination, devaluation of femininity and care, and the
performance and production paradigm. For the pedagogical implementation, both the
approach of the Fachstelle Kinderwelten already described and the dramatization, dedramatization and non-dramatization of gender according to Katharina Debus (2017) are
recommended. The report concludes with a quote from an interviewed expert* that
summarizes the approach to strengthening boys* caring:
We have to talk about what is not visible: the ways that boys* don't go in terms
of caring, because they learn very early that this is unmanly, we don't see them,
because the boys* don't go there ... We can only get there if we make them
diverse offers and the mental permission is there to be a caring ballet dancer."
(EX5)
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23.05.2021; Accessible at: https://bravors.brandenburg.de/gesetze/bbgschulg
(28.11.2021).
Bremen
•

Bremisches Schulgesetz (BremSchulG) from 08.07.2005, last amended on 24.11.2020;
Accessible at: https://www.transparenz.bremen.de/metainformationen/bremischesschulgesetz-bremschulg-in-der-fassung-der-bekanntmachung-vom-28-juni-2005149151?asl=bremen02.c.732.de&template=20_gp_ifg_meta_detail_d (28.11.2021).
Hamburg
•

Hamburger Kinderbetreuungsgesetz (KibeG) from 27.04.2004, last amended on
18.12.2020; Accessible at: https://www.landesrecht-hamburg.de/bsha/document/jlrKiBetrGHArahmen (28.11.2021)
• Hamburgisches Schulgesetz (HmbSG) from 16.04.1997, last amended on 11.05.2021;
Accessible at: https://www.landesrecht-hamburg.de/bsha/document/jlrSchulGHArahmen (28.11.2021).
Mecklenburg-Western Pomerania
•
•

•

Kindertagesförderungsgesetz (KiföG) from 04.09.2019; Accessible at:
https://www.regierung-mv.de/serviceassistent/download?id=1621669 (14.01.2022).
Frühkindliche Bildungsverordnung (FrühKiBiVo) from 02.01.2020); Accessible at:
https://www.lexsoft.de/cgibin/lexsoft/lexsoft_express.cgi?chosenIndex=13129&templateID=document&task=chose
_fliesstext&xid=9567977,1 (28.11.2021).
Schulgesetz für das Land Mecklenburg-Vorpommern (SchulG) from 10.09.2021, last
amended on 02.12.2019; Accessible at: https://www.landesrechtmv.de/bsmv/document/jlr-SchulGMV2010rahmen (28.11.2021).
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Lower Saxony
•

Niedersächsisches Gesetz über Kindertagesstätten und Kindertagespflege (NkitaG) from
07.07.2021; Accessible at: https://www.ndsvoris.de/jportal/portal/t/d8t/page/bsvorisprod.psml?pid=Dokumentanzeige&showdocca
se=1&js_peid=Trefferliste&documentnumber=1&numberofresults=1&fromdoctodoc=yes
&doc.id=jlr-KiTaGND2021rahmen&doc.part=X&doc.price=0.0#focuspoint (28.11.2021).
Northrhine-Westphalia
•

Kinderbildiungsgesetz (KiBiz) from 03.12.2019; Accessible at:
https://www.mkffi.nrw/sites/default/files/asset/document/neues_kibiz_ab_01.08.2020.
pdf (28.11.2021).
Rhineland Palatinate
•

Landesgesetz über die Erziehung, Bildung und Betreuung von Kindern in
Tageseinrichtungen und in Kindertagespflege (KitaG) from 03.09.2019; Accessible at:
http://landesrecht.rlp.de/jportal/portal/t/cvr/page/bsrlpprod.psml?pid=Dokumentanzei
ge&showdoccase=1&js_peid=Trefferliste&documentnumber=1&numberofresults=1&fro
mdoctodoc=yes&doc.id=jlrKTagStGRP2019rahmen&doc.part=X&doc.price=0.0#focuspoint (28.11.2021).
• Schulgesetz (SchulG) from 30.03.2004, last amended on 17.12.2020; Accessible at:
http://landesrecht.rlp.de/jportal/portal/t/cw9/page/bsrlpprod.psml?pid=Dokumentanze
ige&showdoccase=1&js_peid=Trefferliste&documentnumber=1&numberofresults=146&
fromdoctodoc=yes&doc.id=jlr-SchulGRP2004rahmen%3Ajurislr00&doc.part=X&doc.price=0.0&doc.hl=1#focuspoint (28.11.2021).
Saarland
•

