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As Latino demographic data (Murdock et al., 2003) continues to inform us about 

the upward swing of Latinos in this country, researchers will be faced with a growing 

number of research questions. Even though a host of varied research questions are 

relevant, my focus was on Chicano men from South Texas. 

The intersectionalities of gender, race, and cultural factors are all played out in the 

everyday discourses of college life and negotiated. Therefore, the researcher’s purpose 

was to listen and understand the voices of Chicano male students as they have negotiated 

their masculinities in South Texas schools.  So the research question presents itself: How 

do South Texas Chicano men understand their masculinities as they have negotiated 

institutions of higher learning? Latino men have had to endure various forces that create 

their masculinity, without, at times, understanding its creation.  The formulation of a 
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Chicano’s masculinity must be explored in order to curtail its destructive components 

(Connell, 1995; hooks, 2004).  

The optimum methodology for capturing Chicano voices was to employ a 

narrative approach.  This approach allowed for valuable histories (Denzin & Lincoln, 

1998; Patton, 2002) relevant to specific worldviews of the Chicanos who were 

interviewed. Further, these stories provided valuable insight as to how Chicano men 

negotiated their masculinity in various school environments. The ten men who 

volunteered for this research were willing participants, providing a vast amount of 

narration that informed this study.  Each of the men in this study was highly aware of his

masculinity(ies) and where it stood in relation to various contexts. 

The importance of this research has educational implications for Chicanos 

throughout the U.S. As Latinos continue to become part of Americana, society will have

to become much more informed about this group because they bring with them cultural 

components that are not understood by the dominant culture. This study will provide 

insight as to why Chicano males may manifest certain characteristics that do not conform 

to the Anglo-American way of life. The importance in this research is not to add to 

stereotypes, but to create discursive consciousness (Giddens, 1986). 
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CHAPTER 1: BACKGROUND

Introduction

The study of Latino/as1 has garnered additional attention as the population 

continues to grow at unprecedented rates. Latinos are observed in large cities such as 

Houston, Dallas, San Antonio, El Paso, New York, Chicago, and other cities with 

growing Latino populations.  There has been a substantial increase from 1990 to 2000 

according to the Institute for Latino Studies at the University of Notre Dame (Latino 

population counts: 1990-2000, 2004).  Consequently, demographers have predicated a 

general swelling of the Latino population, which has not been seen before in the U.S. 

Yet, the educational levels for Latinos have not met expectations when compared to 

white Americans (Jasinski, 2000; Valencia, 1991, 2002).  Population shifts are growing 

concerns because the current educational infrastructure is not well adjusted for the 

entering Latino population.  Historically, Latinos throughout the U.S. have been 

underserved for a variety of structural reasons.  However, this can no longer be ignored 

with the shifting of the demographics in general—e.g. the aging baby-boomers.  Baby-

boomers are expected to retire in droves without any substantial workforce to continue 

paying for social security benefits, tax revenues, and other economic realities that are 

beginning to loom over us.  These undeniable circumstances leave Latinos as the fastest 

                                                
1 The focus of this research will be on Chicano men. However, some of the academic literature is 
predicated on terms such as Latino, Mexican American, Hispanic and other forms of identification. Thus, I 
will use the terms the author subscribes to in order to stay consistent with their literature; in any case, the 
Latino/a research is crucial in informing this study. On the same note, the Chicano men that will be 
interviewed will have the opportunity to self identify; this topic will be elaborated in the Identity and 
Agency section of this proposal. 
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growing population in America to maintain the fiscal and monetary soundness of this 

country.  Nevertheless, policy makers, congress, lobby groups, associations and others

who have a vested interest in planning for our educational future are not preparing for 

these demographic shifts that will also have dramatic educational implications in the long 

run. Besides training for an employable workforce, Latinos students, and those of color, 

require an equitable share of the educational resources in order to maintain a modest 

standard of living (Acuna, 2003). These issues are but a few that are in need of serious 

research. 

The intersectionalities of gender, race, and cultural factors are all played out in the 

everyday discourses of college life and negotiated. Therefore, the researcher’s purpose is 

to listen and understand the voices of Chicano male graduate students as they have 

negotiated their masculinities in graduate school.  Latino men have had to endure various 

forces that create their masculinity, without, at times, understanding its creation.

Research Question

Thus the research question presents itself: How do South Texas Chicano men 

understand their masculinities as they have negotiated institutions of higher learning? 

Theoretical Frameworks

Even though there are a multitude of Latino issues to discover and research, my 

focus will be on Latino men. Latino men are encountering new problems as educational 

spaces are created in American society. For example, the University of Texas—

Brownsville had an overall enrollment of 9,200 students, of which consists of 93% are 

Hispanic and an overwhelming majority are female (60%) (UT Statistical Report, 2003).  
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The University of Texas—Pan American and the University of Texas—El Paso also 

revealed that women are the majority. This is not to discount women’s roles in these 

institutions, yet the evidence is clear that Hispanic men are not attending these 

universities at the same rate as Latina women (Fry, 2002; K. P. Gonzalez, Jovel, & 

Stoner, 2004); in general, women in the U.S. are outpacing men for bachelor’s degrees 

(Russell, 2000). The question arises: Why was this population of Latino men enrolled at 

these universities? Did they continue their studies? Have these men been successful in 

graduate school? One key insight may fall within a Latino man’s masculinities2 and its 

relationship to academic success. 

Throughout this proposal I describe some of my experiences as a Chicano male, 

which has been essential in developing my worldview. In addition, I will delve into my 

school experience. My narrative plays a role in investigating the cultural phenomena 

(Patton, 2002,p.116), as it has shaped the person I am today, with a reflexive backdrop 

(Denzin & Lincoln, 2003).  Moreover, history of Mexican-Americans/Latinos, Texas-

Mexican border, race and ethnicity, education, gender, masculinity, identity and agency 

are frameworks that give credence to the topic at hand.  This theoretical foundation will 

provide insight to what has led me to investigate the makings of Chicano masculinities.  

Connell (1995) has demonstrated that masculinities are not the result of a single 

factor, but include a multitude of social factors and variables.  This is deeply 

compounded when viewing Latino masculinities as they too have been shaped by 
                                                
2 Masculinities for the purpose of this research pertained to various way of being masculine. According to 
the masculinity framework, being masculine is not located in one behavior. Also, different shades of 
masculinities could manifest themselves according to the context in which it is revealed. The masculinities 
definition will be further explored (Connell, 2000; Kimmel & Messner, 1998).   



4

historical, cultural and post-colonial components.  Therefore, a Latino’s masculinities are 

not completely shaped by structural dimensions, but dimensions that have ties to the 

Spanish colonial era, the Mexican way of being, and the border life also come into the 

forefront when elucidating the notion of Chicano masculinities.  Due to the nature of 

masculinities, it can not be captured with a single event or a single theory (Butler, 1990; 

Kimmel & Messner, 1998); yet, a Chicano man, consciously or unconsciously, is an 

inheritor of history, culture, language and, of course, masculinities that adhere and are 

manifested within and about his body.  The Latino body, as it is viewed by others, 

conveys its own signifiers, which has its own presumptions of Latino behavior based on 

what the male body carries as it traverses and conflicts its being with male heterosexual 

hegemony (Usher & Edwards, 1994).  

Because identity and gender construction are difficult to understand, based on the 

premise that it is a process structured in part by a symbolic interaction model (Berger, 

Wallis, & Watson, 1995; Connell, 1995; Kimmel & Messner, 1998), the interpretivist 

framework becomes suitable for investigating the construction of masculinity for Chicano 

men (Crotty, 1998).  Some scholars believe that the social construction epistemologies 

are a useful position from which to research variations of gender, sexual behavior and 

other forms of expressed sexuality because a specific form of expressed sexuality may 

not be labeled, as we know it, in another place and time; for example, other cultures, 

societies, and countries with a different worldview (Berger et al., 1995). The notion of 

constructionism is antithetical to the objectivist worldview, which views the world as 

existing without consciousness.  “There is no subjective truth waiting for us to discover 
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it. Truth, or meaning, comes into existence in and out of our engagement with the 

realities in our world. There is no meaning with a mind. Meaning is not discovered, but 

constructed” (Crotty, 1998, p.8).

Thomas Kuhn (1970) produced a critical book, The Structure of Scientific 

Revolutions, that provided an alternative version as to how science operated within a 

different paradigm, which was shaped by subjectivist traits; also known as a paradigm 

shift. He posited that these paradigms developed by the scientific community were 

socially constructed and not necessarily based on a scientific “truth” model (Patton, 

1990).  The importance for Kuhn was that scientific discoveries did involve the human 

element. Therefore, the interpretivist paradigm, for the purpose of studying masculinities, 

will allow the researcher to “study the multiple realities constructed by people and their 

implications of those constructions for their lives and interactions with others” (Patton, 

1990, p.96)

Knowledge is, at times, unobtainable by the use of sophisticated language, 

policies, laws, and other regulated practices, which are intertwined with the makings of 

indiscernible knowledge systems. Therefore, critical theory will also be useful in 

exposing some inequities and inequalities when reviewing historical and legal knowledge 

components that exist throughout society (Agger, 1998; San Miguel, 1987; San Miguel & 

Valencia, 1998). Historical world events led the Frankfurt School in the early 1900s to re-

think Marxist doctrine because Marxism did not always apply to every socially disruptive 

phenomena that occurred; this is not to say that Marxism is not a valid paradigm (Crotty, 

1998). The purpose of critical theory in this text is to expose some of the weaknesses of 
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the social phenomenon that Latino/as have endured while traversing through historical 

events that were not always equitable: “In discourse the beliefs, norms and values that are 

taken for granted in everyday interaction are expressly thematised and subjected to 

critique” (Crotty, 1998, p.144). Current and prior laws and policies have been created to 

benefit society through democratic processes with intent to benefit those that have 

majority rule only; notwithstanding that democracy has beneficial elements, it has also 

produced ill effects that are strewn throughout the U.S. Constitution.  

Inequalities and injustices are commingled into a grand discourse that continues 

to exist in the everyday interactions that take place within society.  The dialectical 

intermediate from what exists in everyday world interactions as we see it to those 

discourses, for example, that a particular institution may purport to be the truth is what is 

sought; that is the intent of an agency and/or institution in mediating capitalism through 

policies and procedures (Agger, 1998).  Equally important are educational laws viewed as 

legitimatized by the American legislative process, which have also produced some 

unwanted consequences when they intersect with race, gender, culture, and are applied 

and played out daily in school settings (Habermas, 1996; San Miguel & Valencia, 1998).  

Critical race theory (CRT) may provide a form of emancipation from those stereotypical 

views society may have towards those subjects that are oppressed (Freire, 2002; Parker, 

1998; Pizarro, 1998; Villenas & Deyhle, 1999). In this case, a Latino with 

insider/outsider status is vital in researching the topic of Chicano masculinities because of 

the ability to border cross the required research landscape (Foley, Levinson, & Hurtig, 

2001). 
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The formulation of a Chicano’s masculinity must be explored in order to curtail 

its destructive components (hooks, 2004).  Understanding of Chicano masculinity is also 

part of my journey. I pose this question in order to maintain reflexivity as an 

insider/outsider: Why have I been successful in an educational system that does not 

reward Chicano masculinities?  This is the type of question that has plagued me since I 

left Brownsville, Texas to attend The University of Texas—Austin. This question will be 

probed in Chapter VII to further understand my position as a researcher. 

Latino Critical Theory

Latino-guided research could provide a varied paradigm that is through a Latino 

lens. Latino critical theory (LatCrit) has paved the way for a different viewpoint that is 

different from those who might not have the cultural lens through which to discern 

culturally relevant artifacts.   

Latino/a critical race theory is concerned with a progressive sense of a coalitional 
Latina/Latino pan-ethnicity and addresses issues often ignored by critical race 
theorists such as language, immigration, ethnicity, culture, identity, phenotype, 
and sexuality. (Solorzano & Bernal, 2001, p.311)

LatCrit has the potential to provide insight into race, class and varied forms of 

oppression as it intersects with the grand narrative (Freeman, 1993) of how Latinos are 

perceived. LatCrit can work effectively with critical race theory because even though 

both theories are varied forms of the same theoretical foundation, they are seeking to 

disrupt current dominant discourses that pertain to ethnicity and racism as they relate to 

education, for example.  Villalpando (2003) has demonstrated, through a LatCrit and 

CRT conceptual framework, how he was able to obtain the voices of Chicana and 

Chicano stories by way of counter storytelling. Delgado (1989) “points out that  that CRT 
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and LatCrit rely on the use of counter stories offered by members of marginalized groups 

who, by virtue of their marginalized status, are able to tell stories different from the ones 

white scholars usually hear” (cited in Villalpando, 2003, p.625). Interviewing and other 

forms of dialogue become acceptable means of providing a counter story for Latino men 

under the auspices of qualitative methodology.  In other words, Latino men who are 

interviewed are able to provide an opposing story that is different from those that come 

from the white culture; a crucial antithesis in revealing those events Latino men had to 

negotiate in school and society in general, which would, otherwise, be difficult to bring to 

light. In sum, LatCrit and CRT are regarded as important research tools in unearthing 

those Chicano voices that would be left unheard.    

The aforementioned frameworks will assist in gathering data and answering the 

purposed research question in this study. Culture, gender and identity are difficult to 

measure with a positivist paradigm because text is often excluded; yet quantitative 

researchers have captured corresponding themes via statistical analysis. However, what is 

not incorporated is the rich text of those voices that are often not heard (Freire, 2002; 

Patton, 2002).  Latino/as may appear to subscribe to dominant cultural discourses as they 

go on with their daily lives because this is what is expected. As a result, Chicanos have 

not had the opportunity to tell their stories as they see the world with varied paradigmatic 

thoughts. For this reason, critical race theory, Latino critical theory and social 

constructionist epistemology are appropriate underlying frameworks for measuring 

Chicano voices that would be otherwise left unheard.
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Borders

People of Mexican descent have lived historically in Texas, Arizona, New 

Mexico and California, while others have immigrated to other parts of the U.S. (Acuna, 

2000).  The borders are not seen by those that live in these areas as something that make

a clear demarcation between the U.S. and Mexico.  Martinez (1994) refers to these 

unmarked lines of Mexico and the U.S. as borderlands, which consist of 

“borderlanders”—people that live in this conceptual borderland area. People who live

here see the border as an artificial line that does not stop them from going back and forth 

between countries.  Further, Mexico and the U.S. are influenced by the exchange of 

goods, cultures and languages. Economic activity and immigration have also allowed for 

the permeation of the Mexican culture into the U.S., which has had structural influences 

on Mexican masculinities (Hondagneu-Sotelo, 1992; Zinn, 2001).

The border has played an integral part in what I have become because of the 

influence of the Mexican culture (Paredes, 1993). I grew up in Brownsville, Texas, which 

is located next to Matamoros, Mexico.  The Mexican culture continues to guide me in 

many ways of which, at times, I am not aware of.  The overspill of one’s particular 

culture is a crucial component in developing thought processes; Vygotsky believed in the 

intersections of culture and language as they pertain to learning (Bigge & Shermis, 1999). 

Therefore, the Mexican culture is crucial in understanding Chicano masculinities.  From 

various learning theorists (see Bigge & Shermis, 1999; Gredler, 2001; Wertsch, 1991) we 

have learned that much of our learning falls within a socially constructed paradigm; input 

is obtained from our environment and meshed with pre-existing cognitive schemes.  I 
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have become aware of the overtures of my environment in Brownsville and have realized 

that I have socially constructed my worldview in accordance with the Mexican-American 

culture. Brownsville, Texas is a place that could have an overwhelming influence on any 

one person.  Brownsville is a place that creates an interesting dualism that involves two 

distinct cultures, Mexican and American (Acuna, 2000; Anzaldua, 1999; F. E. Gonzalez, 

1998; Paredes, 1993).  One cannot live in a border region without understanding and 

feeling what Mexico is about.  There is an over abundance of cultural overtones that one 

is exposed to in these border areas; for instance, the southern regions of Texas contain 

newspapers, radio stations and many other forms of communication in Spanish, 

indicating the prominence of the Mexican culture.

My childhood in Brownsville created a dualism within me of which many people 

are not aware.  People who are not from Brownsville, or other similar border towns, often 

have difficulties understanding the rationale of the Mexican culture (Martinez, 1994).  

This is not because they don’t want to understand the meaning-making processes of a 

borderland city such as Brownsville, which are caused by an intersection of varying

cultural narratives. The German word “weltanschauung” is a better descriptor as to why a 

group of people have difficulty understanding another group of people—we all have 

varying worldviews and philosophies of the world around us.  Time and time again, I 

found people trying to come to grips with the culture that exists in Brownsville.  Many 

Mexican-Americans, like me, have had to negotiate the American and Mexican culture.  

The notion of being marginal was not something I thought of consciously while growing 

up in a border town—it was a way of being.  Gloria Anzaldua (1999) and Americo 
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Paredes (1993) both have been instrumental in exploring how marginality has been 

shaped by their experiences in South Texas.  

Border pedagogy is an extension of the borderland concepts (Zulmara & 

Necochea, 2003).  Accordingly, borderland pedagogy is linked to the influences the 

borderlands have had on the educational processes.  The impact of borderlands on 

education has not been well documented. Yet, there is a growing group of scholars

interested in the educational processes that have been impacted by Mexican and 

American influences in border regions that straddle two nations. Even though the 

influence of culture has been documented in and around border regions, the study of 

masculinities and its impact on the educational process is lacking.  

Border culture is essential in understanding masculinities because an overflow of 

the culture is present in people’s everyday being.  In other words, cultural influences are 

much greater in a region where the Mexican border resides next to an American 

(Anzaldua, 1999; Bonilla, Melendez, Morales, & Torres, 1998; Martinez, 1994; Paredes, 

1993).  Thus, Chicano masculinities are bound together from the daily interactions that 

occur in a place like the Texas/Mexican border.  Moreover, people in a border region use 

unique forms of talking that contain English and Spanish mixtures that are not often 

found in other places in the U.S. Forms of behavior are also reinforced through traditional 

Mexican customs that come from Mexico due to the proximity of the Mexican culture 

(Paredes, 1993).  Masculinities, for example, are more prevalent in an area known as 

South Texas; the south portion of Texas where a concentration of Mexican Americans are 

noted.  Chicano masculinity may not be present and/or occur in every place; for example, 
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a state that does not have a strong concentration of Latino men may not allow for various 

forms of Latino masculinities to become clearly apparent and manifested in places that 

are not culturally “safe”.  Yet, the proximity to the border impales men to Mexican 

cultural norms, which in line with this masculine theme, makes it difficult to deviate from 

these norms. 

Identity and Agency

The border between the U.S. and Mexico does not always allow one to develop 

their own identity. In other words, you can not run from the overwhelming blanket of 

both cultures:  American and Mexican.  There were those that wanted to retain their 

Mexican culture in the midst of assimilation.  It was never an all-or-nothing when trying 

to become Mexican or American; with time, my social eye could distinguish the cultural 

nuances of both cultures.  I knew that I was othered enough to recognize that one culture 

was different from another (Bhabha, 1994); some acted more Mexican, while other males

borrowed more from the White culture. My identity was formulated with a mixture of the 

Mexican and the dominant culture.  The Texas/Mexican border is a place that imparts 

both cultures regardless if we want these cultural overtones or not (Anzaldua, 1999; 

Paredes, 1993).  

Existence, like language, is a shared event. It is always a border incident on the 
gradient both joining and separating the immediate reality of my own living 
particularity (a uniqueness that presents itself as only for me) with the reality of the 
system that precedes me in existence (that is always-already-there) and which is 
intertwined with everyone and everything else.
(Holquist, 1990, p.28)

The basic premise is that we, as social beings, interact constantly with our 

environment; “…beings always exist in a state of being addressed and in the process of 
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answering” (Holland, Lachiocotte, Skinner, & Cain, 1998, p.169). When we give 

meaning to the world, we author it. Thus, we have our own point of view of the world 

around us. This is logical because we give symbols to the things around us according to 

our own specific culture, language and social interactions.  These symbols are processed 

inside through our inner speech—we give meaning to those objects and those objects 

give meaning to us.  According to Holland (1998), Vygotsky believed that learning was a 

socially constructed event, which was mediated in a special zone.  In contrast, Bakhtin

(cited in Holquist, 1990)  refers to socially constructing ourselves as “self-authoring.” It 

appears that Bakhtin understood the conflicts of our voices. In regards to Bakhtin, we 

have inner voice versus the social voice (speech), whereas Vygotsky did not elaborate on 

the conflicts (dissonance) that could occur when we negotiate those voices that come 

from our environment and inner speech.  Even though Vygotsky and Bakhtin do have 

some differences, both are reaching for the same outcome:  We are socially constructed 

beings.  

The co-construction of self can not be avoided because the making of self is not a 

unitary event (Holquist, 1990). My own socially constructed self took upon the values

and symbols of my surroundings formulating my way of being.  My identity, as my 

language, has been co-constructed with the Mexican and American ways of being; these 

are the shared events that are interlaced into what I call a “Chicano.” The making of a 

Chicano male is a process that involves deciphering the hegemonic norms and integrating 

these into inner speech (Holland et al., 1998). However, these inner messages do conflict 

with the making of a Chicano identity. For example, what do I do if I am challenged by 
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another male?  What is my first response?  Do I act like a Chicano man or follow the 

hegemonic rules of the dominant discourse that do not acknowledge my response?  The 

spaces that are created between the inner and outer world are the things that are often 

negotiated; this interactive dialogue that is conceived from the outer and the inner voices 

create a figured response.  Is it the desire of the Chicano man to figure himself into 

“…the desire of the colonized to identify with the humanistic, enlightenment ideal of 

hegemonic (my emphasis) Man…?” (Bhabha, 1994, p.237).

The process of symbolic interaction in figured worlds provides a corridor in 

which to view the relational process that unfolds within the dialogical processes.  The 

lived social practice equips us with the possibility of detailing the narrative(s) that gives 

us insight to the relational process of men.  “Subjectivity, in these works, is seen to be 

developing at an interface within the majority between the social and embodied sources 

of the self, in what might be called the self-in-practice or to use a label inspired by 

Bakhtin, the authoring self” (Holland et al., 1998, p.32).  In the case of the Chicano male, 

he has a complicated place and space he must negotiate because of the various 

intersections his identity faces. Consequently, Chicano identity is not fixed in one 

location. 

Identity is a concept that figuratively combines the intimate or personal world 
with the collective space of cultural forms and social relations. We are interested 
in identities, the imaginings of self in worlds of action, as social products; indeed, 
we begin with the premise that identities are lived in and through activity and so 
must be conceptualized as they develop in social practice. Identities are a key 
means through which people care about and care for what is going on around 
them. They are important based from which people create new activities, new 
worlds, and new ways of being.  (Holland et al., 1998, p.5)
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A Chicano male may feel that his identity is different according to the context in 

which he is in. Thus, if he is near a border region he may feel a closer affinity towards the 

Mexican culture (e.g., uses Spanish, Tex-Mex, hand gestures, and other culturally 

relevant signifiers).  Moving away from the border, he may feel that he has to subscribe 

more to the dominant culture.  I often feel this shift in identity as I go to Brownsville, 

Texas.  In this small town, I have a border town identity, and I am culturally and 

physically accepted. In contrast, places like Austin and Dallas, I have to portray a 

different self that does not completely subscribe to the Mexican culture.  In short, 

Chicanos that become part of this study will be asked to self-identify because identity is 

not always fixed and is constructed according to the place and space in which it is asked 

to emerge.

Even though we are engaged constantly with structural forces from the dominant 

culture, we can be our own agents.  In my case, I was always careful of not being fully 

Othered into a hyper-masculine role. Nevertheless, societal norms in a border region, 

such as Brownsville, were imposing to both males and females—you were expected to 

perform your role accordingly. My experience has been that Chicano males are expected 

to have a certain masculine behavior about them that is subtle or recognizable.  These 

masculine forms are manifested in a manner that may not always be noticeable.    

The added pressures to conform to a specific masculine role were never far away.  

Boys that came from a certain “barrio”3 castigated those that were from other 

                                                
3 “Barrio” is Spanish for neighborhood. However, the neighborhood can encompass a few blocks or several 
miles. Most of the people in the neighborhood know each other, but there are tensions between Latinos that 
come a lower socio-economic versus those in a higher bracket. Knowing Spanish can be a factor of tension 
also. 
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neighborhoods.  I experienced the taunting from the Chucos, as we would call them, 

because I appeared to have sold-out on my Chicano culture. The crucial point in these 

encounters is that they challenged my Chicano masculinity with their bodies and 

language. Other Chicano boys were also challenged and emasculated with these 

intimidation tactics.  As a result of these challenges many fights did erupt.  These fights 

were not often fair because the Chucos would often fight someone with more than one 

person.  The male body, in these instances, was important because size, equated with 

strength, did matter to other Chicano males. These experiences made me aware that this 

group was Othered as well as the rest of the Mexican-American community because 

various layers of marginalization were in effect here.  My space partially resided with the 

Mexican culture, while the other space was located within the dominant culture. How 

was I supposed to respond to these cultural fissures that were created in post-colonial 

spaces (Bhabha, 1994)?  

Human agency may be frail, especially among those with little power, but it 
happens daily and mundanely, and it deserves our attention. Humans’ capacity for 
self-objectification—and through objectification, for self-direction—plays into 
both their domination by social relations of power and their possibilities for 
(partial) liberation from these forces. (Holland et al., 1998, p.5)

Humans have the capacity to create change and not succumb to structural and 

hegemonic forces.  Holland et al. (1998) have demonstrated that humans’ have the ability 

to move themselves into other spaces that are regarded as perilous; committing an act that 

is unorthodox or not committing one reveals that we do not always yield to the societal 

rules and norms. I, for example, was expected to follow hegemonic masculinities and also 

those masculinities that came from the Mexican-American culture.  Yet, I did not 
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integrate all of the notions of masculinities into my being.  My cultural identity was, at 

times, so fuzzy that I could have taken a different identity, an identity that was not 

completely me. In Frank’s et al. (2003) study they demonstrated that men negotiated their 

masculinities in high school. For example:

These men are rejecting a hegemonic masculinity and its rewards. They are, in 
many ways, opting to be unlike the rest of the boys. Their actions, interactions 
and conversations prompt a re-examination and re-envisioning of the possibilities 
for engaging men in counter-hegemonic practices that question and disrupt 
conventional heteronormative masculinity. (Frank et al., 2003, p.124)

Throughout this article the Frank et al. (2003) demonstrated that boys in the high 

school broke away from hegemonic masculinities. The boys in this study had a self-

awareness that defied the typical hegemonic masculine roles in the school.  

Feeling like these boys during my school experience, I also resisted in a way that 

was not apparent and/or noticeable.  I had to keep my masculinity, at least on the surface, 

apparent to the other boys in my school.  The strength and body were mostly for 

exhibiting the self as a true masculine Chicano male.  The football players had my respect 

because they knew I was one of the top three strongest males in the entire school.  

Accordingly, I had to be cautious with my academic needs because I liked to study and 

took books home:  Real men don’t take books home. My inner speech told me that my 

sense of self was much more important than the compelling masculine roles I was 

supposed to ascribe to—a Bakhtinian conflict. 

Structural and hegemonic demands do not always blanket all Latinos. There are 

some men who are capable of disrupting heteronormative ways of being. Some Latinos 

continue to express homosexuality, gayness, lesbianism, and other marginalized ways of 
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expressing gender.  Therefore, Latino men also have the agency to move away, not only 

from hegemonic heterosexual ways of performing, but also from Latino masculinities that 

may encapsulate their identity(ies).  In other words, subscribing to a particular gender 

does not indicate that one can not move away from the boundaries set forth from the 

dominant culture that intertwines itself with the identity of each male. There have been 

countless instances in which Latino men have been successful in negotiating  and 

repelling society’s demands (Abalos, 2002; Rosales, 1997). The co-construction of a 

Latino identity with that of the dominant culture is something that results in a man that 

succumbs to the dominant culture, retains his culture, or has a mixture of both cultures, in 

order to understand and perform in both worlds.  Hence, the matter of identity 

construction and co-construction is an ingredient that must be placed into this equation of 

defining Latino masculinities because this insight will give the researcher an 

understanding of where the Latino is culturally located, and to find if he has been 

successful or unsuccessful while he has traversed the educational system.  The voices of 

these men will add to discerning how some Latino men have utilized agency to negotiate 

their success in the university arena. 

A Feminist Frame in Gender Making

As Michel Foucault (1994; 1990) demonstrated, history is inclusive of particular 

ideas and practices (discourse) of a society which is intermeshed with power, and

specifically, how truth is constructed and maintained. Viewing history in this particular 
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manner can create spaces that allow one to peer into how other material practices and 

those in power (intelligentsia) construct discursive ways of knowing. 

…the daily practices which enforce a society's power relations — its institutions, 
customs, political movements — determine what sort of knowledges will appear 
to be true. On the other hand, ideas widely accepted as true determine what sorts 
of power relations people believe are desirable, as well as what sorts of political 
aims and strategies they can imagine. This simultaneous focus on intellectual 
constructs and material practices allows historians to simultaneously analyze 
ideas and practices, agency and power. (Bederman, 1995)

Bederman utilizes a methodology—similar to Foucault—that realigns ways of 

understanding history and disrupts it in a way that is much more poststructural.  Many 

continue to consider Foucault a postmodernist when interpreting his work. This may be 

the case, but a cultivated disruption, as in the case of Bederman, provides feminist 

fissures into history so that it off-balances a structural perspective. Interrogating 

structures from a Chicano perspective realigns current understandings of Chicanos ways 

of being. This approach can manifest insight to forms of human agency, and deviation 

from standing structures, in such ways as demonstrating resistance and other 

contradictions throughout a historical period. Before a counter narrative can be produced, 

a review of historical gender making and masculinities will be reflected upon as an 

overarching discursive base. 

Chicano men in this study revealed themselves in way that was connected to their 

cultural surroundings.  Connell (2002) stipulates that a particular masculine discourse in a 

particular point in time in history (historicity) would not be acceptable in these post-

modern times; knowledge-making follows different rules as historical periods evolve. 

The current structures that reproduce gender, as we know it, would not support a 
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discourse from the past unless something catastrophic were to happen that required 

humanity to reclaim ways of knowing from the past. History has taught us that men and 

women differed in the type of work they engaged in. Prehistoric times consisted of a 

discourse that involved survival from day to day.  It is not clear why women had the roles 

they had during prehistory, but they were different from men.  Gender was a term that 

managed to become inscribed to the meanings of what a man’s role was versus that of his 

female counterpart.  The emergence of the discourse of gender has created inequities, 

power differentials and divisions of the sexes. The term “gender” can be contested as 

being a western construction that may not exist in other societies such as China, Japan,

and Africa; this is not to say that division of labor does not occur in these countries 

(Frader, 2004). Recent research from anthropology and archaeology demonstrated that 

women may have had a much more equal role in collecting subsistence in prehistoric 

times.  As Frader (2004) points out, 

…evidence of Native American groups and anthropological observations of con-
temporary traditional societies in Africa, point to women's participation in game 
drives or hunting expeditions, wielding spears or stones alongside men. Among 
the Plains Indians of Western North America, for instance, women participated 
alongside men in the buffalo drives that were the mainstay of their economy, prior 
to substantial contact with European settlers and traders. (p.28)

Therefore, it could be said that the term “gender” did not necessarily evolve from 

the biology of human nature. The development of gender followed the discourse of 

institutionalization, changes in society, trade, technology and other historical 

developments that intersected with the making of masculinity and femininity. 

As civilization began to evolve, those of the Anglo-Saxon race saw the other as 

the savage; women were considered to be in close proximity to this definition at the time. 
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White men were considered well cultured and civil, whereas a civilized woman was

thought to be fine and focused on the home (Bederman, 1995).  This line of Anglo-Saxon 

thinking projected that idea that Anglo people were civilized because they were born with 

these traits.  In contrast, the savages did not have these particular genetic traits that would 

have made them much more civilized and well behaved. Savage gender was portrayed as 

different from Anglo-Saxon male and female distinctions. In other words, savage women 

were seen as overly masculine, as they were involved in work that would have been left 

for the men. Savage men were depicted to be wild animals that had sex at an instant when 

it suited them. Moreover, primitive males would wear clothing that appeared to be in line 

with a white female; primitive men wore items that resembled Anglo women’s clothing 

like skirts and jewelry (Bederman, 1995). 

Going back between 130,000 to 30,000 BC, Neanderthal societies do not appear 

to have any distinctions based on gender. For the most part, archeologist and 

palaeonanthropoligsts do not agree on the behaviors of the Neanderthals (Dobres, 2004). 

Dobres stipulates that notions of gender did not exist during those times because of the 

lack of symbolic meanings that would attribute value as to what is gender. This would 

imply that the Neanderthals may not have given cultural value to biological differences in 

terms of gender. In other words, they have been aware of sex differences, yet were not 

attributable to institutions and structures, as we know them in today’s terms. It has been 

found that body sizes were about equal for both male and female Neanderthals.  Both 

sexes experienced equal bodily wear and tear, suggesting they both engaged in hard 

labor; and, both males and females died equally at about the same age (Dobres, 2004).  
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This, again, suggests that male and females during this time worked in equal amounts for 

survival (Renzetti & Curran, 1989). In the late Stone Age, 90,000 to 10,000 BC, societies 

had more symbolic attributes making it clearer that gender did exist. However, finding 

how gender, in its various forms, was formulated into a particular society could not be 

pinpointed by archeologists (Dobres, 2004). In 12,000 BC there was the significance of 

specialized division of labor in some societies based on specialized skills; yet, it is not 

definite if a division of labor was based on a gender system because of disagreements 

from archeologists.  Various tools used by males and females suggest the possibility of 

creating gender differences during a gatherer-hunter society. 

Dobres (2004) continues in this fashion, examining the historical elements of how 

male and females lived throughout the pre-civilization. A method similar to Foucault’s, 

she provides a feminist view as to how gender has been constructed throughout history. It 

is clear that Dobres demonstrated an interesting progression as to how gender was co-

constructed with the advent of farming and the sophistication of labor.   Thus, females 

were an important aspect of a society, as they contributed much to the production of 

goods. Some cultures had women producing pottery, whereas other societies had the men 

labor over the pottery. With time, as Dobres (2004) makes clear, the notion of gender was 

being developed and was often intersected with class, family and occupation; race would 

also play a role later in history. The construction of gender throughout history was 

relative to the place and time; for example, the Middle East had clear demarcations of 

gender, and so would the Christians as they became influential (Dobres, 2004).  In 

contrast, the Egyptians did not discriminate men from women. For instance, both women 



23

and men were made into slaves. Free Egyptians, both male and female, had equal legal 

status—distinctions were made based on class.

As America began its journey into formulating into a country, middle class white 

men found the cultural means to transform what a male is. They felt that they had to 

encompass a much more powerful form of maleness, which would be manifested into

masculinities (Bederman, 1995). This was not difficult to do as men joined organizations 

that were for men. For example, YMCA, Boy Scouts, fraternal orders and sports were but 

a few organizations developed just for men and were crucial in fostering and maintaining 

a form of masculinity. Of course, this was not without resistance from the women in 

feminist forms that may appear unsubstantial in today’s terms, yet the males were aware 

that they could be a threat.  What men wanted was to be fearless, endure, and be ever 

powerful. One powerful force that wanted to reinvigorate maleness was produced by the 

Protestant leaders with an activity known as the Men and Religion Forward Movement of 

1911-12; their aim was to re-instill masculinity into their churches (Bederman, 1995). 

Class also became a factor in understanding various forms of masculinities. In the 

U.S during the 1880s, the rough working class form of masculinity clashed with the 

middle class form of masculinity. The middle class men did find a rougher form of 

masculinity enticing and began to incorporate this form into their identity. Essentially,

middle class men began to value their sexuality, physicality and brashness from the 

working class men. Hence, we see middle class men visit saloons and enjoy prize fighting 

as well (Bederman, 1995).  We see the remaking of maleness as the middle class men 

ascribed to those values from the working class. 
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As Bederman continues her analyses, she complicates how history is portrayed 

and provides a post-structural dimension as to how masculinity permeated American 

institutions.  As feminist continue a reconstruction of history with variations of what it 

means to do gender, they provide valuable insight as to how gender differed with each 

time, place, and society (Dobres, 2004; Renzetti & Curran, 1989).  Chicano/a scholarship 

could benefit from a post-structural approach because structures and history alike could 

be viewed as not needing complication by the dominant culture. Interrogating history and 

structures provide an alternative dimension of the Chicano culture and ways of knowing. 

A Macro- and Micro-Form of Social Analyses

Dorothy Smith (Calhoun, Gerteis, Moody, Pfaff, & Virk, 2002; Smith, 1987), 

feminist writer and interdisciplinary researcher, has added that understanding the micro-

and macro- social processes are vital for understanding moments of interaction in gender 

making. Interdisciplinary connections are necessary in providing explanatory theories 

that are encompassing of the particular social phenomena that will be studied. Another 

feminist researcher, Patricia Hill Collins (2000), endorses the interdisciplinary approach 

to studying in other arenas such as education. Her focus, however, is on a female Black 

epistemology that deconstructs peripheral ways of knowing.  The way gender occurs at 

the micro- and macro-level are part of the analyses that is sought in this research. In this 

research, a Chicano perspective will be maintained with a theoretical outlook that 

parallels feminist thought. 

One of the first theorists to make a connection of how totemism is part of a much 

more complex institutional structure of a native group was Levis-Strauss (cited in  Broch, 
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2000).  His research provided avenues in which to view societies as containing complex 

ways of expressing culture. Sociological theorists, such as Parson, further detailed how 

society is structured by sub-components known as functions4.  In essence, each society is 

maintained by functional components that make up the whole or structure; this is how 

society is maintained when viewed in a structural manner.  One critique of Parson’s 

structural-functional theory is the exclusion of a culture’s fluidness, how actors relate to 

other actors, the actor’s own personality and the social aspect of the biological self in 

understanding society (Anderson, 2000, p221). Parson’s stressed that his model of 

understanding society (social action system) was to be employed for the purpose of 

analyses and, therefore, contains a priori assumptions. Feminist theorists are critical of 

the structural-functional approach because it only empowers the social systems that 

legitimate gender privilege and power.  Structures in place can appear to function well so 

there is no need to be critical of them. Also, later, it became apparent that the functions of 

society could be positive and/or negative.  Conflict theorist questioned the smooth 

functioning of a structure, which could be disrupted and challenge the status quo. In any 

case, structural-functionalism can be utilized in a critical perspective here because it 

allows one to view the parts of society and how they work together to promote stability 

and instability (in the case of those Othered). 

In these analyses it would be consistent to incorporate social structural processes 

that occur in the context in which these Chicano participants are located. For example, it 

                                                
4 This is not meant to exclude other structural functionalist scholars, such as Merton and others. Parsons, 
during his time, had the greatest influence on American sociological thought.
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could be argued that the Chicano men, in a place like the Valley5, do have a stronghold 

on production of goods and services; this allows for greater wealth inequities that favor 

men. Gendered differences, as described, creates wealth and power inequities based on 

societal structures. Gender intersects with social structures such as the economy, 

government, mass media, and schools that continue to reproduce gendered differences.  

Ritzer (1996) developed a system in which to view social processes with a micro 

and macro sociological perspective.  Moreover, he stipulates that it is much more 

beneficial to use this approach in an analytical fashion.  A micro-macro integration, he 

insists, must be defined as to its deployment in research.  The integration of a micro-

macro framework grew in the 1980s—that is, not to say that this framework is not 

valued.  South Texas has unique social qualities that make the framework appropriate.  

One can not understand, in it totality, the way the micro social processes occur without 

understanding and knowing the macro structures that surround the micro social 

processes; this will prove beneficial in detailing the discourse of a Chicano male.  

Ritzer outlines his development of his micro-macro framework by referring to 

other scholars, such as Abraham Edel and Georges Gurvitch, who where bold enough to 

put forth a new way representation of sociology. For example, Gurvitch purposed going 

from “sociality, groupings, social class, social structure, and global structures” (Ritzer, 

1996 p.358).  This model could be complex in its use.  Ritzer builds on this model with 

the intent to simplify it so its application could be much more accessible. The primary 

                                                
5 The Valley actually refers to the Lower Rio Grande Valley.  This is a region in south Texas that 
incorporates cities and counties that are bounded by a mental boundary that stretches from Laredo to 
Corpus Christi. However, there are various definitions of what the Valley is comprised of. For the purpose 
of this paper the Valley will use the definition stated above. 
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format is to see his model as a continuum that travels from an objective to a subjective 

orientation. This includes, respectfully, material ways of understanding, such as

individual action and bureaucracies to those phenomena that are nonmaterial such as 

consciousness, norms, values (Ritzer, 1996). A four part model that is outlined in this 

fashion: 

Macro-objective includes, for example, society, law, bureaucracy, technology, 
and other languages, whereas the macro-subjective, pertains to culture, norms and 
values. In contrast, the micro-subjective allows for patterns of behavior, action 
and interaction. And the micro-subjective can include perceptions, beliefs, and 
other forms of social construction. (Ritzer, 1996, p360)

In this particular model for social analysis, the distinction between what is 

material and what is non-material create the value of this approach; it must be mentioned 

that the dialectical relationship among the four categories adds to it usefulness in 

analyses.  In Expressing America: A Critique of the Global Credit Card Society, Ritzer 

details linkages as to how the micro and macro aspects of society are connected.  Ritzer 

elaborates how increasing consumer debt has created more bankruptcies and late 

payments (micro-level), and the government (macro-level) has a role here because it has 

encouraged greater debt accumulation (Ritzer, 1995). In this example, we see the 

interplay of the dialectical process within the macro and micro model. Ritzer is trying to 

point out that reality is not neatly categorized into various levels and can be best viewed 

as the researcher strives to see the actual changes and interaction that take place in 

society; hence, his move towards an integrative theoretical approach in understanding 

social phenomena. 
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Gender does occur at the micro and/or individual level of human interaction, 

however, it is important in these analyses to understand how social structures are also 

crucial components in understanding interaction among Latino men (Anderson & 

Kaspersen, 2000; Connell, 2002). In other words, individual actions by social actors are 

also shaped by broader social structures. Because masculinities and gender can not be 

measured with a simple binary of male and female, structures have to be incorporated 

into understanding the discourse of how and why Chicano men “do” gender. Gender is 

expressed through daily interactions using text (language) and with the expression of the 

body.  Some examples include, how men and women dress, which then allows society to 

establish a binary based on a particular sex that is expressed (Connell, 2002). More 

specifically, 

Gender is the structure of social relations that center on the reproductive arena, 
and the set of practices (governed by this structure) that bring reproductive 
distinctions between bodies into social processes. To put it informally, gender 
concerns the way human society deals with human bodies, and the many 
consequences of that 'dealing' in our personal lives and our collective fate. 
(Connell, 2002, p.10)

Even though gender is different in other cultures, gender still exists in modified 

forms. These variations could be tied to power structures that reproduce gender in forms 

that are particular to a culture and its context. It could appear that gender is a static form, 

but it is actually in flux as new interactions are created as people interact. Moreover, 

historical structures also contribute to making of gender. People carry historical and 

cultural components with them as they interact daily with males and females; yet, 

“gender identities are fractured and shifting because multiple discourses intersect in any 

individual life” (Connell, 1995, p.72). Femininity and masculinity are not necessarily 
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natural categories which pre-exist in each individual. Rather, they are categories that are 

historically and socially constructed, and connected and inherent in social institutions, 

processes and practices, including those of schools (Connell, 1995).  Reality, it could be 

viewed, is coded with significance. More specifically, we have the signifier and the 

signified that aid in capturing objectifying practices and their relationships with 

institutional changes (Broch, 2000). In this case, text, in ways that borrow from 

semiotics, and cultural artifacts, become elements in which to study cultural forms 

through patterned relationships, providing valuable insight into the social construction of 

reality. 