Saarländisches Kinderbetreuungs- und Bildungsgesetz from 18.05.2008, last amended on
19.05.2019; Accessible at: https://recht.saarland.de/bssl/document/jlrSGB8%C2%A726AGSLrahmen (28.11.2021).
Saxony-Anhalt
•

Schulgesetz des Landes Sachsen-Anhalt (SchulG LSA) from 09.08.2018, last amended on
24.03.2020; Accessible at: https://www.landesrecht.sachsenanhalt.de/bsst/document/jlr-SchulGST2018V1IVZ (28.11.2021).
Schleswig-Holstein
•

•

Kindertagesförderungsgesetz (KiTaG) from 12.12.2019, last amended on 25.02.2021;
Accessible at: https://www.gesetzerechtsprechung.sh.juris.de/jportal/?quelle=jlink&query=KTagStG+SH&psml=bsshoprod.p
sml&max=true&aiz=true (28.11.2021).
Schleswig-Holsteinisches Schulgesetz (SchulG) from 24.01.2007, last amended on
16.06.2021; Accessible at: http://www.gesetzerechtsprechung.sh.juris.de/jportal/portal/t/f1k/page/bsshoprod.psml?pid=Dokumentanz
eige&showdoccase=1&js_peid=Trefferliste&documentnumber=1&numberofresults=1&fr
omdoctodoc=yes&doc.id=jlrSchulGSH2007rahmen&doc.part=X&doc.price=0.0#focuspoint (28.11.2021).
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Thuringia
•

Thüringer Kindergartengesetz (ThürKigaG) from 18.12.2017, last amended on
31.07.2021; Accessible at: https://landesrecht.thueringen.de/bsth/document/jlrKTBetrGTHV14IVZ (28.11.2021)
• Thüringer Schulgesetz (ThürSchulG) from 30.04.2003, last amended on 05.05.2021;
Accessible at: https://landesrecht.thueringen.de/bsth/document/jlrSchulGTH2003rahmen (28.11.2021).
Other Laws:
•
•

•
•

Grundgesetz für die Bundesrepublik Deutschland (GG) from 23.05.1949, last amended on
29.09.2020; Accessible at: https://www.gesetze-im-internet.de/gg/BJNR000010949.html
(28.11.2021).
Kinder- und Jugendstärkungsgesetz (KJSG) from 03.06.2021; Accessible at:
https://www.bgbl.de/xaver/bgbl/start.xav?startbk=Bundesanzeiger_BGBl&jumpTo=bgbl
121s1444.pdf#__bgbl__%2F%2F*%5B%40attr_id%3D%27bgbl121s1444.pdf%27%5D__1
637941030634 (28.11.2021).
Achtes Sozialgesetzbuch (SGB VIII) from 26.06.1990, last amended on 16.06.2021;
Accessible at: https://www.gesetze-im-internet.de/sgb_8/SGB_8.pdf (28.11.2021).
UN-Kinderrechtskonvention (KRK) from 20.11. 1989; Accessible at:
https://www.unicef.de/informieren/ueber-uns/fuer-kinderrechte/unkinderrechtskonvention (26.11.2021).
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9 Appendix: Questionnaires
9.1 Interview guide for pedagogues
AREAS TO INQUIRE
1. TOOLS: USE OF MATERIAL
- Do you offer boys and girls different activities or books?
- If you sometimes offer boys and girls different activities, please explain in which
situations, which activities, and the reason for this.
2. GENDER ROLES AND GENDER MIX IN ORGANISING ACTIVITIES
- If you must allocate roles to children, in which way does gender have an influence?
Do you sometimes deliberately exchange gender roles in such games?
- Do you encourage boys/girls in gender atypical activities? Can you name some
examples? How do you react when children perform gender atypical activities or have
gender atypical reactions? If people can´t think of anything, let them think about the
children’s costumes on Halloween/ carnival.
- Do some children (according to gender) engage always in the same activities? Are
there any efforts on your part to engage children in different activities? What
strategies do you use?
- Are there places or activities where only boys or girls are engaged? Which? Do you
intervene in such cases? Why? How?
3. CARE
- How do you distribute tasks and assignments among children? Reflect on gender
distribution
- Do you discuss with children about family members (e.g., parents, siblings,
grandparents) and roles in the family? Do you sometimes discuss share of household
chores and gender roles within the family with the children?
- How do you encourage development of social skills like empathy, listening, helping,
solidarity, equality? Reflect on gender differences.
- Which specific pedagogical activities are related to self-care and care for each other?
Are there any differences in carrying out these activities with boys and girls?
4. OCCUPATIONS AND PROFESSIONS
- Are different occupations the topic of conversations or games sometimes? In what
way? At which occasion?
- Do you pay some attention to caring professions: ECEC teachers, primary school
teachers, nurses, social workers, care for the elderly, cleaners, cookers? Do you
provide with examples of men involved in care professions? (Caring masculinities)
5. ROLE MODELS
- Do you pay attention and praise caring attitude/practice/relation of a boy in a
particular situation as a positive example for others?
- Do you sometimes use a male role model who performs care: a teacher, a nurse, male
ECEC teacher, caring father?
6. GENDER STEREOTYPES
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- Do you sometimes talk with children about stereotypical ascriptions for girls/boys?
7. TRAINING
- Did you receive any training about gender stereotypes in education in your official
training or in any additional courses?
- What kind of knowledge/tools/equipment/didactical resources do you miss in
addressing gender stereotypes in your work with children and parents?