My purpose here is to analyze each individual’s story as they weave a picture as 

to how they negotiated their masculinity.  Also, individual stories provide a context in 

which to understand the macro- and micro- social processes that are intertwined with the 

making of identity and culture. The research literature reflected much of what the 

participants experienced in their stories.  The stories of each individual also gave us a 

better understanding as to the Valley narrative and how it plays itself out within each 

participant.  The process of viewing each individual profile is not to interrogate, it is an 

opportunity to peer into each individual participant’s way of life in a place like the 

Valley.  Each profile is unique with common threads that are exposed in the thematic 

section of data analyses.  In the Chicano context, local history and social structures are of

importance. In addition, greater structures, such as hegemony, also provide a way of 

understanding specific local structures that exist in the Valley as this process is not static 

social process. 
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Feminist theory is invaluable in this research as it opens avenues not allowed in 

other disciplines (Fenstermaker & West, 2002; Renzetti & Curran, 1989; Smith, 1987). 

Feminist thought has spent years creating spaces for research that contained a different 

framework for analysis and understanding of social processes. The study of gender, of 

course, has benefited as feminist illustrated that gender making is not a fixed notion 

based on solely being a male or female. Sexuality also is a relational concept as people 

construct their sexual being in daily interactions. Feminist methodology has ventured into 

an arena they have historically faced before from the different waves of feminism. Forms 

of feminist methodology has drawn criticism from some sociologists, yet they have been 

steadfast as to the benefits of viewing the world with a different paradigm that 

encompasses subjective and objective dimensions of how the world works (Fenstermaker 

& West, 2002; Renzetti & Curran, 1989; Smith, 1987).  Therefore, feminist methodology 

allows for an interdisciplinary approach in analyzing the social world. 

The South Texas Context

In the Chicano culture what we experience at home and what we experience in the 

real world are usually two different experiences. Connell (1987) makes it clear that an 

Aboriginal woman could be a powerful person in her particular social context, while

contextualized into someone that is brown and essentialized when interacting with the 

dominant culture (Connell, 2002). In this same respect, a boy could be strong within the 

context of sports, while disempowered at home, and/or academics, for instance. Gender is 

not something in which we are inactively socialized. Gender making can appear to be a 

passive occurrence as we unknowingly interact with others—consciously and 
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unconsciously. Sears (1999) points out how gender and sexualities vary according to 

country and context without those who construct it as being truly self aware of its 

construction. 

Various gender practices are detailed in the daily lives of the men interviewed in 

this study.  It is paramount that Chicano social structures are included to magnify the 

meta-narrative that feeds into their being. Connell (2002) states that gender regimes 

persist in institutions even though the way gender is performed can change in institutions;  

gender regimes emanate from wider patterns from the gendered order of a society.  Thus, 

in these analyses, I will include the discourse of the Valley and the surrounding context 

so the actor’s narratives can be further excavated as the unpacking of who they are is 

examined in a way that leans towards post-structuralism. 

One of the first profound changes in how Mexican American came to be in the 

United States was researched by Rodolfo Acuna (2000) in Occupied American: A history 

of Chicanos. Acuna (2000) was instrumental in revising the historical context of Mexican 

Americans. The uncovering of revised history with a Mexican American perspective was 

a crucial disclosure for those Chicanos/as who did not understand their past history in the 

United States.  The historical background written by Acuna gives insight to the dynamics 

and historical processes Mexican Americans had to undergo as southern areas where 

overtaken by the United States.  Acuna is instrumental in delineating how history for 

Mexican Americans has shaped who they are today.  Inequities that occurred in the past 

continue today, as the Mexican American culture holds 
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Texas is filled with conflict as the Spanish (Euro-Americans) battle not only with 

Mexicans who were native to the area, but with the natives who lived in Texas.  The 

Texas Constitution did not protect the Blacks and Native Americans from any type of 

protection and land grants (Acuna, 2000).  Historically, we begin to understand the 

evolution as to how the Euro-Americans, as Acuna calls them, construct patterns of 

oppression. Structurally, the Texas Constitution played a strong role in demarcating those 

who will have and those who will not.  Land was an important necessity during Texas’ 

initial admission into statehood as it allowed one to raise livestock and various crops for 

survival.  Of course, Mexicans were judged according to skin color.  Skin color became 

an important cultural feature in a manner that allowed those who were light skinned to 

gain more access to land, power, food, etc., whereas those who were darker, usually 

Mexicans, Natives and Blacks, were not allowed the same goods.  This way of life 

permeated throughout Texas in its early days based on the Spaniards influence on the 

region.   

Mexicans in Texas were mostly on the periphery and faced a built-in dominance. 
Few were in the position to make the transitions necessary to break this 
dependency, as well as patterns of impoverishment, unemployment, illiteracy, and 
low self esteem.  During the first three-quarters of the nineteenth century 
Mexicans lacked the networks to break their dependency , although they struggled 
to overcome this oppression, especially the political institutions such as 
bureaucracies, police, and the like.  The result was marginality and the inability to 
advance above the subsistence level.  (Acuna, 2000, p. 59)

Brownsville soon came into the picture as the Mexican War began.  Fort Brown 

was established in what is now known as Brownsville, Texas in 1845 as the United States 

was intent in entering Mexico and conquering parts of the Southwest. 



33

The Euro-American culture began to change the Mexican culture in a manner that 

included technological and economic adjustments. In Brownsville, Texas, for example, a 

formidable amount of land was obtained by Charles Stillman, whose name continues to 

be a landmark in Brownsville (Kearny & Knopp, 1991). Anglo merchants like Stillman 

and others wanted this land because they knew Euro-Americans would eventually occupy 

the lower portion of South Texas.  Merchants and Euro-Americans were the mainstay of 

Brownsville in 1850 (Acuna, 2000). Interestingly, Kearny and Knopp (1991) reveal how 

cities such as Boston and New Orleans had overarching influences from the Puritans and 

ex-prostitutes in the French Quarter, respectively, that continue to persist today.  In the 

same way, the Matamoros area, which is now a Mexican town across from Brownsville, 

had its own influences from economic and military ties (Kearny & Knopp, 1991).  The 

Spanish military had founded a base in the Matamoros area to protect their territory from 

other possible colonizers.  The Matamoros area also became a place for ranchers as it 

provided sufficient water and grazing land for cattle.  The Spanish did not disseminate 

land equally to everyone. Most of the land grants went to a handful of elitist families.  

The rest of the people who were not part of the elite group were given small parcels of 

land if any.  Acuna (2000) maintains many of the inequities, such as parceling land, were 

determined by skin color.  The early establishment of the Matamoros area continues to 

have overwhelming effects in Brownsville and the Valley.  

A boundary has distinct demarcations as to the limits of where some piece of land 

ends and starts.  In the case of the South Texas region, it is situated in a frontier zone 

and/or borderland as defined by Ross (1978).  Frontier zones can encompass “political, 
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economic, social, cultural, linguistic, religious, and even ideological sense” (Ross, 1978, 

p.3).  There are no clear divisions when taking into account a place like South Texas.  

Culture, with many other social components, persists in a region that is not bounded by 

clear lines.  The engagement of the Mexican and Anglo culture has created a unique 

region with its own cultural signature that can not be pinpointed by solid lines.  

Historically, the region between the U.S. and Mexico was not separated by solid 

geographical divisions, but with contrasting cultures (Bernal, 1978).

… in the pre-Hispanic period, the border was not a political one like that 
separating our countries today. It was a cultural border, which of course was 
never the subject of treaties or of lines marked in a geography text.  What it 
indicates is the difference between various cultural areas; one, as I said, was 
civilized, another in an advanced stage of culture, and others still quite primitive. 
(Bernal, 1978, p.27)

Paredes (1993), a Chicano scholar in his own right, was able to grasp the Mexican 

American culture located in South Texas in Folklore and Culture on the Texas-Mexican 

Border.  In this particular expose, Paredes uncovers much of the Chicano cultural 

understandings that occured in South Texas.  Paredes uses his insider status of a Chicano 

to document how the Mexican American culture has remained chiefly intact in the South 

Texas region. He takes a look at Mexican American folklore, identity construction, and 

negotiation, and history and performance; all important ingredients in the construction of 

the Mexican American culture.  Paredes offers a wealth of South Texas culture. More 

importantly, I will touch upon, briefly, folklore and identity and negotiation in South 

Texas. 

As Paredes (1993) makes clear distinctions between different types of Mexican 

American folklore, he provides demarcations of the culture, which are usually only 
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noticeable by a Chicano insider.  Three distinct folklore lines are examined by Paredes.  

The Hispanophile prefers to associate with folklore that is peninsular in nature. In other 

words, they prefer to be viewed with ties to the Spanish.  The diffusionist folklore is 

considered to be founded in Mexico, but has found it way to South Texas.  The 

Mexicans, in this case, do not value old and new forms of folklore in US.  This is 

disputed by Paredes as he details how a regionalist framework can account for folklore in 

the South Texas region.  The land in South Texas, apparently, holds memories and 

becomes a basis for identity as the people become attached to the soil as the Dutch to 

Pennsylvania and the Cajun to Louisiana (Paredes, 1993, p.5).  The Mexico de Afuera

(Mexico abroad) is the Mexican American who remains outside of the territorial Mexico. 

Mexicans, who reside in Mexico (Mexico de Adentro), see themselves differently from 

the Mexican Americans who are referred to Mexico de Afuera. This may be the case, as 

Paredes argues, yet, the distinction here is that no true territorial, in terms of another 

continental space, separate Mexicans and Mexican Americans; people cross these borders 

daily.  The Texas-Mexico history provides a greater understanding as to why certain 

corridos (ballads) contain various themes.  Many of these ballads correlate to the 

injustices and cultural conflict Mexicanos encountered with the Anglos. 

Paredes makes it clear that the there is a border culture.  After and before Texas 

was annexed, two cultures, one Mexican and one Anglo, came face to face.  The Nueces 

to the Rio Grande area spread to other border areas or the Lower Rio Grande. A cattle 

culture evolved from

…the result of a union of northern Mexico ranchero culture, including techniques 
of raising cattle and horses, with new technological improvements brought in by 



36

Anglo Americans, especially such things as revolvers, barbed wire, and lawyers 
versed in the intricacies of land titles.  (Paredes, 1993, p.20)

Paredes posited that the cowboy is basically a construction of the Mexican 

ranchero who has acquired the pistol from the Anglo American.  The Texas cowboy 

figure has become a romantic figure in American culture.  This macho image of the 

Texas cowboy spread to other parts of the South Texas border (Paredes, 1993).  The 

machismo that came with the position of being a cowboy was instrumental to the 

Mexican revolution according to Paredes.  The pistol, of course, was a symbol of power 

that the Mexicano learned about in South Texas as they encountered the Anglos.  Another 

unique development to the South Texas region was based on smuggling.  Smuggling in 

the Lower Rio Grande area became common place in places where the North Americans 

and Mexicans came in contact. 

The Treaty of Guadalupe of Hidalgo in 1848 settled many of the land disputes 

that were occurring in the southern regions of the U.S. An artificial border was created 

from this pact that included tejanos (Texans), californios (Californians), and 

nuevomejicanos (New Mexicans).  These new annexed groups of people to the U.S., who 

were of Mexican descent, had to come to a quick understanding of the Anglo ways of 

life.  On other hand, the Rio Grande River offered a true geographic boundary from 

Texas and Mexico.  The peoples who lived near and around the Rio Grande had no 

commitment to the American laws when it came to using legal crossing points.  The 

Mexican people in this area were, historically, accustomed to crossing the river when 

needed without regard to any border crossing regulations.  Thus, these new Texans kept 

there practices even though they were now part of the U.S. Goods were also exchanged 
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between family members who lived across each from the Rio Grande in the simple 

manner of crossing the river.  The importance of the border is that folk attitudes 

developed based on the border region, and spread to other places of the Lower Rio 

Grande.  In the case of South Texas, Paredes (1993) pointed out that a culture developed 

from the conflict of the Mexican and Anglo cultures.   Taking into account a South Texas 

a way of life in the 21st century, which has grown from the border culture of the 19th

century, provides a basis for understanding the Mexican American culture in today’s 

context. 

Jose Limon (1998) does not deter too far from Paredes’ framework of South 

Texas. Limon traces the early historical roots of Mexico and Texas with its Spanish 

influence.  Equally important was his reference to the development of the cattle culture in 

South Texas.  However, Limon’s unique insight began with The Battle of San Jacinto of 

1836. The battle laid claim to the land of Texas south of Nueces River to the Rio Grande 

River; this led to the eventual Texas revolution (1835-1836).  Limon makes a solid case 

as to how the annexation of South Texas led to dependence on Mexico—leading also to 

continued immigration into the U.S. These historical conflicts led to cultural insight in 

which Limon makes evident. 

Here we have both paradox and irony, namely that the South—with it own sense 
of itself as a culturally distinct and beleaguered weaker region relative to the 
Yankee North—should be party to an imposition of U.S. federal authority on a 
culturally and structurally similar Greater Mexico. (Limon, 1998, p.13)

The industrialization of the south led to exploitation of many of the Mexicans in 

that region.  Exploitation occurred in terms of racism and an eroticized southern zone.  

Hence, many Northerners saw this region as a place that merited exploitation. These 
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notions of creating the Other was not created solely by Northerners, but by those who 

also lived in the southern regions of the U.S. as well. The people of Greater Mexico, or 

the south, added to the construction of an eroticized Other by reinforcing the perceptions 

of their culture to others who were looking outside in.  More importantly is Limon’s 

(1986) examination of speech play based on class position as it pertains to Chicano men 

in the Mexican American culture of South Texas. He examines ritual insults in terms 

such as chingaderas and puntadas.  Basically profane words, and expressions in Spanish,

allude to the macho who “rips and tears and wounds, humiliates and annihilates” (Limon, 

1986, p.11).  The profanity is part of a system of word games, according to Paz (cited in 

Limon, 1986),  that have varied meanings used to humiliate the opponent.  In short, these 

male terms are not always limited to a class position as these male word games have 

taken new varied masculine forms in the current South Texas discourse.   

David Montejano (1987) makes a historical account to the position of the 

Mexican with respect to the agrarian life in the 1800s and 1900s, plus the transformations 

that occurred up to the 1980s.  It appears that the new Anglo landlords of South Texas

wanted to maintain the current patron-peon (owner-worker) system of work. As with 

Paredes and Limon, Montejano describes a cattle culture in the South Texas region.  In 

general, Montejano (1987) maintains that much of the border region in South Texas 

remained unchanged after it was annexed; much of this culture was situated in the 

hacienda, vaquero, and patron-peon systems.  As the south of Texas was conquered, 

Anglo Americans found themselves having to employ—not always fairly—Mexicans to 

run their ranches and farms.  Interestingly, the Anglo ranch owners had to assimilate 



39

themselves into the Mexican patron-peon system of managing Mexican laborers, which 

had continued into the 20th century (Montejano, 1987);  it must be remembered that the 

Anglo was also the person to be respected and in charge.  As Texas history runs into the 

1970s and 1980s, political positions of the Mexican American become apparent as they 

no longer would stand for an inferior position relative to the Anglos. Montejano’s ability 

to unveil aspects of the Mexican American culture through historical research is greatly 

valued because South Texas was not an ethnic neutral place.  Anglos, ironically, and 

Mexicans in the South Texas region had to learn about each others culture.  With this, it 

becomes much more transparent how a unique culture specific to South Texas has 

evolved. 

Foley, Mota, Post, & Lozano (1988) peered into the a South Texas town during 

the 1970s so they could better understand the social dynamics of the Chicano culture as it 

interacted with the Anglo American culture. Using ethnographic methods, From peones 

to politicos: class and ethnicity in a South Texas town, 1900-1987, sets the stage of 

understanding this South Texas town by describing the historical background, which was 

primarily agricultural in nature. Understanding the history of this particular town 

provides a key component as to the Chicano’s position in contrast to the Anglos. In this 

ethnography, the Chicanos were not completely complacent with their place in this small 

society.  

The complex relationship between Anglo patron and his Mexicano workers 
reflects the class and ethnic contradictions of his early society.  Many of the old 
Mexicanos and Anglos described their relationships with both great hatred and 
fondness.  (Foley et al., 1988)
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As Foley points out many of the Anglos and Mexicanos interchanged some 

cultural values. For instance, the Anglos were generous at times with food and goods to 

the Mexicano families. These gifts, however, often created some form of informal 

reciprocity to the Anglo patrones from the Mexicano families.  Children and wives of the 

Mexicano families were often required to help the Anglo patrones (owner, person in 

charge).  The relationships between Anglo farmers and Mexicano workers appeared to be 

amicable in many forms when cultures were exchanged in daily interactions with each 

other.  Outside of the ranches, Mexicanos did face much more loathing from the general 

Anglo population.  In these ranches, it was clear the Anglos were superior, whereas the 

Mexicanos took the subordinate position.  Looking at this phenomenon with a 

postcolonial lens (Bhabha, 1994), the Anglo ranchers don’t have to use physical force on 

the Mexicanos because instinctively they knew their subjective position in this rancher-

worker relationship. Besides the colonial history mestizo’s had imposed on them by the 

Spaniards, they also faced a new economic system that controlled them through a system 

of debt; of course other systems such as laws, the English language, contracts, and other 

unfamiliar ways of doing things on the American soil kept the Mexicanos in a precarious 

position. 

Public schools at the time were based on a segregationist plan. Blacks were 

isolated from white and Mexican students.  Students of Mexican descent were also 

required to have their own schools.  In general, these separate schools followed the 

separate but equal philosophy. During this early agrarian period, Mexicanos were not 

encouraged to attend school by the patrones.  The patrones at the time did not want the 
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Mexicanos to obtain any type of education.  Of course, the Anglo ranchers would send 

their children to private schools or hire a tutor/teacher for in-home schooling.  Illiteracy 

created much more of a subjective position for the Mexicanos as they could not challenge 

the patrones in any way. In a way, keeping Mexicanos uneducated was a powerful form 

of colonization that the patrones practiced so they could keep more laborers in the field 

and not in schools (Foley et al., 1988).  More specifically: “They did not want us to 

become independent from them. If we knew English we would have better chances to 

find jobs outside” (Foley et al., 1988, p.39). In an interesting twist, many of the ranch 

bosses learned Spanish in order to speak to their Mexican workers in Spanish; this also 

reduced the need for the Mexicanos to learn English. 

The Mexicanos socialized with the Anglos on rare occasions. Most of the 

Mexicanos stayed in their own territory, thus developing their own churches, 

organizations, etc. Throughout this early history in this South Texas community, the 

containment of the Mexican culture appeared to stay intact.  Mexicanos kept their bailes

(dances), bars, and fiestas even the midst of the Anglo culture.  The divisive line kept by 

Anglos at the time only ensured that the Mexicanos would hold onto their cultural values 

(Foley et al., 1988).  “In early Texas society, the Mexicano responded to the Anglo’s 

sense of superiority and control of the lands and institutions by withdrawing into their 

own cultural enclaves and creating their own private, Mexicano world” (Foley et al., 

1988, p.50).  Traditions found in the family, community, and everyday cultural ways, 

such as folktales, fiestas, corridos (folk songs), art, and stories where ways of maintaining 

the Mexicano identity.
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As Foley et al. (1988) document the historical evolution of Mexicanos, from 1930 

to 1977, in North Town, they tell a story of how Mexicanos faced discriminatory 

practices from the Anglos.  The Anglos did not want Mexicanos to have access, for 

example, to the public schools; albeit, other forms of discrimination were apparent in 

other institutions as well.  As time went on, Mexicanos established colonias and barrios. 

These types of communities kept the families and community integrated. The Mexicano 

culture in the thirties and forties continued to stay alive—traditions and customs appeared 

to have remained intact. Yet, it was inevitable that the traditional Mexicano way of life 

would eventually change, but not destroyed, based on economic and general social 

changes. Mexicanos eventually gained access to many of the political positions in this 

town—a formidable task for the 60’s and 70’s. This ethnography primarily explores a 

political evolution of the Mexicanos in this South Texas town.  Also, this study contains 

valuable cultural components that played into this political process.  The daily 

interactions captured in this ethnography have provided critical insight to the South Texas 

Mexicano culture. 

An enlightening account of South Texas was developed by Arreola (2002) as he 

took a geographical position of the culture in this region.  As part of his analyses, Arreola 

started with reviewing past documentation so he could find a starting point when South 

Texas was viewed as a unique region. However, some of the first books written on South 

Texas took a purely geographical and geological understanding of the region.  In 1948, 

according to Arreola (2002), South Texas was documented as a Hispanic regional place.  

The borderlands at the time were seen by historians of the time as a significant place with 
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a mostly Spanish surname population. His argument for South Texas as a cultural 

province intensifies as he documents demographic data of Texas Mexicans and 

immigration.  In one example, Arreola untangles cultural artifacts from the King ranch.  

Even though Richard King and Mifflin Kenedy had acquired much of the ranch land in 

South Texas, vaqueros ways of ranching continued, which were culturally Mexican, up to 

the present day in varied modern forms (Arreola, 2002). 

Over the last decade and a half, South Texas regional delimitation has been 
decidedly cultural.  However, these borders of these regions are largely 
functionally defined, rather than formally enclosed.  A formal cultural region is 
uniform area inhabited by people who have one or more cultural traits in 
common. (Arreola, 2002 p. 20)

In the early nineteenth century close to ten counties consisted mostly of Mexican 

Americans even though Anglo people and culture was becoming apparent (Arreola, 

2002).  Mexican American culture persisted and allowed for a Hispanic cultural region.  

Not only is South Texas culturally defined by a common social glue, it is defined also by

the region that is utilized by those who live in the region. For instance, rancho, barrio, 

and colonia are notable cultural living areas where culture and geography merge 

(Arreola, 2002).   According to Arreola’s deliberations, a commonality of counties in 

South Texas fortified most of the endearing cultural roots that continue to exist today in 

diverse forms. Finally, the cooperative nature of South Texas and Mexico has allowed for 

a distinct cultural province in the Rio Grande Valley to prevail (Arreola, 2002).  

Fictional accounts provide historical insight to the cultural dynamics that took 

place in a particular time and place.  Americo Paredes (1990) was instrumental in 

detailing how Mexicans and Mexican Americans in South Texas had been targeted, 
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historically, by the dominant culture of the time. In his fictional account of George 

Washington Gomez, Paredes weaves a story of how Mexican Americans struggle against 

Anglos who were trying to gain total control of valuable land.  Mexican Americans were 

thought as inferior by Anglos and hunted by the Rinches or Texas Rangers.  Moreover, 

the story is filled with resistance and conflict from the clashing of the Mexican and 

American cultures in South Texas.  This fictional story reflects many true instances of 

mistreatment during the early 20th century from the Anglo Americans towards those of 

Mexican descent.  Throughout this novel, Paredes accounts for the inequities to Texas 

Mexicans, but he also is instrumental in disclosing cultural components of the South 

Texas region.  As the people of Mexican descent tried to understand the Anglo culture, 

they also came to a partial understanding of their identity as it was questioned in the 

midst of Anglo Americans imposing their culture upon the Mexican Americans. The 

conflicts between Mexicans and Anglos revealed racial tensions and the hatred that 

ensued.  Paredes further demonstrated how the interactions of two different cultures 

produced unnecessary violence such as murder.  Historically, there is documentation how 

Mexicans were subject to outright violence by not only the Spaniards, but their new 

landlords, the Anglo Americans (Acuna, 2000; Foley et al., 1988; Menchaca, 2001; 

Montejano, 1987; Paredes, 1993; San Miguel, 1987). 

Roland Hinojosa (1973; 1990), a fictional writer, also known as Rolando 

Hinojosa-Smith, captures the zeitgeist of the Valley, situated in an earlier time.  In his 

writings, he exhibits key insights in the daily interactions of the Mexican American 

people in a regional place situated in the Lower Rio Grande.  His contributions is in the 
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fictional accounts of the people in the Valley as culture plays a vital role as his characters 

come to light in a place where the Anglo American and Mexican culture meet.  Much 

more recent fictional authors include Oscar Casares’ Brownsville: Stories and David 

Rice’s Crazy Loco, to name a few, provide varied Chicano stories, which took place in 

South Texas. Casares (2003) expands on the daily lives of Brownsville people.  

Brownsville may appear to be another border town. However, this border town is filled 

with history that dates back to a time before this region was annexed by U.S. Also, border 

towns, as Casares demonstrated, has a cultural uniqueness not found outside of South 

Texas. In one of Casares’ short stories, a Chicano man easily engages in a fight when his 

son is made fun of while at the carnival during the yearly Charro Day (recognition of the 

Mexican culture) celebrations. This particular character relied on his machismo unique to 

the region when he stood up for his son. Machismo is alive and well in South Texas even 

though it is not always manifested in a physical nature. Casares’ perspective is centered 

on a Chicano male’s everyday experiences in Brownsville. As Casares weaves various 

stories, he is also providing insight to the unique culture in South Texas.  Equally

important, Rice, a Chicano who grew up in the Valley, adopted David Rice as his pen 

name. Regardless of his name, Rice is instrumental in disseminating stories that takes 

place in South Texas.  His use of children stories prove to be worthwhile for many 

educators who teach at the elementary level as the children can easily relate to Rice’s 

stories to their own experiences. It is not difficult to discern cultural elements relevant to 

South Texas Chicanos sprinkled over his stories.  Some of the main themes in this story 
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are moral in nature, yet the cultural undercurrent from Rice’s novels is pivotal in weaving 

the stories together.  

The literature, fiction and non-fiction, relevant to the South Texas region provides

insight as to why a unique culture continues to exist.  As some of the scholars (Bernal, 

1978; Foley et al., 1988; Limon, 1998; Paredes, 1993) have demonstrated, a Mexican 

American culture has developed in a place south of Texas.  Revisiting the history of 

Texas and South Texas region furnishes invaluable insight to the culture of the region.  

As culture is unveiled with a critical perspective, it gives us some understanding to the 

present machinations of the South Texas culture in relation to the Chicanos of the area.  

In this study, Chicano male ethnic identity construction is a central tenet in exploring 

multiple selves. More precisely, the South Texas discourse in which these men’s lives 

continues to be (re)constituted as subject as the interplay with hegemony persists. 

Limitations

Lincoln and Guba (1985) take us back to the days of Aristotle and how natural 

forces could be observed by an observer. Further, as it was purposed by Aristotle, we 

could not have something, by virtue of the Law of Contradiction, to be true and false at 

the same time. Apparently, the passive observer was primarily interested in how 

phenomena were observed before the positivist period began and scientists were willing 

to experiment with cause and effect. 

The positivist philosophy had its beginnings in France and Germany; eventually 

scientific methods were developed for understanding social and natural sciences.  The 

purpose here was to utilize the scientific method in understanding the world. A contested 
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issued that reappears is that social sciences wanted to incorporate the same methodology 

tools for measuring social phenomena (Lincoln & Guba, 1985).  Clearly, the underlying 

assumption was that:

…there is an external world which can in principle be exhaustively described in 
scientific language. The scientist, as both observer and language-user, can capture 
the external facts of the world in propositions that are true if they correspond to 
the facts and false if they do not. Science is ideally a linguistic system in which 
true propositions are in one-to-one relation to facts, including facts that are not 
directly observed because they involve hidden entities or properties, or past events 
or far distant events. These hidden events are described as theories, and theories 
can be inferred from observations, that is, the hidden explanatory mechanism of 
the world can be discovered from what is open to observation. Man as scientist is 
regarded as standing apart from the world and able to experiment and theorize 
about it objectively and dispassionately. (Lincoln & Guba, 1985, p.22)

Lincoln and Guba (1985) cogently disseminate how positivism does not contain 

one clear methodology.  Positivism can also be shaped to fit the purpose of the researcher 

and the project to be studied. In any case, the positivist paradigm continues to be a viable 

worldview that does produce extraordinary results for many social and natural scientists. 

The case for not utilizing a positivist approach is not solely based on methodology 

because it does not suit the basis for this study based on the cultural focus.  This requires

narrative details of how culture is expressed. In contrast, qualitative methodology also 

has its weaknesses. Within the post-positivist paradigm, a researcher could choose a host 

of research methods.  

Centering one’s research on a paradigm that is post-positivist also has its 

limitations. For example, this research was based on a narrative approach involving semi-

structured interviewing. Interviews could be distorted simply by the emotional state of 

the interviewee. Also, the responses by the interviewee could be skewed based on his 
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unwilling to divulge specific instances of a specific phenomena and/or is in another 

mental state that does not always allow for the interviewer-interviewee relationship to 

develop fully (Patton, 2002).  Such items as the coding process, choosing participants, 

and data analysis, to name a few, could also be questioned because it is not as procedural 

as a study that is situated within scientific methodology. Moreover, the results in this 

study may not be generalizable to a larger population of Chicanos. They may share some 

of the same attributes and experiences, but each participant may have a different 

worldview as to how they see reality expressed within a cultural context. 

The thesis in this research is to capture aspects of phenomena that are cultural in 

nature. In this case, how Chicano men negotiate their masculinity. Other qualitative 

methods could be argued as better measures in understanding how Chicano men 

understand themselves.  It is the researcher’s responsibility to find the best method for 

capturing and understanding the data in which he is studying (Patton, 2002). Therefore, 

the narrative methodology may have its limitations because of the possible variations in 

interviewing, the interviewees and interviewers, and interpretation of the data. 

Nonetheless, methods and procedures employed in this study allowed for the data to be 

credible, dependable, and trustworthy (Guba & Lincoln, 1989).   
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CHAPTER II:  REVIEW OF LITERATURE

The Making of Mexican Honor and Patriarchy

When the Spanish arrived in the lower Caribbean Islands circa 1492, they brought 

with them another culture that was different from the indigenous peoples that have 

thrived in the Americas for hundreds of years.  The Spanish had a system of government 

and philosophy that was influenced culturally by the Catholic Church and the mixture of 

other people—e.g., the Moors (Acuna, 2000). In any case, indigenous people of the lower 

Americas were colonized into a European system; some were forced to be slaves, while 

others were subject to immoral treatment. Spanish laws in 1512 were made to protect the 

native people of the time, but like many laws of today, they too were not enforced.  

Eventually, according to Acuna (2000), Hernan Cortes made it to modern day Mexico 

City where the Aztecs were in control of that entire region.  Shortly thereafter, 

Montezuma was killed, while the rest of the Aztecs were afflicted with common maladies 

that are not deadly to us today.  As a result we see a rapid decline of an incredible native 

population. 

The Spanish did not stop with a military conquest.  Instead, they continued on a 

path of colonizing the indigenous peoples of Mexico and South America. At the same 

time, people of mix-blood or mestizos were becoming commonplace throughout the 

lower Americas.  Mestizo/a is a term that comes from the intermarriage of indigenous 

people and Spaniards (Abalos, 2002; Acuna, 2000). Latinos today are largely a mix of 

Spanish and indigenous blood.  Hence, some Latinos may choose to identify with their 

Spanish heritage versus their indigenous past.  
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Those who were of indigenous extraction and/or a mixture (mestizo) faced a form 

of colonization from the Spanish (Menchaca, 2001).  This conquest came in a form that 

had a religious foundation to it, i.e., Catholicism.  This is not to say that the Aztecs and 

other indigenous cultures in the Americas, for instance, did not have a system of 

patriarchy because they did. Acua (2000) reminds us that the “Azteca culture appears to 

be highly puritanical, militaristic and male-centered” (p.16). Nevertheless, this does not 

entail that current Latino masculinity was derived completely from indigenous cultures 

alone. The Spaniards imposed their way of life to their indigenous captives in such a way 

that they could not retain their previous native culture entirely even though remnants of 

the indigenous ethos continues to follow Latinos in everyday life.  

The Spaniards conquered with power in mind.  They would rape and dominate 

indigenous women, “while the Indian male was humiliated and psychologically castrated 

by the Spanish soldiers” (Abalos, 2002, p.24). Women were humiliated in front of their 

husbands in order to destabilize the family unit.  Indigenous men became helpless in 

many ways because they could not react to the domination that was imposed on them and 

their families. Consequently, Mirande (1997) suggested that “native men developed an 

overly masculine and aggressive response in order to compensate for deeply felt feelings 

of powerlessness and weakness”  (Mirande, 1997p. 36). For the native men, honor was 

taken away from the Spaniards; however, the native men would also express rage towards 

their women for their own loss of honor. The Spanish people had a prior history of 

subjugation and rape of the Muslim women throughout their reclamation of Spain—
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honor, in this case, was also for the purpose of demonstrating power towards those that 

were being conquered (Abalos, 2002; Acuna, 2000).   

Honor is a concept that can be traced to the Spaniards during the 13th century 

where it was written into Spanish legal code.  The continued cultural practices of honor 

were evident during the discovery of the Americas because the Spaniards brought these 

practices with them and was unmistakably clear when they conquered the natives of the 

Americas. Moreover, this construct was highly valued in Spanish culture.  People that 

were known to have a high amount of honor had access to property, were exempt from 

taxes, and other perks that were not given to others (Gutierrez, 1991).  

Honor could be obtained from brute force, as in colonization, or by finding scarce 

resources for the king. In the case of war, women were often the reward for Spanish men.  

A caste-like system developed according to the amount of honor one possessed. For 

example, the highest honor was attributed—in the following order—to God, the king, 

church, aristocrats, and peasants, whereas natives had no honor (Gutierrez, 1991). Honor 

was not something that was to be taken lightly.  In fact, Spanish men would often say 

“death before dishonor.” In other words, honor was a matter of life and death for 

Spaniards that engaged in the philosophy of honor.  Gutierrez (1991) reminds us that 

honor was transplanted into the Americas when the Spaniards first landed on the southern 

continent of the Americas.  Further, Spaniards in New Mexico abided by the honor 

system and is well documented.  We can not displace this cultural element because 

vestiges of it continue to exist to the present day (Abalos, 2002).  Honor is often confused 

with “machismo”, stubbornness, controlling, and other terms that men of Latino descent 
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may display; these attributes may be much more noticeable in border areas that straddle 

the U.S. and Mexico.   

Women were especially susceptible to honor because this model also included 

them.  A Spanish man was allowed to beat his wife if she dishonored him in any way; to 

put it differently, he was guarding his wife’s honor and virtue.  Honor becomes much 

more understandable in the Latino culture because the Latino male feels that he is also 

guarding his family from dishonor. In other words, it is a male’s role to demonstrate that 

he is in control based on the concept of honoring the family name. Securing honor is 

often manifested in forms of machismo (Mirande, 1997). Spanish men did not want to 

lose their honor because it was a virtue.  More specifically, “…honor (honor) was strictly 

a male attribute while shame (verguenza) was intrinsic to females” (Gutierrez, 1991, 

p.208).  Latina women are likely to be scrutinized much more for not abiding by honor-

virtue criteria:  Women were expected to be secluded, shy, virgins and marry to save their 

honor.  In contrast, men have the luxury of seeing other women if they choose because it 

is a symbolic form of conquering. A Latino man is generally revered for his womanly 

accomplishments, but he must be the custodian of his mother’s, wife’s, and daughter’s 

virtue (Abalos, 2002; Mirande, 1997).  

The reformation brought about some changes in Europe, but religious values 

continued to be highly valued.  Spaniards considered God as the divine ruler, whereas 

kings were next in line as interpreted by theologians at the time (Gutierrez, 1991). A few 

philosophers did propose that people did have a will to construct, for example, 

masculinity, which legitimized men as rulers and conquerors (Connell, 1995). In any 
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case, the overspill of a theocratic society continued to guide the Spanish people in 

everyday social affairs; their form of government and daily affairs were strewn with 

religious principles. In fact, Catholicism was considered the official religion for 

Spaniards. 

The Catholic Church also dominated the Indians in many ways in order to have 

them subscribe to the Catholic ways. The priests were stern in the way they disciplined 

indigenous people in Mexico and in the places that were once part of Mexico; this 

included southern California, New Mexico, Arizona, and Texas.  Most of the religious 

leaders found the native people to be undisciplined, uncaring, and disrespectful 

(Gutierrez, 1991). The religious philosophy that came with the colonization was apparent 

to the everyday life of the Spaniards, which they conveyed to the natives of the area they 

conquered.  The Catholic organization was based on a patriarchal system that the Spanish 

endorsed in the Americas.  Catholicism, at the time, allowed priests and Spaniards to 

dehumanize the natives from the Americas because they had no religious base.  It has 

been documented that Spaniards felt manlier than their indigenous counterpart—“some 

Spanish men equated penis size with virility and manliness” (Gutierrez, 1991, p.210).  

Moreover, priests were also known to challenge native males in a sexual manner; for 

instance, their penises were shown because their sizes reinforced to the natives that the 

Spaniards were in charge.  Simply put, Spanish men would continue to be much manlier 

than the native men could ever become as long as they were in power (Abalos, 2002).  

Catholicism continues to be important for Latinos throughout the Americas. The 

colonization of indigenous peoples had a profound effect on the way the culture was 
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formulated.  Today, churches are central to Latino people in regions of the United States 

and South America. The Catholic churches in the U.S. are comprised of 33% Latino, 

which has seen a 264 percent increase in membership (Latino Catholics, 2004).  Latino 

baptisms, weddings, parties, and other familial events usually have a religious undertone.  

Even though the U.S. has allowed women to gain some ground, the Catholic Church 

continues to be a male dominated structure. In essence, the patriarchal philosophy is 

easily reinforced throughout the church’s organizational system and in everyday practices 

without much resistance from the public it serves (Trueba, 1999).  Catholic priests have 

to be male, celibate and commit themselves to a religious oath.  The Catholic 

congregation continues to subscribe to a male dominated epistemology.  

The Catholic religion, cultural remains of honor, and the predominant emphasis of 

the Spanish culture continue to affect those the Spanish conquered; they all diverge in 

their unique way with, however, an undercoating of patrilineal philosophy.  These 

historical events are clearly evident throughout Mexico and regions of the U.S. with a 

strong Latino population.  The beginnings of familism become much more apparent as 

we examined the historical practices of the Spaniards, especially during their conquest. 

Mexican American families, for example, continue to rely on the function of the extended 

family in many different ways. “Even though Mexican Americans in second and third 

generations appears to be assimilating culturally in some important respects, the effect of 

these changes was to strengthen, rather than weaken, the extended family” (McLemore, 

Romo, & Baker, 2001, p.236).
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Race and Ethnicity

In the mid 1700’s Carl Linneaus gave us a classification system that categorized 

plants, animals and humans. Later, Johann Friedrich Blumenbach created categories of 

Causcasian, Monoglian, Ethiopian, American, and Malayan races (Gregory & Sanjek, 

1996).  The attempt to classify humans based on physical attributes did not stop with 

these scientists; one scientist predicated a theory of superiority based on brain size, which 

was later disputed (Gregory & Sanjek, 1996). Race appears to have its roots in Western 

ways of thinking—specifically, European based worldviews. Much of the current 

thinking about “race” is grounded on phenotype or expressed physical features.  It is 

difficult to find one definition for race because studies have demonstrated that biological 

variation is not significant enough to consider humans different from each other.  

“Geneticists have shown that 85 percent of all genetic variation is between individuals 

within the same local population; therefore, skin color, for example, is a genetic feature 

that does not absolutely define one population and distinguish from another” (Malik, 

1996, p4). 

Race is a concept that has been socially constructed : “Sociocultural factors have 

always offered a major impetus for the construction of racial classifications” (Lang, 2000, 

p.4). Scientists throughout the years have tried to come to logical taxonomic formulae 

that would categorize humans into races. The body is often viewed as inferior because it 

differs from the dominant group.  For example, an African in the United States is viewed 

as a black person because of his skin color. He is not necessarily viewed as a foreigner, 

but a black person (Lang, 2000).  Latinos also face the similar (mis)representations based 
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on the visible genetic components—in this case, phenotypical features. Society has a 

sense of identifying a person that may not belong to their group, even though that 

particular person may come from a family that has been in America for several 

generations (Spradley & McCurdy, 2003); e.g., “Latinos look all the same.”

Latinos face many social obstacles based on their skin color and indigenous 

features. Therefore, Latinos with these pronounced features face greater visibility and 

obstacles when interacting with a society that does not reward features that are different 

from dominant phenotypical features.  Conversely, those that have physical features that 

lean towards European stock are not as discernable when compared to those that have the

darker, indigenous features.  European features are much more acceptable than aboriginal 

(Rothstein, 1995; Trueba, 1999).  It is interesting to note that Greeks, Egyptians, and 

Indians did not develop a system of racial classification based on skin color.  For the 

most part, these ancient civilizations had people with darker skin color in elite and ruling 

positions and those with lighter skins as slaves (Gregory & Sanjek, 1996); the converse 

was also true.  Literature continues to demonstrate that racial identification began after 

the 1400’s in Europe (see Gregory & Sanjek, 1996; Vaughn, 1995).

The reason for utilizing ethnicity is that race is not fixed per se and ethnicity 

provides a common platform from which Latinos can be linked culturally. Race continues 

to be a factor in the way it oppresses Latinos and creates inequalities throughout society; 

in this particular case, educational institutions.  The actions race and racism invoke 

provide common meeting points (intersections) where instances of discrimination could 

be exposed. However, for Latinos as a whole, ethnicity appears to be the juncture in 
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which they are bound together (Acuna, 2003; Barth, 1969; Guibernau & Rex, 1997).  

Ethnicity could refer to racial characteristics of a particular group of people and how they 

are perceived in contrast to the dominant culture; specifically, “the classification of 

people and group relationships” (Guibernau & Rex, 1997, p.34). On one hand, Latino 

racial construction could be comprised of those who are white, brown, black, Asian and 

other genetic mixtures that do not fit one particular racial category.  On the other hand, a 

particular ethnicity could also be bound together by common characteristics that are not 

necessarily based on racial characteristics—i.e. cultural components. Ethnicity is not 

merely constructed within a person’s identity.  Subjective interpretations from other 

outside group members—in particular, the white culture—also contribute to ethnic 

identity construction (Guibernau & Rex, 1997). Those from a dominant group develop 

notions of how a particular ethnic group structures everyday existence, which are then 

subjectively related to each other and developed into reified concepts of how that 

particular ethnic group performs outside and inside its culture. Barth (1969) provides a 

clearer understanding by positing that ethnic boundaries involve social processes and are 

not maintained through isolation; inter- and intra-cultural interactions does not 

necessarily dilute ethnic identity.  

Acuna (2003) has argued that the U.S. Census Bureau should keep Latino 

categories because they are important for political purposes.  The cohesion of ethnic 

groups can provide a form of representation that would not be sought if a group was 

diluted. Therefore, ethnicity could be imposed for purposes of national consolidation and 

strength, even though some groups will continue to be marginalized by dominant groups.  
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Once the nation state was created, however, whether out of one nation or as a 
multinational or imperial entity, it actively promoted the cultural homogenization 
of its members and even appealed to a new common ethnicity which had to be 
constructed in a symbolic manner. (Guibernau & Rex, 1997, p.5)

In addition, the inclusion and exclusion of groups produces resistance from those 

who are not fully included into the mainstream group(s). Consequently, there is also a 

political agenda to ethnic construction.  In the case of Latinos, it is evident that it is a 

growing ethnic group of people that have managed to resist aspects, for the most part, of 

complete dominance from the majority group in the U.S.  This is not to indicate that some 

Latinos do not become absorbed by the white culture because assimilation is also a social 

experience that will not be stopped—history has proven to us that this is the case (Van 

Doren, 1991). 

Familism, an extension of Latino ethnicity, does have a role in the understanding 

of Latinos.  The family structure for Latino’s is one that maintains extended family ties, 

whereas Anglos do not have such a strong bond (McLemore et al., 2001).  Brice (2002)

provides a general definition of familism: “The Latino family is often characterized by its 

adherence to the fundamentals of familism, whereby each individual’s rights and his or 

her independence are surrendered for the good of the family unit” (p. 71);  we must be 

cognizant to the fact that Latina mothers are usually considered the “glue” in maintaining 

the family intact (Brice, 2002; Trueba, 1999).  Because families are expected to maintain 

a sense of togetherness and stay loyal to each other, identity is co-constructed by the 

family unit.  A familial concept known as respecto is an outcome of the Latino family 

unit.  The term respecto implies respect for the individual, family structure and culture 

(Brice, 2002, p.71). In addition, Valenzuela (1999) utilized a caring construct in her study 
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at a high school, also known as educacion in Spanish, to demonstrate the importance of 

Latino family composition when compared to the dominant culture.  Educacion

(Education) “refers to the family’s role of inculcating in children a sense of moral, social, 

and personal responsibility and serves as the foundation for all other 

learning”(Valenzuela, 1999, p.23).  Teachers that do not validate this type of cultural 

understanding, obscure the definition for Mexican Americans, which subtract resources 

from Latino youth when a mismatch of the caring framework occurs (Gonzales et al., 

1997). The argument for a Latino form of familism is relevant for the study of gender 

formation because Latino masculinities, for example, are co-constructed in the family 

unit. 

Latino family units have been discounted as a place that discourages instead of 

nurturing values necessary for educational success. Moreover, deficit models (Valencia, 

1991, 2002) have been quick to criticize the cultural production of Latino family units, 

when, in contrast, they have valuable cultural funds (Gonzales et al., 1997; Ibanez-Velez 

& Greenberg, 1992) that are useful in school settings. It is common to see Latino 

households with a strong social network that requires sharing and the exchange of capital. 

Based on the changing economy and other historical considerations, Latinos have had to 

adjust to the changing complexities of society. This included knowledge about 

agriculture, farming, equipment, construction, and herbal medicine to name a few of the 

funds-of-knowledge required for survival (Ibanez-Velez & Greenberg, 1992).  American 

society may view Latinos as having no knowledge (tabla rasa) about the world around 

them, yet they have survived in an intricate capitalist society that conveys a “survival of 
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the fittest” philosophy. This suggests that teachers could be taught a reflexive approach 

towards their Latino students in order to fully understand the rich cultural funds students 

from a Latino background bring with them, which could lead to mutual trust (confianza) 

between both teacher and student (Gonzales et al., 1997).  

The relevance of race and ethnicity are twofold.  First, race and racism are 

important societal constructs because they are authentic living concepts developed by the 

dominant culture applied to the construction of Chicano masculinities (Fenton, 1999).  

Racism is something that could be reflected from a dominant group to a Latino in the 

day-to-day interactions with the white culture, therefore, adding to their own identity 

construction (Knowles, 2003).  Ethnicity works in a similar fashion when the dominant 

group promotes particular notions of how Chicano men behave in general.  These notions 

become objectified (Knowles, 2003) then applied to those of Latino ethnicity.  These 

discourses that exist about a Latino man intersect with his masculinity in everyday 

interactions, and provide a host of rich text of these daily negotiations. Further, a Latino 

man is interactive, in a dialogic manner, with his gender and identity inside and outside 

these grand discourses, such as family, friends, institutions and the white culture.

Latino Educational Struggles—A Male Perspective

Mexican Americans have faced obstacles in educational settings as early as the 

mid 1800s. Some scholars have proposed that oppression and discrimination began when 

the Treaty of Guadalupe was signed in 1848 (San Miguel & Valencia, 1998). Schools 

were established in California, New Mexico and Texas by Catholic churches during the 

early 1800s based on the importance of proselytizing the Catholic religion in newly 
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annexed states to the Union. Also, local politicians and communities were compelled to 

construct schools for Mexican students. Accordingly, schools were provided for children 

of Mexican-origin, but this does not imply that they supplied equality and equity to these 

segregated schools; schools that were established for Mexican children were inferior to 

Anglo schools.  In general, Mexican students were educated so they could become 

Americanized.  “Its purpose was not only to inculcate American ways, but also to 

discourage the maintenance of immigrant and minority group cultures” (San Miguel & 

Valencia, 1998, p.358).  Protestant’s quickly learned that resistance to their teachings 

from those in their schools grew, so they decided to employ cultural components of the 

Mexican culture to expedite the Americanization of these students and not necessarily to 

preserve the culture.  In contrast, the Catholic Church realized the importance of using 

Spanish in the classroom, which was an additive approach. Nonetheless, Mexican 

children were generally viewed as a group of people who can not do well in school 

because of their ethnicity and cultural values;  that is, a deficit perspective (Valencia, 

1991, 2002).  Therefore, policies and legislation evolved to forbid the use of Spanish in 

schools, which was a subtractive process for many of the Mexican students that came 

from a distinct ethnicity that was different from the Anglo-American way of life.    

It is obvious that the Treaty of Guadalupe of 1848 was violated because people of 

Mexican origin were not allowed to have all the rights that other American citizens 

retained.  Moreover, English was considered the official language, whereas Spanish was 

prohibited to be utilized in what was once Mexico.  The subtraction of the Spanish 

language can have profound effects on the way a student views his identity and ethnicity. 
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Institutional discrimination for Mexican Americans began in the mid 1800s with laws 

that were capable of dismantling a cultural system that was at one time linguistically 

intact.  Educational history has provided insight as to why some current educational 

systems in the 21st century continue to work as they do (Cremin, 1988).  The language 

and educational battles that had an early beginning in this country continue to shape the 

American educational system. 

Mexican Americans remember John F. Kennedy not only because he was 

Catholic, but most importantly, he made changes that continue to shape Latino civil 

liberties throughout the United States (Rosales, 1997). Not knowing the difference of 

what was fair in the political arena, I do remember that the discourse from the Mexican 

American community concerning John Kennedy was generally centered on his 

willingness to help “Chicanos.” Some of Kennedy’s noted legislation included the Civil 

Rights Act of 1962.  A sweeping legislative victory was promoted by then President 

Johnson who wanted to ensure Kennedy’s initiatives.  The Civil Rights Act of 1964 was a 

profound victory for people of color guaranteeing equal access to educational 

institutions—nonetheless, this Act was far from providing equitable treatment.  Civil 

disobedience continued as the mainstay for oppressed groups because they could not 

obtain true access to public goods.  At this point, African-Americans played a pivotal role 

in disrupting the power structures that continued to oppress all people of color.  Civil 

rights demonstrations were noted throughout southern cities in the U.S.

World War II saw the advent of Mexican Americans in the military.  Many of the 

Mexican Americans that lived through the experiences of war came back to U.S. eager to 
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make something of their lives.  This group of young Mexican Americans came back to 

marry and live out the American dream.  Their dreams, however, were somewhat 

shattered when their children had to attend “Mexican only” schools.  Court cases 

emanated from these separate-but-equal schools (de jure segregation), which argued that 

separations based on race violated the 14th amendment (G. G. Gonzalez, 1990).  

Westminster V. Mendez, an important court case, led by Mexican Americans 

against school segregation garnered support throughout many Chicano communities.  

Nevertheless, Mexican schools were viewed as essential in housing Latino students that 

did not fit into the stereotypical good student of the time.  The consciousness of the time 

was reflected in the following paragraph:

Separate “Mexican schools” were maintained in the past on the grounds that the 
separation was beneficial to Mexican American children.  Reasons for 
segregation espoused in official school pronouncement included the Mexican 
American child’s language handicap and his need to learn English, his need to 
be Americanized before mixing with Anglos, and his slowness in school, which 
would hinder the progress of Anglos. Mexican Americans were reported to be 
dirty and disease-ridden and to have low moral standards. Separate schools gave 
Mexican American children the opportunity to overcome these deficiencies and 
protected them from having to compete with Anglos and thus feeling inferior… 
(Carter, 1970, p. 67)

With time and the right momentum, case law continued to emerge based on the 

prior case of Westminster V. Mendez of 1946. A prominent court course case for its time, 

it opened the way for the Brown v. Board of Education decision in 1954. Brown v. Board 

of Education created a fissure in the education system within the U.S., and allowed 

people of color an entry point into public schools.  Nevertheless, inequities and injustices 

continued.  The U.S. Constitution, viewed as a historical document, has exposed its 

weakness due to the slow enforcement of constitutional amendments (Heywood, 1992).  
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Enforcement of amendments, legislation and other laws has been proven difficult in the 

U.S..  For example, the 13th, 14th and 15th amendments were passed after the Civil War, 

but true enforcement of these amendments did not occur until the passage of the Civil 

Rights Act of 1964 and other legislation that fortified prior constitutional amendments. 

The mantra of life, liberty and justice for all was often hampered by the unwillingness of 

the people to accept changes instituted by the government.  

Brown v. Board of Education gave people of color room to maneuver into the 

educational political scheme.  The structure of the public education system was such that 

voices, at least, had to be heard.  Therefore, the voices of these newly admitted masses 

became apparent as time went on.  With a legal case in their hands, Latinos began 

attending public schools that were largely reserved for white students.  Admittedly, this 

was not a smooth transition.  California appeared to be a hotbed for young Chicano unrest 

in the 1960s due to the treatment many were encountering within the public school 

system.  Conflicts ensued based on differences of the dominant culture versus those of 

the Latino culture.  The meshing of two different cultures in the public school arena 

created a space for tensions to swell to the point that Latino students began to rebel 

against the school system (Rosales, 1997).  Chicano students were often viewed inferior 

because intelligence tests reported low I.Q. scores; I.Q. scores were legitimated based on 

the scientific approach to determining intelligence (G. G. Gonzalez, 1990).  Latino 

students had access to schools, but subtle and blatant inequities endured within the 

structures of the school system. Researchers found that various forms of placing and 

sorting students occurs within an educational setting (e.g. Bowles & Gintis, 1976; 
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Mclaren, 1989; Oakes, 1986; Pinar, Reynolds, Slattery, & Taubman, 1995; Valencia, 

1991; Valenzuela, 1999; Villenas & Deyhle, 1999).  Latino students have responded, 

historically, with various forms of resistance to explicit and implicit forms of imposed 

social structures.  

Social movements led by Latino activists have partially de-centered dominant 

discourses that had a stronghold on many Latinos throughout the 20th century. 

Nevertheless, this slight chasm has allowed only some to graduate from high schools and 

enter institutions of higher education. Latinos continue to face obstacles in many of the 

social institutions that empower the self. Legislation and policies can often derail a 

Latino’s place in society—not to mention other people of color—and ways of accessing a 

share of the power, i.e. education, which allows for a fair and equal opportunity to goods 

that have been historically reserved for particular groups (Parker, 1998). With continued 

political and social struggles, many have asked: “What is it that Latinos want?”  

Latinos are not looking for a revolution, just opportunities for a better life. The 

recent postcolonial spaces that have been created has left many of the Hispanics 

wondering what their role is (Bhabha, 1994). Therefore, it has become more and more 

fundamental that Hispanics are offered a place and space in an ever changing diverse 

society. History has taught us that civil unrest reconsiders the solidarity that binds 

humans together.  Moreover, the Hispanic population continues to grow in unprecedented 

rates that could lead to an unparalleled Othering or a quasi acceptance of the fastest 

growing minority group in the U.S. (Villenas & Deyhle, 1999).  According to the Census 

Bureau, the Hispanic population has surged from 35 million in 2000 to a projected 
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102,600 million in 2050, whereas the white population has gone from 195 million in 

2000 to a projected 210 million in 2050 (U.S. Census, 2000).  Educational institutions 

and society at large will have to accommodate the swelling Hispanic population, 

otherwise face a disenfranchised and unworkable citizenry.  

The return to Aztlan, a mythical place for Latinos, was a reaction to colonial 

forces that overlaid the Chicano culture when access to public goods and discrimination 

were at their pinnacle (Trueba, 1999). Chicanos have faced oppression when they were 

first colonized by the Spaniards.  The second wave of oppression came in the United 

States when Latinos in general were denied access to an equal education.  This recent 

subjugation in the 20th century reinforced old colonial notions of Spanish thought in 

respect to what a Latino/a should culturally ascribe to.  In this case, Chicano men had to 

resort to their masculinity, ironically, to oppose the various forms of discrimination they 

faced daily while seeking equality (Valenzuela, 1999). Latino men used their masculine 

strength—physical and mental—to fight for equal rights not only in the education sector, 

but throughout all aspects of society that appeared to be unjust to Latinos6.  

Educational Issues and Gender

The debate over the curriculum in the United States has gained momentum as we 

continue to move towards a positivist paradigm; this has been demonstrated in Texas 

with the TAKS (Texas Assessment of Knowledge and Skills). As Texas continues to lead 

the way in high-stake testing, the U.S. federal government has also moved forward with 

testing nationwide with the enactment of No Child Left Behind in 2002.  This act has 

                                                
6 This is not to discount a Chicana’s role in the Latino/Chicano movement(s). However, this is to 
demonstrate the manifestation of a Latino’s masculinity in various social situations.  
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proved difficult for many states because they are infringed upon with federal education 

legislation that is attached to enormous amounts of federal aid and grants; states must 

yield to these new federal laws in order to receive grants and monies for students.   

The politicization of schools has been demonstrated with federal and state laws 

that govern the pedagogical goals of schools. As a result, public schools have contained, 

historically and in the present, curricula that are not always friendly to diverse student 

populations.  Research has demonstrated curriculum reproduces culture, class, race and 

gender inequities (see Apple, 1982; Bowles & Gintis, 1976; Mclaren, 1989; Oakes, 1986; 

Pinar et al., 1995).  In particular, Mclaren (1989) purposed a curriculum that is hidden.  

This hidden curriculum extends to all students and stratifies them according to class 

structures.  The hidden curriculum is manifested through different tracks and/or curricula, 

which is much more pronounced at the high schools due to the various degree plans 

(tracks)  that are available for students (Oakes, 1986).  Students face structural demands 

when they are exposed to elements of the school processes; in other words, the 

educational process is not a neutral place that is based solely on the ability of the student 

(Apple, 1982; Foley, 1990; Ritzer, 1996; Valenzuela, 1999; Villenas & Deyhle, 1999).  

Equally important, Angela Valenzuela (1999) pointed out that students of Latino descent 

faced structural demands from school personnel, curricula, and policies. Valenzuela’s 

framework consisted of social capital, caring and subtractive assimilation, which 

provided an in-depth understanding of the high school she studied. She claimed that 

students who were bicultural had a better chance for success in school than those first and 

second generation Chicanos. Mexican Americans, as defined by Valenzuela, are a group 
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that has been in the U.S. for one or two generations—this group is much more 

marginalized than other Latino groups.  Recent immigrants also had the risk of failure 

because of the need to assimilate into the dominant culture (Olsen, 1997; Valenzuela, 

1999), but appeared to be more successful based on the notion of the dual frame (Gibson 

& Ogbu, 1991). Ogbu (1991) argues that involuntary minorities view themselves as 

oppressed based on a historical and continuous cultural conflict, whether subtle or 

blatant, between the minority group and that of the dominant culture.   Moreover, Ogbu 

(1991) continues to make his point as to why voluntary immigrants (minorities) appear to 

be successful: Because they have a developed a type of folklore that is introspective and 

basically blames an unsuccessful immigrant as lacking skills and/or an education and not 

so much the dominant culture. Valenzuela’s (1999)  study also uncovered the importance 

of social capital as a means to succeeding in school for Latino students. Capital was only 

exchanged with groups that were of equal status; students with access to social capital 

were much more successful when compared with other groups in her study. Moreover, 

the caring construct in Valenzuela’s study was valuable in pointing out that caring for 

Latino students centered on authentic caring and not aesthetic forms of caring, which is 

paramount to the Latino culture.  These noteworthy educational studies demonstrated that 

schools are active participants not just in identity construction, but also in the formulation 

of ethnicity and gender. 

Latino students are in danger of not succeeding in schools for a variety of reasons 

that have not been made apparent (Tapia, 2004); specifically, differences in language, 

culture, social, gender and family dynamics. Research from scholars (Acuna, 2003; San 
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Miguel & Valencia, 1998; Valencia, 2002) indicated that the Latino population is 

growing at a brisk pace, yet the youth are being dissuaded from realizing their 

educational goals. And yet, the attention to this growing population has been minimal.  

What is important comes from data that uncovers that Latinos are not being successful in 

high school, colleges, and universities (Fry, 2002). It appears that most of the Latinos are 

attending community colleges and not continuing to obtain 4 year degrees. A 

disconcerting fact when the workforce is also declining without any significant 

population to fill-in the gaps.  Latinos could fill in these manpower gaps with the right 

educational system that encourages them instead of trying to disenfranchise their will for 

a place in this society. Educational theorists revealed that most of the sorting for Latinos 

takes place at both the elementary and high school (Valencia, 1991, 2002; Valenzuela, 

1999).  Sorting, some scholars may argue, is due to a deficit model imposed upon 

children of color (Ladson-Billings, 1994; Valencia, 2002), while others detail the daily 

symbolic interactions with school staff and students from the dominant group as 

responsible for creating an Othered identity (Foley, 1990; Valenzuela, 1999). 

The interaction of my experiences on my identity has become much more 

understandable as I gathered various frameworks from which to work from in graduate 

school. This graduate educational process, in and of itself, has been a transformational 

experience. The research tools that I have accumulated have provided a kaleidoscope of 

lenses in which to deconstruct my own educational and heteronormative experiences. For 

instance, entering the public schools in Brownsville was distressing for me as a young 

child because of the fact that I was pulled away from a home environment that was 
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culturally secure.  Children in my classes, unknowingly, often made comments pertaining 

to student hair characteristics, skin color, language usage, and other critiques that were 

not often heard in my home environment.  Language usage, for example, was an 

important symbol in knowing your identity (Acuna, 2000; Martinez, 1994). Students that 

spoke Spanish fluently had a stronger cultural identity, whereas those that only knew 

some Spanish had difficulty formulating their role in and outside of the classroom. 

Meanwhile, teachers usually encouraged their students to speak English; this was a rule 

when I was in elementary school. These first classroom experiences were crucial in 

constructing my space in this Texas border town.  As time went on, I was able to comply 

with the structural demands of the school culture. A social system was intact before I had 

entered the public school system.  This school system that stratified children according to 

the norms held by a society that was culturally Mexican with American structures.  

Ladson-Billings (1994) revealed a different form of pedagogy in her ethnography that 

was relevant to African Americans.  This book parallels some of the same issues 

Mexican-Americans face when entering a public school that may not be accepting to a 

particular culture. Mexican-Americans have had many of the same cultural struggles 

African Americans experienced.  Normative pressures from schools are profound enough 

to disrupt a child’s way of knowing that was developed at home.  The clashing of public 

school structures and the identity of a child can create struggles within the school system.  

In other words, accept the dominant culture without keeping their current culture or 

subscribe to a dualism in order to accommodate both cultures.  
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The transition between 5th and 6th grade made me much more aware of gender 

differences. Boys I started to socialize with at this grade level had a different viewpoint 

of the world.  For instance, there was a toughness that a young male had to have about 

him for acceptance into the male group (Foley, 1990; Frank et al., 2003; Thorne, 1995; 

Willis, 1981). My elementary school experiences were similar because many of the boys 

in this age group grew-up with a father who had a strong sense of masculinity.  Many of 

my friends expressed their masculinity at a young age because their fathers often 

expressed it—I don’t remember my father expressing his masculinity in such a fashion.  

In any case, I felt compelled to display the same sort of masculinity because this was the 

standard these boys expected other young males to have (Thorne, 1995, p.100). This was 

not difficult for me because I was much bigger and stronger than most boys the same age 

as me. My body became a symbol in which to express my manhood to others (Connell, 

1987). 

As noted, gender differentiation is common in our public schools.  That is boys 

are expected to act as males and girls as females. Historically, boys have had more access 

to schools, while girls have not; yet this comes with a price to boys as they begin to yield 

to male hegemony.

While boys rise to the top of the class, they also land at the bottom. Labeled as 
problems in need of special control or assistance, boy are more likely to fail a 
course, miss promotion, or drop out of school.  Prone to take risks, they 
jeopardize not only their academic future but their lives as they dominate 
accident, suicide, and homicide statistics. (Sadker & Sadker, 2002, p.182)

This is in line with Connell’s (2000) and Kimmel’s (1998) notion that 

masculinities have baneful elements. In the case of boys in a school system, they also 
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begin “acting” like men based on societal heternormative behaviors they are exposed to 

in and out of school.  It is apparent that boys at the elementary level participate in 

activities that are purposely rugged when compared to girls (Kimmel & Messner, 1998).  

In contrast, girls have been observed engaging in activities that are cooperative and 

friendships based. More importantly is the concept of gender, which is played-out 

everyday in schools from an early age in the form of gender role expectations. Boys are 

expected to do well in math and science, whereas girls are good students and complete 

their assigned tasks (Streitmatter, 1994). The determining feature about boy and girl 

differences in schools is that the curriculum constitutes a relevant function in allocating 

gender based on a student’s sexuality (Kimmel & Messner, 1998; Streitmatter, 1994; 

Thorne, 1995), even though it is not always overtly present (Mclaren, 1989; Oakes, 

1986).

The relationship between the curriculum and cultural reproduction is important 

insight because those who are of a particular gender, such as male, female, gay, hyper-

masculine, etc., are impacted by the educational processes. Schools do not appear to have 

an active role in gender development, yet research has demonstrated that they are an 

integral component in co-constructing gender identity (Connell, 1995, 2000; Frank et al., 

2003; Martino & Berrill, 2003; Pinar et al., 1995; Streitmatter, 1994; Taubman, 1982; 

Thorne, 1995).  This framework of gender construction in school spaces has become 

apparent to my own masculine development. For instance, Willis (1981) and Foley 

(1990) have both demonstrated that masculinities do manifest themselves in school 

settings.  Willis uncovers masculinities through various forms of resistance from working 
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class boys.  By comparison, Foley found a group of Chicano boys, known as the “vatos”, 

as expressing their masculinities when resisting the structural and hegemonic forces 

imposed on them throughout the educational process. Even though resistance was an 

important component when observing these young males, they were also manifesting 

various forms of masculinities through the use of their bodies, language, and behavior. 

Willis’ ethnography portrays working class lads utilizing their bodies as symbols of 

masculinity. For example, “The physicality of all interactions, the mock pushing and 

fighting, the showing off in front of the girls, the demonstrations of superiority and put-

downs of the conformists…” was common with these males (Willis, 1981 , p.36). In 

contrast, Foley (1990)  provided insight to young Chicano masculinities as they resisted 

the school system. The group of Chicanos, also known as the vatos (dudes), developed a 

different identity in the form of dress and language differences.  Brownsville schools also 

had a group of tough guys known as the vatos; they cultivated a heightened form of 

masculinity through dress, body, and language.  These Chicanos males were not fearful

of many of the other males and this was demonstrated by extending their chests forward 

and having a gait that conveyed they were in charge of their environment.  These 

Chicanos were not afraid to talk in a way that violated the conventions of Standard 

English; they mostly spoke Spanish, but would also code-switch. More often than not, 

they used indecent words to intimidate other males, yet they would try to talk nicely to 

the girls.  In a unique way, with the expression of a heightened masculinity, these males 

set the standard for the high school. In other words, all the other Chicano males had to 
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express their masculinity to show that they would not be intimidated by other hyper-

masculinized males.  

African-American males have also faced a backlash from the dominant culture 

based on their masculinity; black Americans face parallel issues, such as racism, 

discrimination, and oppression to name a few. The intersections of race and gender 

expression are difficult undertakings for the Black male to carry in his everyday 

negotiations with the white culture. Taking an academic leap, it is not unreasonable to 

posit that black males of all ages carry the burden of an uncertain masculinity into any 

school setting, such as, elementary, high school and college. Ferguson (2000) has 

provided valuable data on the expression of black masculinities at a young age in a well 

documented ethnography inside an elementary school.  Ferguson utilized Butler’s (1993)

framework of phenomenology and gender performance when describing her young black 

male participants as they expressed a form of masculinity that has been “adultified” by 

the surrounding school personnel.  Adultification, utilized in Ferguson’s context, is a 

form of subjectivity that black male children are engaged in unwillingly—producing 

resistance to this form of adultification imposed to these young children instead of 

viewing them as naïve children who are engaging in everyday youth games.  Thus, white 

children are allowed to perform various “making-out” games, meanwhile Hispanic and 

black children are punished (Ferguson, 2000; Foley, 1990). In the case of the black 

males, verbal expression is a significant cultural component for expressing masculinity; 

“verbal performance functions as an identity marker for masculinity” (Ferguson, 2000, 

p.179).  Black males, therefore, can not use verbal expression discretely because it 
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signifies male weakness.  There are consequences—as it intersects with teacher ways of 

knowing—for these behaviors when not subscribing to discrete forms of masculine 

expression within the school.       

The use of black masculinity is constructive because of the parallels to the events 

that transpire within the schools. I would add that in the realm of Latino masculinity, 

expression is not clearly documented.  The closest ethnography and/or study of Latino 

masculinity falls within Foley’s (1990) high school ethnography, which has a host of 

masculine expression.  Hence, the use of a feminist frame, as in Ferguson’s ethnography, 

grapples with the enduring black masculinity as it is inculcated to young black males; 

their resistance, however, is unmistakable when school personnel collide with their way 

of knowing with that of these black young males.  It follows then that these young black 

males are often susceptible to being punished by the school system that does not 

understand their form of masculine expression. The struggles occur when the school 

system intersects with the only way a young black male can express himself while 

maintaining his identity—an arduous place to be. Latinos face the same struggles that are 

manifested in a different manner. In particular, Latinos also face hegemony at schools, 

with results that may not be in the form of total language expression as in the black males 

in Ferguson’s study. 

The mention of masculinities would not be complete without the mention of 

school sports. This is the ultimate masculine expression of the body, aggression, and 

space that is publicly legitimized in a patriarchal society that allows these destructive 

male behaviors to continue (Connell, 2000). The body in sports communicates that a 
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male is superior over another male. It also creates a hierarchy of domination over not just 

males but females as well because they are often not part of the male sports culture.  

Sports, during my high school years, were a large part of the South Texas culture.  Boys, 

at the time, were expected to play some type of sports, otherwise they were not 

considered a “real man”, which was a rite of passage; a comparable analysis can be found 

in Bissinger’s (2000) Friday Night Lights: A Town, a Team, and a Dream. I played 

football throughout my high school years and it was filled with behavior that was 

considered masculine; e.g., aggression, weightlifting, strength, superiority, and foul 

language. You had to be strong, so I became stronger than the other males. It was like a 

contest as to who could be the toughest of the football group, which also determined your

standing amongst your peers; the weaker you were the lower in the rankings you were 

placed in relation to “maleness.”  These notions about what football is also brings with it 

destructive components.  These young Chicanos could not simply become good players,

they also had to socialize with other tough boys in order to show how tough you were.  

Consequently, these behaviors had destructive components because the body was assailed

by the physicality of football and through socially constructed norms as to what 

behaviors a male should engage in to be considered a true male.  In the case of my sports 

experience, the outcome of physical capital was crucial in surviving the domination of 

other males:  Survival of the fittest with strength. 

The makings of gender, in essence, appear everyday and everywhere.  We can not 

dismiss ourselves from not participating in the social processes that force us to engage, 

whether on a one-to-one or group dynamic, with males and females (hooks, 2004).  
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Accordingly, the processes that take place at particular points of interaction are partially 

responsible for the formation of what we know as gender making. Other factors, such as, 

culture, race, history, and ethnicity are also determinants for understanding the figured 

world of masculinities (Abalos, 2002; Holland et al., 1998).  

Gender Theory

Queer theory is also an informative framework because it is postulated on the 

notion that gender could be in flux instead of subscribing to specific binaries of male and 

female. In other words, people align themselves according to what sex they are and 

portray this particular sex without taking into consideration the gray area; that is, 

homosexuality, bi-sexuality, femininity, hyper-masculinity, macho and those other 

identities that may have a varied gendered self. The importance here is not about 

homosexuality per se, but about the possibilities that gender, as it intersects with 

sexuality, is continuously being constructed in everyday interactions (Berger et al., 1995; 

Jagose, 1996).  

Women and men who may have relations with someone of the same sex may not 

see themselves as being homosexual (Berger et al., 1995; Butler, 1990).  In this case, men 

and women alike continue to retain a strong sense of their heterosexuality; yet, they can 

have a homosexual relationship without subscribing to the constructed meanings of what 

a homosexual should be.  People in this category, however, are inclined towards notions 

of gayness without fully saying and acting that they are gay.  Society will have its 

“definitions” of what a homosexual is, which is relative to each country’s construction of 
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this term (Sears, 1999).  Some countries may have a less stringent definition(s) of 

homosexuality when compared to the U.S. definition(s). 

Unlike the westernized concept of homosexual in which one’s sexual orientation 
is defined by one’s same-sex behaviour and one’s gender identity socialized on 
the basis of external genitalia, in the Philippines, particularly the rural areas, 
gender identity is usually defined by what is within one’s soul, not one’s genetic 
code. (Sears, 1999, p.108)

Therefore, when compared to the American definition of homosexuality to other 

countries, we notice that definitions do differ and are constructed according to that

country’s sociological thought processes about what homosexuality is (Davies, 1997; 

Sears, 1999).  

Throughout various gay movements in the United States, Jagose (1996) has 

demonstrated that the meaning of sexuality has gone through various genealogical 

interpretations according to the events that precipitated those events.  Fixed notions of 

how sexuality was defined through these movements were open for disruption because 

the gay movements did not believe in the binary of gender; you are a man, so act as a 

man; you are woman, so act as a woman. Gender that did not fall with the normative 

definitions of gender was unacceptable in early American history. In other words, the 

expected binary was not always provided by every male and female.  There were those 

who did not act as manly and not as feminine as society expected them to act.  Noted past 

historical events appeared to have a much more stringent definition of what a gay person 

is.  The blurring of gender has not appeared to reach a state where an individual can act 

outside of the margins of gender because clearly defined hegemonic norms prohibit such 

margin crossing; however, it continues to be explored.  
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Feminist thought has been instrumental in elucidating the feminine position 

within the gender definition (Berger et al., 1995). Feminism has provided a portal for 

other marginalized groups trying to recapture their culture (hooks, 2004). Women who 

were involved in the second and third wave of feminism tore down structural foundations 

of what women should ascribe to; in this case gender, work, marriage, and other social 

norms women had to bear. Judith Butler is one of those women who explored what it

meant to be a gay female. She begins by unraveling the mystery of homosexual terms and 

gender identity. Butler (1993) deconstructs gender identity so that she can find those 

midway points of the sexual self and the socially constructed gender. These types of 

models assist in excavating masculinities that also appear elusive.  

Lesbian women were not easily connected to gay male movements because these 

men were purported to endorse the hegemonic male; gay males sought a highly 

masculinized male figure, while lesbian women were trying to debunk the notions that 

were constructed by men in general. Accordingly, gay men were also guilty of 

propagating the construction of hegemonic male identity by supporting what a man 

should be like.  The construction of heteronormative ways of being continue to be 

supported by patriarchal lines of thought. Feminist paradigmatic frameworks have 

provided divergent ways of exposing the details that gender is not a fixed into one 

particular place and time via biological determinism due to one’s organically provided 

sex.  However, critical historical analysis (genealogy) has demonstrated that gender 

becomes reified according to sexual binaries of men and women.  In a partial 

endorsement to Foucault’s historical genealogical analyses, Butler (1990) developed a 
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thesis that uncovered why people are not necessarily fixed to one particular gender 

because of a particular sex (genitalia). “If Levis-Strauss’ framework were true, it would 

be possible to trace the transformation of sex into gender by locating that stable 

mechanism of cultures, the exchange rules of kinship, which effect the transformation in 

fairly regular way (Butler, 1990, p. 37).” Nevertheless, history has disclosed that societies 

that are more westernized do subscribe to this notion of binaries, and with it what 

particular gender one should acquiesce to.  Further, these subscriptions to a particular 

gender come from patriarchal forms of genealogical thought (Butler, 1990).  In other 

words, western ways of domination emanate from the male order as it has been 

historically noted.  Natural laws of sexuality, in terms of biological determinisim, do not 

provide sufficient insight as to why a particular person might be gendered toward a 

masculine or feminine orientation, such as, gay, lesbian, transgendered, bisexual, 

intersexual, and other orientations that have no fixed gender. Butler suggests that those 

who fall out of line from heteronormative rules adhere to a form of performative 

production of their sexuality.  Women take the role of the subject and not their pre-

cultural role whereby men are the objects they seek to desire.  Hence, as stated by Riviere 

(1989): 

… homosexual men exaggerate their heterosexuality as a defense against their 
homosexuality.  I shall attempt to show that women who wish for masculinity 
may put on a mask of womanliness to avert anxiety and the retribution feared 
from men. (cited in Butler, 1990, p.51)

As a result, gender is performed according to the classifications that have been 

predetermined by society’s heterosexual norms.  American culture has clearly existed on 

the binary of the sexes: man or woman.  The point of pre-cultural gender is something 
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that could be instrumental in disrupting terms that define gender:  Gay, lesbian, 

homosexual, and other marginal ways of gender acting that do fall into one clear 

definition as designated by society.  As posited by Butler, the pre-cultural self would not 

have had a predetermined gender attached to it and would, therefore, perform without any 

specific gender as we know it. The boundaries of masculinity and femininity would 

become blurred without adhering to those binaries of man and woman.  Women that are 

lesbian are closer towards moving away from male hegemony because they don’t cling to 

a form of male heterosexuality; they appear to move from the generic terms of femininity 

and masculinity and not stay fixated into one particular category of gender (Butler, 1990, 

1993).     

The gender insights are vital for describing male masculinities because shades of 

masculinity exist—there is not just one per se.  Masculinities, in general, evolve out of 

different intersectionalities; briefly, race, culture, class, sex, and ethnicity, that continue 

to penetrate and define who men are.  Men subscribe to the standard male heterosexual 

norms that reinforce what a man should be and are logically performed in every day ways 

of being (Connell, 1995; Kimmel & Messner, 1998).  Therefore, gender theory provides a 

framework in which to view the makings of the gendered male.  Hence, gender theory 

provides a framework that will work well in the understanding of Chicano masculinities.  

Chicano masculinities are constructed through culture, but are also reconstituted in 

various masculine forms based on each male’s continuous interaction with the world 

around him. Culture and identity for a Chicano could provide valuable insight as to where 

he is located within and about his masculinity.  For instance, a Chicano male who is a 
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recent immigrant from Mexico may retain more of his machismo versus someone that has 

been in the U.S. one or two generations.  We may be surprised to learn that culture is 

only a part of the masculine equation.  In contrast, a Chicano male may have the 

overwhelming influence of heterosexual hegemony in defining who he is—imposing a 

narrative that expects the Chicano to create a gender that expresses a form of machismo.

A Chicano man may not have a fixed form, as expected, of masculinity to express 

to the world he interacts with. Even so, a Chicano man may be unknowingly persuaded to 

develop a form of preconceived Latino masculinity7 due to the daily interactions that 

shape and mold him, and create expectations of how he should convey his masculinity. 

Nonetheless, there are those Latino men that can straddle both Latino and American 

heterosexual ways of being through identity negotiation.  The component sought is the 

bridge that begins with a man’s biologically determined sex and ends with the way 

masculine gender is manifested in everyday interactions. In this case, I seek those 

gendered interactions that occurred during a Chicano’s educational experiences.  

Masculinities

The 1970s saw a re-examination of women’s role in relation to the male 

dominated American society.  It was postulated that the female gender role was 

constructed into a particular identity that met the normative values of men. Gayle Rubin 

an anthropologist, suggested in 1984, that gender and sex operated under two different 

systems (cited in Berger et al., 1995).  This thesis had a profound impact because the 

                                                
7 Different forms of pedagogies exist in a form of discourse, which may appear to be “invisible.” Media 
productions, popular culture and other technologies inform the masses as to how different cultures perform 
and live (Goldfarb, 2002). 
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binary thesis that stood before was postulated on the fact that sex determined gender.  

However, sex and gender are interrelated in ways based on historical and societal ways of 

constructing how these two words are defined.  In particular, being born a male in 

another historical and societal context would not fit our definition of what a male is 

today.  The same analysis applies to women. 

Another important development occurred when the gay liberation was in the 

forefront during the early 1970s.  The gay movement led to the research of 

homosexuality and lesbianism alike, to figure out the causes of gayness, which was also 

important for political signification.  Historical analysis revealed that men had 

homosexual relations during the colonial period in the U.S. that was not referred to as 

homosexual or gay behavior (Berger et al., 1995). Further, additional historical research 

into the development of gay ideas has demonstrated how gendered words were socially 

constructed by the context in which they were surrounded with.  New terms have allowed 

society to view people who do not fit into the established norms, as defined by 

constructed nomenclature, as deviant (Butler, 1993; Jagose, 1996).  

The social construction of homosexuality and femininity are crucial in illustrating 

the construction of masculinities.  The social construction framework imparts a valuable 

gateway that can illuminate the makings of various masculinities that do not fit into one 

category.  Men may fit into the generally constructed heterosexual model without society 

questioning those minute deviations they may have from the prescribed standard male 

norms. As a result, men can easily subscribe to heteronormative standards without much 
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notice, still a man may have degrees of feminism, masculinity, or a gender that is difficult 

to categorize.    

Research on men has provided insight as to how they negotiate various forms of 

masculinities. Masculinities are not static, but can manifest themselves in different forms.  

Latino men also experience the same processes in constructing their masculinity; 

however, cultural differences provide varied forms of masculinities (Berger et al., 1995; 

Butler, 1990; Kimmel & Messner, 1998; Zinn, 2001).  The various forms of masculinities 

from Latin American men are crucial in exploring how Chicano men have negotiated 

through a labyrinth of obstacles.  

For example, Connell (1995) has explored many aspects of the development of 

masculinities, and he has not found a single structure that creates masculinity. He further

posited that “masculinities are a partial creation of institutions and economics” (p.29).  

Masculinity is not created with a single determinant, such as essentialist, normative 

patterns, and positivist notions, but with a mixture of forces that stem from various 

structures. This is somewhat complicated because of the social relations that vary at the 

micro-level of male and female relations.  Men and women play-out, everyday, what it 

means to be engendered.  

In contrast, the traditional sex role identity framework appears to stifle progress 

into how gender is formulated in a post-structural context (Anzaldua, 1999; Berger et al., 

1995; Butler, 1990).  The notion that a binary system exists that includes male and female 

roles, categorizes people into a rigid system that does not allow for variation in 

theoretical thought (Butler, 1990).  Moreover, sex role theories do not fully explain other 
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attributes in gender relations that embrace gayness, lesbianism, effeminate and masculine 

features, and other variations of gender.  This complicates our understanding of 

masculinities if we were to continue in this line of thought.  Current gender theory 

complicates our understanding of what sex is.  Sex—as we know it is based on our 

reproductive organs—does not predetermine what gender we may constitute when we 

perform our gendered self in the daily interactions within and about society (Connell, 

1995, 2000; Gutmann, 1996; Jagose, 1996).  Consequently, interacting with a man or 

women does not necessarily indicate that s/he will “act” like a man or women 

respectively.  A man and women could have a varied sense of gender that departs from 

positioned definitions—that is a man does not completely equate to masculine behavior 

and a women does not completely equate to feminine behavior.  

The most recent literature has revealed that gender is not a static system.  Gender 

is “not fixed in advance of social interaction, but is construction in interaction, an 

important theme in the modern sociology of gender” (Connell, 1995,p.35). Gender is 

socially constructed and has been demonstrated through various ethnographic studies and 

research (Berger et al., 1995; Butler, 1990; Connell, 1995, 2000; Gutmann, 1996; Jagose, 

1996; Ramirez, 2002).  It has also been suggested that western constructed definitions of 

masculinities do not necessarily apply in other parts of the world (Sears, 1999). Studying 

Mexican males has also produced a phenomenon that is in line with Connell’s 

framework.  For example, “Gender identities, roles, and relations do not remain frozen in 

place, either for individuals or for groups….it means different things to different people 

at different times”(Gutmann, 1996, p.27). The understanding of Mexican gender 
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development has produced confusion because Western society has a stereotypical 

impression of Mexican males.  Mexican males are usually thought to host a strong 

element of heightened masculinity.  The term “machismo” is a relative term as explored 

by Gutmann’s ethnographic study; machismo in his study was a term that existed in 

various shades at different times and places (Gutmann, 1996; Ramirez, 2002).  At the 

same time, Mexican men were socially aware what Mexican masculinity is or supposed 

to be.  The Mexican male stereotype was somewhat shattered in Gutmann’s opinion 

because he could not pinpoint and develop a universal definition of machismo.  The 

assumption that Chicano males carry vestiges of hyper-masculinity in everyday life is 

something that has to be explored—especially with those who have had success and 

agency throughout their educational process. 

Chicano men have had to carry the stereotypical definitions that have been set 

forth by the hegemonic and structural forces as they interact daily with a society that is 

not always accepting of behavior that does not adhere to an American heteronormative 

profile.  Even though facets of a Latino man’s gender could be manifested in various 

forms that appear to be a customary form of expressing masculinity, this does not 

indicate that all Mexican men can be categorized as containing singular form of 

masculinity (Gutmann, 1996).  Further, Connell (1995) has indicated that binary notions 

of what produces gender is complicated and is much more relational.  

My focus is to understand how Chicano men successfully negotiated through their 

masculinity in places of learning such as universities and public schools.  It is apparent 

that various forms of masculinity does not have a positive effect on men (Frank et al., 
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2003; Martino & Berrill, 2003).  In fact, masculinity contains destructive elements 

(Berger et al., 1995; Connell, 1995; hooks, 2004).  Nonetheless, masculinity is an 

important ingredient that should be studied as men have learned to negotiate elements of 

their masculinity in order to accommodate structural and hegemonic elements.

Understanding masculinities is a critical link in Mexican American masculinities.  

The definition of masculinities has had some difficulties in the past.  However, Freud 

provides an earnest attempt into mapping how masculinities are formed in men and 

women.  Psychoanalysis has provided nomenclature that has facilitated the understanding 

of desires men and women possess.  For example, Freud developed the Oedipus complex, 

which refers to a child preferring one parent to another.  The tension between the child 

and his father ensues because of the child’s fear of being castrated.  In other words, the 

child competes for his mother’s attention, but is challenged, unconsciously, by the father.  