9.2 Focus groups interview guide
1. What's your name? Where do you work?
2. In your opinion, what is the state of the art in ECEC/primary schools in relation to gender
equality? (Curricula? targeting girls, boys, gender diversity?) Is there a special focus on
boys, masculinities and care? What are the topics (fatherhood, men in care occupations,
etc.)? What is the target (violence prevention, widening perspectives and competences
of boys, gender equality, …)?
3. What are your experiences with this topic? Please describe actions which you or your
organisation have/has conducted related to boys and care. What were the reactions from
teachers/parents/children? What were the experiences: what was good, what went
wrong? Please also describe actions related to gender equality in your institution.
4. How (by which practices, discourses, habits, educational mechanisms/tools,
organisational atmosphere) do you think teachers (curriculum?) contribute to the
reproduction of gender stereotypes about boys, masculinities and care?
5. How can the reproduction of gender stereotypes about boys, masculinities and care be
avoided? Ask first for general principles, and then for concrete examples of practices.
6. Which training related to gender sensitivity and diversity do professional pedagogues
receive in their education (basic education, further education, obligatory or free of
choice, …)? Have there been significant changes in relation to this topic during recent
years?
7. What is needed in order to properly address the topic of boys/men and care ECEC/school
(training, knowledge, material, methods, support, consciousness-raising, …)?

9.3 Checklist for caring masculinity supportive ECEC
1.

Are boys offered the same toys/games/books/activities as girls?

2.

Do you use books where people are shown working together for a change (rather than
acting as individual (male) heroes?)

3.

Do you engage boys* in tiding up toys?

4.

Do you engage boys* in preparing tables for meals and cleaning after meals?

5.

Do you involve boys* in consolation of a friend if needed?

6.

Do you involve boys* in helping other to dress (tie the shoelaces)?

7.

Do you encourage children to play in gender mixed groups?

8.

Do you invite girls to play football, and boys to play with dolls?

9.

Do you react differently to boys*' and girls*’ behaviours?
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10. Do you interpret the feelings of boys* and girls* differently (sadness, anger, joy, fear)?
11. Do you have different communication styles (e.g., tone and volume of voice, body
language, words used) when interacting with boys* or girls*?
12. Do you pay attention, so that all children are equally involved and receive your
attention?
13. Do you involve supporting school/kindergarten personnel like cooks, cleaning
ladies/men, janitors in interaction with children?
14. Do you use role models/examples of men* in caring roles (like involved father, male
nurse, eco activist)?
15. Do you discuss/play caring occupations with children?
16. Do you present male* examples of nurses, kindergarten teachers, social workers, elder
carers in books, videos or other resources?
17. Do you sometime invite a male* care worker in a group to discuss his work with
children?
18. Do you visit a nearby eldercare home with kids?
19. Do you invite disabled people in a group to talk with children?
20. Do you offer examples of how children can take care for their grandparents?
21. In your work with families, do you also engage fathers, grandfathers, brothers?
22. In case the child gets sick, whom do you usually call?
23. Do you pay attention to the gender equality in the classroom?
24. Do you discuss films, videos, books, or cartoons from a gender equality perspective too?
25. Do you foster empathy and solidarity in the group, and in society and in general?
26. Do you discuss with children situations of people pushed on the margins of society
(Roma, refugees, migrants, those living in hard economic situation)?
27. Do you discuss different forms of families (LGBT, single parents, reconstructed,
multigenerational, transnational) and how care is divided within them?
28. Have you attended any training on gender equality?
29. Did you receive any training on men* and masculinities?
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