The most unique insight that is provided by Freud is that he found the gender making 

formula to be a dynamic process versus a binary, static process.  Connell (1995) states, 

“The point he (Freud) most insistently made about masculinity was that it never exists in 

a pure state” (p.10).  This previous passage is a profound statement because Freud did not 

envision the development of masculinity from the mere fact that a man is born a man, and 

a woman is born a woman. Butler (1990) also engages Freud when positing gender 

development, but deconstructs his framework in a design that is de-centering.   Freud 

further suggested that all men contain feminine components: “Boys must choose not only 

two objects, but between two sexual dispositions—masculine and feminine” (Butler, 

1990, p.59).  Boys at a young age are torn between choosing feminine or masculine traits 
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as their expressive gender, which is the center of most of Freud’s psychosexual stages of 

development. Gutmann (1996) revealed that under a Freudian framework, boys who 

spend more time with their mothers may have a difficult time separating from them, 

which could complicate gender development.  On the whole, Freud was crucial in 

understanding that the development of masculinities was a relational phenomenon. 

Freud, further, demarcates that men contain effeminate traits, which are carefully hidden 

from others.  Males in the secondary and elementary schools are careful not to expose 

their feminine side because of the backlash that is often attributed with exposing these 

traits in public. For instance, one of the by products of attributing feminine traits with the 

pedagogical process, is that boys do not perform well in school because they believe that 

schooling emasculates them (Frank et al., 2003). The emasculating effect Chicano 

students may experience has yet to be explored. Chicano boys appear to have a strong 

sense of respect toward their mothers, yet they are capable of developing a hyper-

masculinized gender (machismo) that could be possibly linked to allying himself to a 

heterosexual father or father figure (Butler, 1990). 

African-Americans have faced enduring racial discrimination throughout 

American history: the U.S. Constitution is a document that outlines how slaves were 

regarded as property.  Historically, African-Americans have had to endure the continuous 

shadow of slavery that continues to inhabit them today. The racism many black men face 

is compounded with their own form of masculinity that has had harmful effects.  The 

Black male’s role as a father and husband has been subordinated by economic and 

historical factors, which have been instrumental in denying black men any real form of 
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masculinity (Ferguson, 2000; Hine & Jenkins, 1999); they face continuous negotiations 

with white norms, not to mention hegemonic masculinities from the white culture. In 

general, it is not difficult to examine the oppression that black males faced and how it has 

shaped their identity and gender role because it continues to exist.  

Blacks were not viewed as men when compared to white masculinity. It was not 

until the American Civil War that black men were able to sexualize their gender 

according to what a black man should be (Hine & Jenkins, 1999).  The journey for the 

black man to manhood was filled with racism and oppression. The war allowed black 

men to be real men because the war was about becoming a man—a rite of passage for the 

white male at the time and, therefore it became so for the black male.  Before the Civil 

War, black men were almost genderless because they could not act out their masculinity 

in everyday dealings with a society that stripped them of gendering their sexuality when 

compared to the white male who could. As we progress into the present, black men are 

stereotypically viewed as having a longing for sex, greater sexual capacity,  propensity 

towards violence and elements of machismo (Kimmel & Messner, 1998). The black male 

role has an existing constructed identity developed by the dominant heterosexual culture. 

Many of these socially constructed notions of the Black men are clearly myths, yet they 

continue to exist as truth (Hine & Jenkins, 1999; Kimmel & Messner, 1998). 

Black masculinity parallels Latino masculinity at a point where they both face the 

dominant heteronormative masculine structure. Specifically, Latinos have faced similar 

issues in accordance with black masculinity in a different historical context; that is Latino 

males come with a European form of colonization versus a slavery model blacks adhere 
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to. As a result of some parallels, the black male framework can provide some valuable 

research insights as to how to view the intersection of a person-of-color’s masculinity 

with that of white masculinity. 

The manifestation of a Chicano’s masculinity has come in different forms 

(Mirande, 1997). For example, America Paredes (1993) elaborated historically on a form 

of Chicano masculinity that comes from the South Texas border region known as the 

Lower Rio Grande Border. In particular, Mexican masculinity was associated with the 

“ranchero” and “vaquero” or more simply known as the American cowboy.  The 

American cowboy borrowed from the Mexican cowboys.  During this same era, post 

Treaty of Guadalupe, smuggling become idealized with items such as American garments 

and Mexican tequila (Paredes, 1993).  Songs have been created for the modern day 

border drug smuggler. Smuggling has been a historical phenomenon along the Mexican 

American border that also formulated into a form of masculinity with the use of bravery.  

In particular, “corridos” (ballads) were developed for heroes that engaged in these illegal 

activities.  Mirande (1997) further elaborates on Latino masculinity by mentioning the 

pachuco8, who were men that manifested a form of masculinity through dress, attitude, 

heterosexuality, and machismo. The pachuco grew as a form of rebellion toward 

American society because those of Mexican descent were marginalized and pitted against 

the white male masculine role.  Luis Valdez (1992) wrote a famous play known as the 

Zoot-Suit, which exemplifies the Chicano male role during the early 20th century. This 

                                                
8 The “pachuco” or “chuco” has many different interpretations. However, it usually means a Chicano male 
that is from a specific barrio and is resistant to many of the hegemonic norms. In other words, they have not 
sold-out to the Anglo-Americans ways. They dress differently and speak in Spanish slang, which is 
different from traditional Spanish (Mirande, 1997).  
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play gives insight as to the struggles the Chicano had to endure while trying to define his 

identity. Within this play, it becomes evident the expression of a Chicano masculinity in a 

varied form that was counter to those specific white cultural norms. These masculine 

Chicano expressions—manifested in the form of resistance—were not well understood by 

the dominant culture at the time, thus, conflicts ensued.  It has to be mentioned that 

Chicanos who joined the military during wartime were perceived as expressing their 

masculinity.  Specifically, Valdez (1992) demonstrated how some Chicanos joined the 

military for respect and honor. Mirande (1997) reminds us that Latino masculinities 

continue to exist in various places; one example he provided is in the academic setting. In 

contrast, we see an extreme version of Latino masculinity materialize in the movie 

American Me, which gives the viewer insight as to how acquired forms of Latino 

masculinity from everyday civilian life are hyper-masculinized in a prison environment, 

coupled with skewed forms of feminine and masculine gender roles (Griffith, 2002).

Most of this body of literature has shed insight into mascuilinities as they do exist 

in various institutions and do have some bearing on how males perform a particular form 

of masculinity when engaged in differing environments. Despite this argument, literature 

that describes the effects of masculinities on the educational process is lacking (Connell, 

1995), and there is a greater gap in the area of Chicano masculinities. The importance of 

researching young Chicano male masculine development in schools can add to a better 

understanding of educational implications as they intersect with cultural practices. The 

integration of Chicano masculinities and its impact on the educational process will add to 

the body of literature that is well overdue.  
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CHAPTER III:  METHODOLOGY

Epistemological Considerations

The masculine theoretical framework is based on a social constructionist 

epistemology.  The notions of biological determinism continue to be a powerful 

worldview in the world of scientism. Nonetheless, this lens will not be integrated in this 

study based on a paradigmatic view that is not reflective of this particular determinism. 

Because of masculinities elusive nature, the social constructionist epistemology was 

suitable for the purposed research question. The methodology to be described is 

structured in such a way as to contribute the best amount of narrative data so that these 

participants have the most complicated representation.

For the purpose of this research, the philosophy and practice of phenomenology,

and hermeneutics supplements the qualitative methodology to be employed in this study. 

With this in mind, this study was based on an overarching naturalistic inquiry (Denzin & 

Lincoln, 2003; Yvonna & Guba, 1985) framework to capture the narratives of those 

Chicanos in this study. Phenomenology is a sub-component of paradigmatic thought 

developed by Edmund Husserl who sought those things people experience through the 

senses. Phenomenology seeks to explore the things we experience and interpret in 

everyday interactions. Patton states (1990):  “Thus phenomenologists focus on how we 

put together phenomena we experience in such a way as to make sense of the world and, 

in so doing, develop a worldview” (p.69). In other words, each person interprets what 

they experience in the world they live in. What is sought is how the participants in this 

study interpret their world and those cultural essences.  Hermeneutics, more importantly, 
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also has a role in researching the topic of masculinities because it allowed for the 

researcher to interpret the texts he was seeking from his participants; in essence, the 

author of a particular text was not always aware of his meanings and intentions (Crotty, 

1998).  Hermeneutics takes an approach of interpreting, that is text, in a particular 

historical and cultural context (Patton, 1990). As a result, the researcher was involved in 

the process of interpreting his own experience as he experiences the research process 

with his participants.

Hermeneutist are much clearer about the fact that they are constructing the reality 
on the basis of their interpretations of data with the help of the participants who 
provided the data in the study.  Hermeneutic theory argues that one can only 
interpret the meaning of something from some perspective, a certain standpoint, a 
praxis, or a situational context, whether one is reporting on one’s own findings or 
reporting the perspectives of people being studied. (Patton, 2002, p115)

School Life Histories: A Narrative Approach

The stories gathered in this process gave insight as to the daily practices Chicano 

men experienced as their masculinity intersected with the educational institution they 

attended. Thus, coupled with the philosophies mentioned above, these perspectives 

allowed the investigator to engage in the participant’s understanding of the real world so 

they could provide narratives that were essential for outlining practices of agency and 

identity, gender, and masculinity formation.  In a social constructionist world, the self is 

developed through relationships with others (Wortham, 2001).  As a result, the self is 

constituted by way of dialogism and positioning in a narrated event as Wortham (2001)

states: 

…the self emerges not primarily from self-reflection but instead from 
participation in verbal practices that position narrators in various ways. According 
to social constructionist, the self is not “narrated” into being.  It is, instead, 
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“positioned” into being in interactional events… (p.146)

Narratives—such as personal narratives, family stories, life histories—were 

essential for demonstrating the cultural experiences and patterns of the Chicano men that 

were interviewed (Patton, 2002; Rosaldo, 1993). Moreover, “narratives serve as a 

storehouse of shared knowledge and beliefs in human societies and as an essential source 

of cultural learning” (Daiute & Lightfoot, 2004, p.87). The cultural self can be recreated 

through memories one has experienced and expressed in a narrative form. Stories by 

participants provided insight to cultural nuances that take place everyday (Wortham, 

2001), thereby giving the researcher relevant data to gender making.  

Narrated practices from Chicano men gave this researcher the essential discursive 

knowledge (Rosaldo, 1993) they have traversed while interacting and performing within 

educational and institutional settings.  Connelly and Clandinin (1991) state, “…that 

people by nature lead storied lives and tell stories of those lives, while narrative 

researchers describe such lives, collect stories of them, and write narratives of 

experiences”(p.121). These stories are what were sought from the participants so the 

researcher could analyze and interpret those lived college experiences. Goodson (1988)

further legitimizes the use of a narrative approach in education because “historical 

discussion of teachers’ oriented account of life history and studies of curriculum in 

schooling gives a sociologically oriented account of life history in sociology, 

anthropology and education studies” (cited in Short, 1991, p.122). A shift in asking how 

people are educated provided different answers to questions that would have remained 
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otherwise unanswered without narrative methodology (Berk, 1980).  More importantly, 

those Chicano narratives that reflect cultural forms as well (Rosaldo, 1993).

Setting and Participants

For that matter, a qualitative research approach to this study allowed this 

researcher to gather pertinent information detailed the life histories of Chicano men.  

Therefore, 10 Chicano men were selected from South Texas universities in order to 

understand their narratives in a way that provided valuable insight into their lives as 

Chicano men (Patton, 2002; Rosaldo, 1993).  Narratives were important in this case 

because they acquired Chicano men’s masculinities as they have intersected with the 

dominant discourses at institutions of higher learning9. A group of Chicano men were

interviewed to obtain their narratives about their negotiation with their masculinity(ies) in 

a world that does not reward behaviors that collide with the dominant narrative (Bruner, 

1987).    

Brief Profiles

Brief profiles are provided in this section.  Although the participants life histories 

could take pages at a minimum, these short profiles allow the reader to have an idea of 

who they are.  All of the Chicano men have had different experiences.  Nevertheless, they 

have encountered similar shared lived experiences unique to the South Texas region. 

Later, three of the profiles will have more in depth representation as their stories are fully 

explored.

                                                
9 Institution of higher learning will include colleges and universities in the U.S. for the purpose of this 
research.
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Fred

Fred grew up near Brownsville, Texas. He has two other siblings—one older 

sister and one younger brother. Most of his relatives were from Matamoros, Mexico; a 

city that borders Brownsville. He father worked as dentist, while his mother only had a 

high school education. Fred grew up in an upper middle class neighborhood with people 

who were professionals. His early years at a private school were generally normal.  In 

any case, his early year experiences were generally like those of other children his age. 

Fred entered a local university in South Texas because he wanted to study 

computer science.  His decision to stay in the Valley led him to enroll locally in an 

undergraduate program and graduate classes.  He graduated with a degree in computer 

science and continued to study for a Master’s degree in Instructional Technology.  Fred 

appears to have a strong aptitude for computer technology in general. He identifies 

himself as a Mexican American. 

Juan

Juan grew up near Edinburg, Texas. He is the only son and has two sisters. His 

father has a college education, whereas his mother does not. In general, he grew up in a 

middle class environment. In addition, Juan grew up in a small rural town where 

everyone knew each other.  Thus, the surrounding school consisted mostly of the rural 

community.  

One of his first jobs was as a teaching assistant and bus driver.  He soon tired of 

this job because Juan felt he could do better and decided he needed a college education.  

He enrolled at a local university to finish his degree. Juan then worked as a teacher for a 
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few years.  Not long after, Juan decided to pursue his Master’s degree in educational 

administration.  He now works as a principal in the South Texas.  He plans to seek his 

doctorate.

Henry

Henry’s early experiences mostly came from Mexico.  His family finally moved 

to Brownsville, Texas.  He was immediately enrolled in elementary school in 

Brownsville when they came to the Valley. It was a difficult transition for him because 

his English was limited. His neighborhood experiences in the U.S. were much better than 

those in Mexico; yet it was not middle class. 

Moreover, Henry enjoyed sports activities from childhood onwards. When he 

finished high school, he enrolled in a local university.  He studied Physical Education and 

received a bachelor’s degree that allowed him to become a public school teacher. Henry 

felt he could help students in a different manner, so he has pursued his graduate degree in 

counseling.  

Bobby

Bobby grew up in McAllen, Texas. However, his infant years were spent in 

Mexico.  Later, after a short stay in Houston, Texas, his family moved back to McAllen.  

He had a difficult time learning English, but managed to learn with hard work.  His 

neighborhood was located in a low socio-economic area.  His parents did not allow him 

to play with many of the neighborhood children based on safety concerns.   

After a short stay at a university in Austin, Texas, he returned to South Texas to 

attend a local university.  Bobby concentrated his studies in the area of criminal justice.  
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He later became a local teacher so he could provide for his new family.  Several years 

later, he began to study for his Master’s in counseling.  With counseling skills, he feels he 

can be much more effective in helping students.  

David

David initially grew up in an El Paso barrio.  His parents were born in the U.S. 

and also have a family history that dates back to Mexico.  They had to move around 

during his elementary school years based on his father’s job.  His neighborhood 

experiences were fairly enjoyable.  Overall, his early school years were a good time for 

him. He does remember being called names because he was Mexican American.  

David’s experiences during college were difficult at first because he dropped out 

during his first year of college.  He eventually went back to finish his degree in art.  After 

he graduated, he began working in the technology field; he currently works on websites.  

He decided to return to a local university in Brownsville to continue his Master’s degree 

in Instructional Technology.  

Carlos

Carlos grew up near McAllen, Texas, in a neighborhood that was basically a 

barrio. He came from a family of five and both of his parents worked to support the 

family.  They could not afford to participate in many activities that required money.  Also 

vacations were limited to areas in the Valley that required almost no expense.  Carlos is 

the only family member with a college education; two of his sisters have high school 

diplomas.  Carlos was close to this mother throughout his early years. 
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Carlos had mostly good experiences in his early school days.  He found himself in 

what is called Gifted and Talented (GT) or honors programs throughout his elementary, 

middle school and high school.  He knew he wanted to attend college so he could study to 

become a teacher.  Carlos taught for awhile and then entered the administration arena of 

education.  He is currently finishing his Master’s degree in educational administration at 

a local university in South Texas. 

Hector

Hector comes from a family that consisted of his parents and two brothers.  His 

parents were not well educated; his mother has a 5th grade education and his father a 3rd

grade education. In addition, his parents were both migrant workers. Hector remembered 

working in the fields at a young age to help support the family. The entire family lived in 

what is called a colonia (substandard neighborhood) near Brownsville, Texas.

Hector did so well in middle school that he was accepted into the honors program. 

He was the first person in his family to graduate from high school.  He eventually 

graduated with a bachelor’s degree, which permitted him to teach.  Hector finally decided 

to enroll in graduate school so he could advance his career. He is currently pursuing his 

graduate degree in educational administration.  

Marco

Marco comes from a family who is second generation Mexican American.  His 

grandparents were from Mexico. Even though he came from a family of six, he has fond 

memories of his childhood in the Edinburg, Texas area.  His parents stressed the 

importance of education and good grades.  Marco’s parents did not want their children to 
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work in agricultural fields because it was arduous and exhausting work.  Early on, Marco 

was admitted to the honors program in elementary school and continued throughout high 

school.  

Marco finally went on to study at a local university in Brownsville, Texas. He 

studied biology that included Texas teaching certification.  He is currently a science 

teacher pursuing his Master’s degree in educational administration. Marco believes he 

can be a much better school administrator.  

Pedro

Pedro comes from a well educated family. His father has his doctorate degree and 

his mother has a bachelor’s degree; they both work in the education field.  He grew up in 

the Edinburg, Texas area. However, they moved to Austin when he was young because 

his father was finishing his doctorate degree. His experiences in elementary school were 

good.  Teachers thought he was smart enough to enroll in Gifted and Talented (GT) and 

honors classes.  

Pedro did not finish college within the allotted four year term.  He dropped out of 

college for awhile and worked in basic jobs in Austin and South Texas.  Pedro eventually 

finished his degree in music education.  This degree allowed him to teach in the public 

schools.  His interest in administration has continued to grow.  Pedro is enrolled in an 

educational administration graduate program in the Valley. 

Danny

Danny comes from a family of four siblings.  His father was not around, so his 

mother frequently sent him to stay with her grandparents in Matamoros, Mexico. His 



101

experiences were transnational, as he often spent time in the schools in Mexico and in the 

U.S.  He claims he had a wonderful experience in both locations.   His parents were also 

migrant workers, which made it difficult for Danny’s family based on the traveling and 

demanding back-breaking work.  

Danny graduated with a bachelor’s degree and entered the teaching field.  He was 

elated to learn that he was accepted to a Master’s program in South Texas; he is in his last 

semester.  He has had a great experience in graduate school because he feels people are 

mature enough to debate real-life issues.  Danny is currently working as an administrator 

in bilingual education.  

Data Collection

Participants were recruited for this study by utilizing snowball sampling 

techniques at the University of Texas—Brownsville and University of Texas—Pan 

American. This method entailed asking for Chicano male volunteers from the Graduate 

School program in Education; see Appendix B for letter to participants. The first few 

Chicano males were asked if they know other Chicano graduate students in the School of 

Education. Snowball sampling provided the population that was central to this study.  

These participants in this study were interviewed three separate times to obtain 

the necessary data that explored their life histories in relation to their school experiences.

Interview one focused on the participants’ experiences, interview two emphasized the 

context and details of the experiences, and the last interview reflected on meaning. 

Guiding questions were developed for the interviews and adjusted as data was gathered; 

see Appendix A for a tentative list of guiding questions that were developed based on the 
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review of literature. The additional interviews permitted the informants to become 

comfortable with the researcher.  These interviews provide the raw narrative data, which 

contained insightful descriptions of the participants’ lives. That is open-ended, semi-

structured questions provided the researcher with an understanding of the informants’ 

worlds and points of view.  In essence, the behaviors of these Chicano men became 

meaningful and understandable “when placed in the context of their lives and the lives of 

those around them”(Seidman, 1998, p.11).  An important point during the interviewing 

sessions was to emphasize a nondirective and therapeutic style of interviewing (Glesne, 

1999). I made sure that the participants knew I genuinely cared about their responses and 

feelings. This was a technique derived from Carl Rogers, or better known as a Rogerian 

technique (Rogers, 1980). The key here was to be emphatic in order to make the 

interviewees feel at ease, allowing them to be much more expressive when conveying 

their narratives. Respondents were not being used to being interviewed and found the role 

difficult. Therefore, putting them at ease was a necessary step that benefited both the 

interviewees and interviewer. 

Finally, IRB (Institutional Research Board) Informed Consent to Participate 

Forms were provided to all of the Chicano volunteers who participated. After reading 

through the IRB permission form together, the participants were asked if they had any 

questions—for those who had questions were answered in detail. However, they had the 

researcher’s contact information if any further questions arose.  All the participants 

signed the IRB permission form and received a copy.
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Data Analysis and Validity

Qualitative research methods provided the participants and researcher room to 

discover patterns that emerge from the interviews; thus, an inductive process was crucial 

in configuring this study.  Inductive analyses do not impose hypotheses.  Instead they 

give the researcher a different lens with which to analyze the verbal conversations and 

interactions that took place with the informant.  Consequently, a form of theory evolved 

from the content that was processed and reviewed, then grounded in the gathered data 

itself (Patton, 1990).  Sensitizing the concepts enabled the researcher to look for concepts 

and narratives that were associated with masculinities.  These concepts provided a 

starting point to guide the research material.  The sensitized concepts were allowed to 

change as additional themes emerged from the stories told by Chicano men.  Men’s use 

of their particular language was studied carefully for symbolic meanings indigenous to 

their culture.  Some Chicano men described a particular story with Spanish and English 

or, more specifically, code-switched so that they could convey the true meaning of an 

event and/or concept.  These linguistic differences were explored so the narratives did not 

lose their intended cultural value.  

Triangulation of sources and theories was essential for validating the data (Patton, 

1990, 2002).The theories and literature employed in this study detailed that other scholars

have sought similar research topics; this approach gave the researcher a scaffold from 

which to build.  The review of literature changed based on the data that emerged from the 

collected narratives.  Therefore, a constant checking of the emergent data and the 

literature relevant to this topic equipped this study with a form of checking (Patton, 
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1990).  In addition, the participants were interviewed on three separate occasions for 

increased validity of the data. The researcher was part of the interviewing process and did 

not detach himself from the construction of the recorded text. Throughout this 

investigation, I journaled my own interpretation of the interviews and the entire research 

process for added soundness to the methods that were employed. Standard note-taking 

during the interviews provided insight into body language, gestures, posture and other 

visual signs participants could provide that would otherwise be undetectable with a tape 

recorder.  The time after the interview was utilized by the researcher as a time for 

reflection with the interviewee on the interview process. In short, the post-interview was 

an opportunity to clarify any possible misrepresentations of specific themes that occurred 

during the interview session. 

For added rigor, Siedman (1998) suggests that the researcher interview the 

participant three times as a form of triangulation.  Following up on past interviews

allowed the interviewer to check the internal consistency of their responses to the 

question—a member check (Lincoln & Guba, 1985). In other words, the interviewer

asked the interviewee to elaborate on a specific theme or story that was not clear during

the prior interview. In the same way, the participant was allowed to read any transcripts 

of the recordings when they were made available to vouch for a just interpretation.  The 

researcher and the interviewee reviewed questions and text that may not have been clear 

during the interviewing session. Yet, the most crucial form of member checking occurred 

when full length transcripts were given to each participant for verification.  Summaries of 

the interviews were sent via e-mail to the participants in order to triangulate the 
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interviews that took place (Merriam, 1998). Participants were asked if they agreed with 

the data that was gathered about them.  If the participants did not completely agree with 

the data from the interviews, they were afforded the opportunity to append the data 

and/or add additional data.  They were asked if the text would be problematic, if it

reflected what was transcribed, and if the information was correct (Glesne, 1999). None 

of the interviewees returned any of the data appended. They concurred with the interview 

data and stated so. Using prior interviews and recorded text to check on the consistency 

of the story makes the data much more explicit to both the interviewee and the 

researcher; a platform in which both researcher and participant reach intersubjecitivty for 

a much more distinct understanding of the meanings conveyed.        

Interviewing these participants provided a host of stories that were analyzed for 

emergent themes.  Data from the interviews was transcribed verbatim so they can be 

placed into a software program. Then, the raw data in the narratives was compiled for 

analysis and will be coded for themes extracted from the interviews.  A classification 

scheme for the raw data provided a format for the themes that emerged from the 

interviews.  When recurring themes continued to appear, the data was categorized 

according to these converging concepts and themes, which demonstrated that emergent 

themes do exist.  It was necessary to have a system for checking the accuracy of the 

coded data because unassigned or uncategorized data could lead to results that are not 

consistent with the true meaning of the narratives, which could lead to unexpected 

representations as the data emerges from these narratives that do not fit into a normalized 

pattern (Cary, 1999a).
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After the data was categorized into the respective themes, the descriptions of the 

narratives that addressed the respective themes were included as part of the overall 

analysis. The common themes that were emergent were collected from the narrative data 

for the purpose of further analysis when each profile of the participants was analyzed.  A 

balance was sought between the description of relevant thematic narratives with the 

interpretation of the relevant narratives to give the reader a clear sense of the research 

(Patton, 2002).  Qualitative software was the primary form of analyzing the textual data 

gathered from this study. The software was instrumental in coding and sorting through 

large amounts of text (Glesne, 1999). Theory building was not done solely by the 

software, but required the researcher’s insight and understanding of the research literature 

to construct a scheme in which codes and grounded theory emerged. The software in this 

study was known as Nvivo (Non-numerical Unstructured Data Indexing, Searching and 

Theory-building). Because of the huge amount of text, Nvivo provided various 

approaches to deciphering the interview data in this study. Nvivo was instrumental in 

developing categories for analyses as it allowed the researcher to develop complex and 

uncomplicated ways to index and organize codes for the vast amount of text that was 

present. Shortened names that represented concepts were applied to each category 

according to the theme(s) that evolved (Merriam, 1998). The data was sorted according to 

the themes that arose from the interview data as chunks of texts were matched with a 

particular code that best described the narrative. The categories that emerged from the 

interviews “were exhaustive, mutually exclusive (placed in only one category) and 

conceptually congruent” (Merriam, 1998, p.184). 
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Positionality

My position in this research is a unique one.  As I grapple with the making of an 

academic-minded person, I also wrestle with my own identity as a Chicano male.  More 

importantly, my unique upbringing in a South Texas culture provided a marginalized 

foundation—multiple identities—as I reflected upon my historical identity formation

(Trueba, 1999).  Anzaldua (1999) is valuable in furnishing a South Texas discourse that 

is critical and filled with her views as to how her identity, as a feminist Chicana, was 

formulated by a unique cultural region. 

In general, I have learned that my own worldview leans towards a critical 

perspective, yet the feminist framework was also valuable in deciphering Chicano gender 

positions in South Texas (Anzaldua, 1999; Butler, 1990, 1993; Collins, 2000; hooks, 

1989; Smith, 1987; St. Pierre & Pillow, 2000; Villenas & Deyhle, 1999). This is so 

because the world around me is not seen entirely as functional in nature (Anderson, 

2000).  There must be more to the underpinnings of what makes the social world 

function.  Hence, my lens is a product of my upbringing on a border town known as 

Brownsville, Texas coupled with an academic lens as well. Of course, my doctoral 

studies have made me much more conscious of how I understand the social world—I  

hope not to the extent that my varied identity has changed, but they have only added 

another dimension in negotiating and understanding the social world around me.  

Villenas (2000) delineated her own insider/outsider status as she positioned 

herself in her own research. 
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“…we often struggle against our own complicity in adopting and gazing through 

Western male eyes. Indeed, an important question to ask is how we 

interpret and represent women’s lives within the categories of invented 

anthropology and within humanistic categories and narratives invented by 

Enlightenment, modernity, and even postmodernity.” (Villenas, 2000, p. 75)

Accordingly, my purpose with an insider/outsider status is not to establish an exotic 

Other (Villenas, 2000).  To put it differently, my intent is to liberate and complicate 

notions of a culturally infused Chicano man as he negotiates in a world dominated by 

hegemony (Usher & Edwards, 1994).  

As I researched this topic, I had to bring to mind my purpose of understanding 

these men’s lives as each story was like a reflective mirror into my own lived experience. 

The participants’ stories not only made me ponder about my own identity, they also gave 

me new understandings of the South Texas culture.  In Chapter VII I will discuss my own 

personal revelations in reference to what emerged from the narratives the men provided.  

Ethics

Ethics has always been an increasingly important aspect for any researcher.  

History has taught us that research projects have exploited research subjects as they 

unknowingly and knowingly participated in studies. Those research subjects either had no 

knowledge of the study they participated in or had a vague notion of what they were 

involved in (Glesne, 1999). Some historic and clearly unethical research studies included 

Nazi experiments in concentration camps and those involving nuclear devices such as 

atomic bombs.   A research study much closer to home included the Tuskegee Syphilis 
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Study, which injected live subjects with syphilis in order to learn the effects of this 

disease. These participants were completely unaware of the fact that they were injected 

with a deadly contaminant. Another research case in the U.S. involved a psychological 

experiment that deceived the participants who volunteered. This experiment was known 

as the Milgram shock experiment.  

The Institutional Research Board (IRB) has been instrumental in creating a level 

playing field that protects both the researcher and the subject.  A 1974 federal mandate 

required the establishment of IRBs throughout universities and other institutions that 

accepted federal funding (Glesne, 1999). The IRB requires adequate information about 

the participants; the right for the participants to withdraw at any point of the study; and 

briefing the subjects on possible risks and benefits (Glesne, 1999).  The IRB at the 

University of Texas at Austin requires a researcher to take an on-line tutorial, which 

reviews how the IRBs became established. Most importantly, the tutorial provides a way 

of understanding the historical complications that led to government intervention in the 

research process. 

This particular study consisted of interviewing Chicano men who volunteered to 

be interviewed. As an interviewer interviews a participant, he is literally intervening into 

the life of the participant. Patton (1990; 2002) reminds us that when a researcher engages 

in the interview process, the interviewee is transformed as he becomes reflective about 

his own past experiences. This reflective process creates a new knowing that the 

interviewee may not have been completely aware of. With more interview time, the 

interviewee reflects upon his feelings, experiences and other thoughts that could 
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completely transform him. Prolonged engagement, as in interviews in this case, adds to 

the credibility of the study as the men divulged parts of themselves not always revealed 

to those closest to them (Lincoln & Guba, 1985). Therefore, it is not known how life-

changing the interview process could be, but changes do occur (Patton, 2002).  

The challenge to the researcher is to maintain neutrality for the purpose of 

gathering data. This is not to say that the interviewer should not be empathic and display 

understanding of the interviewee’s responses. Interviewees may ask for information and 

the opinion of the researcher, which may lead to a changing interview dynamic where the 

interviewee is in control (Patton, 2002).  The interview could also become therapeutic for 

the participant as he unreels his life history in a space that is accepting of his story. If the 

interviewee requires personal assistance, the researcher should provide resources to guide 

the participant in the right direction. The researcher could be viewed as omniscient 

because he/she comes with knowledge that is not readily available to the participants.  

Thus, the interviewer should provide a platform that is neutral and not covert. Interviews 

could be beneficial to interviewees as they use talk to explore cognitive domains that 

have remained unexplored.  However, interviewees may also divulge material that is 

extremely confidential and may fringe on the question of what is legal; for example, 

illegal activity that is brought up during the interview.  Patton (2002) emphasizes that 

researchers do not have the same protection as lawyers and other professionals and could 

be asked by the legal system for information pertaining to an interviewee’s discussion. 

Thus, the researcher could face ethical dilemmas when questionable information is 

presented. 
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Researchers continue to face ongoing ethical questions that evolve throughout a 

study as they continue to investigate each participant. Naturalistic research digs deeper 

into the daily lives of people’s psyches because of the nature of recounting past 

experiences, which often activates feelings and emotions that may have lain dormant 

since the event occurred (Lincoln & Guba, 1985; Patton, 2002).  In this case, Informed 

Consent and Confidentiality are vital components in researching human subjects. The 

subjects must know that they will have the utmost protection and anonymity as they 

unveil stories that may never again be told (Lincoln & Guba, 1985).  

For this dissertation research, participants were told that they would have access 

to me as a resource.  Some participants have utilized this offer and have contacted me for 

various research interests and possibilities of continuing on to obtain their doctoral 

degrees (Patton, 1990). Participants were also briefed at the beginning and end of the 

interview about confidentiality and the University of Texas at Austin IRB procedures that 

graduate students must follow when conducting research; yet, it must be mentioned that I 

have allowed the participants to have access to me for any other reason that may arise.  

All of the participants were clear about this process and confirmed their willingness to 

participate by signing the IRB form.  Moreover, the interview data (transcribed) was 

shared with the participants.  This sharing allowed the participants to have a clearer 

understanding of what transpired throughout the interview process, and it provided a 

form of triangulation.  
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CHAPTER IV:  PARTICIPANT PROFILES

The profiles below were explored purposefully for a deeper understanding of 

these men’s lives.  The lives of the men were chosen because they demonstrated, for 

example, several unique characteristics of themselves and their lived experiences 

distinctive to South Texas.  The negotiation of their lives, institutions, people and other 

surroundings becomes apparent as they detail their own experiences in a geographically 

situated place. The purpose for these selected profiles is to demonstrate how their 

narratives intersected with the emergent themes in this study.  

Pedro

Early Years

Pedro began his life in the Valley. He was born in a town in the mid-Valley.  

During his formative years, he remembered his father working a lot; he worked as a 

coach, then a school administrator. Pedro had a brother and a sister.  His brother played 

sports, while Pedro was into music.  His sister liked both music and sports activities.  In 

general, Pedro did not have a good relationship with his brother. He had a good rapport

with his mother and sister.  

His life changed when they had to move to Austin where he was now seen as a 

minority.  Once he entered the public school system he started to experience some form 

of racism because he was different; kids at the public school often made fun of him when 

he spoke Spanish. Eventually, the family worked themselves back to San Antonio and 

then back to the Valley.  He felt fortunate because his mother was always home. In 

contrast, his father was always busy working.  After being in the Valley for a few years, 
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the family moved back to Austin because his dad wanted to obtain his PhD. At this time, 

his mother was in charge of running the household because his dad was always busy with 

school and work.  

While in Austin, Pedro had made friends with a gringo (white) boy.  They had 

become good friends.  They did a lot of things together like work on their aquariums and 

other nerdy things.  This was not unusual because they were both in the G.T. (Gifted and 

Talented) classes. He and other students would often correct the teacher when she

mispronounced certain words. Overall, he had a normal experience during his elementary 

years. 

He was in band during his elementary years.  He was quickly labeled gay because 

he was in band.  Many of the other boys made fun of him because he enjoyed playing an 

instrument.  Yet, he was conscious enough not to choose an instrument like the flute or

clarinet. He had pressure to join sports because his father was a former coach.  In general, 

Pedro did not like sports and, instead, preferred to take piano lessons. He would often 

hide when he had to participate in elementary sports (physical education) activities. 

Simply, Pedro did not have the inner drive to engage in any sports activity.  His choice 

was not without any implications. In sum, his mother was thrilled about his decision to 

join the band, whereas his father was not.  

Pedro spoke about some forms of machismo when he was attending elementary 

school.  Many of the students in his elementary school wore cowboy boots and hats.  He 

states that this garb was intended to show how tough someone was.  His mother, 

however, didn’t believe in cowboy outfits.  Some other forms of machismo occurred in 
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sports during his elementary years. He had to play minor league soccer. It was not a result 

of wanting to be in sports; it was just understood that this is what little boys do.  

Pedro was reminded how to keep his masculinity intact by certain Spanish 

sayings.  

I remember when I was in elementary school, when we were kids, they started 
telling us that our balls are going to fall off.  My parents would say it, my mom 
and grandmom would say it.  I am not sure when it started. It was one of those 
things that, you know, don't do that because "Te van a caer los juevos" (“Your 
balls are going to fall off”), or "No alguien eso porque te van a caer los jueves"
(“Don’t do those things because your balls are going to fall off”). That is one of 
the things I remember if it was something girly that we were doing. (Pedro, 
personal interview, February 6, 2005)

The purpose of these “dichos”(sayings) according to Pedro was to keep a male 

from acting and thinking in feminine ways.  His family often reminded him where his 

gender stood when they saw him leaning towards a gender that was more feminine.  

Moreover, he was also reminded that boys don’t cry: “Hombres no lloran” (Boys don’t 

cry).  

High School

Pedro had a high school experience that was different from many students.  His 

experience was overlaid with the fact that he was gay.  He had to be careful with what he 

wore.  At times, when he would dress too preppy, he was called gay.  The irony here was 

Pedro was gay.  He attributed this way of thinking to Mexican American cultural norms 

of South Texas to which males ascribed to; the Mexican American culture does not talk 

about gay issues.  Not only was he careful with his attire, but he had to be careful with 

what careers he chose and spoke about to others.  He liked professions like hair dressing

and decorating, but he dared not choose these areas for study because they were not 
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masculine enough.  He had an experience with a female which almost led to intercourse.  

Pedro did make out with her and did other boyfriend/girlfriend things.  It was difficult for 

him to play that boyfriend/girlfriend game because he was gay. 

Pedro went from Gifted and Talented to honors when he transitioned to middle 

school. He hung out mostly with the students who were in the honors program.  He 

thought the kids in the honors group had a better understanding in general; the honors 

group did not know Pedro was gay.  He contrasted his honors friends to those who were 

taking shop classes.  Without a doubt, those tough guys in the shop classes would have 

kicked his ass. The students in the honors group were mostly middle class.  

Throughout his high school experience, Pedro stayed in the honors program. 

Some of the boys in the honors program dressed extremely preppy and talked differently.  

He was able to figure out that some of the guys in the honors program were gay.  The 

girls in the honors group were accepted various gender differences. Alternatively, the 

males were generally accepting of each other.  A lot of the students who were in the 

honors program were also part of the top band. Pedro did feel uneasy at times when he 

had to walk past a wall of jocks and other tough guys. These tough guys would often 

make fun of the band people as they walked by. They would call them band nerds and 

other names.  Yet, he felt secure with the honors group.  

Pedro decided it was time to tell his family he was gay after he graduated from 

high school.  In high school, he tried to do all the proper male things so he wouldn’t be 

suspected as being gay. Pedro’s brother was not really receptive of his gay identity; they 

would often clash over many things. 
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Machismo

Machismo to Pedro is something mostly seen in lower classes in contrast to a 

higher class.  He further elaborates by saying the lower classes express more of the 

machismo in contrast to the higher classes.  Education, apparently, negates some of the 

expression of machismo; in other words, as Pedro said, as a man becomes educated, he 

does not utilize an expressive form of machismo.  

Many of the Chicano males who were “chulos” (in gangs) often expressed their 

machismo in the schools. It was unlikely that you would see these groups of men at the 

universities.  Pedro’s theory as to why these groups of males did not attend college was 

based on their differences of what came first. Specifically, they wanted to work, find jobs 

and marry as soon as possible.  Those Chicanos who were extremely machista did not 

enter into any postsecondary schooling or training based on their priorities.  

Recognizing different forms of machismo was not difficult for Pedro. He 

contrasted his father, who was suave in his presentation and demeanor, to a friend who 

was not refined in his expression of his masculinity; his friend continues to express 

overtures of machismo.   This is not to say that Pedro’s father did not display any form of 

masculinity because he did, and it was in a different form. Pedro is able to recognize 

machismo when he “sees” it. In another example, he spoke about one former coach, a 

friend of his, who has remnants of machismo that spill-out here and there.  He thinks that 

his friend, who is no longer a coach, played out more of his machismo while he was a 

coach; other coaches expect this type of masculinity in a place like the Valley. 
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University Machismo

Undergraduate Mascuilinities

Pedro had a different image, at the time, of someone who is masculine.  

My image of masculine for the longest time was chubby or hairy—this two meant 
masculine. I remember growing up, I wanted to be hairy and chubby because it 
was guys like construction—hairy was in. I grew up thinking that masculine was a 
Tom Selleck kind of thing, lilke coaches. (Pedro, personal interview, February 6, 
2005)

As Pedro entered college, he decided to explore his gender further. He knew he 

was gay, yet he had not fully explored his sexual preference. Pedro began gradually by 

visiting a few gay bars and befriending new gay friends. It was unusual for him to 

befriend a drag queen because his concept of a gay male was one who was rugged and 

masculine.  This was a revelation for him as he started to understand various degrees of 

gender.  He still considered those males who were more feminine as being queer.  With 

time, he saw those gay men who were more feminine to be just the same as he was, but 

they were expressing their gender in a feminine way.  

Undergraduate school for Pedro was not a place where he socialized much.  He 

would talk to only a few of the students in his class.  He did have some instances in 

which a student’s gender was revealed and/or made fun of.  He was shocked as he 

learned that some of the straightest macho guys would sometimes want sexual pleasure 

from another man.  It appeared to be a contradiction in the type of gender expressed and 

to the sexual gratification these men were seeking.  As he visited these gay bars, Pedro 

would wonder and worry about his status as an educator; but more importantly the 

conservative nature of the culture.  He knew he had an added responsibility of not being 
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seen in gay areas.  His parents were also worried about his visits to gay bars because it 

could ruin his reputation.  

Pedro’s father was not a man who acted out much of his masculinity.  In contrast, 

the males from Pedro’s mother’s side acted out their masculinity in various ways.  He had 

one maternal uncle who was considered “malia” (bad ass) with tattoos—always in and 

out of jail.  Pedro’s father and family acted in more educated ways instead of displaying 

their masculinity as seen in Pedro’s mother side of the family. Without a doubt, Pedro 

learned about different aspects of how Chicano masculinity was constructed by watching 

different members of his family and cultural displays of masculinity around him.  

Pedro was probably more aware of machismo than most other people because of 

his sexual orientation.  He stated that he found ways to be masculine because he didn’t 

want to appear feminine.  Pedro started to hang out with a neighbor who taught him how 

to hunt, use a gun, work out, and other masculine type of activities.  He thought these 

activities would give him an image of being a real man’s man. 

In general, not much of machismo was actually seen within the university walls.

We did not see it so much. We did not see it so much in college. We did not see 
these guys (chulos) hanging out on the wall and stuff like that. You did not see it. 
You don't see chulos in college anymore. They were not going to go to college. 
These types of guys worked in the shop, construction site—that is what I thought 
at the time. It is different, the way it all plays out now. (Pedro, personal interview, 
February 6, 2005)

Graduate School

Pedro added that the expression of machismo could be gathered from a Chicano’s 

mannerisms and use of language. This is an example of one of his friends from the 

university. 
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He threw out some comments, but I didn’t understand because I had not seen this 
type of behavior since high school. He was real "raza"—he would come up and 
one minute he would be, like, across the room and raise his eyebrow. He would 
lean back, trying to act all tough guy. But you were not sure where it was coming 
from—it was ambiguous and weird. He had this posture. He would come over to 
talk to me and would say "hey."  Remember that my hair was long and loose and 
to him it was feminine, and he came over to me after class and put his arms 
around me and he would say in a voice that was low so others would not hear, 
"You have real nice hair". I would think "What is your problem dude? Get away 
from me dude, you are freaking me out". Then he turned around and said angrily 
"what the fuck was that man? (not liking that he flirted). The he said "Es joto o 
que way?" (Are you a fag dude or what?). From one minute to the next this guy 
would change. So it was like I was back in high school around this guy. (Pedro, 
personal interview, February 6, 2005)

In one of Pedro’s groups was a man who no one wanted in their group. This 

particular student would switch to a dominant type of male with a harsh type of 

machismo.  Everyone in his class wondered what this man was doing in the program.  At 

times he was nice, but he had a type of personality where he could suddenly switch to 

being real macho.  

Another male in the graduate school also displayed his machismo from time to 

time. This friend of Pedro’s used gestures and language (code-switches) when in the 

machismo mode. 

He talks “Nombre Pedro, etc." (“Hey man”). I see that in him. I see that 
machismo in him right away, but he is real laid back—it is different. It is non-
aggressive (machismo), not intimidating. So it is okay. I think that if I had known 
this male friend in high school, I would have not hung out with him. But, now, it 
is very different.  (Pedro, personal interview, February 6, 2005)

In graduate school, as Pedro explained, people are different, including himself.  

Pedro became more accepting of others even though they may have expressed more of 

their machismo.  He thinks that his friend is more mature based on his responsibilities, 

such as having a family. His friend displays machismo in a way that does not appear to be 
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threatening.  As Pedro thought back to his high school years, he probably would not have 

made friends with someone like that. Another friend of Pedro’s is a coach, and he 

expressed many of the same machismo characteristics. Still, there are those Chicano 

males who had displayed a macho form of masculinity without regard to how others saw

them; Pedro spoke about one man as a “cagapalo” (asshole). Further, Pedro pointed out, 

schools now require males who are more sensitive: men who are nerdy, gay, and tuned 

into people’s feelings. Therefore, tough guys who have a strong desire to express and act 

out their machismo would not be a good match for the educational sector, according to 

Pedro. 

Pedro confirmed that various forms of machismo were displayed often in graduate 

school. He added that machismo was in different forms and in different places.  He 

recognized machismo when it was displayed in his graduate classes.  Mannerisms and 

forms of talk were instrumental in visualizing various forms of masculinities such as 

machismo. 

Groups and Insulation

Pedro did not hang out with too many people in general. He usually stayed close 

to the smart kids, those in the honors program. He felt these students were smart and not 

as ignorant as other students he met.  The low groups of students, like those in shop 

classes, would probably have jumped him based on his gay-leaning behavior.  In contrast, 

the students in the honors classes were not uptight about people who had different forms 

of gender expression. The honors group did not talk about gay issues.  Also, the girls 

appeared to be more accepting of the gay boys in the honors program. 
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Moreover, the honors group dressed differently (preppy) from the general 

population.  This group also had a different form of talk that set them apart from the 

general population.  Pedro noted that many of these students in the honors group may 

have come from a middle class background, which may have aided in providing an 

understanding atmosphere for those whose gender differed.  

The honors students developed into a cohesive group.  Many of the honors 

students were in the band and other extracurricular activities where they could be who 

they wanted to be.  Being in a group was beneficial according to Pedro.  The honors 

group would often pass by the wall where a bunch of tough guys would hang out.  These 

tough guys picked on them at times, but they were protected as a group.  In other words, 

the guys at the wall would call them band nerds and other names as they walked by them; 

but they did not engage in physical confrontations if the honors group stayed together.  In 

a group situation, the honors group only had to endure name calling. 

Final Thoughts

Someone like Pedro is aware of his identity.  He considers himself Mexican-

American, Latino and/or Chicano.  Any of these labels do not bother him.  He knows he 

is part of the Mexican American culture, while he clearly understands the white culture as 

well. In brief, he is comfortable with his identity in a place where the majority of the 

population is comprised of Chicano/as.  

Pedro redirected the topic back to the Valley. It is a place where everybody is 

basically from the same ethnicity.  A lot changes are taking place in the Valley, 

especially in the education field. Not as many Chicano males are entering the education 
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field as before. Administrators, who were mostly males in the Valley at one time, are now 

mostly by women; Pedro noted his classes consisted of five women to one man.  He also 

sees a change in the type of male who will be enlisted in education.  Pedro forecasts a 

type of Chicano who is nurturing versus those who, at one time, were more in line with a 

masculine disciplinary approach. The males who try to enact a stricter masculine type of 

discipline will not last in the education field.  

Juan

Early Years

Juan grew up in a small community.  He attended a small school district located in 

the Valley.  The school district consisted of about three or four schools. Juan was in the 

first group of students to go through high school. In other words, they were the first 

cohorts to go through each grade level. Juan’s parents were both from Texas.  He has a 

long family history that dates back a few generations. His father, on one hand, was able 

to obtain a Master’s degree and work as an administrator at a local school district.  His 

mother, on the other hand, had a high school diploma and two semesters of college. Juan 

was the youngest of three siblings.  He has also has two sisters who both have obtained a 

bachelor’s degree. 

Juan grew up in a middle class neighborhood.  The town consisted of 

approximately 1,000 people.  This was a typical Mexican American neighborhood in a 

rural setting. Some of his best friends came from the same neighborhood as Juan. On 

average, most of the households consisted of two children; in one case, one family had 

seven boys.  Juan played a lot of different sports with the neighborhood children, such as
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baseball, football, marbles, games and other activities most boys play. Later, his father 

taught him how to shoot a gun and hunt. Since they lived in the countryside, they were 

allowed to explore many different activities, which could not be done inside a city.  Juan 

enjoyed this aspect of living in the country.  Most importantly, Juan was close to his 

grandmother while growing up. He would visit her almost on a daily basis.

One of the most important lessons Juan gathered from living in a small 

community is that you learn to develop amicable relationships.  Everyone is always 

running into each other. This was translated into the school environment.  All the kids 

played with each other inside and outside of school.  Most of the problems unfolding in 

larger public schools were not always manifested in this small school district.  

While attending elementary school, Juan was extremely confident in his abilities 

to do academic work.  His confidence spilled over into activities, such as baseball, bike 

riding and other activities.  Once Juan was faced with a challenge, he usually followed 

through in a way that was non-relenting. Juan, moreover, was a social person who did not 

share the local masculine norms of not doing well in school—he wanted to be part of the 

in crowd. Also, Juan’s parents had disciplined him in a way that quelled any rebellious 

streak he had. 

While attending elementary school, Juan’s experiences were not entirely positive. 

One of the most pressing situations Juan experienced in elementary school had to do with 

his weight. He was a heavy-set boy who had to endure constant name calling and 

wisecracks.  This led him to be self-conscious of his weight.  Yet, he continued to be 

involved in different activities and was generally liked by many of the students.  Juan was 
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once disciplined for hitting a female teacher on the behind by his own father, who at the 

time was in charge of the school district. 

Even though Juan had some obstacles to face, he maintained good grades. He was 

known to be a procrastinator but always managed to maintain high marks on his report 

card.  He maintained a sense of competitiveness, which was not based in relation to other 

students; in other words, he competed mostly with himself.  This form of competitiveness 

is derived from his father’s attitude of striving for more. Further, his learning style was 

based on intrinsic motivation.  

Gender Role

Juan’s gender role became apparent when he was in elementary school. For 

example, his mother bought him a nice looking pair of sandals.  He did not want to wear 

the sandals because only girls wore sandals at the time.  He would find ways to avoid 

wearing those sandals because of the feminine gender attached to them. 

Students in elementary school blossomed faster than Juan.  He attributed this to 

his birthday coming much later in the year than the birthdays of other students in the 

same class. Hence, he was a late bloomer.  His physique was not like those of his male 

friends; his male friends were stronger and bigger.  These physical changes and contrasts 

made Juan aware of his gender and how it was connected to his body. 

It was not until Juan reached middle school that he had his first encounter with the 

opposite sex. He felt awkward because he started to have pimples and like girls. He 

wanted to make out with a girl so much. He was concerned that his weight would not 
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attract girls, so he tried to diet.  Certainly these events may have depressed others in his 

age group.  Juan’s middle school experience was stable.  

Machismo

Machismo to Juan is a man who is self confident.  This type of man knows his 

place in society and fulfills that role. Juan said he learned what machismo is through his 

grandfather who was macho.  This notion of machismo was unlike those stereotypes 

people might have. He expanded on this by stating his grandfather was actually the 

submissive one in his marriage and still maintained his machismo. “He (grandfather) was 

macho in the sense that he did what he had to do as a man to provide for that family” 

(Personal interview, Juan, 2005)

His grandfather worked as a custodian for over 30 years.  With this job he was 

able to provide a brick house, air conditioning, and other things for his wife and children. 

He also had the respect of the community; he was known as the “padrino de todos” (the 

Godfather to everyone) in his surrounding community. This older form of patriarchy is 

one which Juan respected and admired. Juan’s lesson from his mother’s father was to be a 

man without expressing and engaging in forms of machismo that were crude.  

Juan’s father was not much different from his grandfather. His father, as he 

described him, was a small man. Nevertheless, he did not let anything and anyone step in 

his way. His father also ran a school district, had school buildings constructed, and faced 

challenges that would, at times, be physical.  Naturally, Juan’s father did not use force, 

instead using intelligence and common sense. Juan described machismo as in a different 

form than used by his father. His father basically instilled in him to be the best at what he 
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was doing.  For instance, if Juan were a coach, bus driver, teacher, or in another type of 

job, he should be the best in the profession he chose. He felt he was following his father’s 

footsteps.  

Various forms of masculinity also existed in other places besides the family 

environment. Juan spoke clearly that in his work as a car salesman he saw machismo 

oozing out of the place.  Because of the competition, every man is out for himself.  The 

competition would worsen as female customers entered the showroom.  Although Juan 

did well selling cars, he soon tired of doing this job daily. Regardless, he learned how 

various forms of masculinity are at their finest in a place manned by males.  

Undergraduate Experiences and Machismo

Juan’s experiences during his undergraduate years were not easy.  As he began his 

story about his undergraduate years, he spoke about the length of time it took him to 

finish his undergraduate degree.  It took him approximately ten years to finish. He 

attributed his first stumbling block to attending Texas A&M. In Juan’s case, it was not so 

much about the academics; instead it was the cultural changes to which he had to adjust.  

He saw himself as a speck of black in a sea of white milk. He was surrounded by blond-

haired and blued-eyed Anglos.  Because of the outward physical differences, Juan felt 

inferior physically and intellectually—this was his downfall at Texas A&M. 

During Juan’s time at A&M, he was criticized for his English skills, his Mexican 

American history, and his ancestry. This type of criticism led Juan to join the party group.  

He had to compensate in some way to allow him escape from who he was.  Eventually he 

returned to South Texas to attend the local university.  When he came back home, he had 
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a renewed revelation about who he was.  He realized how capable he was of doing the 

college work.  He was reaching for something deeper about what he was in terms of a 

Chicano male.  

Because of his unsatisfactory term at A&M, Juan decided to attend a local 

university in South Texas.  He did not have success at the other university.  He looked 

back at his college friend who was a body builder and looked manly.  They both had the 

same classes because they were studying for the same major.  Juan referred to his body 

and looks as they related to machismo. If machismo is based on the body and looks, then 

this man was considered to have a high level of machismo. Juan did not feel inferior to 

him because intellectually he felt macho.  Juan was able to attract just as many girls as his 

friend.  He based this on the attraction of his intellect and not so much on his physical 

components. 

Juan does not like being the dumbest student in the class. He pushed himself to be 

the lead person in his classes.  With this type of leadership, he had to know what he was 

talking about.  Juan declared that we live in a society that stresses knowledge, especially 

in the field he is in, while societies in the past required physical strength to demonstrate 

leadership; he cites Woody Allen. 

Juan reviewed his ability to pull himself through his undergraduate degree.  He 

was driving buses for special education children and was really good at what he did. One 

day he was assigned a different teacher (supervisor). Juan did not see eye-to-eye with this 

one particular teacher.  He thought about the type of job he had at the time, plus the 

amount of coursework he had taken.  His conclusion was to quit his job in order to re-
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enroll at the university full-time. He had 67 hours to complete.  Juan started in August 

and by the following August he completed his degree. 

And I knew by that time. I figured out either I was at their intellectual equal or at 
times I knew more than they did. I was more capable than they were. So when it 
came down to it, I told my wife.  You know that I have 67 hours. I am just going 
to go to school and treat it like it was my job, and my paycheck will be my grades. 
I would go to school from 8 in the morning to about 7 or 8 in the evening. I would 
take whatever classes fell into that time frame, and I would take and I would not 
leave the university until about 7 or 8 pm anyway, so I would always be studying. 
And I just pushed myself. As I became successful in my classes, people, again, 
would turn to me as they had in high school.  (Juan, personal interview, February 
25, 2005)

Going to school was rewarding for Juan as he became the one whom students

would often ask for help.  His accomplishment in the classroom added to his sense of 

intellectual machismo.  

Graduate School Experiences and Machismo

Juan’s graduate school years were much like his undergraduate experience.  He 

used the same type of academic techniques during his graduate experience so he could be 

successful in his classes. He wanted a graduate degree because he knew it would help 

him reach the top in administration.  In his case, the more education he had, the more it 

allowed him to be the leader.  This is relevant because a high school education does not 

hold the same value as it used to hold.  

As in his undergraduate years, Juan fed off the success he had in his graduate 

classes. Everyone praised him:  his teachers, wife, colleagues, and others.  This type of 

praise really fed his machismo and ego.  His words were backed up by recommendations 

that were given to him for the hard work he had demonstrated.  He has his sights on a 
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doctoral degree next; he will use the same type of academic approach demonstrated in his 

undergraduate and graduate studies.

Juan pointed out that he has seen machismo throughout his graduate studies. For 

example, during one of his classes, a big classmate confronted him on one of his 

arguments. Juan stayed quiet throughout the class because this battle was not over.  Later, 

in the next class meeting, Juan laid it on.  He started to rebut everything this student had 

said in the prior class meeting.  This man looked stunned after this debate was over.  In 

this example, Juan knew this man was stronger physically, yet he was made to feel 

inferior with intellect.  This is a demonstration of his intellectual machismo. 

Juan made it clear that he is not the only one who demonstrated his intellectual 

machismo. He sees it in other Chicanos as well.  In one instance, he knew two other 

colleagues—one is bisexual and the other homosexual—who both have used their 

intellectual machismo when needed.  Therefore, even though these other men may have 

different sex preferences, they have demonstrated how machismo can be expressed 

intellectually. He found every Chicano has some form of machismo.  The type of 

machismo that is formulated depends on the circumstance(s).  For Juan, machismo is 

expressed in things that involved academic and intellectual pursuits.  

Part of his thinking came from not wanting to look like the dumbest person in his 

classes. Of course this started when he was in elementary school and has continued to this 

present day.  Juan wanted to demonstrate that he was quick-witted; a quick-witted person 

is intelligent.  Accordingly, his intelligence adds to his machismo. He has used 
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intellectual machismo in other places likes educational conferences to signify to others

his mental prowess. 

In addition to using machismo in graduate school, Juan perceived machismo as 

being utilized in a positive fashion.  Most people view machismo in a negative light 

because of society’s perception of it.  Juan stressed that there are different forms of 

machismo.  He did not want his son to have a particular form of machismo that is like his 

uncle’s, which is cruder.  He would prefer his son to have a type of machismo like his 

father and grandfather.  In sum, machismo is part of the culture and can be utilized in a 

manner that can make a man successful.  

Groups and Insulation

Middle School and High School

The school district Juan attended was small.  This type of environment was 

conducive to participating in many different activities.  It also provided a place where all 

the students could socialize and get to know to each other.  Everyone had strong parental 

support.  So with the community being united, the school was also highly united.  Based 

on this unity, most students wanted to participate in some type of activity outside of the 

classroom. As a result, many of the students tried to pass their classes so they could 

participate in extracurricular activities. In Juan’s case, he participated in UIL, FAA, 

sports and other school activities. 

Sports activities were also a unifying process as events brought the entire 

community together.  On Friday nights, the entire community gathered together to 

support the football team.  This was an event in which the entire community participated 
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in and supported.  “That was the way things were. That was the norm. It was good culture 

because everyone wanted to participate. What school administrator would not want that 

kind of a culture?” (Juan, personal interview, February 25, 2005).

The fact that Juan was a smart kid was not something that kept him from being 

excluded by other students. His friends learned that Juan could help them finish their 

school work.  In return, they accepted him into their group.  Even so, his friends did not 

intimidate him because he was a big boy; his body was an essential part of who he was at 

the time. 

Because the community was so small, everyone was included in all of the 

activities.  Juan said that everyone was in the in-group.  There was a small out-group in 

any case; a group who engaged in riskier behavior.  Those in the out-group would go 

outside to smoke a joint instead of doing the things the in-group would do.  Sometimes 

those in the out-group made fun of those in the in-group.  This does not mean the out-

group did not want to be part of the in-group, because they did have that desire.  The out-

group wanted to be praised just like the in-group. In one instance, the sports team needed 

additional players in all areas.  As a result, most of the out-group was asked to join 

football, basketball and other teams.  This boosted their moral so much they started 

passing their classes and doing well so they could play.  

Final Thoughts

Juan is extremely proud of his heritage.  He does not have identity issues. He 

thinks of his culture as a Mexican American.  His description of his identity has to do 

with the prior generations of his family.  They have been in the U.S. for over four 
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generations.  Because of this way of viewing his lineage, he considers himself part of the 

Mexican and American culture. 

One way of keeping his identity is by retaining his original Mexican name and its 

pronunciation. He does not like it when people truncate his name to John or Johnny—his 

name is Juan. This goes for his way of being.  In other words, he maintains his machismo 

wherever he goes, especially his intellectual machismo.  

In sum, Juan is proud of who he is.  He would like to pass this special type of 

machismo onto his son so he can be successful as he goes through life.  There are 

basically no compromises for Juan when it comes to his culture and identity.  

Bobby

Early Years

Bobby grew up in South Texas for a majority of his life.  Most his early life was 

spent in Mexico. He reflected back to his early years in a country where the language and 

the culture were Mexican in origin.  At about five years of age, his environment changed 

as his family moved to a large city in central Texas.  This city had a mixture of 

Europeans, African-Americans, Hispanics and Asians.  It was a shocking experience for 

Bobby because he was used to the Mexican culture only, and he did not know the English 

language.  

One of the hardest challenges for Bobby was trying to learn the language and 

understand the American culture.  One important aspect of trying his best in school was 

tied to his father’s support.  His father did not know very much about the American 

system, yet he knew his children had to have an education.  Bobby was unexpectedly 
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placed in an English class when he was first enrolled in elementary school.  It was 

shocking for him he did not understand on word of English.  It took a couple of weeks 

before the teacher noticed Bobby didn’t understand English.  As Bobby recounted the 

story, he remembered it was a traumatic experience.  

The neighborhood Bobby grew up in was comprised mostly of Hispanics, with a 

few exceptions.  The convenience stores were owned mostly by Chinese people.  It was 

interesting to Bobby to see the Asian people living in back of the convenience stores they 

owned.  In general, the neighborhood was an old one that reflected low socio-economic 

groups of people. Gangs were also heavily concentrated in the area.  Based on these 

circumstances, Bobby was not allowed to play alone.  

Because of the type of neighborhood Bobby’s family lived in, the neighbors kept 

an eye on each other.  His sister made sure neighbors would walk with Bobby to and 

from school.  Those who would walk Bobby were mostly older boys who knew the 

neighborhood well. Bobby was also responsible for watching his niece and nephew 

because he was older than they were. 

Bobby’s early years of school consisted of mostly learning the English language.  

He stayed at home often to practice his English.  He would read as much as he could in 

English so he could become more proficient in a language he didn’t know.  Nonetheless, 

he was confident with his Spanish language skills

When they moved to a place in the middle of South Texas, Bobby’s father had to 

purchase a lot without any structure.  Bobby’s father had to build his own house on the 

property he purchased. He built one room at a time because they could not afford a 
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regular house. Bobby liked living in this new place.  He made four close friends there.  

His transition into his elementary school was much more difficult, however.  The 

students viewed him as a kid coming from a big city.  Hence, they picked on him in the 

beginning.  

Middle School Experiences

Bobby’s middle school experience was filled with new friends and experiences.  

He played basketball with his new friends.  These boys often did many things together, 

mostly hang out. It was a tough time for Bobby because he was rebellious.  His parents 

also had a difficult time with him during his middle school years. He knows he was 

trying to gain his independence and understand his identity. He now has a better idea as 

to what he was trying to do during that period. He admitted he was a difficult child then.  

He father was trying to steer him in the right direction throughout this difficult period, yet 

Bobby resisted his father’s advice.  Bobby realized that his body was changing as he was 

going through puberty, which also added to his confusion. 

Bobby disobeyed many of the rules that were set by his father. For instance, he 

had a set time his father expected him to come back from a dance, but he defied this 

curfew.  When the rules were defied, Bobby received various forms of punishment for the 

violation.  He understands why his father did what he did.  Bobby can now appreciate 

what his father has done for him in retrospect.  He also realized why it was difficult for 

his father to raise a large family.  

As Bobby entered middle school, he noticed how different groups of friends hung 

out together based on different neighborhoods.  Many of the students in middle school 
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knew each other from their own respective neighborhoods.  Still, school was a mixture of 

new neighborhoods coming together, which created some problems.  Fights ensued as 

new neighborhoods came together at the middle school. These changes fostered an 

atmosphere of sticking with your own neighborhood friends for support.  If males did not 

keep near the friends they had, they risked being jumped by the males from the other 

neighborhoods. Bobby thought the fights could be linked to the socio-economic status of 

the area, which fostered that type of behavior. As a rule, it was difficult to escape this 

type of neighborhood protection system because it was all around the school. 

High School Experiences

Bobby really wanted to play sports while he was in high school. Unfortunately, 

his father did not allow Bobby to join any type of sports activity because no one could 

pick him up after practice; his mother did not know how to drive.  Also, the children in 

the family were needed to work in the fields so they could help earn additional money.  

Consequently, Bobby was not able to express his masculinity through any sports 

activities.  

Bobby felt that machismo was prevalent while he was in high school. He 

mentioned that he probably used machismo while in high school, but was not aware of it 

at the time. He remembered treating his girlfriend with a lot of respect and not talking 

down to her.  For the most part, he did use machismo when he made his sister cook and 

clean when his mother was not around.   His friends displayed machismo when they 

would hang out together as couples.  In one incident his male friend told his girlfriend 

that she could go to the dance by herself or with someone else; a display of machismo. 
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Also, Bobby remembers how some of the males would make their girlfriends carry books 

and lunch trays for them.  The other males would say “Mire hace los mandados” (“She 

runs his errands”). 

Bobby was involved in a fight over a girlfriend he had, though he is not the 

fighting type.  His father had taught him to talk things over instead of using golpes

(physically fighting) with someone. The best advice his father gave him was to work

things out verbally.  Even though Bobby mentioned that his father expressed machismo, 

he was wise enough to know that one must work out situations in a peaceful manner.  In 

addition, Bobby learned from his brother that he should be sensitive to women, even 

though his brother treated his wife with various forms of machismo.  Overall, Bobby 

maintained that women should be treated equally. 

Gender Making

Gender differences occurred in the public schools and colleges in the Valley. 

Bobby affirmed that while in the Valley, boys and girls were often separated when they 

engaged in group learning activities.  There were activities boys were allowed to do 

versus those the girls could do. Even though the boys and girls were often separated, 

Bobby began to feel an attraction to the opposite sex in the 5th grade.  He had a difficult 

time trying to communicate with this particular girl because he did not have the courage 

to talk to her.  He did send her letters while in school.  He finally was able to talk to her 

in the 7th grade. 

Gender was expressed throughout Bobby’s public school experience as the 

females and males took the roles assigned to them.  Women represented themselves in 
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feminine ways and men in masculine ways.  At times, men used machismo to 

demonstrate their power.  

Gender differences were also observed in Bobby’s undergraduate experiences.  

He noticed that some of the boys did not have cars. Most of the males were embarrassed 

to ask girls for a ride to some particular place.  This role change did not sit well with the 

Chicano males, who, because of their gender, were supposed to have things such as cars.  

It appeared to Bobby that there were more females than males at his college.  He did not 

mind these ratio differences, as they favored him personally.  Nevertheless, he had to 

make an effort to find male friends so they could participate in manly activities. 

During Bobby’s graduate studies, he experienced various forms of machismo.  He 

was able to detect it by the verbalization and body language a particular male would use 

when expressing machismo. A typical expression of machismo was often done in a 

joking manner; the message to males and females was serious.  In one instance, one male 

in the class was making remarks about machismo to the others in the group.  

He would say, "Naw that lady, she should be in the kitchen making tortillas and 
taking care of her husband." The girls would say, "He is typical Mexicano."  He 
would say, "No, I am serious."  He would say it jokingly, but then he got into it. 
He would say, "Well, that was how we were brought up."  (Bobby, personal 
interview,  May 16, 2005)

There were many of these types of scenarios that occurred within Bobby’s 

graduate classes. Basically, the male who expressed machismo views used the jokes to

grab attention, but then he became serious about a women’s place in society.  The 

women, meanwhile, did not ignore these types of remarks. Bobby emphasized how the 

women are now resisting the control the men have imposed on them. 
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Bobby has been astute enough to hear the women talking about men.  Some of the 

women have spoken regarding certain types of men who are overly macho. Women warn

each other concerning which men will be overly controlling based on the type of 

machismo he displays.  Hence, Bobby said, women are becoming aware of the type of 

masculinity a man displays. 

Machismo

Bobby’s father was the old fashioned type of man with traditional values.  While 

his mother did not have to work, she was expected to have his meals ready and take care 

of the children.  His mother did not know how to drive and clearly depended on her 

husband to do many of things outside of the home.  In Bobby’s opinion, his father’s 

construction of the household was a display of machismo. Bobby is convinced machismo 

is a form of male gender which dominates women and other people with the use of 

power. 

It was the old time, but that was the way things were with that type of machismo. 
Sure, we got it from our dad. Little boys grow up to be the men of the house and 
the wives take care of the husband and the kids. That is the way my dad used to 
see it. (Bobby, personal interview, May 16, 2005)

Bobby can now appreciate his father’s ability to maintain the household at that

time, especially with ten children to feed.  His father was the number one man who had to 

support the entire family. Moreover, his father stressed education as a means of 

succeeding in life.  Those siblings who did not obtain a college degree were able to 

obtain a certificate of some kind to demonstrate they were proficient in some type of 

trade.
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During his experiences growing up in South Texas, Bobby was not aware of 

machismo. Even so, with hindsight, he understood how it was displayed in different 

places and times.  For example, his brother displayed various forms of machismo when 

he would interact with his wife and the different people around him.  Bobby also saw 

machismo around his neighborhood. He remembered distinctly how the neighborhood 

leaders would walk around as the toughest guy in that particular neighborhood. Many of 

his underlings were subservient to him as they would gather his things, bring his lunch 

tray, and do odd jobs for him.  His demonstration of being in control showed that he was 

the ruler within his neighborhood, in and out of school. A leader exhibited his machismo 

in order to show other gangs he had power.  Bobby was fortunate to have had a friend 

whose older brother was one of the toughest guys in the school. This particular person 

provided protection to his brother and Bobby.  As a result, being the toughest guy around 

meant he was finding his way to a fight.  

Now thinking back, Bobby realizes that machismo goes as far back as elementary 

school.  He would see forms of machismo as little boys told the girls they are not 

supposed to do things that where meant to be for boys only. Some examples included 

boys saying “Little girls stay at home” or “Little girls play with dolls;” and when boys 

were invited to a girl’s house they would say “That is for girls.” He added that teachers 

have a duty to try to make students conscious of machismo when they see it.  If it is not 

stopped in the early ages, it can escalate to a type of machismo which is more extreme 

and dangerous—e.g., bullies in schools.  
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Moreover, he realized that machismo was prevalent during his public school 

years. Bobby was also aware that he probably also used machismo inside and outside of 

school. He has become much more aware of machismo as he grown older. He treats his 

wife with respect and not with a cruder form of machismo; she won’t let him act that 

way, anyway.  

Bobby was away for a year to attend another university. He decided to come back 

to attend one of the universities in South Texas.  One interesting fact he observed was 

that machismo was more prevalent in South Texas than in other Texas towns.  

According to Bobby he did not see much of machismo in his undergraduate 

classes.  He concluded that machismo could not be overtly expressed because the classes 

were too structured. Nonetheless, some forms of masculinity were in effect as the girls in 

the classes were often told by the males to present when a group project was assigned. 

The males in the classroom would try to make the girls perform the tasks that did not 

appear masculine. In general, he was aware of some machismo during his undergraduate 

studies.  

In graduate school, male students came with machismo as it was displayed 

according to Bobby.  It was difficult to change it because it is part of the culture.  

Machismo is something men have to learn to control in different situations. Bobby did 

see machismo play itself out in graduate school. Still he was not the type of person who 

engaged in it during his graduate studies.  He would hear comments when working with 

married women.  Sometimes their husbands would not let them meet for a project, 

especially with other men.  
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Overall, Bobby confirmed that machismo is negative.  He does see some value in 

it when it is used as a form of willpower to achieve certain goals. For the most part, 

machismo hurts someone else in the process of using it. The person using it may view it 

as a positive instrument, whereas the one on the receiving end will see it as a negative.  

Groups and Insulation

Bobby was nervous about going to high school. Middle school terrified Bobby

because he had to engage in a masculine system he did not want to be part of.  Deep 

inside he was expecting high school to be a rougher place, since it consisted of 

approximately 5,000 students.  He was filled with anxiety during the first few weeks. He 

wished his friend’s brother would have been at this side. 

After a few weeks, Bobby realized that the school was mixed with more white 

people.  Also, security was much tougher in high school than in middle school. This new 

atmosphere allowed Bobby to make new friends who did not live in his barrio

(neighborhood).  Making new friends made it possible for Bobby to insulate himself with 

a new group who did not engage in harsher forms of masculinity.  

Final Thoughts

Bobby viewed himself primarily as a Mexican American. Even though his parents 

are from Mexico, this did not deter him from feeling like a Mexican and an American. He 

has often found himself celebrating many of the traditional Mexican holidays in the 

United States. At times, he considers himself Hispanic; this term troubles him because it 

covers other ethnicities and races.  
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Bobby is now considered to have gone far with his education. Many of the people 

he knew from the barrio did not attend college. His old friends have the utmost respect 

for him as he continues to climb the job ladder.  

He knows he is usually viewed as a Hispanic male who carries traits of machismo 

with him.  In one example, he befriended a white male who was totally surprised to learn 

that Bobby is not a typical macho type of Hispanic male.  His white friend was sure 

Bobby would be the type who would boss his wife around.  Bobby was quick to respond 

that his father was the type who expressed machismo.  Bobby, however, did not feel 

comfortable with the older masculine forms. 

In sum, Bobby expressed caution about the alarming divorce rates occurring in 

South Texas.  He attributes this growing phenomenon to the awareness women have 

acquired about men’s masculinity.  Women are educating each other as to how much 

masculine behavior they should endure. 
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CHAPTER V:  EMERGENT THEMES AND ANALYSES

Introduction

The themes that emerged were based on the interview data gathered from all of 

the participants.  Data reflected here pertains to the Chicano voices as they spoke about 

how they negotiated the educational system from the early years all the way to graduate 

school.  In this particular approach to the themes, I tried to adhere to the men’s voices as 

closely as possible (Rosaldo, 1993).  The intent here is to try to come to an understanding 

of these men’s lives and their lived experiences as they traversed a regional place such as 

South Texas.  Thus, their tales will be told first, followed with analyses of their 

narratives.  

Formative School Years

The Chicanos interviewed for this study were asked about their experiences in 

elementary school.  This is a crucial beginning because gender construction and 

masculinity formation usually begin here, apart from the family.  Most of the participants 

knew they had to be in school, but did not understand its purpose.  Schooling in the 

formative years provides a social and historical context in which to understand the 

formulation of gender making and masculinities.  Themes that emerged include general 

elementary experiences, interactions in elementary school, and doing well in elementary 

school. 

Elementary Experiences

Early on in elementary school, Carlos’ middle class status allowed him to access 

schools that were of better quality. He remembered his mother always encouraged him to 
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go to school. He eventually learned to love school and was quickly enrolled in an 

advanced class called Gifted and Talented (GT). In Carlos’ case, class and educated 

parents were factors in obtaining access to advanced placement. A similar case evolved 

with Fred as he was educated in a private school. His parents, too, were well educated 

and had plans for their son. He was not the best student, but was around students from a 

different social class that could afford a private school. Juan, moreover, was raised in 

small town that had a small school district. His experiences were generally good as he 

enjoyed sports and did well in school.  Because his father had an insider status within the 

district, Juan was treated well. For example, he was allowed to keep the same teacher as 

he moved through his elementary grades. Juan had parents who were also educated.  The 

commonality with these participants was that their parents were educated and were at 

least of middle class status.  

In contrast, Hector had negative experiences in elementary school that continue to 

remain with him. 

I remember being put in a bilingual class or Spanish-speaking class. My mother
went to the school and they asked her if she wanted to put her son in this class. 
They put me in this class and I felt so lost. I mean, Spanish is my first language at 
home, but it was not the only language I spoke at home. And so I was really 
confused and lost. So eventually they moved me out of the class into a regular 
class. (Hector, personal interview, March 16, 2005)

Hector was eventually moved into another classroom and spoke about it vividly as 

he relived the experience. Danny had a similar experience with language.

But I also had negative experiences, like in 2nd grade when I didn't know how to 
speak English. I remember asking to go the bathroom. And 40 years ago, if you 
didn't speak English in class, they didn't listen to you. I needed to go to the 
bathroom, so as a result I pooped in my pants. (Danny, personal interview, 
February 27, 2005)
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Danny did not receive the attention he sought at home, so he would often try to 

reach out to the teacher for attention. His intent, however, was good natured and not the 

type of attention-seeking that would cause disruption in the class. Bobby’s stories parallel

these two narratives as the adjustment to the English language caused confusion and 

anxiety as well. 

It was an experience that I would never forget because I was put into a classroom 
where it was only English. It was an African American teacher who did not speak 
any Spanish. She went on and on and I was lost. I did not understand a word that 
she was saying. I remember the first word I learned in English, and it was a word 
that she was repeating that day. For everything, she would say "good." So I 
remember that word vividly. (Bobby, personal interview, May 16, 2005)

Bobby appeared to sit and stare at the wall as he told this story.  He told it in such 

a way that I felt I was reliving it with him.  Later, he said that he learned to adjust to the 

demands imposed by his new environment.  It did teach him that learning English was 

important for being successful. Henry’s story was no different as he wove a story of his

difficulty with the English language. Henry does not attribute the problem so much to 

himself, but to the teacher. 

I started elementary school in the 6th grade my first year in the U.S. in 
Brownsville. It was not a pleasant experience because I did not get a good teacher. 
Now that I am a teacher myself, after seeing different teachers all along and going 
to college, that particular teacher was not a professional. We were placed with the 
kids that were non-LEP (Limited English Proficient). It is non-LEP where they 
are lower academics, and many were retainees.  There was no teaching in those 
classes. Basically, in those classes we would play around.  That particular teacher 
used to fall asleep during the class. (Henry, personal interview, June 10, 2005)

Henry continues to carry the negative images from those days of having a bad 

teacher. He states that some of the negative experiences he had as an ESL (English as a 

Second Language) student remind him that he also has to be the best teacher he can be.  
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Interaction in Elementary School

Interactions that took place in school settings, inside and outside the classroom,

contributed to the social construction of the self. Events that transpired early on in a 

participants’ live shaped them as they faced a social structure that may or may not have 

been compatible with their cultural worldview.  

When Bobby first entered elementary school in Houston, he was not questioned 

as to who he was.  Later, as the family returned to the Valley, specifically McAllen, the 

elementary school was curious about where he came from.  Bobby’s experience was not 

pleasant because the teacher liked to call upon him often. This process made him 

extremely nervous and was traumatic for him; Bobby detailed the story as if it occurred 

yesterday. The teacher and students were in awe because Bobby was coming into a small 

city in the Valley that was not accustomed to seeing students from other places.  In other 

words, he felt like he was an outsider even though he was among the same ethnic group.  

On a positive note, Bobby had his first experiences with the opposite sex in 

elementary school.  He clearly remembers that he liked a girl in the 5th grade who he met 

in one of his classes. It was difficult to communicate with her because boys were often 

separated from girls when group work was assigned. In any case, he preferred being with 

the boys because he was shy about talking to girls. He sent that girl notes to tell her he 

liked her.  Writing notes was their form of communication because Bobby could not 

muster the courage to talk to her.  He would occasionally say hi to her, but without any 

prolonged conversation.  One memorable moment came when Bobby bought her a nice 

Valentine card, while she in turn gave him a nice card, also. This was such a triumph for 
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Bobby that he kept that card in his wallet throughout middle school. He was finally able 

to talk to the girl when he reached the 7th grade. 

David had experiences in elementary school that have been difficult for him to 

forget.  He was called names, such as “beaner”, “wetback,” and “spic.” David grew up in 

an area that consisted of mainly Latinos. Nonetheless, the white students would often 

identify him as a Mexican who did not have a right to be in the United States. He began 

answering this interview question by stating that his experiences in elementary school 

were normal, yet he realized that the name-calling was not the right thing for those other 

students to do. 

While Bobby felt shy about interacting with others throughout his elementary 

school years, Carlos had a different attitude about school. He had a personality that 

allowed him to be social and approachable. Carlos had an ability to attract many friends, 

and others liked being around him also; in general, he was part of “in” crowd.  

Hector also had some insight into the type of interaction he had in elementary 

school. He reflected back to when he was in the 5th grade, because that was a time when 

boys and girls became interested in each other. Yet, the classroom had clear demarcations 

as to what boys and girls engaged in; seat arrangements were also grouped by sex.  

Juan had as much interaction as he could possibly handle. He stated that it was not 

difficult to interact with others because in a small school district everyone knew each 

other.  The schools were small schools and much of the community was located in one 

place. Juan enjoyed his experience because he was not picked on or bullied by other 
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students in his school.  Overall, he enjoyed his experiences during his elementary years.

He attributed his successful interaction experiences to fact that the community was small.  

Analysis

We see different experiences from the participants as they interacted in 

elementary school.  While some of the men remember most of their experiences in ways 

that involved sexual awareness, flirting with girls and sexual curiosity of the opposite 

sex, other participants had difficulties adjusting to their school environment based on 

language issues.  Language was an impediment for some of the males in learning 

effectively about the environment around them primarily the customary educational

norms by which they were surrounded by.  Even though the Valley offers some cultural 

similarities as discussed by Paredes (1966; 1993) , Limon (1994; 1998) and others 

(Anzaldua, 1999; Hinojosa, 1973; Kearny & Knopp, 1991; Montejano, 1987; Ross, 

1978), those who had language issues had a harder time understanding and negotiating 

the educational system around them. 

Obgu’s (1991) theory of involuntary and voluntary minorities and Valenzuela’s 

(1999) subtractive process appear appropriate in this analysis.  Valenzuela states in her 

study how Mexican Americans are much more predisposed to marginalization.  Recent 

immigrants can also encounter  marginalization as they face acculturation (Olsen, 1997; 

Valenzuela, 1999), but appear more willing to acculturate, as they are voluntary 

immigrants (Ogbu, 1991). This theory is borne out by some of the participants, whose 

language difficulties caused adjustment difficulties, yet they were tenacious as they 

negotiated an educational system they were unfamiliar with.   Social capital, according to 
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Valenzuela, is also a substantial component of success in schools.  The exchange of 

social capital did not appear equitable to all of the participants in this study, primarily 

based on class differences.  In contrast, to a certain point, some of the males who were 

recent immigrants, voluntary, were willing to give up the pure form of the culture they 

came with (Ogbu, 1991).  Alternatively, some of the voluntary immigrants were able to 

maintain aspects of their Mexican culture, which would appear to be in line with the 

regional South Texas culture Paredes (1993) and Limon (1994) allude to. Overall, their 

stories reflect various forms of Mexican American culture.  

Mexican Americans, as defined by Valenzuela (1999), are a group that has been 

in the U.S. for one or two generations—this group is much more marginalized than other 

Latino groups.  Recent immigrants also faced a high risk of failure because of the need to 

assimilate into the dominant culture (Olsen, 1997; Valenzuela, 1999).  In South Texas, 

however, the text implies those who were recent to the Valley or new immigrants faced 

many more difficulties than those of who have had several generations in the Valley. 

Valenzuela’s (1999)  study also uncovered the importance of social capital as a means to 

succeed in school for Latino students. Capital was only exchanged with groups of equal 

status; students with access to social capital were much more successful when compared

with other groups in her study; immigrant students conveyed the impression that they 

utilized a form of capital as they sought others like themselves. Moreover, the caring 

construct in Valenzuela’s study was valuable in pointing out that caring for Latino 

students centered on authentic and not aesthetic forms of caring, which is paramount to 

the Latino culture.  The notion of caring was not voiced throughout much of the 
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interviews, possibly due to being in a regional culture such as South Texas;  the need for 

a caring construct could be more explicit in areas where the culture the Latino student is 

submerged in a culture different from his own.  

Some of the participants did not have to worry about class issues and the 

understanding of English based on their parent’s job and educational level, respectively. 

The narrative text reflects that some of the participants had normal experiences, while 

others had a much more difficult time during elementary school; of course, they all faced 

some challenges in negotiating the educational system.  Those participants who learned 

English well came from middle class families; the fathers in this group had a college 

education.   Those who were not as proficient in the English language were either first 

generation Mexican Americans or were raised in a class level that was less than middle 

class.  

Identity in Elementary School

The construction of identity is partially created in institutions such as schools. 

Profound and casual events shaped the participants’ identities in the early years of 

elementary school. It is difficult to predict which events had the most profound effect. 

Nevertheless, the participants attempted to recover their memories in order share 

particular events that may continue to linger in the here and now.  

Bobby’s identity was partially shaped by moving to Houston, where he was 

viewed as an outsider. He was put in a classroom that was for English-only students. At 

that time he spoke only Spanish.  He continues to keep that experience fresh in his mind. 

It was an experience that I would never forget because I was put into a classroom 
where it was only English. It was an African American teacher which did not 
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speak any Spanish. She went on and on and I was lost. I did not understand a 
word that she was saying. I remember the first word I learned in English, and it 
was a word that she was repeating that day. For everything, she would say 
"good."  So I remember that word vividly. That day passed, and the next day. She 
kind of noticed that I did not understand anything because I was not responding to 
anything she was asking. (Bobby, personal interview, May 16, 2005)

Eventually Bobby was identified as not knowing English by another teacher who 

spoke Spanish.  Bobby detailed how it was a traumatic experience for him because he 

was in a different world which did not match his culture and ways of doing things.  This 

event changed Bobby in a way that has made him adamant about learning the English 

language. He did not want to be embarrassed again.  More importantly, he made it a point 

to learn the English language.  It had a different impact on his ability to express himself 

publicly or in front of crowds; he continues to be self-conscious of his English ability.  

Carlos, on the other hand, reflected on his identity by remembering how he joined 

band and orchestra. He decided that he enjoyed music during the 6th grade and felt an 

inclination towards instruments. At this point in his life, he felt that he could possibly 

make a living in the music world.  This moment of retrospect came when he saw his 

brother drop out of school. He stated, “I can’t go through this same vicious cycle of 

dropping out of school and struggling” (Carlos, personal interview, February 25, 2005). 

Moreover, as he saw how his parents struggled with his older brother, it added to his 

sense of identity in not wanting a life like his brother’s. 

Another participant’s identity construction in elementary school was not based on 

multiple events. Yet, David came to a realization about his identity when he was grouped 

together with other immigrant students.  David realized that people looked down upon 

these other students because of their ethnic status.  He didn’t understand why he was 
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grouped with immigrant students, even though he considered himself Latino.  His 

upbringing was not unusual as he came from a family where his father was a professional 

engineer; other family members were also well educated.  The Latino immigrant students 

in this particular school were treated differently by the teachers and administration. David 

was treated differently, also, because he was grouped with these immigrants. On the other 

hand, he would often have to explain to the immigrant students, why he was treated 

differently than them.  Thus, David felt he had to straddle two different worlds because 

he thought like an Anglo-American. He admits that he was somewhat confused at the 

time; he longed for blond hair and Anglo features, such as, blue eyes.  Apparently, he had 

a negative connotation of the word “Mexican”. It made him feel ugly in some way.  

Therein lay the confusion David experienced during his early elementary years.  

Fred did not think he had any identity issues while in elementary school. He knew 

that he was a boy and acted accordingly. He was pressured into acting out his “boyness” 

when other boys would tell him that he needed to beat up someone because that is what 

boys do. Even though he felt these norms pressured upon him, he did not think agree with 

them.  At times he would actually confront another boy so he could fight him, but would 

not follow through.  Fred was exposed to Anglo students when was partially schooled in 

a private school.

As Fred was raised in a border city on the Mexican side, his parents wanted the 

best education for him, so they sent him to a private school during his elementary years.  

Despite attending private school, Fred had experiences that were similar to the other 

participants. For instance, he remembers clearly when one student, who was a friend of 
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his, yelled “The migra (border patrol) is coming, the migra is coming” (Fred, personal 

interview, March 13, 2005). Fred was confused by these remarks, which left an imprint as 

to who he was. He knew that he was a Hispanic and was therefore different, at that point. 

He still had more Anglo friends than Hispanic friends; he adds that he identified more 

easily with Anglo students than with Latinos.  For some reason Fred identified more with 

the Anglo students than Latinos.  He theorizes that the Anglo teachers wanted students to 

be more like them: “That is the Baptist point of view was for me. They wanted you to be 

like that (white), their way of thinking; in those past years, I did want to be more white 

(laughing)” (Fred, personal interview, February 5, 2005).  Fred had a profound revelation 

when he reflected that he did not learn anything about the Hispanic culture. He stated that 

he had a better understanding of White history in the U.S.  The true irony is that Fred 

lived in a border town and was not conscious of his own history.10

Being Hispanic, now in my older years, I am more interested in where we really 
come from. The Mexican culture—I am still learning it. Yeah, I do feel that a 
certain section of my identity is missing and that I am still trying to make up for 
it. Definitely, there are a lot of things to learn about oneself. I mean, I know who I 
am, but you know and I know who my parents are, but what is the background of 
us?  (Fred, personal interview, February 5, 2005)

Hector’s elementary school experience was without incident until he was placed 

in a bilingual classroom.11 He was lost in that classroom, even with some knowledge of 

Spanish. He reflected back and thinks that his mother made the decision to place him in 

that class. The memory having to endure a bilingual classroom made Hector aware of the 

                                                
10 Fred’s experience is not unusual. Most of the Mexican Americans were not conscious of their own 
history.  In my case, my consciousness came during college. I made it a point to retrace where I came from. 
This journey also led me to places in Mexico and Spain. 
11 A bilingual classroom is one in which Spanish speaking students who have limited English abilities are 
placed. 
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differences in culture; he was confused and lost. He added that he spoke Spanish at home, 

but was not conversant enough to survive in a bilingual classroom.  

The switch to a bilingual classroom occurred in 2nd grade, yet it remains a vivid 

memory in Hector’s life. Fortunately, as he stated, he was moved into an English-only 

classroom. The change into an English classroom left Hector in another new 

environment.  This new classroom was different to him because he had an Anglo teacher.  

Hector was self-conscious about his English skills. The teacher spoke so well and fluently 

in English that it caused Hector to think he was not good enough to speak the English 

language.  He continues to talk to friends about this experience as it remains vivid among

memories of elementary school. 

Meanwhile, Henry had a similar experience with his language ability.  For 

example, in the classroom the students were asked to read aloud in front of the other 

students. Children in the class would laugh when he read aloud.  He confronted those 

who made fun of him, which led to heated arguments. The same students also made fun 

of his clothes and the way he dressed.  Their responses led Henry to “stick to his own.” 

Since Henry was originally from Mexico, he felt secure with other students who were 

also from Mexico.  His classes consisted mainly of English as a Second Language (ESL).  

These classes involved those who have limited or non-existent English skills; of course, 

most children in these classes were immigrants from Mexico.  Consequently, Henry was 

able to develop a strong bond with the students in ESL classes.  He also attributes his 

partial success to the philosophy of being humble and having respect for people. These 

social skills, he said, are often reciprocated by others.  As Henry continued to be 
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impressionable at an early age, his identity was partially constructed by the American 

people with whom he interacted with. 

That is one thing I can share, growing up in the US in a totally different culture. I 
met nice people and bad people, and you chose whether you wanted to hang 
around with them or not. I chose to hang around with the good people and not get 
into trouble. (Henry, personal interview, June 10, 2005)

Juan was confident during his elementary years. He had a sense of being 

academically and socially secure. At times, when he was challenged by other students, he 

would meet that challenge by pushing himself to do better. In one instance, some of the 

children told him he could not catch the ball.  Instead of accepting this criticism, Juan 

would practice enough to be proficient in throwing a baseball. He faced other challenges 

in same manner throughout his elementary school years. In general, his experience 

appeared to be positive as he faced challenges that came his way throughout his 

formative years.  

The memories of Marco reveal that labeling occurred in his elementary school. 

He states that some children were labeled as being trouble makers because they did not 

dress appropriately.  These students who did not meet the dress norms were often labeled 

trouble makers who did not like to study.  Yet, as Marco recollects, these students were 

just as good as any other student.  Moreover, some students were labeled because of their 

phenotype. In other words, because these students looked different based on their skin 

color and other physical features, they were often associated with students who were not 

good students. 
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Equally important was Pedro’s story, which was similar to that of Juan’s. Overall, 

Pedro had a satisfying experience during his elementary years. He stated that his 

upbringing may have been more privileged than that of other students because his father 

was well known in the community. His most memorable experience was when his family

moved to Austin.  Pedro learned quickly about speaking Spanish.  Children at the time 

made fun of those who spoke Spanish in school. He knew Spanish because his father and 

mother wanted him to maintain Spanish as a second language.  Despite the push from his 

parents to maintain the Spanish language, Pedro did not dare speak Spanish at school.  In 

contrast, Spanish spoken in the Valley was not an issue.  These geographic changes made 

Pedro aware of his dual identity.  

Analysis

In the formation of identity among the participants, we see different 

manifestations of how Chicano identity was constructed by the surrounding culture and 

environment.   Again, the surrounding Valley discourse provides an understanding as to 

how identity is co-constructed with culture and daily interactive occurrences. Moreover, 

the Valley can be a place that creates an interesting dualism involving two distinct 

cultures, Mexican and American (Acuna, 2000; Anzaldua, 1999; Arreola, 2002; Casares, 

2003; F. E. Gonzalez, 1998; Hinojosa, 1973; Limon, 1998; Paredes, 1993; Ross, 1978).

The data implies that the men had a common cultural glue which allowed them to 

understand their surrounding environment (Arreola, 2002).  Even though the Valley 

provides an overarching culture and discourse, differences were apparent among the men. 

Learning theorists provide a framework in which to understand the process of identity 
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construction of these Chicano men; theorists suggest that we construct our world via the 

social world with which we interact with.  Some of the men had difficulty with the 

English language throughout their early educational experiences. According to Vygotsky 

(cited in Bigge & Shermis, 1999), language as a mediation tool has not had a full 

opportunity to create the zones of approximation with those participants who had

difficulty with the English language.  

The men who had problems learning English appeared to be first-generation 

Mexican Americans.  In some cases, those who were first generation in the U.S. obtained 

support from other similar Mexican ethnic groups.  Valenzuela (1999) discovered parallel 

occurrences in her qualitative study, where immigrant groups found others they could 

relate to.  

Most of the men found themselves in a culture that was pre-dominantly Mexican 

American. However, this does not imply that the process of assimilating into this 

particular culture was a smooth transition.  Those participants who spoke little or no 

English had a difficult time transitioning into English.  English was only one of their 

problems as they also had to adjust to a new culture that was not entirely Mexican in 

nature.  Paredes (1993) has alluded to a conflict of two cultures, Anglo and Mexican, as 

they collide to create a hybrid.  Thus, as Bhabha (1994) suggests, it appears that Othering

occurs for those males who were not fluent in English.  

Those males who did not learn English had to struggle and figured their world 

differently (Holland et al., 1998).  The males who were fluent in English did not have as 

much difficulty in authoring their world, as the symbols around them were familiar. 
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Further, the experiences of these men who did not understand their social world suggests 

a conflict of their inner voices and those of the social world as outlined by Bakhtin (cited 

in Holland et al., 1998).  Overall, these male voices detailed a coming together of their 

personal spaces with the cultural forms they were engaged in at the time. 

The themes expressed by the men imply that “identities are a key means through 

which people care about and care for what is going on around them. They are an 

important base from which people create new activities, new worlds, and new ways of 

being”  (Holland et al., 1998, p.5).  In general, the social world, as these Chicanos 

interacted in it, shaped them in different ways.  Living in the Valley provided some 

comfort because cultures were similar. Yet those whose world was not figured around 

South Texas were re-authored and re-figured into a culture that was. 

Doing well in Elementary School

The memories of the participants during their elementary days provide further 

foundation as to how they negotiated the educational system.  The participants who did 

well in school had some type of encouragement that came from their families, the 

community or the curriculum itself. 

Danny reached back to his memories as a student in the U.S. and Mexico as he 

moved between both of these countries.  Danny’s acceptance of the U.S. schools was 

based on the quality of instruction and the facilities, which were superior on the 

American side. His schooling on the Mexican side consisted of an old building 

constructed in the 1940s; it was eventually converted into an asylum. Danny was amazed 

at how the professora (teacher) was able to instruct six different grade levels in one 



159

classroom. In contrast, the U.S. offered so much more as far as books, facilities, etc.  

Danny thought he could do better in the American schools even though the Mexican 

culture was also part of him.  

One male begins by quickly stating that he did well in school because of his 

parents. David’s education was essential for him because it was part of the philosophy of 

improving oneself. Also, it was a way out of the barrio. At a young age, David was not 

sure why he had to do well in school. As he reflected back to those days, he easily traced

the reason to his parents discipline and strictness when it came to doing school work.  

David states that doing well in school did not really come from the teachers; he had both 

good and bad teachers.  

Another participant, Hector, adds that the band was what allowed him to do well 

in school. He was able to make friends with those who were in the band because they 

were also dedicated to their studies.  

In 8th grade in school, I remember everyone signing up for college prep classes, 
pre-AP classes. I didn't think I could do well in those classes, but my friends 
(band group) encouraged me. They said that "We are all going to be in it 
together," and so I said “Why not?” So that was the first step in going to college. 
(Hector, personal interview, March 16, 2005)

Juan had a good experience, which was partially formulated by the community.  

He remembers that it was the “in” thing to do well in school. “You have to understand 

that in the community that I grew up in, those of us who got the good grades, those of us 

who participated in sports, those of us were the in-crowd. It was the “in” thing to do” 

(Juan, personal interview, February 25, 2005).
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In addition, Juan states that he was a social type of person who enjoyed being part 

of the in-crowd. And the in-crowd thing to do was to do well in various school 

activities—academic as well as other required school functions. However, Juan reminds 

us that he had notions of rebelling also; this occurred later as he progressed to higher 

grade levels.  

Marco had a clear memory of his experience in elementary school.  This memory 

was vivid as he described his teachers.  Not too long ago, he went to visit his elementary 

school for personal reasons. He accidentally ran into his 1st grade teacher, and instantly 

she recognized him.  Marco was baffled, and asked how she remembered him.  She stated 

that with some students, you develop some memories that are difficult to discard. It is not 

difficult to understand why his teacher remembered Marco. Simply, he was an A-Honor 

student, behaved exceptionally well, did not play around, and had other characteristics 

typical of an exceptional student. Marco emphasized that he had a routine which allowed 

him to have success in his formative school years.  His work ethic was formulated on 

doing his homework dictated by his teacher. 

The teacher would explain and we would have the homework.  There were some 
students who never did the homework, but it was expected of me to do it.  If the 
teacher is doing it for a reason, it is expected of us to do it. I would do the 
homework and turn it the following day. That was a continuation throughout all of 
my school. Even nowadays, I still, as a graduate student, I still do it. (Marco, 
personal interview, February 26, 2005)

This is the kind of routine and work ethic Marco followed when engaged in any 

form of schooling. Consequently, he felt odd sometimes while in elementary school 

because he was often the only male to make straight A’s. Marco was often the only male 

to be recognized in the midst of female honorees.  He also noticed that he was the only 
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male to be recognized in honor convocations. Again, it did not bother him very much 

because he was striving for the “A”; the “B” was not acceptable, according to his 

personal standard. Teachers often encouraged Marco to strive for more, especially when 

they knew he was a dedicated student. 

Pedro was also in Gifted and Talented (GT) classes.  These classes were for 

students who demonstrated exceptional academic abilities in various subjects. Pedro felt

different because most of the students were nerdy. He and his friends played with 

aquariums and other things that smart kids did. The student group Pedro associated with 

was higher in achievement when compared to other groups of students in the same 

school. He remembers clearly how they would sometimes correct the teacher in a 

particular lesson.

Gender Role Influences

Gender roles were interesting developments in this research. Knowing where you 

fit in a particular context is not readily pronounced.  As the text is uncovered, many of 

the participants revealed aspects of how gender is done.  

Carlos describes how gender making was instituted at home. He quickly turned to 

how his father was his role model.  

I knew one day that I would be doing the same thing my father was doing—that is 
working, providing, and maybe one day I could have a family and do the same. 
From being really small (a child) it was expected that my father would provide 
and my mother, of course, did the same thing. I knew that somehow and someway 
there was a balance. (Carlos, personal interview, February 25, 2005)

More importantly, he knew he wanted to be like his father. Yet, he also knew a 

balance existed between his father and mother. In his case, he saw how his mother and 
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father shared responsibilities—a more equitable sharing of household duties. His parents 

demonstrated a partnership where his mother was not subordinated based on her gender. 

Moreover, Carlos’ father did not act upon a Mexican form of masculinity known as 

machismo.  Carlos expressed how he was treated equally, which was not based on a 

certain sex role.  His upbringing as a son allowed him to understand his role, as he 

became an adult, as one that would allow him and his partner an equitable sharing of 

responsibilities versus a relationship where he dominated. Hence, his gender role was 

mostly formulated at home as he saw how his mother and father interacted daily. 

Some of the participants knew their gender roles.  In Danny’s story, he was 

somewhat confused about his gender role.  This was predicated on the fact of disclosing 

that he was gay.  His primary years were, according to him, a blur. He was extremely 

preoccupied with people finding out about his gender role as a gay person. Danny had a 

strong sense that his brothers and friends may have known. He was often shunned from 

those who may have known about his gender.  This gender role confusion often led 

Danny to spend time at home watching television. It appears that Danny’s gender role 

confusion was complicated by being raised partially in Mexico by his grandparents; 

growing up in a place like Mexico made him withdraw further. 

In contrast, Hector had a typical Mexican American upbringing where gender 

roles were clearly demarcated. His father made it known where women belong. For 

instance, in a gathering, such as a barbecue, women were expected to stay inside as the 

men gathered outside. 

Yeah, I have been married for 3 years now and I think it is the same way with my 
wife's family. Her parents were from Mexico and her father expects a lot of these 
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things (norms). At Christmas, for example, they make tamales and the women are 
inside preparing and the men are outside preparing firewood, chopping wood. 
These are the expectations and they are fine with me. (Hector, personal interview, 
March 16, 2005)

Hector does not have a problem following these norms. In fact, he is more 

comfortable when he is involved with gendered roles that are more masculine.  This is 

not to state that Hector falls into the Mexican masculine role of machismo.  His father 

was much more masculine and ascribed to Mexican machismo; time has made him less of 

a person who follows these masculine norms. 

Hector affirms that his role, as he subscribes to a Mexican masculinity, has been

changing. He views himself as a Mexican American male in a new role in terms of his 

masculinity. For example, because he is well educated and married, he could not have 

held onto the old forms of masculinities.  Also, his wife does not allow for older forms of 

Mexican masculinities to pervade their marriage. Consequently, he often helps around the 

house by cleaning, washing dishes, etc., which would not be entirely accepted by older 

forms of Mexican masculinity. 

As one male speaks of his past, he remembers his gender role as one which was 

much more traditional. Henry grew up with three sisters who had different expectations 

when compared to those of the males in his family. 

They helped with cleaning and cooking and the boys had more liberty. The boys 
did not have to do any of those things. As far as cleaning and cooking go, I would 
wake up and the food was ready for me at the table. So that in a sense, it is 
targeted in this tradition; those are the things that my family inculcated in me. 
(Henry, personal interview, June 10, 2005)
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Henry does not deny the fact of having a different gender role when compared to 

that of his sisters. He states that his way of life was based on the Mexican culture, which 

has allowed for these roles to exist.  

One particular text as detailed by Juan focused on how his gender role was 

formulated at home. The added pressure of having a girlfriend in junior high was what 

concerned him the most. His friends were making out with girls in junior high, yet he had 

no girlfriend.  He questioned himself: “What is wrong with me?” It is understandable 

how a young man at that age would quickly question his sexuality. One of his problems, 

he reflected was his weight.  Juan felt that his weight kept him from attracting girls; this 

eventually led him to diet.  

Marco’s reflection on gender roles was based on the way others reacted to gender 

norms. In his school experience, he noticed those who would not succumb to various 

social pressures, but were then considered outsiders. He admired this attitude and sense 

of self the outsiders demonstrated. Marco knew the outsiders had much more courage 

than those who followed the general gendered norms. In retrospect, he knows he 

followed the gendered norms during his school days.  Nevertheless, he held a deep 

admiration for those who would move outside the established norms. 

Experiencing Gender Making in School

Gender in Elementary School

Gender, as expressed in the following text below, is clearly partially co-

constructed in schools. In the following text, it will become apparent how gender was 

experienced and lived as the participants explore facets of their early educational 
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experiences. Gender is influenced by family institutions and other institutions as the 

young mind is immersed in a relational social context. 

Bobby started liking girls when he entered the 5th grade. He was aware of his 

male sexuality.  He was shy boy when he started communicating to girls, but had a strong 

compulsion to talk to a particular girl. This is the time when he had a revelation about his 

gender role. Before he took notice of girls, he would mostly spend time with the males he 

had befriended. It was very clear as to what roles the girls and boys fell into during his 

early school days. 

I just wanted to be with the boys, to hang out together and not allow the girls to be 
near us. It was things like that would make gender different. I was kind of shy
with the girls and I felt more comfortable with the guys. When I went to the 5th 
grade I started noticing girls—girls are pretty. So I think in 5th grade, I started 
liking this one girl and tried to get the courage to talk to her. (Bobby, personal 
interview, May 16, 2005) 

During school activities, he remembered, boys were grouped with boys and girls 

were group with girls. It was not until he suddenly became aware of the opposite sex that 

he began to like girls.  Bobby finally was able to speak to the girl he most admired in 

elementary school. 

Carlos had an interesting upbringing when it came to learning his gender role. He 

learned his gender did not necessarily translate into a masculine role.  This was due to the 

absence of his father; his father was busy working at various jobs to provide for the 

family. Consequently, he leaned more towards his mother’s role when it came to 

understanding gender. Carlos often mimicked the things his mother would do around the 

house.  
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I think when I was going through elementary and middle school, I was a little 
more feminine. But I started realizing that there were people. I didn't want my 
family and friends to be ashamed of me, so I started changing my behavior 
(identity has been negotiated). I remember in some instances, on one or two 
occasions, someone made a comment about the way I walked. (Carlos, personal 
interview, February 25, 2005)

Carlos developed some feminine attributes that would prove to be costly for his 

sense of being as he interacted with institutions such as public schools. He eventually 

learned to change his behavior when he needed to because the social norms would not 

allow him to completely express certain feminine attributes in his early years.  

On the other hand, David was aware of his gender role early on in elementary 

school. He was not surprised about the male role he was supposed to encompass in his 

everyday life as a child. A Hispanic man to David was a man who was tough and stoic.  

A man who had Hispanic cultural values was supposed to prove himself in such things as 

fights, sports, and other everyday manly activities.  

Fred also noticed his male role as early as the 1st grade. He reflects back to when a

1st grader hit him at the playground. He was terrified by this occurrence because he was a 

shy person who did not disturb others.  After this incident, he was scared to go to the 

playground for the fear of being hit again. As a result of this incident, Fred decided he 

needed to hit the boy who had originally hit him. So it happened that he ran into this little 

boy in the restroom and socked him in the stomach; he reminded me that he was only in 

the 1st grade. The boy cried, of course, and told his mom what Fred did to him. 

Well, the boy started going off, saying I hit him just because, that I was mean and 
bullying him. So I go, “He hit me two weeks ago.” His mother asked if that was 
true, and he said yes. They were like, “You know what, you deserve what was 
coming to you.” That is when I realized there is a difference between boys and 
girls, and that if one does things in a certain fashion, I guess to a certain degree, 
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one can do a right thing even if it is a wrong. (Fred, personal interview, March 18, 
2005)

Equally important in Fred’s case was his passivity. He was not geared towards 

being violent, as he said. In fact, his mother said he was always nice to girls and others. 

Fred having to hit another boy was based on his demonstration of his manhood, but only 

when he was pushed to that point. As he progressed to other grades, he did not allow 

other boys to push him towards those male norms which required him to beat up another 

male. Therefore, he was comfortable with his male identity even though other males, at 

times, would push him towards acting out his masculinity. 

Alternatively, Hector developed consciousness about his gender while playing 

with his cousins.  He often played with his cousins, who were female.  In an ironic twist,

his female cousins were the ones who reminded him of the things he should or should not 

play with. In other words, they imposed role limits on him. 

At this point, Hector returns to his school days, where the boy/girl dichotomy was 

emphasized. He points out that teachers also made sure males and the females played in 

certain sports because that was what boys and girls do; girls played jump rope, while the 

boys participated in rougher sports.  During the 5th grade, Hector was supposed to play 

football like all the other boys. He did not want to join because he did not know how to 

play this sport. Yet, he felt pressured to join football like all of the other boys.  

Juan knew his role as a male as early as the 1st grade. In one example, his mother 

brought him a pair of scandals for school. Juan did not like wearing those sandals because 

it made him feel like a girl and not a boy.  He would often find an excuse to not wear 

those sandals. However, the big revelation concerning his gender came while in 
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elementary school. He noticed that some of the other students were much bigger than he 

was. The girls were attracted to those boys who appeared more masculine. The coaches 

also favored the boys who were more developed. 

On a different note, Pedro’s experience was different than most boys because he 

was gay. He was in the band, which was a mark for those boys who were gay.  He was, 

however, grateful he did not play something like the flute or clarinet because these 

instruments often had more gay connotations attached to them. Moreover, it was 

illuminated to him how he should act so he could be viewed as a male. 

Early on, these were things that guys do. Guys do this and they don't do that. I 
remember growing up. It is funny because I was talking about it today with a 
friend of mine. They (adults) would tell us kids "No haces eso porque te van a 
caer los juevos" (“Your balls will fall off if you do these things”). (Pedro, 
personal interview, February 6, 2005)

This interesting adage was often emphasized by his mother and grandmother, 

especially if he did something and/or played with something that appeared much more 

feminine. They would also emphasize that crying was to be left to the girls.  Men cry 

only when their mother dies, otherwise men don’t cry (“Hombres no lloran”).  He 

remembers many of these Spanish adages during his elementary days. 

Gender in Middle School 

Carlos began to understand, during middle school, his father’s male role.  He 

began to think more like his father and identified with his character of being a man. 

Carlos started working at early age to fend for himself; this put him in a role similar to his 

father’s because he was providing for himself this time. Accordingly, his father’s 
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masculinity was important for Carlos when it came time to understanding his own 

masculine construction. 

During the interview, Danny remembered his gender issues during his middle 

school days. One of the first few instances was when he started physical education 

classes. He felt awkward when he took a shower in his physical education classes—the 

possibility of being gay. Danny was becoming aware of his sexual identity at this time.  

Still, he suppressed his feelings and thought he should have a girlfriend up until his senior 

year. Danny also made sure he didn’t disappoint his family based on his gender conflict. 

In order to balance his leanings toward his gayness, he overcompensated by being overly 

masculine, which leaned toward machismo.  

It was middle school when, because of puberty, I started noticing my mannerisms 
and the way I looked and the way I spoke. So I made a concerted effort to change 
that. Every time I would talk to someone I would listen to myself, I would record 
myself and listen to myself. (Danny, personal interview, February 27, 2005)

Middle school was a time when David became conscious of his masculinity. Most 

of his understanding of masculinity was taught at home.  This was not the only place he 

learned about being a male. Middle school provided him an opportunity to prove his 

masculinity by participating in various sports.  He felt, as a Hispanic, that he was 

supposed to be tough because Hispanics are tough.  In one example, he demonstrated 

how Hispanics often played when they are hurt and injured based on male toughness. 

In sports, you are running, you are hurt, you are injured some way, you don't talk 
about it, you keep going, running and do your job. You are running laps and the 
coach is coming down on you and everyone is joking and crying and you can't 
breath—you just do it, you go forward. I think even emotionally, when someone 
hurts you, you eat it. You don't think about it. You accept it and then go forward 
because that is the way it is. That is the way it was demonstrated during those 
years. (David, personal interview, March 4, 2005)
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Even though Fred had some close male friends in middle school, he always felt 

closer to girls.  He was a good person who wanted to protect the girls, but was not the 

aggressive type always looking for a girlfriend.  Fred seemed like the type who would 

help to keep the girls from being bullied by other guys because he had a “nice guy”

attitude about him. He could easily talk to girls as friends, but found it difficult to proceed 

if he really liked a certain girl. 

Hector also found himself around mostly girls, even though he had male friends. 

Hector felt that it was easier for him to speak to girls.  The girls appeared to be the 

serious students, while the boys often clowned around in the class. Hector was serious 

about his classes, and as a result, he was often called a sissy. For some reason, people 

often made fun of studious boys.  Also, boys could be smart in certain classes like math, 

but not in language arts. 

Another form of gender identification came with note-passing during middle 

school. The purpose of these notes, according to Marco, was to find out which girls the 

boys liked and vice versa. Finding out one’s gender was based on passing notes to the 

opposite sex. Marco did not participate in note writing as much because he preferred to 

talk to the girls in person. 

Gender in High School

The high school experience appears to have had a stronger hold on each 

individual.  Gender is clearly expressed in various facets of everyday high school 

interactions as the participants matured. Gender is much more expressive, as a result of 
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the participants’, engagement in norms that require gender expression as they come of 

age. 

One interviewee endured various shades of masculinity while in high school. 

Bobby remembered going to a dance with some of his friends. Each male had a girlfriend 

they went with. One young man started an argument with his girlfriend. He basically told 

her that he was not going to take her to the dance. This incident reminded Bobby that a 

male was in charge of the relationship. His girlfriend was not impressed with the 

outcome. The girl was disappointed in this change of events.  Bobby did not budge form 

this stance. In general, boys who had girlfriends enjoyed the benefits of their girlfriends. 

Girlfriends were often subordinate to the boys they were dating by running errands, 

carrying their books, etc.  A boy’s masculinity was reinforced when his girlfriend would 

do almost anything to please him. 

Conversely, Danny was trapped between his real identity (gay) and the school 

norms. For instance, he joined a high school dance class.  All the students knew that 

those males who joined this class were gay; at least this was the impression at the time. 

There were three other males in the class and they happened to be gay as well. Danny 

gave up other sports like baseball, football and track because he wanted to be in the dance 

class. He did not let this class bother him.  As a way of compensating for his lack of male 

friends, Danny befriended more female friends; he had some male friends, but they did 

not talk about his gender.  He was still not out of the closet at the time. It was difficult for 

Danny to come out of the closet based because he did not want to hurt his family and 

friends. It was not until he graduated from high school that he came out of the closet. 
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Henry utilized his masculinity in high school because he felt he was forced to use 

it.  He used forms of machismo when some other males would challenge him.  Dating 

also made many of the boys around him express a form of machismo, which he utilized 

as needed.  Dating was a norm Henry abided by because he didn’t want others to view 

him as not meeting local masculine norms. 

Clothing was also considered a form of masculine expression. Pedro had to be 

careful about the things he wore. Many of the males would consider him gay if he

dressed too preppy.  Some would call him gay and they would later apologize because 

they found out it was true.  He attributes many of these dress norms to the cultural norms 

that dictate how one should dress.   Pedro had pressures from society and his family to 

stay on the manly route. For instance, he may have been interested in being a hair dresser 

and/or decorator, but chose things that were more masculine like being a trumpet player.  

He even went so far as to have a girlfriend because of the cultural pressures he felt 

around him.  Pedro talked about how he even made out with a girl he was dating; he 

makes it clear that he never had sex with her. At times, Pedro let his beard and hair grow 

and tried to gain some weight because this image reinforced his belief of what a man was 

supposed to look like. 

Analysis

Schools are not neutral places that simply judge a student based on merit (Apple, 

1982; Foley, 1990; Lesko, 2000; Ritzer, 1996; Valenzuela, 1999; Villenas & Deyhle, 

1999).  Research has provided us with a plethora of evidence that suggests otherwise—

e.g., class, race, and gender (see Apple, 1982; Bowles & Gintis, 1976; Lesko, 2000; 
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Mclaren, 1989; Oakes, 1986; Pinar et al., 1995).  Hence, it is not difficult to surmise that 

gender making also takes place in schools.  The voices of the Chicano men expressed 

gender making throughout the duration of elementary school, middle school and high 

school.  

During elementary school, these men’s voices revealed that they were often 

separated from the girls in certain activities.  Girls were not always allowed to do what 

the boys did. This is in line with Thorne’s gender making framework (1995).  She 

focused her study in the primary years of a child’s education to observe and study how 

gender is made in the early years.   

Some of the men took up a sturdy and tough role during their elementary school 

period.   The text suggests that they took up not only the hegemonic male role (Connell, 

1995; Lesko, 2000), but also the role of the local male Chicano culture (Limon, 1994).  A 

few of the men did not appear, instinctively, to want to follow the local male norms 

because their father was not always part of the family or did not feel compelled to attach 

to a masculine gender.  Ascribing to particular masculinities meant they had to use a form 

of power (Connell, 2002).  

The data further suggested that a couple of the men preferred feminine and/or gay 

traits versus those that were masculine in nature.  In line with feminist thought (Butler, 

1990, 1993), it indicates that the male gender was not completely static. In other words, 

these men performed a feminine or gay type of gender in different places in contrast to 

the masculine gender they exhibited at school.  Thus, as Connell (1995) posits, gender 

appears to be relational. 
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More interestingly, the men, as the text presumes, were negotiating their 

masculinity at an early age.  Varied cultural masculinities (Berger et al., 1995; Butler, 

1990; Kimmel & Messner, 1998; Limon, 1994; Zinn, 2001)  were featured in the men’s 

voices as they detailed various familial influences emitted what type of behavior is 

masculine in nature.  

Although the shaping of gender takes places in elementary school, middle school 

was a much more interesting time for many of the males as they became aware of their 

sexual identity (Lesko, 2000). The text reflects how the males during middle school had 

gender making influences from the family as well as from school. Thorne’s (1995)

research states that as children grow older and move into higher grade levels,  gender 

separation tends to occur as they become conscious of their sexual identity.  

Most of the men in this study expressed an alignment towards a more masculine 

role.  Sports and dating became important for almost all of the males.  A gender conflict 

was apparent for one of the males during middle school as he leaned towards a type of 

gender that was gayer in nature.  However, he concealed this gender because it did not 

appear to fit into the local norms South Texas norms (Arreola, 2002; Limon, 1998; 

Paredes, 1993).

Gender influences from the home seemed to become more apparent as these 

males were growing older.  Many remember their households as important influences on

what type of gender they should ascribe to.  Some scholars (Butler, 1990; Connell, 1995; 

Gutmann, 1996) refer to psychoanalytic theory as to why boys separate from things 

feminine associated with women and girls. Girls, in contrast, don’t necessarily have as 
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many problems with their mothers or things feminine because they are of the same 

gender (Connell, 1995; Gutmann, 1996).  

The high school text reflects a stronger gender position.  For instance, female-

male relationships are more pronounced as the males start the dating process. As some of 

the males interacted with high school females, they appeared to take a traditional 

masculine role, which is line with the regional South Texas culture (Arreola, 2002; 

Limon, 1998; Paredes, 1966; Ross, 1978). Gutierrez (1991) was instrumental in outlining 

how the Spaniards brought their cultural practices—the practice of honor and 

patriarchy—into parts of northern Mexico, which was eventually annexed by the U.S.  

The interviewee data, as early as high school, supports remnants of honor and patriarchy 

as the boys, while dating, made decisions that involved their girlfriend.  It is not difficult 

to surmise these possible cultural attributes in a South Texas discourse. 

While some of the males adopted a traditional Chicano male role, others had a 

difficult time as they had to negotiate their gay identity.  Referring to the voices, a couple 

of the males were careful when it came to expressing their gay gender.  By high school 

they had become aware of their gay role, but it could not be fully expressed in a place 

like high school. Again,  (Butler, 1990, 1993; Connell, 1995, 2000) we are reminded that 

masculinities are not static and are not defined to one way of being.  

College Experiences and Gender Making

Undergraduate Experiences

Carlos had an uneventful undergraduate experience.  He lived at home initially so 

he could attend the local university in the Valley. He was disappointed because he didn’t 
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qualify for any type of financial aid; he thinks it was linked to his dad’s income. Carlos 

took 12 to 15 hours a semester and also had time to work 40 hours a week.  Carlos was

surprised to see other students who wanted to obtain a degree just like him, whereas high 

school students were not always interested in school.  He made the best of what he had 

locally, without having to leave for another university. In addition, his family was 

supportive of his goals to pursue his college degree.  In general, Carlos’ experience was 

satisfactory. 

Another participant gives us details about his first two semesters in undergraduate 

school, which he said were valuable.  Fred was still sure about what he wanted to do until 

his supervisor asked him what he wanted to study. Fred decided to take a computer class 

after his work-study supervisor recommended it. A revelation occurred when his 

supervisor fired him so he could find a job that dealt with computers.  This was an intense

moment for Fred, but he took the challenge and found a job which dealt with computers.  

This led him to eventually to pursue a degree in computer science. However, his parents 

were not happy with this decision.  Once he broke the news to them that he was going to 

stay and attend the local university, his parents did not talk to him for a couple weeks. 

Finally, his father broke the ice and asked him if he really wanted to study computers.  

Fred stated that he really wanted to pursue his degree in computer science.  He parents 

accepted his determination to study something he had no doubts about.  This moment of 

choosing also helped Fred understand his own masculinity.  

Hector reflected that his high school counselors did not encourage him to attend 

college.  He indicated that his teachers were not encouraging as well. Hector did not have 
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family members who could guide him in the path towards college. He gives all of the 

credit for applying to the local university to his friends who guided him through the 

college admissions process.  He took a bigger step by enrolling in a university in San 

Antonio.  His parents, especially his father, were not keen on his leaving for another city 

to attend college.  Most of the flak came from his father who didn’t wholeheartedly 

believe he was mature enough to handle being on his own.  “Maybe he didn't want me to 

experience some of the same things or maybe he thought I was not responsible enough to 

do it.  It probably had to do with family. The Latino family stays together” (Hector, 

personal interview, March 16, 2005).

Further, he was fortunate, as he stated, because he was in San Antonio with two 

other friends he grew up with.  These two friends provided enough support for Hector to 

make it through some of his most difficult times in the beginning of his undergraduate 

studies. His entire college experience allowed him to mature into a responsible young 

man. 

In addition, Henry also felt good about going to a local university. He met new 

friends and professors. It was definitely a transition for Henry to move to a new

institution as his friends did not continue on to college. This experience allowed Henry to 

develop his identity as he began to explore new ways of reasoning.  The social norms 

were not as strong as those during his high school years.  The responsibility of 

succeeding at the college level was entirely up to him.  During his college years, he was 

generally more at ease versus those years in high school; yet, he emphasizes there was 

stress while trying to complete his college degree.  The most important way to success, 
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Henry states, is by choosing your friends wisely.  Friends who are not into studying will 

deter you from pursuing your education. Therefore, he says, you have to have a strong 

desire and will to complete your degree. 

Another individual described his time at the university as a place where he was 

left alone.  Marco experienced more isolation while at the university, whereas during his 

high school years he had groups of friends. Many of the friendships he made at the 

university were based on mutual goals—finishing school. Later, as he approached the end 

of completing his degree requirements, friendships re-developed. 

The last year and half of college was like high school where we did everything 
together and hung out together on the weekends and went out together. The first 
few years, I wondered, “What I am doing here?  “Just get the work done, study 
and take the test and go home.” There was no structure and I had to take it day by 
day. No formal friendships, no plans. (Marco, personal interview, February 26, 
2005)

Marco also made a remark about how the university provided more freedom.  Yet, 

this freedom had to be used wisely because no one was watching over him.  In his case, 

this additional freedom at the university level led him to become isolated as he 

concentrated solely on his studies. 

Undergraduate Experiences and Gender Making

Bobby’s observations during his undergraduate years were that there were more 

women than men.  For some odd reasons he was outnumbered by females with a three to 

one ratio according to his estimates.  It felt like a majority of women were present, 

although he didn’t mind it.  Yet, he wanted to meet some other males so he could hang 

out with them.  He did think it was a good thing to have more women than men.  
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Danny had mostly female friends during his undergraduate years.  He was 

comfortable with women rather than men. He explains that this may have been because 

he was gay.  During his undergraduate days, he started to further explore his gay identity. 

For instance, he started visiting gay bars and clubs.  He had a sexual experience with one 

of his roommates. He had two roommates—one of them was straight, but the other one 

was hard to gauge. In any case, the roommate who had a type of marginal masculinity 

was the one who approached one late night.  It turned out both of them had sex.  This was 

a strange relationship because the same roommate ignored him during the day and treated 

him just like a regular male.  The gender transformation for his roommate appeared to 

take place after he had been drinking late at night.  Moreover, as Danny described, his 

roommate was a real macho type who also had a girlfriend.  Besides this event, Danny 

did not experience much of the machismo in his undergraduate years. 

Hector recounts how his undergraduate experience was uneventful.  He provides 

information about gender making during his undergraduate years. In general, he did not 

see machismo in a form he was used to seeing.  He did, however, see Chicano men who 

were proud of their culture and history.  These young Chicano men displayed a varied 

form of machismo and not the traditional form that consists of being a “machista.” 

Gender was easily determined by Hector, as he saw how those who were in fraternities 

worried about their clothes. In contrast, those who leaned more towards a more 

traditional form of machismo were not worried about what type of clothes they wore. A 

Chicano man who worried about his looks and clothes is considered to have feminine 

traits. 
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Henry did not have the pressure of high school social norms while finishing his 

undergraduate coursework. He was at ease to do what he wanted without having to 

answer to anyone in particular.  High school often required him to answer to friends who 

may not have understood the pursuit of doing well.  Therefore, Henry had an opportunity 

to develop his identity during his undergraduate years.  This was a time where he came to 

understand not only himself, but his gender also and how this fit into the larger scheme of 

the everyday world.  

During his college years, Pedro came out to his family about being gay.  This 

event allowed him to have friends who were gay, also.  He started hanging out with more 

guys who were gay; some were more feminine.  They didn’t exclude women from their 

circle of friends. In fact, most of the girls they hung out with were very attractive—so 

attractive that other men would ask the (gay) guys escorting these girls to introduce them 

to the girls.  Pedro continued exploring his gender as he continued his undergraduate 

studies. As he continued to interact with society as a gay man who has come out of the 

closet, he learned what type of customs and norms were acceptable for someone who was 

gay.  As Pedro ventured through this experimental phase of understanding his gender, he 

made different gay friends who may have acted feminine. Pedro didn’t consider himself 

to be a person who displayed feminine traits. He believes a gay man is one who is 

masculine and rugged.  The women did not have problems with Pedro’s gay identity. 

When it came to telling men he was gay, he had to extremely careful. 

Undergraduate school was a time where Pedro did not talk much about his gender 

to others, even though he was exploring his gender outside of the university walls. He 
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was mostly worried about others knowing without really knowing; in this case, guessing 

that he was gay.  Pedro stated that during his graduate school years, he was no longer 

worried about what others thought about him. This is not to say he told everyone he was 

gay.  

Graduate School General Experiences

Graduate school experiences appeared to differ for these participants when 

compared to their undergraduate experiences.  Graduate school experiences became 

crucial to most of the participants because that was a time for growing and exploring 

various philosophies.   Also, spaces for expressing of their worldview(s) are usually 

tolerated at the graduate level.  

Danny’s had a great experience as he entered graduate school. He not only did 

well during his graduate studies, but had a feeling of being competent about the 

knowledge he learned. Danny’s was also comfortable with his sexuality and gay lifestyle; 

he was no longer fixated on what people thought.  Graduate school was a place where 

Danny was able to come to terms with many of his personal issues.  In other words, he 

gained academic insight as well as insight into those items he was grappling with in his 

own life. 

Hector never thought he would attend graduate school. He was glad just to make 

it through his undergraduate years. After accomplishing his first goal, that is to obtain an 

undergraduate degree, he began thinking about continuing his education.  It was difficult 

because his was the only one in his family to make it that far.  He became interested in 

obtaining his Master’s degree after he saw some of his colleagues going on to graduate 
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school. Hector also had a good experience during his graduate study because everyone in 

the program wanted the same thing.  People in the graduate program all strove to better 

themselves by going to school.  Hector also enjoyed the maturity and intensity of the 

other students in the graduate program.  

Marco’s experiences during his graduate school years were also good. He 

mentioned that the maturity levels in graduate school are exceedingly high.  Those who 

enroll to take graduate courses are the type of people who are concerned about their 

future and understand how a graduate degree will help in one form or another. However, 

cultural overtones were noticeable at the graduate level. 

Graduate School and Gender Making

Gender making was noticeable at the graduate level. Many of the participants 

expressed how gender was manifested while in their graduate classes.  It would seem that 

graduate school consists of mature adults who would not come with a particular 

discourse. But despite their beliefs, mature graduate students do have preconceived 

notions of how one should perform gender based on structural influences and daily 

interactions.  

Bobby is quick to point out how machismo has a common hold on the Mexican 

American culture. Nevertheless, this stereotype has been witnessed by Bobby throughout 

his graduate program.  

I have seen and notice machismo. I have seen it used in a joking way. But you can 
tell it is being used. I can pick it up by the tone that they are using and they way 
they display it (body). They might joke around with machismo, but I see it. In a 
couple of situations I have seen it my counseling classes when we have to do 
cases. They give us a situation and we have to respond to it. We get in groups and 
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discuss this situation.  I remember one situation where one person (guy) is making 
machismo remarks. (Bobby, personal interview, May 16, 2005)

This discussion often escalates as to where a women’s work should be.  In other 

words, women should be in the kitchen, taking care of their husbands, etc., and not out 

doing other things.  Even though Bobby states that this student said it a joking manner, he 

knew he was also serious about what he said. Conversely, women do not tolerate this 

type of discourse as much as they used to.  They resist this form of masculinity in more 

overt ways.  In this particular case, the women did not agree with Bobby’s colleague’s 

comments. Further, Chicana women are beginning to educate each other with respect to 

how much of a particular masculinity, in this case machismo, they should tolerate from a 

Chicano man. Bobby speculates on how women have constructed an informal network of

sharing stories about how much leeway their husbands have given them. Some of the 

women have not tolerated much of their husband’s masculine role and have opted to 

divorce.  Bobby assumes that machismo may be linked to the high divorce rate in the 

Valley, causing an inordinate amount of single-parent homes. 

Another graduate student, Fred, had an interesting interpretation of gender during 

his graduate school experience. He experienced forms of machismo first-hand in his 

classes, but it was also noticeable in his on-line classes. Fred’s Masters was in 

educational technology, so some of his classes were conducted via the Internet. This is 

what he has to say about experiencing gender on-line. 

As you read some of these emails and discussion questions or discussion posts 
they give off a sense or a vibe of being confident or over confident. I might be 
writing a bunch of bull-crap, but I believe every word, and you are going to eat it 
because I say you are going to eat it. I have posted a question and then I posed a 
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question. One time wrote my response and this guy wrote back and he said "You 
are completely wrong," and he gave me this whole three-winded paragraph why I 
was so wrong and why he was so correct. Just the entire paragraph came off, 
saying to me, you know what, "I am saying you’re wrong and you are going to 
accept what I say; you are going to say that I am right and you are wrong." (Fred, 
personal interview, March 18, 2005)

Most of the men found it easier to express their masculinity because the 

countervailing male did not have to be confronted face-to-face.  Fred believes it is a form 

of academic machismo that is taking place during these on-line exchanges. He stipulates 

how academic machismo differs from a crude form of machismo.  The crude form of 

machismo requires a Latino to not only talk the talk, but be willing to walk to walk.  In 

other words, in the crude form of machismo, a male may have to engage in physical 

contact, whereas the academic machismo may only require one to use his mental abilities. 

This type of academic machismo has allowed Fred to feel confident about his ability to 

think and give cogent answers.  He knows that different types of machismo exist for 

different situations.  

One of Fred’s most interesting observations during his graduate study was 

centered upon females. For some reason, he stated, women dominate the education 

graduate programs at his south Texas university.  Other Chicanos males in the education 

programs agreed with him and that the educational leadership programs consisted of 

mostly males at one time. The tables have turned according to Fred. 

Gender making in graduate school was different for Marco. First, Marco added, 

he is a coach. For some reason, however, he is not perceived as a coach. He thinks it 

might be because he is not seen as the masculine type of coach. He is still trying to figure 

out what the image of a coach should be like. During group projects in his graduate 
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classes, he witnessed that the men didn’t include him.  This may be attributed, again, to 

not fitting the coach image. 

Marco noticed group interactions taking place in his graduate classes. For 

example, during a group exercise, the Chicano males would find a way to not do the 

activity or shy away from it. 

So we will work on how to do classroom management interventions and we will 
have two adults each playing a boy and a girl—they don't want to do this (role-
play). They say "No man, that is not for me." And they always try to get me to 
play the kid. Yes, this is part of machismo because they are not able to act out. It 
reminds me of middle school, when were playing kickball they.  They (Chicano 
males) didn't want to play kickball; they didn't want to change and wear shorts 
because they were wearing jeans and boots. They wanted to run like they were 
dressed and they would run like that sometimes. They didn't want to change into 
shorts; they wouldn't do it. (Marco, personal interview, February 26, 2005)

Analysis

The undergraduate years, according to the text, appears to be a time when the men 

were trying to readjust to a place that offered more latitude and flexibility in terms of 

identity. In contrast, the high school period was filled with uncertain borders as these men 

grappled with who they were. As they entered the university as undergraduate students, 

they were suddenly in new spaces that were not as constricting as those in public school.  

These spaces would only grow as they entered graduate school.  This greater freedom

contributed to identity and gender construction

The text provided by the men revealed that they all had conventional experiences 

and felt they had more freedom during their undergraduate days. As the data suggests, 

most of the men had minor occurrences, directly and indirectly, with varied forms of 

gender.  For example, most of the men felt more comfortable with their sexuality. The 
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most profound experience involved a gay sexual encounter.  In this example, the 

dominant male exuded machismo, while the submissive male did not.  Yet, the 

submissive male knew his gender role in a complicated Mexican American cultural place. 

This appears to resonate with Mirande’s (1997) idea of honor based on its historical 

importation from the Spanish conquest in the Americas.  Moreover, this sense of regional 

machismo (Arreola, 2002; Limon, 1998; Montejano, 1987; Paredes, 1993; Ross, 1978)

was expressed by the dominant male even though he had sex with another male; a man 

expressing and retaining a male type of gender as if he had sex with a female.   Some of 

the expressions of masculinity in South Texas from the text appear to be bound to the 

history of the region (Arreola, 2002; Limon, 1998; Montejano, 1987; Paredes, 1990, 

1993; Ross, 1978). 

Feminists were instrumental in understanding gender as a relational process.  

Berger et al. (1995)and Butler (1990) both agree that someone who has sex with someone 

of the same sex may not subscribe to the expressed behaviors of a homosexual.  Thus, in 

the everyday, a male or female may not act gay per se, but may have gay relationships

and continue to act heterosexual. The text suggests this framework in the case of a few of 

the men who were gay.  One of the gay participants had a notion that a gay man should 

be tough and masculine dismissing characteristics of a gay feminine male, which 

demonstrated a non-static view of gender (Berger et al., 1995; Butler, 1990; Jagose, 

1996) and in line with a regional masculinity located in South Texas (Anzaldua, 1999; 

Arreola, 2002; Limon, 1994, 1998; Montejano, 1987; Ross, 1978); Sears (1999) reminds 

us how homosexuality is defined differently in different countries, territories, and places. 
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In contrast to the undergraduate period, graduate school was a time that allowed 

further gender and identity growth. The males appeared to be much more confident with 

their identity and not concerned about what others thought about them. For instance,

those who admitted being gay no longer considered what others thought about them as 

much as they used to.  In addition, the maturity level in graduate school was expressed by 

many of the participants as something that made attending classes enjoyable. 

Gender expression did occur in the graduate classes according to the participants.  

Machismo was quickly noted as a form of gender expression which occurred in the 

classes.  However, this form of machismo was in a varied form rather than cruder in 

form.  As one of the graduate students noted, he was often not included in some of the 

group project because he did not appear to impart a type of masculinity that was 

acceptable to the other males in his class; it is implied in his text that he may have 

communicated a type of masculinity that was more feminized. Guttmann’s (1996)

ethnography in Mexico documented varied forms of machismo and could not locate one 

particular form of masculinity. Hence, we have the same occurrence within a regional 

South Texas culture in terms of varied forms of machismo; in particular, one that occurs 

within a graduate classroom and on-line classes. 

It was also implied by one of the participants that there was a form of academic 

machismo.  This form of machismo suggests that when a Chicano male uses this form of 

machismo, he is striving for success in school. In other words, a man is using a masculine 

gender form while using his mental capacity to succeed.  Machismo will be discussed in 

further detail in the next chapter. 
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In another story, a student reflects on how women were told that they should not 

attend school—their place is in the home.  Text concerning a Chicana’s role appears to be 

linked to Gutierrez’s (1991) notion of honor (honor) and virtue (verguenza).  Historically, 

Mexican women were expected to be secluded so they could retain their virtue.  Virtue 

was inherently linked to the honor of the Mexican male and a patriarchal system 

(Gutierrez, 1991; Mirande, 1997). Foley et al. (1988) also expands on the Mexicano 

female in his South Texas ethnography.  In the peonage system, the Mexicano men kept 

women in the household. Even so, this was done to protect the Mexicano females based 

on a patriarchal system; at the same time, we can not deny the historical vestiges leftover 

from the Spanish.  

Women, as expressed by the participants, are gaining ground in the educational

field. Some of the males noticed that the females in their graduate classes appear to be the 

majority.  Even though some of the men suggest that a women’s role is in the home, they 

also noticed that women are resisting more traditional forms of the Mexican American 

masculinities. These women, as stated by one participant, are discussing which type of 

masculinity is not as restricting to them.  Feminists (Butler, 1990, 1993; hooks, 2004)

have noted that varied forms of gender, and in this case masculinities exist in the 

everyday interactions of male and female.  Also, as the men and women interact within 

the classroom, a relational process of gender construction appears to occur (Connell, 

1995, 2002). 

In general, gender and identity construction occurred much more extensively in 

the graduate school experiences when compared to the undergraduate text.  The voices 
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from the undergraduate experiences were not as varied.  The differences between the 

undergraduate and graduate stories imply that the men had many more opportunities to 

express their gender and identity.  Nonetheless, the men appeared to be bound to regional 

masculinities as they had daily interactions in college.  In other words, the text does not 

totally suggest that they men were completely free to express their gender and identity.
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CHAPTER VI:  MACHIMSO

What is it?

Machismo has many different definitions.  Most of the definitions from the 

participants appear to converge.  In most cases, the participants suggested that machismo 

is a form of displaying and using power to control others. Most of the power is applied to 

females and others in a way that subordinates them.  In general, machismo works to 

control other people with the use of power. Most of the participants have also seen 

different forms of machismo in different institutions like the work place and schools.  For 

instance, one participant states:  “Like I mentioned before, women cook and clean, they 

have babies, and they take care of the home. And the men work, bring home the money

and they get to do whatever they want because they are the boss” (Hector, personal 

interview, March 16, 2005). In another instance, machismo imposes values upon others 

without the necessary consideration of them.  Women are not always seen as being equal 

to the male when viewed through the lens of a male who abides by machismo. Mirande’s 

(1997) focus on Spanish history in Texas provides some understanding of the 

development of machismo. He suggests that the native men who were conquered lost 

their honor, which created anger that could only be expressed to their spouses.  Power 

(Connell, 1995, 2002) appears to be central to the formulation of this type of Chicano 

gender.  Machismo may have vestiges of the past, but has a different formulation as 

expressed in this historical period and region (Arreola, 2002; Bederman, 1995; Paredes, 

1993).
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Machismo is also about a Chicano male being insecure.  Therefore, it leads a male 

to find control and power. Connell (2002) believes masculinities come with power and 

are part of hegemony, in the guise of machismo. Carlos thinks machismo is a learned 

behavior, which also comes from the family.  This behavior is learned by watching others 

express forms of machismo in everyday life.  

What I think of machismo is a man trying to display power, control over other 
men, or a particular situation. That is my take on it. Whether it has to be forceful, 
or use force to towards something—I think that is one type of machismo. Another 
type is where you try to use it to overcome something. (Fred, personal interview, 
March 18, 2005)

In contrast, some of the men viewed machismo as an inner strength.  Stoicism and 

calmness under pressure signify what a Chicano should be composed of—a needed 

feature for achievement.  These masculine features are not primarily for the self-interest 

of the male, but also benefit the family.  Others in society may see these features as 

negative. Understanding the historical evolution of Chicano masculinities (Bederman, 

1995), provides some insight as to why machismo may be viewed as beneficial instead of 

a negative cultural trait; nonetheless it appears to have evolved into a different form that 

is used in the educational setting and other places without the physical attributes attached 

to it (Mirande, 1997).  

One interviewee has utilized machismo when he was at his lowest point, that is, 

when he was afraid or failing a class.  Thus machismo also incorporates coraje (courage), 

which uses a type of masculine strength that “comes out even it is not displayed outside 

or is used to help one gain determination and say ‘This is what I am going to do because I 

need to do it’” (Fred, personal interview, February 5, 2005).  Consequently, machismo is 
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used without force—instead strategic thinking becomes an important tool when one 

summons machismo.  Calling upon machismo when a man reaches a crossroads has 

benefits as he has to make a decision that will have good or bad consequences. Thus, a 

man will have to live by his decisions.   

Juan agrees with machismo as an asset.  Un hombre que es macho (A true man 

who is macho) signifies a man who is macho is confident in himself. He pointed out his 

grandfather as an example of a man who was submissive to his wife though he was still 

macho because he provided for his family. His grandfather was able to provide a house, 

air-conditioning, cars and other items for his family. The neighborhood around him 

respected him for being a true man who provided. 

Family Structures and Influences

Family structures were crucial in identifying machismo for the participants. Most 

of the men agree that the family influences and observations were essential in learning or 

not learning aspects of machismo. 

Bobby he experienced machismo by observing his brother as he grew up.  His 

brother expressed his machismo within his marriage.  His brother was married at a young 

age and moved in with his parents.  Bobby’s brother displayed his machismo by ordering 

his wife to do house work.  He would also boss her around in front of the entire family, 

which made Bobby feel embarrassed for her.  Bobby did not really think his brother 

treated her with total respect.

Carlos also observed machismo.  In his case, it was his grandparents who 

displayed machismo and not so much his immediate family. His grandfather did not 
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allow his grandmother to work or go to school. According to his grandfather, women 

stayed at home.  The man provides for the family and takes care of the family business, 

whereas the females stay at home. However, his aunts and uncles did not display 

machismo.  Carlos stated that he picked up on the macho masculinity from television. 

Overall, machismo was not part of his life, even though he learned what it was.  He does 

believe, moreover, that most males learn machismo from the immediate family, which is 

a crucial component in transmitting machismo. Carlos observed a form of machismo that 

is different in his grandmother, which suggests a form of gender expression relevant to 

Limon’s (1998) and Paredes’ (1993) South Texas argument of a regional culture 

(Arreola, 2002). 

Alternatively, Fred did not learn machismo from his mother and father. Instead, 

he learned what machismo was from his uncles and his grandmother. His uncles 

displayed machismo in a way that involved outsmarting other people.  This type of 

machismo was often related to him by his father.  Accordingly, his father made clear that 

a male who outsmarted someone uses a certain type of machismo in contrast to a physical 

type of machismo. Fred’s male cousins did not hesitate to display different forms of 

machismo through drinking, drug use, and certain male attitudes. 

One uncommon story referred to Fred’s grandmother as the most important 

person in teaching him a form of machismo that was useful to him as a Chicano male.  

She taught Fred that he could use his masculinity to prove to himself, he could 

accomplish anything he wanted to accomplish. As Fred watched his grandmother manage

a successful business, he learned how she handled some of the business people. In 
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contrast, his uncles utilized a form of business dealings that were not ethical.  Fred’s texts 

suggest this  form of machismo is linked to using mental strategies in outsmarting people 

and not one tied to the physical (Mirande, 1997). Further, he thought machismo came 

from different places; specifically, uncles, brothers, fathers and other family members. 

Men learn machismo from other people, also.  By this, Fred meant that teachers in 

schools also have expectations of how one should act.  Teachers reinforce gender roles 

(Pinar et al., 1995; Thorne, 1995). 

Other respondents learned what machismo meant from their grandfathers, 

cousins, and other family members they were surrounding them.  Male family members 

of these participants observed machismo in a negative and/or positive manner depending 

on the particular context. An important outcome from this text falls within the  notion of 

varied masculinities (Connell, 1995, 2002), which can occur in different places and 

according to the context of the expressed machismo (Gutmann, 1996). 

Machismo and Mothers

In some instances, some of the participants did or did not experience machismo 

within the household.  In this research mothers and family females also played a role in 

the transmission of machismo.  Mothers were especially influential in reducing the 

regional machismo influences with their sons.  At the same time, this does not imply that 

the males in this study did not learn machismo from their surrounding environment. 

For example, Danny reflected on his upbringing without his father.  His father 

was not a pivotal figure in his life as he was growing up.  Therefore, he believes he didn’t 



195

see machismo within his family because his father was not around. More importantly, his 

mother did not emphasize machismo to the males in the family. 

Hector did view his father as machista.  As a result, he did not play a major role in 

his upbringing.  His father worked a lot, so his mother was responsible for raising him 

even though she also worked.  Other influences Hector experienced included his 

grandmother and aunts, as they were part of his life.  

In other cases, Henry stated how his moving taught him love and respect as a 

form of forming relationships with others.  His mother was a loving woman.  She made 

him stronger in a different way that kept him from becoming a machista.  Also, it allowed 

him to view people without regard to their gender and color. Marco’s mother would use 

others as examples. She would tell him “Look at so and so,” when some other male was 

acting good or bad exmaple.  His father was quick to back up his mother when she 

pointed out certain male behaviors and would add, “You don’t have to be macho to be the 

best man in the whole world because it won’t get you anywhere.” 

The mothers of these participants appear to fall within the historical notions of 

women being shy and secluded (Abalos, 2002; Gutierrez, 1991; Mirande, 1997). 

Moreover, a woman’s position, in this case, the mother’s, could be linked to a South 

Texas regional form of familism as well (Arreola, 2002; McLemore et al., 2001; Paredes, 

1993), which may also be linked to Catholicism’s role of the mother (Gutierrez, 1991).  

Machismo Interrupted

Some of the participants did not experience machismo in their families. Carlos did 

not see machismo in his uncles and aunts, but was it visible in his grandparents.  He 
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proposed that machismo may be more prevalent in the prior generations.  One 

characteristic of machismo is that the woman doesn’t work and is usually not allowed to 

continue her education.  The male is the sole provider and is also the person who deals 

with the public.  With this type of machismo, women are usually not allowed to continue 

their education.   Hector proposed that this type of machismo may be more prevalent in 

the prior generations, like his grandparents’.  Other participants were not aware of 

machismo because they did not experience it at home; this usually occurred when the 

mother was the sole parent. 

Those who did not understand machismo did not see it within their family 

dynamics. For example, Hector did not experience machismo within his family’s daily 

interactions; nor did his brothers display it.  Hector did not feel the pressure to act macho, 

even though he did try a few times to act a certain macho way as he experimented with 

his gender. Some of the boys at school urged him to talk to girls in a certain way that was 

reflected the surrounding macho norms. In spite of these social pressures, Hector did not 

have a compulsion to utilize machismo when interacting with women. Hector attributes 

this to being raised mainly by his mother and other females. 

In Marco’s case, his parents worked as a unit.  There was equality in the 

household; hence, neither his father nor his mother dominated the household.  There was 

communication between his parents, who agreed on many of the rules within the home, 

especially when it came to sanctions towards the children.  His parents never beat Marco 

or his siblings; instead, they talked to them when they did something wrong. 
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Connell (1995; 2002) has suggested a co-construction of masculinities.  In many 

ways the text appears to reveal how gender is constructed with those who surround the 

participants. So we can postulate, in these men’s voices, that the regional form of 

machismo was not conveyed via the immediate household.  Nonetheless, machismo was 

apparently learned through more compelling social discourse and interaction.  

Other Influences

In the prior examples, we have seen how machismo can be transmitted by 

influences and interactions that take place within the family, especially the parent(s). 

Some families are even instrumental in deterring the influences of machismo.  Therefore, 

we must ask how all the men were able to identify and understand machismo in daily 

interactions.  

Carlos makes a clear argument that machismo is expressed within the culture.  

Specifically, other males have allowed him to express machismo without setting any 

limitations to this male behavior. 

They have not put a limit or cap on that behavior. I think that is how it gets out of 
control and out of proportion. Everybody around him feels like that is the way he 
is, and everybody has to do what he wants, or else. I am talking about the family 
and close friends around that person, that individual. But I think that is how it 
escalates to being something that can get out of control. Maybe we all have some 
of the machismo in us, all of the males, the Latino males, Hispanic males, 
Mexican males or whatever you want to call us. We probably all have a little of 
that (machismo), but I think it just depends who were are with or who we hang 
out with or what the influences are that help us subdue that (machismo) from 
getting out of control. (Carlos, personal interview, February 25, 2005)

In short, Carlos believed we can avoid being influenced by machismo by hanging 

out with the right crowd.  By this, he means the crowd that is educated and has goals and 

expectations for the future.  Finally, Hector also addressed how machismo is manifested 



198

in different places. It can come from students, teachers, families and others who surround 

the person. 

Butler (1990) makes a valid point in arguing that gender is not solely transmitted 

by kinship. Instead, gender can lie in between the Western construction of binary sex 

roles and may be performed by those who do not fit into a traditional gender role of male 

or female (Butler, 1990). Thus, the text from the Chicano’s suggests that they do not 

necessarily take on a specific gender role, but can understand the nuanced masculine 

forms of machismo when expressed.  

Recognizing Machismo as a Cultural Form

The text above alluded to learning machismo via other means besides coming 

from the parents.  Interestingly, this does not negate that these men did not learn 

machismo from other interactions and observations. All of the participants understood the 

cultural form of machismo as it pertained to South Texas.  The text below reveals how 

they recognized and understood machismo as a form of masculinity. 

In the first interview, Marco returned to his friends in elementary school as they 

displayed machismo, made him aware of the differences in his own upbringing. The 

contrast was obvious to him as he watched his parents’ friends display machismo in front 

of Marco. Marcos felt more civilized than his friends, who would continue to act tough to 

show they were stronger males. He has run into these friends recently, and they are 

without a formal education.  They have continued to act as tough guys. He believed that 

his friends were not able to see the negative aspects of machismo; yet, all Latinos may 

have variations of machismo. 
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Pedro points out how the chulos and pachucos expressed a heightened state of 

machismo.  These tough guys usually picked on the other males when they would walk 

past them.  He is convinced that they acted this way because they were insecure, as in 

Valdez’s (1992) plays. He further points out that the culture does not allow for those 

males who are gay to express themselves. This expression of varied forms of masculinity 

is not allowed, including forms of dressing that are too feminine. Pedro referred to how 

those who dressed too preppy were often told that they were gay 

Another participant learned about machismo from his family members, especially 

from his brother as he interacted with his wife.  Bobby noticed how machismo was more 

pronounced in South Texas, versus in other parts of Texas. He also noticed machismo in 

his undergraduate classes, even though women appear to be the majority in them. The 

males in his classes would often intimidate the women by saying:

…How do you know? You are a girl.  Why do you want a criminal justice 
degree?  You should be getting a degree in home making or something that has to 
do with your gender.  You are a female, what are you going to be doing in the 
field? (Bobby, personal interview, May 16, 2005)

Bobby, moreover, noticed machismo in children in elementary school because the 

way these children expressed it was different from the way he was brought up.

Likewise, Carlos also noticed machismo at a young age, especially when he 

compared it to his own family situation. He did not experience machismo as a form that 

was controlling, demanding and, in general, negative, which was what he observed in 

other children and their parents. At the college, he also noticed machismo in the men in 

different forms. One particular male challenged everyone in the class so he could 

demonstrate what kind of knowledge hr had.  This male did not have much experience in 
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teaching, but talked as if he knew more than the other males. To Carlos, this is a form of 

machismo expressed in an academic setting. Other males in the class were able to 

recognize this masculine expression. Mirande (1997) makes note of the fact that 

machismo can be displayed in an academic setting. 

Another Chicano also believed that people in South Texas are aware of 

machismo. Danny has spoken about it with others. In most cases, women are aware of 

machismo because they often speak about various shades of masculinity. Danny also 

added how the school environment should be a place for sensitivity.  Women, he stated, 

are much better at understanding and sensitivity than most males. However, the current 

contradiction is that men continue to dominate the administration arena, whereas women 

are mostly teachers. Butler’s (1990) framework of varied expressive forms of gender, in 

this case machismo, are duly noted here in this participant’s text. 

There are also physical attributes to displaying machismo.  David noticed that 

some guys who acted tougher, walk with a swagger. Some of the males he observed were 

displayed their machismo in a physical manner, but they did not over do it.  

These two guys show up from the football field. One of them said, "You got to 
stop drawing these cartoons on my friend Mike". I said "Screw you". I said then,
“Put them up.” I remember thinking it kicked in (machismo). I said “All right,” I 
said "Prepare to feel the pain". I beat up both of them. As I look back, the reason I 
did that was that dormant machismo bubbled up. In fact, it happened more than 
one time. It was physical; I would physically prove it. And the way I would prove 
it was that machismo is to be stoic and walk into the face of danger and you will 
love it. (David, personal interview, March 4, 2005)

David felt comfortable using machismo in different situations.  This was true 

because he was in a community surrounded by other Hispanics. The cultural 

surroundings made it easier to display machismo without thinking about its implications.  
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The realization of his machismo came when he was out of his Hispanic environment. The 

physicality of gender expression is vital as an expression of machismo as well (Butler, 

1993; Connell, 1995; Gutmann, 1996; Mirande, 1997; Valdez, 1992). 

As David continued his narrative, he focused on his classes on-line and was able 

to identify with vestiges of machismo through on-line communications.  A few of the 

males would try to take control of the way the group assignment would take place. These 

males would try to direct the other males as to how the project would take shape.  David

was able to pick up on machismo based on the commitment of finishing their graduate 

degree. The machismo in graduate school made a male feel he was in control.  It was a 

special type of confidence, which is important when trying to accomplish something like 

graduate school. David pointed out that a man may not be truly confident, yet he has to 

fake it so others will not think he is weak. David’s observations were insightful as he 

reflected upon how machismo exists within a university setting.  In other words, 

machismo is alive and well in a setting that would not appear to foster and/or allow for 

machismo.  Because vestiges of machismo were observable, it can be suggested that 

machismo has been re-constructed in a different form (Butler, 1990; Connell, 1995, 

2002) within a different place and context (Anzaldua, 1999). 

Fred became aware of machismo when his father asked what he wanted to do with 

his life. This was the first time he stood up to his father when he told him he would do 

whatever it took to make it to the top.  When Fred was thinking about going to college, he 

was thinking about how machismo would be part of achieving his goals. His message 
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about stepping on people was used as a metaphor to do what it takes to reach his 

education goals.  

Fred speculated about how different forms of machismo were manifested in 

college. While in college he noticed variations of machismo. In one example, his friend 

had inner machismo and a cruder form of machismo.  This friend eventually gave up the 

cruder form of machismo because it was not productive for him.  He kept his inner 

machismo because this form of machismo aided him while in college. The cruder form of 

machismo was detrimental to his friend’s life, as it involved detrimental activities like 

drinking, running around with the wrong crowd, criminal activity, etc. Consequently, the 

inner machismo gave him the confidence he needed to finish his degree.  As Fred pointed 

out, he witnessed different forms of machismo according to the context—gender forms, 

such as machismo, appear to be in flux and in varied forms (Butler, 1990, 1993).

Hector’s experiences with machismo began in the 5th grade as he saw the boys 

play out their masculinity.  This observation is consistent with Thorne’s (1995) study of 

gender making.  The boys in elementary school would often call other people names and 

act as tough guys.  These tough boys were not tolerant of the other boys around them; 

especially those who dressed and spoke differently and were weaker.  

On a different note, one Chicano thought machismo is expressed differently 

according to class and education levels.  More specifically, Hector detailed machismo as 

a cultural form. 

I think everybody is aware of this idea of machismo or the role it plays in the 
culture. Yes, it exists in different forms—in different ways, in different people. 
Something that will continue to exist in society is that people are going to make 
fun of people because some guys are not as masculine as society says they should 
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be.  People still make fun of people because they are not playing a certain role 
that society expects them to play. (Hector, personal interview, March 16, 2005)

Henry recounts how he observed machismo while in public school.  He agreed 

that many of males were trying to demonstrate they were stronger than other males.  In a 

sense, they were trying to dominate others around them; these males were also trying to 

impress the girls. The males in school would often use machismo in a form that would 

involve physical force and intimidation towards other males. The girls were important in 

the use of machismo, as it was used to gather their attention. Henry was not aware of the 

cultural form of machismo, while he was in school.  However, he did notice that 

machismo escalated as he entered middle school and high school. Henry’s experiences 

parallel other studies that demonstrate clearly the display of masculine forms  (Foley, 

1990) in places like schools.   

Pedro elaborated on how he was able to perceive machismo much earlier in his 

life. He attributes this to being gay.  As a result, he was aware of his differences in 

relation to other males around him. He was often called a “mama’s boy” as he stayed 

close to his mother. He did not spend a lot of time with his father because of the job 

demands that involved traveling; he also clashed with his father at times. Pedro tried to 

acquire more masculine traits by observing other male figures so people would not 

suspect he was gay. Pedro’s brother suspected he was more feminine and would often 

pick on him, so their relationship was often strained. Pedro was marginalized at an early

age because of his homosexuality. He knew his gender expression was different as he 

observed other males and as others reflected his behavior as being different, or, 

specifically, not in line with the regional South Texas forms of masculinity. Pedro 
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suggests his own performance expressions led him to understand other forms of gender 

expression (Butler, 1990, 1993).  Equally important was Pedro’s ability to negotiate 

multiple systems with multiple forms of gender. 

The text implies that machismo exists in various forms and places.  All of the men 

understood and recognized machismo when they observed and/or experienced it first 

hand.  One possible answer to this phenomenon is to hypothesize machismo as a cultural 

form based on the data.  In other words, the men who did not experience machismo were 

able to recognize it based on behavioral signifiers, whether physical or verbal, expressed 

by the other males.  Accordingly, we can infer that a regional South Texas form of

machismo exists (Arreola, 2002; Limon, 1994, 1998; Paredes, 1993), which has allowed 

other males who are not exposed directly to machismo by their parents to see and 

experience machismo as it surrounds them. 

The Good and the Bad

Knowing that machismo does exist in a place like South Texas based on the

participants’ stories, we can further excavate the nuances of machismo.  Thus, we have

variations of machismo that were expressed as positive and negative forms.  The data 

provided the the emergent themes, yet they are also in line with Mirande’s (1997)

research on machismo—his participants also assigned negative and positive attributes to 

machismo. Again, scholars (Butler, 1990, 1993; Connell, 1995, 2002) have offered us a 

framework in which to understand gender variations and expression that are not located 

in a binary.  
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Positive Machismo

As previously stated, gender has different forms according to place and context.  

The multidimensionality of gender has produced text that refers to machismo as a 

positive cultural attribute.  Literature on machismo as a positive attribute appears to be 

non-existent.  Scholars such as Paredes (1966; 1993) and Limon (1994; 1998) mention 

machismo as an existing cultural form in South Texas (Arreola, 2002), while Mirande 

(Mirande, 1997) researches Latino mascuilinities.  They expose machismo as something 

that is part of the Mexican American culture.  Mirande (1997) does, however, come close 

to viewing machismo as something that could be favorable for Latinos. 

One of the participants quickly made his comments about machismo as a positive 

attribute. David experienced machismo as early as the elementary grade levels.  His 

perception was that he did not see machismo as a negative aspect of the culture. He 

always thought of machismo as a positive aspect of his culture. 

Accordingly, David stated how all of the males used machismo in a positive 

manner.  His father’s brothers became engineers and doctors solely by suffering and 

doing what it took to obtain their education. Statements such as, “burning the midnight

oil” and “Sometimes you have to suffer” were part of David’s family environment.  This 

type of machismo was applied to academics.  David’s routine while going to school 

included waking up early in the morning so he could do his homework.  His parents

believed the harder the course, the better; in other words, his parents believed hard work 

was good for making a man. This type of academic challenged enabled David to use 
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physical and emotional strength to gain the knowledge he needed. David explains how 

this way of thinking helped his parents move away from their old environment. 

David’s story became interesting as he described an incident that involved a 

broken collarbone.  He was playing outside during recess when he suddenly fell.  He did 

not feel the pain and decided to go to his class.  Once he was in class, the pain began to 

settle in.  He continued to do his work even though the pain was enormous.  He could 

barely move his pencil, and instead moved the paper so he could write. His father taught 

him how to use education as a tool for lifting himself out of poverty.  Thus, doing the 

school assignments was more than just doing the work; it was about progress. 

Another example of machismo used in a positive manner happened was when 

David was enrolled as an undergraduate.  Suddenly, his wife decided to divorce him in 

the middle of his undergraduate studies. This was hard for him because he needed the 

emotional support.  With three semesters to go, he was not about to quit.  It was a 

difficult period because he was working and trying to be a father, also.  He recounts how 

he would wake up in the morning feeling physical pain. The mental and physical pain 

would follow him to his classes. Instead of quitting, he decided to look deep down in his 

psyche to utilize his machismo.  David did not care if the process of obtaining his 

undergraduate degree killed him—he was going to obtain it.  This is the process that 

allowed David to successfully finish his undergraduate degree. To David, machismo is 

like a muscle.  Soon enough, machismo allows you to welcome the pain.  Machismo is a 

component of men that helps them get through difficult times—that is why it exists,

according to David. 
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On the same note, Fred was able to distinguish between the good and the bad in 

machismo.  He noticed how his cousins utilized machismo in a negative manner.  He saw 

himself as using machismo in a good way.  His cousin utilized machismo in a physical 

way, which involved fighting, whereas Fred applied machismo in a non-physical manner. 

Fred provided examples as to how a male could be stuck in a situation or be down 

and out. It could involve drug use, violence, doing well in class, or other problems a man 

might face.  

I think using it "el coraje"(courage) means having that strength come out of it,
even if it is not to be displayed outside.  Or it’s used help you gain determination 
and say "You know what, this what I am going to do because I need to do it."  
That is using it in a different sense. You use machismo without force, but to plan 
your action. (Fred, personal interview, March 18, 2005)

Machismo, according to Fred, could be a useful tool when he would find himself 

at a crossroads. A man can easily start to doubt himself in a difficult situation.  At a point 

like this, a man has to call upon his machismo, no matter what the outcome may be. 

Sometimes the decision may not be the right one, but the decision has to be made 

regardless of the outcome.  Hence, Fred elaborated that machismo plays a critical role 

when making decisions. 

In another instance, Fred had to confront his father about his career path.  Fred 

had to call upon his inner machismo so he could confidently tell his father what he 

wanted to study.  His parents had high career expectations for Fred; they wanted him to 

become a medical doctor. After much debate with himself, Fred talked to his father about 

his career change. Fred wanted to study computer science.  When Fred finally talked to 

his dad, he had the confidence necessary to tell him exactly what he wanted to study.  His 
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parents were disappointed.  The biggest revelation for Fred was that he made a huge 

decision on his own by tapping into his inner machismo.  Fred was also able to employ 

his inner machismo for his studies and job opportunities. 

Hector does not view machismo as a negative attribute, if it is used in a positive 

way.  Thus, he says machismo should be used only within the individual male and should 

not involve others.  In the college setting, a man doesn’t have to prove his masculinity to 

others.  Hector believes machismo can help a man understand the educational goals he is 

trying to achieve. For the most part, he saw many different forms of machismo when he 

was growing up.  For instance, his brothers believed in a form of machismo that was 

detrimental, even though attending college did fall within this form of machismo.  

Experiencing different forms of machismo made Henry realize that college was 

important.  He felt he was able to integrate a different form of machismo into his college 

studies.  

Moreover, Henry stipulated that machismo can be performed in a positive way.  

But a person has to know how to use it according to the setting one.  His brothers had a 

type of machismo that was geared toward working and having a family.  Henry saw 

machismo as a motivator to strive for the good things in life; this included obtaining an 

education so he could earn more money.  Machismo has given Henry the confidence to 

continue to study for his Master’s degree; studying for his advanced degree in turn

provided Henry more confidence.   Thus, Henry reminds us that machismo has different 

forms, according to where it is manifested.  He knows he has used a form of machismo 

that is respectful to those around him.  
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Juan was convinced early on about machismo’s powerful possibilities.  He was 

quick to defend a particular type of machismo that he uses when he is academically 

engaged.  He defines this as intellectual machismo (this concept will be explored later). 

This is a positive attribute, according to Juan, because it has made him the person he is 

today. He speculates that people tend to see machismo as negative, but he says the order 

of ingredients in what makes up machismo is what is important.  He made an analogy to a 

cake mix.  A cake can be mixed in the wrong order, which will produce a bad cake.  Juan 

tried to convey the different forms of machismo with this analogy.  

Machismo is the same way. We have machismo, but there are different types of 
machismo. Would I want my son to be a macho like his uncle? No. Would I mind 
if he was a macho like grandfather, my father or me? I would encourage that. A 
macho is being confident in your abilities as a man to do what you have to do in 
life. And you should do that without any reservation, without straying from the 
path you have chosen to take. (Juan, personal interview, February 25, 2005)

Lastly, he stated that young Latinos may be able to see machismo as a positive 

attribute.  This understanding would allow Latinos to feel proud of their cultural 

background.  In essence, as alluded to in the text, machismo can be utilized as a positive 

feature and not a negative one. Historically, macho traits, when viewed in a positive 

manner, have honor, integrity, respect, pride, courage and other notable characteristics 

mixed into them (Gutierrez, 1991; Mirande, 1997).  The data on positive machismo 

supposes that the use of this type of machismo could be constructive versus a form that is 

recognized as coarser in nature.
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Negative machismo

Machismo had some negative aspects associated with it.  Some of the men agreed 

that machismo has negative forms to it, whereas others saw it as a positive feature of 

masculinity.  The negative aspect of machismo is transparent in the voices of the men.  

For example, Bobby does not see machismo as helping him to achieve his school 

goals.  He believed he set goals to try to make that “A” in his classes.  This is not 

necessarily based on his manliness.  He only had to prove his success to himself and not 

to his masculinity.  Therefore, Bobby didn’t link his machismo to being successful in 

academia.  In general, he views machismo as a negative cultural feature.  He did give 

machismo some positive attributes.  If machismo is used for power and goals, then it 

could work in a positive manner.  But, Bobby reminds us that there is always a victim 

when machismo is utilized. For instance, 

If someone is using machismo, they are always going to be right; it is going to be 
positive for them. But for the other person(s) receiving it there is always going to 
be a negative side to it.  To me, my experience has always been negative. There is 
a negative in it for the other person receiving it. (Bobby, personal interview, May, 
16, 2005)

Also, Carlos has seen machismo expressed in public in a way, which reflects 

someone who does not have a culture, social skills and proper upbringing (Limon, 1986, 

1998; Mirande, 1997). Hence, he viewed it as a negative attribute.  He finds it difficult to 

find something positive in machismo. Carlos does not think he has to use it in any 

manner.  He has seen Latino males explode in public with machismo, which marks them 

as a typical Mexicano (Mexican).  Carlos has worked really hard to avoid having these 

type of conventional masculinities applied to him. 
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Anzaldua (1999) reflected upon her experiences in the Valley.  She expanded on 

the culture of South Texas as not accepting of her gender.  Her daily interactions in the 

Valley revealed conflict as she exposed in her writings a mostly a masculine culture that 

is not accepting of differences in gender expression and performance. A culture that is 

formulated on male and masculine control created oppressive environments, especially 

for those who express difference.  Her life was one in which she was always trying to 

find her position relative to a South Texas culture dominated by masculine beliefs.  Thus, 

a masculine form like machismo could have detrimental effects to others who express 

difference. 

Machismo, to Danny, is something associated with a man being the head of the 

household, being superior to the opposite sex, and supporting the family.  Those males 

who do not engage in machismo are often intimidated and humiliated because they don’t 

follow this norm. Danny examined a lot of these behaviors because of his gay gender.   

With this, Danny states that machismo has negative components to it. 

I think it is negative because I saw it at home, I saw it with my father and I saw it 
in schools and because I am gay. Maybe I am sensitive to the issues and females 
need to be seen equally as men, maybe not physically, but women have a lot to 
contribute. (Danny, personal interview, February 27, 2005)

Other men would often use machismo on Danny because of his gay orientation.

He noted that other males felt uneasy with his sexual orientation and demonstrated that 

they were manlier than he was. Moreover, he saw machismo displayed when the males 

would interact with their girlfriends. Danny does not think machismo should be 

employed by males to subordinate others;  Mirande’s (1997) study concurs with Danny’s 
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observations in terms of perceiving machismo as detrimental.  They feel that everyone 

should be treated the same, regardless of their sexual orientation and gender. 

Even though David realizes machismo has positive components, he is also aware 

of its negative features.  He knows it destroys a person’s self worth and confidence if 

used in a negative fashion towards others. David is now aware of how machismo could 

have sexist and other negative overtones.

The problem with machismo, David mentioned, is that it puts a type of pressure 

on a male to act a certain way and do certain things even though he may not want to act 

in that particular manner. There continue to be expectations of the Latino man to solely 

support the entire family.  David also reminded us that these norms are changing and that 

more men are helping with raising the family and household duties. 

Marco agreed that machismo has negative effects on people, especially when one 

is trying to reach for a goal. His experience has come from school administrators who 

have used machismo on him in order to have certain tasks done quickly.  Marco did not 

feel his administrators’ use of machismo to make employees finish a task was necessary.  

It has been difficult for Marco to take these kinds of masculine orders from other men 

because his father always gave him choices instead of orders. 

David and Marco did not like the pressures from machismo.  Yet, they realized it 

is hard to escape it because they are surrounded by it in an area such as South Texas 

(Arreola, 2002; Limon, 1998; Paredes, 1993).  In these two men’s texts, we can also 

detect some older notions of a Mexicano’s masculine behavior with respect to family 

responsibilities and work (Foley et al., 1988; Gutierrez, 1991; Montejano, 1987).
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Machismo as a negative form did not appear solely in these men’s voices.  

Research has tried to paint machismo as purely a negative cultural form (Mirande, 1997).  

Meanwhile, the text suggested that these men have come to believe machismo is not a 

good cultural trait.  Historically, Montejano (1987), Paredes (1993) and others (Acuna, 

2000; Arreola, 2002; Foley et al., 1988; Kearny & Knopp, 1991; Paredes, 1990; San 

Miguel, 1987) imply that Mexican Americans have been co-constructed with the Anglo 

American culture, whereby the Anglo culture has denigrated aspects of the Mexicano 

way of being and continues to persist in various forms as well in South Texas (Arreola, 

2002).  

Insulation

Insulation from cultural forms such as machismo was an important development

that emerged throughout the interviews.  In this particular context, insulation refers to 

groups, whether small or large, that acted as buffers to some of the participants who were 

not completely affected by various forms of machismo.  These stories reflected how some 

of the participants were able to negotiate aspects of machismo within the schools.  

Middle School Insulation

The first interviewee reflected on his friends, who were known as outcasts or 

nerds.  Carlos’ group consisted of about ten students during his public school experience.  

It was more like a type of insulation. It was more like a conscious effort to depart, 
to stay away, to not mix and match with it (machismo). I clung to or stuck to this 
group, or, if I can use the word, intellects. It was the smarter kids that I stuck to. 
This is a better bunch of kids and they think more like me. This was how I was 
able to avoid and not fall into thinking I need to go this other path or route (of 
being macho). (Carlos, personal interview, February 25, 2005)
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Carlos recounted how difficult it was to leave the barrio friends to be with his 

school friends. He continued to associate with his neighborhood friends, but maintained 

his core group that provided insulation. 

Other Chicanos used extracurricular activities, such as the band. Hector was able 

to make friends quickly while in band. The students in the band were instrumental in 

shaping Hector’s path to college. In his own words, 

Those friends I made in band were dedicated to their studies, and that kind of 
thing. I think that was what influenced me to do better in school. In 8th grade in 
school, I remember, thinking everyone signing up for college prep classes, pre-AP 
classes.  I could do well in those classes, and my friends (band group) encouraged
me. They said, "We are all going to be in it together," and so I said “Why not?”
(Hector, personal interview, March 16, 2005)

Hector made his core friends while in middle school. These friends continued to 

associate with each other throughout high school. He stated that all of them had 

something in common, which was band.  This pact of friends would often take classes 

together, go to the movies together, go to dances together, and participate in other 

activities inside and outside of school.  Hector’s association with his friends in various 

school programs contained valuable sources of social capital. Valenzuela (1999) teased 

out the profit from social capital in her high school study and found it is vital to success 

in schools. 

This group of friends evolved after Hector was accepted to the Gifted and 

Talented program (GT) while in middle school.  The GT program is basically an honors 

program for students.  Entry is based on a competitive process; Hector was admitted into 

this program based on doing well on the criteria set forth by the GT program. It was a 

different feeling for Hector, because he was now in a room with a bunch of smart kids.  
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He had to adjust because a majority of these students had already been cohorts since 

elementary school.  The GT program allowed Hector to make friends with students who 

wanted to go to college; in short, this program changed his life.  Most of his friends were 

girls.  He thinks it was easier for him to make friends with the females because they were 

more understanding and mature when compared to the males. 

The insulation from other groups was beneficial to Hector in many important 

ways.  Based on his interactions with students during middle school, Hector observed 

how students could be cruel to one another. For example, students he knew were careful 

not appear too smart because other students would make fun of them. This phenomenon 

was not limited to being smart only; being made fun of included many different other 

behaviors that were not always accepted by the majority of students. 

Marco also belonged to a GT group at his school. He had friends in the GT 

program, but he would not always hang out with them. Marco would often do his 

homework on his own. He maintained friendships with those who were not in the GT 

program. He was insulated to a certain extent because he was able to succeed 

academically. 

Pedro had a similar experience in middle school. He recalled when he started 

hanging out with smart kids.  The friends he made were in honors classes just like he 

was.  He had a hunch that these honors students were more accepting of people who were 

like him.  He made a distinction between the guys who were taking shop classes and 

those who were in the honors classes. He believed the guys in the shop classes would 

have kicked his ass if he were in those classes at the time.  The honors students were 
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mostly from middle class families and had learned to be more tolerant of differences.  In 

Pedro’s case, the honors students did not prejudge him based on his gay orientation. 

The text supposes a co-construction of identity as the participants engaged in a 

battle of not wanting to be subsumed by other masculine cultural forms.  “Identity is a 

concept that figuratively combines the intimate or personal world with the collective 

space of cultural forms and social relations” (Holland et al., 1998, p.5).  Yet, these stories 

imply a sense of agency as they negotiate the pressures from a cultural masculine form 

such as machismo (Holland et al., 1998). Further, the participants utilized aspects of the 

institution, e.g. honors, band, or advanced classes they were engaged in to subvert 

influences that would not have allowed them to follow a life path they thought was 

worthwhile.  Therefore, these stories reflect the curriculum as a helpful element to their 

negotiation and not as one which was unfriendly (see Apple, 1982; Bowles & Gintis, 

1976; Mclaren, 1989; Oakes, 1986; Pinar et al., 1995).

High School Insulation

Experiences in high school also included forms of insulation from forms of 

masculinity such as machismo.   The participants’ high school experiences were similar 

to their middle school experiences, with slight differences. High school continued to 

provide insulation for some of the participants.  Insulation was also crucial to the 

participants as they negotiated machismo. 

Bobby’s initial experiences in high school were filled with nervousness.  He tried 

to convey that he was okay going into high school, yet, at first, he was scared of being 

physically challenged in the high school.  He could no longer count on his best friend’s 
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brother to protect him.  To his surprise, the high school was much more relaxed when 

compared to his middle school. He believed that many of those tough macho guys from 

his neighborhood drifted away.  

Carlos continued into high school with the same group of honors students he had 

in middle school. He did not have too many problems.  He took college preparatory 

classes, which allowed him to excel academically. Generally, he made “A’s” and “B’s” 

throughout high school.  Also, he obtained perfect attendance throughout his high school 

years. His enjoyable moments were spent in the band and orchestra.  Carlos mentioned 

how the succession to college was a natural process because all of his friends were also

going.  Thus, his cohesion with the honors group was instrumental in his continuation 

into college. 

In addition, Carlos emphasized how he was not influenced by other norms 

because he was always with the same group of honors and band students.  He does 

elaborate as to why other Latinos males may not have continued with school.  Carlos 

noted that many of the males who did not want to continue in school probably observed 

their families as not needing an education to make it; they could jump from job to job to 

make ends meet. Carlos knew this type of male because he grew up with many of them in 

the barrio.  In a strange way, they did not pick on him because he knew how to talk to 

them in their language.  At the same time, he did not experience other males picking on 

him because he was insulated by the honors and band groups. This insulation allowed 

Carlos to carry his books without being intimidated or hassled by other males. 
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Meanwhile, Danny recounted how he was protected from macho bullies.  He was 

naïve in many ways because his grandparents sheltered him.  They empowered him in 

ways that allowed him to feel strong and secure in his individuality.  At the same time, 

his high school experiences involved some instances in which he was picked on.  Some 

of the males expressed their machismo to him as a way of demonstrating their 

superiority. When Danny was confronted by other males, his brothers would naturally 

show up.  Therefore, even if Danny’s gender leaned towards being less masculine, his 

brothers provided the necessary insulation he needed when he was questioned and 

confronted about his gender. 

Another participant, Hector, continued taking honors classes in high school.  He 

was also involved in other school activities, such as student council, class office, band, 

clubs and UIL.  For some reason, honors and band kids seemed to always be heading 

towards the same goals.  Yet, machismo was still alive and well outside of these groups.  

He did not see much of machismo in his honors classes. All of the males in his honors

classes all thought alike and had the same ambitions of going to college.  Hector noticed 

machismo was more pronounced in students who were recent immigrants from Mexico.  

Most of the recent immigrant kids would stand on the wall with one leg up to show others 

who passed by them that they were tough guys.  When Hector and his friends would pass 

by this wall, theses tough guys would call them prep and joto (queer).  These incidents

did not affect Hector and his friends because they felt secure with each other. “I think that 

they provided some protection because we had the same characteristics and it was not 
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something bad to be smart and be involved in stuff” (Hector, personal interview, March 

16, 2005).

Again, it is evident from the text that qualities of insulation evolved with the 

forms of social capital manifested throughout these stories (Valenzuela, 1999).  At the 

same time, some of the Chicanos relied on a curriculum that allowed for protection from 

the overarching masculine forms of machismo, whereas one participant had familial 

support from his brother.  In an apparent contradiction, these men found the curriculum 

helpful as a buffer from masculine cultural influences. Scholars have reported on  ways 

the curriculum reproduces inequities (see Apple, 1982; Bowles & Gintis, 1976; Mclaren, 

1989; Oakes, 1986; Pinar et al., 1995); their are also hidden components in a curriculum 

(Mclaren, 1989).  A possible answer to this is the curriculum coupled with a developed 

form of agency in precluding cultural influences such as machismo (Holland et al., 1998). 

College Machismo

Machismo:  Undergraduate School

The undergraduate experiences for the participants reflected a number of varied 

macho forms recognized in differing circumstances—some personal and others in the 

classroom. Indeed forms of machismo were expressed and found as significant when 

compared to graduate school experiences. Consequently, machismo was observed.  The 

men were aware of machismo when it was manifested in the college setting.  

As one of the males narrated his undergraduate days, he saw more machismo 

characteristics expressed in the Valley than in other places in Texas.  Bobby thought it 

was based on the majority of Hispanics in the Valley.  In his classes he did not see 
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machismo expressed often, but he did observe how some of the males would tell the girls 

to present when the assignment required a presentation. 

Bobby heard comments from some of the males in his undergraduate classes.  

Specifically, some of the men in his criminal justice classes would make comments to the 

girls as to why they wanted to be in the criminal justice field.  Most of the men made 

comments to women concerning their career choices as peace officers. 

The guys would say "How do you know? You are a girl.  Why do you want a 
criminal justice degree? You should be getting a degree in home making or 
something that has to do with your gender.  You are a female; what are you going 
to be doing in the field? Guys are the ones that need to be protected, not the girls. 
This is for men, not females that are going to be crying there.”  I would see this in 
those classes. I saw more machismo here at UT-Brownsville than in Austin.  
(Bobby, personal interview, May 16, 2005)

One Chicano’s toughest time came as he studied for his undergraduate degree.  

David recalled how his wife left him during those crucial days.  He had a tremendous 

amount of pain during this separation.  During these trying moments he had to reach deep 

down into his machismo so he could continue his studies.  David found a form of 

machismo that was used in a manner that allowed him to be successful.  

Yes, to the point I said, “Bring it on.” Whatever pain there is, give me more, this 
(pain) is my friend. I know it (pain) very well, and at the point where I was. I 
didn’t care, bring me more, bring me more, even to the point where "You know 
what, I will go into to a bar and start a fight.  I can do it and beware whoever 
messes with me;” that type of attitude. (David, personal interview, March 4, 2005)

David continued using this particular form of machismo for approximately three 

years.  With time, the machismo became a welcoming product for him.  It was an 

awakening for David as his machismo was activated for academic purposes. 
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Likewise, Fred evoked machismo for the purposes of college. He gave it the term 

inner machismo.  Physically, he is a big man.  His size may be intimidating to others, yet 

he is not known to be physically aggressive.  Thus, he does not use a physical form of 

machismo.  

Moreover, Fred observed a male who had been in prison for killing someone. This 

ex-convict was trying to turn his life around after his term in prison.  Fred could see 

vestiges of this man’s old masculine ways of doing things. In other words, this guy had a 

hardened form of machismo that was crucial in his life as a gangster and drug dealer. 

Another person who was Fred’s friend during his undergraduate days had both types of 

machismo—inner and crude.  At one point of his life, the cruder form of machismo, 

which utilized physical means, was his primary form of machismo. Later, this changed as 

Fred’s friend decided to go back to college and took on the responsibilities of a wife and 

child.  His friend transformed his cruder form of machismo into one that utilized inner 

machismo; inner machismo, according to Fred, consists of an inner mental strength. The 

transition for his friend was not easy because he had to let go of his friends who 

continued to remain within the cruder forms of machismo.  Fred had an interesting 

insight when he stated that almost all the males have some type of machismo whether 

they realize it or not; those who are aware of machismo are capable of using different 

forms in different places. 

Hector explained that some of the males he knew went to college to obtain a 

degree so they could provide for a family, find a good job, and have their wives stay at 

home. As a result, obtaining a degree was instrumental in complementing their 
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masculinity.  These males redefined their machismo to include a college degree so they 

could continue to be the providers of the family (Foley et al., 1988; Gutierrez, 1991). 

Juan relied on a term he called intellectual and academic machismo. His story is 

interesting because he began as a bus driver in the Valley.  He spent some time as a bus 

driver and as a teacher assistant. One year he was assigned a teacher he did not like.  Juan 

decided to quite his job and go back to college.  He lacked 67 hours to finish his 

undergraduate degree. After taking a few classes, Juan tapped into his academic 

machismo.  It took him only a year after quitting his job to complete his undergraduate 

degree. 

As I became successful in my classes people, again, would turn to me as they had 
in high school. So I fed off all of that. All of that praise: “How did you this, how 
did you do that, how did you write this, how did you write that?” And that fed my 
ego—that is what machismo is all about, isn't it? Feeding your ego? It fed my 
sense of self esteem. (Juan, personal interview, February 25, 2005)

The additional participants were not sure whether they experienced machismo 

during their undergraduate years.  On the whole, they stated that it probably existed, but 

they were not cognizant of it at the time. Others explained it was less recognizable 

because those who did have a cruder form of machismo did not enter college.  

We did not see it so much. We did not see it so much in college. We did not see 
these guys (chulos) hanging out on the wall and stuff like that. You did not see it. 
You don't see chulos in college anymore. They were not going to go to college. 
These types of guys worked in the shop, construction site—that is what I thought 
at the time. It is different the way it all plays out now. (Pedro, personal interview, 
February 6, 2005)

As the stories indicated, machismo was observed in various circumstances while 

in undergraduate school.  The recognition of machismo may have been difficult for some 

of the men because machismo has taken a different form; a form, as the stories indicated, 
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that is much more subtle and, at times, transparent to those submerged in a cultural 

context such as South Texas (Arreola, 2002), yet recognizable when manifested.  Shades 

of gender expression (Butler, 1990) presume to take place in higher education.  In an 

apparent twist of agency (Holland et al., 1998), a couple of the participants learned a way 

to utilize machismo to their advantage.  One participant named his particular use of 

machismo as intellectual and/or academic in nature, whereas another participant used his 

machismo to succeed in school when he was at a low point.  It could also be argued, as 

Connell (1995) does, that forms of masculinity—in this case machismo—can be 

destructive. Nonetheless, the practice of machismo in some of the men apparently 

provided positive outcomes. In general, the data inferred that machismo was recognized, 

in one form or another, by most of the participants during their undergraduate studies.

Machismo:  Graduate School

Different shades of machismo were apparent in graduate school.  Even though 

machismo was not in the form we may be accustomed to, it existed in various forms.  As 

the participants wove their stories about machismo, its manifestation became more 

apparent in graduate school when compared to their undergraduate years. The graduate 

school text alluded to a more sophisticated use and understanding of machismo. 

One of participants provided a contradiction by stating machismo is not 

something necessarily learned in the home. Bobby believed it is something people learn 

while growing up in their surrounding culture. Most males are capable of recognizing 

machismo and, therefore, should be able to control it.  Bobby made it clear that it is part 
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of the Latino culture. These observations reflect arguments similar to Paredes (1966; 

1993), Limon (1994; 1998) and Arreola (2002) about the South Texas culture. 

Bobby admitted that he is able to identify machismo.  There are various tones of 

voice and body language that are clear indicators of when machismo is utilized (Connell, 

1987, 1995).  Specifically, Bobby has seen it in his counseling graduate classes.  When 

asked to gather in groups for a project, he saw this type of scenario play out:

We get in groups and discuss this situation and I remember one situation where 
one person (guy) is making machismo remarks. For example, we are talking about 
a situation where there is a spouse involved or a wife. He would say "Naw that 
lady, she should be in the kitchen making tortillas and taking care of her 
husband." The girls would say, "He is typical Mexicano". He would say "No, I am 
serious." He would say it jokingly, but then he gets into it. He would say, "Well, 
that was how we were brought up." What makes you think times are not 
changing? He would then get into it with a passion. These kinds of situations I 
would see. I would see them come out.  (Bobby, personal interview, May 16, 
2005)

Other comments from his graduate classes included those about women.  Many of 

the men did not want women in their groups because some women were not allowed to 

meet for a class assignment if men were in the group; husbands were often jealous of the 

men.   This kind of talk mirrors much of Casares’ (2003) fictional male characters from 

his book Brownsville Stories.  The book centers predominantly around Chicanos as they 

interacted relationally with others in everyday experiences, notably the interactions with

women, which illustrated a co-construction in the making. 

Another example Bobby provided was the way women in his graduate classes 

were talked about machismo. Women talked about how another female friend of theirs 

should not be with a particular man because he held onto an older type of machismo.  

Bobby made an interesting prediction about the climbing divorce rate among the Mexican 
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American women in the Valley.  He further communicated that women are advocating 

for each other when it comes to tolerating a male partner’s machismo.  The women in the 

Valley are starting to come to a clearer understanding of the power(s) machismo carries 

with it, which uncovers the power and control men have.  Chicana women have 

apparently become expressive about their knowledge about Chicano masculinity—at 

least enough for the men to hear about it.  Women of color (Collins, 2000; hooks, 1989, 

2004) espouse a form of feminism that is different from white middle class women, while 

Zinn and Dill (1996) elaborate on a form of feminism that is multiracial and truly 

inclusive of all women. Chicana women also have their form of feminism as expressed 

above (Anzaldua, 1999; Arredondo, 2003).  More important as deduced by the voices, is 

the relational process expressed between the men and women. 

Bobby definitely has seen an increase in machismo during his graduate studies.  

He did not see it as much, or at least it was not manifested, during his undergraduate 

studies.  He continued to explain that some type of power struggle occurred in the 

graduate school environment.  Most males felt they had to regain some type of power in 

the classroom, based on feeling insecure about who they were.  Power is crucial here as it 

is often aligned with masculinity (Connell, 1987, 1995);  in this case a form of Chicano 

power located in shades of machismo in contrast to Connell’s hegemonic masculinity 

power structure. The classroom competition apparently set the stage for males 

demonstrate to other students that they were capable. 

Some males are cockier than others. They think they know it all.  Let's say, like,
someone is trying to share a personal experience or his prior knowledge and this 
person (other male) knocks him down. “I am better than you are,” for example. 
(Carlos, personal interview, February 25, 2005)
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Carlos described the machismo of a male teacher in one of his graduate classes. 

This person only had three years of teaching experience, but talked about the curriculum 

as he knew everything about it.  He did not like to be corrected.  He would negate 

anything someone said in the class.  This male had to have the last word when involved 

in a discussion in the class.  Carlos thought these struggles were about power (Connell, 

1987, 1995); in other words, they were about male superiority.    He suggested that the 

men who expressed their machismo in the classroom were men who were not allowed to 

express their machismo at home and in other environments. 

Carlos illustrated cyclical manifestations of machismo throughout his schooling.  

For example, he stated, that in elementary school he was not able to notice machismo.  

As he progressed into middle school, he became more aware of machismo. While in high 

school, he was highly aware of it.  In his undergraduate days, Carlos was aware of 

machismo, but rarely saw it expressed.  Meanwhile, in his graduate school classes, 

machismo reappeared and was expressed.  Carlos stressed how many of the men are not 

aware of various forms of machismo when they are expressing it.  Graduate students do 

notice machismo when a male is expressing it in the class, according to Carlos’ 

interactions in graduate school. 

In addition, Carlos noted, while in graduate school, some males who would not 

invite him into their groups when projects were assigned. It was difficult for him to 

connect with the stereotypical males in his classes who spoke a certain way and carried 

themselves in a more masculine manner.  In one illustration, Carlos described how two 

males needed a partner for a project, but did not ask him. These other men spoke about 
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drinking and going to clubs most of the time.  Carlos deduced that his gender expression 

is not as masculine as his male colleagues; therefore he is often excluded from the male 

groups.  The regional cultural discourse is suggestive of these types of gender interactions 

as they seep into institutions; postulated as a gender regime—institutions and social 

structures reproduce gender (Connell, 2002).   

Another graduate student also witnessed machismo in his classes.  David, in one 

of his on-line classes, observed machismo in process. On-line gender expression  has 

been researched (Herring, 2000, 2001) and it has been demonstrated that gender is 

expressed in various electronic forms. Moreover, most of the males in his on-line classes 

were from the border area and some were immigrants.  Through electronic messaging, 

David was able to recognize various shades of machismo.  There was one particular 

occurrence David spoke about when it came to displaying machismo on-line.  One guy 

was communicating in a rough way to the members in the group.  

It is that I could sense his urgency. He was being tough. He was doing whatever 
he had to do to reach his goal. We were in a group project and he was telling us. 
“This is the way you are going to do it, this is the way it is going to get done, this 
is the way I made this far, therefore, this is the way you will do it." (David, 
personal interview, March 4, 2005)

Machismo, to David in graduate school, was meant to be about power and 

confidence; the confidence to face everything, even when things are falling apart.  Other 

students faced the same situations according to David. To Connell (1987; 1995), power is 

mixed in with masculinity and was observed by David via electronic communication:

And the thing is, they way they expressed themselves it is not like they are trying 
to prove anything. That is the way they are. I recognized it. Even in the text 
(email, electronic exchanges) I can see where their hearts lie. It comes across in 
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the way they stated their intentions.  It is about overcoming. They are trying to 
overcome to meet their objectives. (David, personal interview, March 4, 2005)

In essence, male students who were using machismo utilized it to reach their 

academic goals. Machismo is in a unique form in David’s story because it is conveyed 

on-line.  This shade of machismo was in a unique state because of its on-line expression 

and could be supported by Connell’s (1995; 2002) and Butler’s (1990; 1993)

frameworks.  Consequently, Connell and Butler remind us that gender is not static and is

difficult to reify based on one form of gender expression.   

In a similar fashion, Fred also had some on-line experiences with graduate 

students. When the men were grouped together, he was able to sense that some of the 

men were overly confident. Fred wrote “bull-crap” on-line.  His on-line opinions 

extended a type of confidence that which the other students had to listen.  The confidence 

Fred recognized implies a historical form of machismo tied into confidence as discussed 

by Mirande (1997) and Gutierrez (1991).

I one time wrote my response and this guy wrote back and he said, "You are 
completely wrong." He gave me this whole 3-winded paragraph why I was so 
wrong and why he was so correct. Just the entire paragraph came off, saying to 
me, you know what, "I am saying you are wrong and you are going to accept what 
I am saying, you are going to say that I am right and you are wrong." Of course it 
only took a few extra lines of a reply from me, a short reply, to say, "These are 
your flaws and I am right." I think I found more of my natural machismo that 
comes out when I write, when I express myself in writing. (Fred, personal 
interview, February 5, 2005)

Fred referred to this type of masculinity academic machismo. This type of 

machismo allows a man to be confident in his academic setting (Mirande, 1997).  In other 

words, a man has what it takes to prove he is smart by using the knowledge he has 

gained.  Conversely, a cruder version of machismo allows a man to express his machismo 
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that is backed up in a physical manner. “I have developed more of an academic 

machismo now that I have the right medium to really display that academic machismo.  I 

found it easier to be confident in my answers, be more expressive” (Personal interview, 

Fred, 2005).

Hector was aware of machismo during his graduate studies also. He knew he was 

expected to play this role sometimes, albeit, he did not feel he had to play the machismo 

role completely.  Hector definitely witnessed an increase in machismo when he was in 

graduate school in a form of aggressiveness; this type of machismo was not a cruder 

form, which may involve using physical aggression.  Hector was insightful as to his 

gender role in terms of machismo. He was in the process of addressing, while at the same 

time answering to his environment (Holland et al., 1998);  which was essential to his 

identity construction in graduate school as he gave meaning to those symbols around him. 

One of the most common expressions men would make in graduate school was 

that about women.  The men in graduate school did not want to be outdone by the women 

in the program. The men were worried about women making better grades and 

outperforming them in general. Hector’s voice expresses a relational process and a co-

construction with the females in their graduate classes (Connell, 1995).  

Another Chicano student remembered machismo in his graduate classes as a form 

of competition.  Henry was intent on aspiring for more. There was more competition in 

the graduate classes because they were going to lead to a higher position and money 

somewhere in a school district.  The pressure, of course, also came from the women 

competing against the males.  Men felt pressured to make more money and strive for 
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more than the women. In one instance, Hector spoke about his friend, who was 

compelled to go back to graduate school because his wife was making more money than 

he was. His friend’s image was in jeopardy, and he went back to school so he would not 

be left behind. 

Henry noticed most of the men who had group assignments would try to compete 

against each other. There was always a male trying to take control of the group. If 

someone came up with an idea, another male would state that his idea was better.  This 

occurred often within the groups as they formed in the classes. Henry also noticed that 

there were more girls in his classes.  The men had to stick together to prove to the class 

that they could be successful.  

Juan described how he used, as he named it, intellectual machismo.  This 

machismo was essential for Juan to succeed in his undergraduate and graduate classes. 

In my career, in my schooling, it allowed me to be successful. Again, like I said, I 
don't want to be the dumbest guy in the group, I don't want to be the dumbest 
person in the room. And when you push yourself, then you are pushing yourself to 
the front of the group. And it is just natural.  Who is going to follow a weenie or 
wimp, when you are pushing yourself to the front of the group? You had better be 
ready to lead that group. And in the realm that I work in and live in, it is 
intelligence that pushes you to the front of the group. (Juan, personal interview, 
February 25, 2005)

Juan chose to go to graduate school so he could reach the top.  He wanted to strive 

for the best and education provided a step towards reaching his goal. Education is an 

important feature for Juan as it allowed him to demonstrate he was a wise leader.  If

accepted to a doctoral program, he would utilize his intellectual machismo.  Juan’s 

conceptual understanding of machismo takes us back to Mirande’s (1997) formulation of 
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how Latino masculinity is understood in academia in a form that is tied to knowledge 

expression and not so much a physical form.

An interesting story involved intellectual machismo. This took place inside one of 

Juan’s graduate classes, where Juan was challenged by another male.  This male 

interrupted another male suddenly so he could disagree with Juan.  Juan let this go for the 

time being, but later, he studied up on that particular topic.  A few classes later, he 

confronted the male in a debate about the topic they had discussed previously.  Juan 

invalidated every point his opponent had made last time, to the point where the other 

student had nothing to say. Juan pointed out that this student was physically capable of

hurting him, but not intellectually.  Juan has noticed that two other males in his class 

utilized intellectual machismo even though they were homosexual; he respected their 

intellectual machismo, but not so much their gender orientation. 

Another illustration of masculinity was recounted by Marco as he detailed how he 

had to use a form a machismo in his graduate classes.  A science specialist in his class 

told him how to approach a certain lesson.  Marco rebutted his approach by citing 

research.  

You know, this is a science specialist for the district and he is giving me the 
wrong approach on a theory that was involved. I told him that this is not how I 
perceive it, and I cited research. It was during a lecture I was giving to the class 
(graduate class) and I opened the class to questions.  He asked me why I was 
giving that information and said he perceived it a certain way. I told him that this 
is the correct way scientists have viewed it, and here are the scientific findings. I 
want to think that he was trying me out to see if I was knowledgeable in my 
content area.  (Marco, personal interview, February 26, 2005)

Marco was confronted with a form of machismo by another graduate student.  At 

the same time, he was able to defend himself by using his academic masculinity coupled 
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with research.  Marco’s observations are closely aligned with Juan’s notion of academic 

machismo.  Again, a varied form of machismo is evidenced in Marco’s voice. 

Other masculine confrontations continued to occur within Marco’s graduate 

classes.  In particular, he was often told to role play, in group activities, as a child 

character by the other males.  He speculated that this is part of machismo because he is a 

young teacher, subordinated by other, males who don’t want to engage in any perceived 

feminine roles. This also occurred in seating arrangements in his classes.  Most of the 

males sat together, whereas the women sat apart.  Thus, divisions occurred within the 

classes themselves. Marco often sat in the middle of the classroom.  Most of the males in 

the class resisted group assignments that were mixed based on sex when assigned by the 

professor.  They quickly returned to the group males they knew.  In this distinctive 

example, Marco is basically treated as a female because of his masculinity—perceived as 

feminine—does not come forth as a type that is in line with the existing machismo.  We 

can speculate that in a different context and place, Marco’s masculinity would be totally 

acceptable.  Instead, he is shunned by a masculinity, as he revealed, closely tied to the 

region of South Texas (Arreola, 2002; Limon, 1994, 1998; Paredes, 1966, 1993).

As Pedro summoned his local university experiences, he narrated features of 

machismo in different males while in graduate school.  Specifically, one male he knew 

would talk in a certain way, in a more Tex-Mex fashion. He used words such as vato

(dude) and nombre se (no way, man) as a form of masculine expression (Limon, 1986, 

1998).  Also, he used a non-aggressive style of machismo, which was not intimidating.  

Pedro emphasized that he probably would not have had a friend like this in high school.  
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He added that he has become much more tolerant of others with time.  Most importantly,

his friend has also changed as he has gone to college and had a family.  Yet, Pedro still 

sensed some of his friend’s past machismo by his body language, gestures and form of 

talk.  His friend had many contradictory moments according to Pedro. In one instance, his 

friend commented on how he liked Pedro’s long hair, and put his arm on Pedro’s 

shoulder.  Pedro was confused by his gestures and told his friend he was freaking him 

out.  In an apparent quick turn, his friend told Pedro es joto o que (are you fag, or what?).  

Moreover, his friend was insecure about his masculinity, so his quick return to machismo 

provided security; a type of overcompensation of his masculinity. 

Pedro’s words provided a host of interpretations.  First, the use of language as a 

form of masculine expression approximates Limon’s (1986) thesis of ritual insults.  

Using insulting words provides a bridge for men to communicate; to put it differently, 

Pedro’s friend conveyed he is a true, tough male and not feminine. Gestures and body 

language continued to play a role for Pedro’s friend in the narrative as he conveyed male 

posturing—once again, to remind others, consciously or unconsciously, that he is manly.  

Later, the passages pointed out how Pedro’s friend became a little too friendly towards 

Pedro by touching him and commenting on his hair.  Once Pedro made a remark about 

his friend’s behavior, implying he was venturing into a different gender role, his friend 

quickly reverted to his insults to reaffirm that his masculinity was intact.  The passage 

above is an exemplar because it provides insight into rapidly changing gender expression 

that goes from masculine, less masculine, and back to masculine (Butler, 1990, 1993; 

Connell, 1995; Gutmann, 1996).
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CHAPTER VII:  SUMMARY AND IMPLICATIONS FOR SOCIETY 

AND SCHOOLS

My Personal Voice

I was inspired on the topic of masculinities because of my own negotiation of my 

Chicano masculinity and identity.  At an early age, I attended the University of Texas at 

Austin to study at the business school.  At this impressionable age, I was struck as to how 

different I was in relation to my surroundings in Austin, Texas.  I finally realized that my 

culture was different from the dominant culture.  Hence, I had to negotiate my identity 

and masculinity with one that was more aligned to the dominant culture, while trying to 

keep my postcolonial self intact.  I was not aware as to why I did that at the time, 

however, it is clear now.  My own experiences as a Chicano male have inspired me to 

find out why I have been able to negotiate a system not entirely friendly to people of 

color.  

As I started this research, I was not completely sure what kind of findings would 

evolve from these men’s stories.  Growing up in South Texas allowed me the privilege of 

knowing the culture simply by being immersed in it and not by proxy, as others have had 

to do.  As a result, I was able to utilize a unique status in understanding the voices of the 

men present in my study.  Even so, I did not anticipate some of the results.  

After some of the themes began to emerge, I shared them with some friends and 

family from South Texas.  These friends and family members had the same experiences I 

had—i.e., similar cultural experiences in South Texas.  They were surprised as well to 

hear that forms of masculinity like machismo had different forms in different places.  For 



235

example, to know that machismo existed in places like higher education was a surprise 

because many of us, as well as myself, believed machismo only existed in archaic forms.  

Yet, the data suggested forms of masculinities specific to South Texas were viable gender 

expressions located in many places, and were subtle when manifested.  

The data has been important in understanding my life as a Chicano.  It has 

answered many of the questions I have had about my own life experiences and 

upbringing.  For instance, I have a clearer understanding of how older forms of machismo 

were part of the males I interacted with while growing up.  In other words, some of my 

relatives expressed harsher forms of machismo that could be linked to class differences.  

Class differences linked with varied forms of masculine expression could be a topic that 

could be further explored.  In any case, forms of machismo were present in graduate 

school in configurations not all people could recognize. Again, this was an interesting 

development because the people from South Texas may be too immersed in a regional 

location, which makes it difficult to observe subtleties of distinct cultural expressions; 

simply, what is seen as different may be the norm in a place like South Texas.  

Finally, this process has become part of my own journey.  I have learned a 

tremendous amount about what it means to be Chicano as I traverse through the Ph.D.

program with familiar forms of negotiation techniques I have used elsewhere. In brief, I 

have found myself in a parallel situation to the men I interviewed:  Negotiating our 

masculinities and identities in educational institutions. This research has revealed to me 

that I have much more to learn about my own culture as well.  At the same time, research 

is sorely lacking in a region such like South Texas.  
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Summary

U.S. demographic data continues to provide us with convincing population 

statistics which reveals that Latinos will be entering our educational systems (Latino 

population counts: 1990-2000, 2004; Murdock et al., 2003; U.S. Census, 2000; Valencia, 

2002).  Research has also produced results about school systems as not fair and equitable 

as they serve students of color and in particular, in this case, Latinos (Valencia, 1991, 

2002; Valenzuela, 1999).  Even though as a Chicano, I strive for equality amongst all 

people of color, the focus of this research pertained to Mexican Americans located in the 

southern region of Texas or, more precisely, South Texas.  As other themes have also 

emerged, the greatest so far has been the issue of masculinity among the participants of 

this study. 

The question about masculinity may not be clear to some as they enter a region 

such as South Texas.  In other words, one may not notice forms of Othering in a place 

like the Rio Grande Valley.  Yet there are a host of research issues that have not been 

tapped.  Othering appears to occur as the Chicano culture intermingles with the dominant 

culture as inferred by Paredes (1993) and Limon (1998) and, of course others (Foley et 

al., 1988; Menchaca, 2001; Montejano, 1987; Ross, 1978), suggested a regional South 

Texas culture.  Reviewing the literature as it pertains to South Texas, even though sparse, 

is valuable in providing a historical understanding (discourse) as to why some cultural 

forms continue to exist in varied states.  Likewise, capturing something like masculinity 

can appear to be elusive.  However, Connell (1995) has been instrumental demonstrating 

that a life history approach provides an overwhelming amount of text as men reflect on 
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their lives.  It is not surprising that the voices of people can open avenues of how and 

why their lives have intersected with not only the discourse that surrounds them, but also 

how gender is expressed in the everyday lived experience.  Life history, at this point, was 

not an intrusive methodology to the participants who volunteered for this study; thus, it 

was a methodology that could make research accessible in a place such as South Texas.  

The research from this study implies that some cultural boundaries do exist, agreeing 

with those scholars citied earlier whose literature infers a culture unique to the south 

Texas region.  Generally speaking, the South Texas region could benefit from 

ethnographic studies from those who are indigenous to the area, as they will be 

considered insider-outsiders.  As the Latino population continues to swell, we will behold 

new cultural forms being expressed without truly understanding their manifestation.  This

could lead to cultural misunderstandings as this population continues to converge with 

the dominant culture; a simple reading of the newspapers reveals how difference is often 

misunderstood by both Anglo and Latinos. Consequently, research, such as this one, can 

give insight to one aspect of difference as it pertains to Chicano masculinity, and how this 

difference is negotiated and expressed in different places and according to context.   

Hopefully, understanding difference will lead to a greater propensity to tolerate one’s 

own and other’s worldview and culture.  

Frameworks such as Latino Critical Theory, feminist thought and understanding, 

the South Texas context, and a macro-micro analysis of understanding the discourse from

which these men participate were all insightful conceptual frames that allowed for a 

deeper interpretation of their voices.  Moreover, my predication is that feminist theory 
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will be much more useful in years to come because of its flexibility in researching people 

who may be on the margins with limited voices such as Chicano men and women, who 

were on the margins. Feminist theoretical understandings have allowed me to interpret 

this data with a clearer positionality relative to the male participants; that is, to take a 

position that is not completely male oriented in nature and, thus, provide analyses that 

would not be as critical without feminist theoretical underpinnings.  Men researching 

men can easily create myopia because men may be reluctant to furnish critical and truly 

insightful inquiries about male gender expression.  

The purpose of this chapter is to pinpoint some of the major findings that emerged 

within these narratives.  The narratives from the participants reflected, through the men’s 

voices, how gender is alive and well in public schools and, surprisingly, inside colleges 

themselves. As the summary of the findings is reviewed, an interesting evolution of how 

gender is expressed comes to form.  The implications of these findings were also probed.  

Research Findings

Curriculum as Safe Places

Social capital was detected in the narratives.  Most of those who took advantage 

of the capital around them were those who had a higher class ranking and/or those who 

were in specific groups, such as Gifted and Talented, band, honors and other groups.  

These specific groups were essential in providing insight as to what type of curriculum 

was beneficial for entering college. Valenzuela (1999) examined social capital as an 

informal means of learning of the school system that surrounds students. Yet, in an 

apparent contradiction to some of the research that examined the curriculum as a divisive 
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educational apparatus (e.g., Apple, 1982; Bowles & Gintis, 1976; Pinar et al., 1995),

some of the men affirmed that it provided a type of safe place from various masculine 

forms.

The formative years provided an institutional place in which students became 

aware of their identity.  During the formative school years, most of the men generally 

recalled difficulties in adjusting to a school environment, while others had difficulties 

with learning the English language; in the early years, the curriculum was not friendly to 

Spanish speakers.  A school intersects with different social structures, such as gender 

making, race, class and other elements children face at a young age (Connell, 2000; 

Thorne, 1995).  Thus, it is not surprising to see the text manifest difficulties in adjustment 

to the school environment in the early years.  

Middle school interviewees detailed how a type of curriculum insulation protected 

them from certain forms of masculinity. Some of the men, at a young age, negotiated 

their masculinity by becoming part of specific groups that subscribed to a curriculum, 

which to put it simply, provided a safe place from influences related to the surrounding 

masculinities. It can be theorized that an interplay of social structures took place (Ritzer, 

1995, 1996). On one hand, the school structure was slanted towards the dominant culture 

in which schools are mostly situated. On the other hand, the South Texas culture which 

influenced many of the participants and was played out in the everyday micro level of 

interaction. 

Hence, programs such as band, Gifted and Talented (G.T.), honors programs, and 

others similar programs became an important aspect of negotiating masculinities within 
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the curriculum during middle school.  The connection of the individual with a particular 

educational program, as supplied by the curriculum in middle school, provided a bridge 

into high school, or , in other words, a network within the school structure made up of 

other students with the requisite social capital (Valenzuela, 1999).

The high school experience only reinforced the middle school strategies.  For 

example, the participants stated they had developed friendships with other students while 

in middle school.  These relationships continued into high school; thus, an origination of 

social capital in middle school led into high school.  A crescendo of capital for some 

started as early as elementary school, while others started in middle school.  An instance 

of this involved a few of the participants who came from lower social economic 

backgrounds and were able to jump on the social capital train as late as in middle school 

and continue throughout high school without difficulty.  

In sum, it can be suggested from the emergent themes that the curriculum acted as 

a shield to some of the participants.  Once allowed into a group, these participants were 

generally accepted, even those who had gender differences, so exchanges of valuable 

information could occur.  It can be proposed that curriculum was an ally instead of a foe 

to those Chicanos who happened to stumble upon protective school groups as a result of 

the curriculum.  Indeed, the curriculum created a safe place from regional masculine 

influences such as machismo.  

Insulation

Just as the curriculum was instrumental in helping some of the young Chicano 

students, groups also became essential from overwhelming influences from an assortment 
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of machismo from a regional place like South Texas.  Groups that acted as insulation 

came in many forms (Foley, 1990), and at times intersected with the curriculum, 

supplying an invisible layer of protection from the South Texas cultural form of 

machismo. In essence, the participants who benefited from this type of insulation painted 

a picture as to how they negotiated their surroundings while in school. 

Some of the Chicanos who had large groups of friends in middle school enjoyed 

studying and taking more advanced classes, which were known as Gifted and Talented 

(G.T.), and honors classes during middle school. Other students had friends who were in 

band.  Band and advanced academic groups provided insulation by providing 

commonalities, but also shared information about the ins and outs of attending college;  

that is, the provided social capital (Valenzuela, 1999).  Activities were not limited to 

interactions in the school, as most of these students who protected each other also were 

involved in activities outside of school; e.g., dances, going to movies, attending parties, 

etc. 

A few of the males had to negotiate class positions as well. One male spoke about 

the barrio and how it was difficult to separate from his friends from his neighborhood.  

This person was able to negotiate his friends from the barrio versus those from his school. 

Additional students who had gender differences also felt accepted by academic groups 

that appreciated advanced study. In general, the text implied that those who were in 

advanced academic groups were more tolerant of difference. 

High school experiences did not differ much from the middle school experiences. 

Most of the males who were insulated learned, either directly or indirectly, that a shield 
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existed from overarching masculine influences.  As a result, many of the negotiated 

spaces in high school appear similar to middle school experiences.  Those Chicanos who 

were in honors and advanced academic programs continued with the same curriculum in 

high school.  Once again, college was often mentioned in advanced classes and other 

groups, such as band. In one story, one of the males solicited his family, specifically his 

brothers, as a form of insulation from tough bullies who were known for their machismo. 

Other forms of insulation naturally came from student council, UIL (University 

Intercollegiate League), and other clubs. 

On the whole, the narratives from the participants divulged strategies in which 

they kept clear of unwelcome cultural forms such as machismo.  This is not to allude to 

machismo as a negative form.  Alternatively, these stories provided rich descriptions as to 

the participant’s negotiation of masculinity embedded in a regional culture.  Agency 

(Holland et al., 1998) was definitely at work.  However, credit also has to be forwarded to 

the families of these men, who came into the equation with their funds of knowledge 

(Gonzales et al., 1997).  

Machismo as a Positive Cultural Feature

Gender making materialized during the early elementary years of all the 

participants. For example, flirting, sexual curiosity, and sexual awareness all appeared to 

have occurred. As Connell (2002) has proclaimed, gender regimes are products of 

institutions, such as schools.  Moreover, schools are indifferent to students (see Apple, 

1982; Bowles & Gintis, 1976; Mclaren, 1989; Oakes, 1986; Pinar et al., 1995), plus 

gender is played out in the early years of school (Thorne, 1995).  In this research, based 
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on these men’s voices, gender was manifested in elementary, middle school and high 

school.  The text, in the early school years, did not suggest that the men were conscious 

enough of machismo to adopt it in a positive nature. However, as the emergent themes 

encompassed, the manifestation of machismo in higher education was not completely 

perceived as a negative form.  

Middle school and high school gender experiences imply that gender learning 

increased as the males went from one grade to another.  Family surroundings were 

important to some of the males in understanding masculinity, whereas others learned 

about it from their cultural surroundings (signifiers) (Usher & Edwards, 1994). A few of 

the men had gay inclinations during their secondary school experiences, so they found

negotiating their masculinity arduous because of their gender orientation. As expressed 

by the gay men, they felt they had a more acute perception of versions of the South Texas 

masculinity.  It could be that they developed coping skills—for example, acting more 

masculine when appropriate—to survive an environment with an overwhelming blanket 

of masculinity. Feminist theory (Butler, 1990, 1993; Jagose, 1996) supports these varied 

forms of gender making at different times and places. 

The voices from the undergraduate years reflected a time when the men were 

mostly adjusting to their identity as they entered a new institution.  The undergraduate 

experiences offered latitude for exploration.  During this exploration, it was not difficult 

to extract forms of gay practices, moments of relational interactions with women, and 

basic masculine expressions. 
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As the men entered graduate school, changes in identity and masculine expression 

were noticeable.  First, identity evolved as stronger and more assured when compared to 

the early school years; the graduate students no longer appeared to be unsure of who they 

were.  And, as the stories unraveled, the men became much more consciousness of their 

cultural surroundings were; specifically, they developed an awareness that allowed them 

to see themselves relative to others. Secondly, an acute awareness of their surroundings 

in graduate school intimated original applications of masculinity in the academic setting 

known as academic and/or intellectual machismo. Naturally, machismo was viewed as a 

positive cultural trait to many of the men.  

Even though Connell (1995) has consistently declared that masculinity does have 

some destructive components, positive uses of machismo emerged from the data. All of 

the Chicanos in this study knew what machismo was and could recognize it when it was 

expressed.  It its easy to utilize inductive reasoning to conclude that machismo could be 

employed and perceived as a positive cultural trait, especially in an educational setting.  

A South Texas Regional Masculinity

South Texas, as a region, has become an apparent factor in this research.  Scholars 

such as Paredes (1993), Limon (1994) and others (Foley et al., 1988; Montejano, 1987; 

Ross, 1978) have alluded to a culture that is distinct from other parts of Texas.  Some of 

these scholars mentioned unique forms of masculinity, such as machismo.  Yet, they do 

not explore it fully, and much less in an educational setting.  In contrast, Connell (1995)

makes a reference to various forms of hegemonic masculinity exiting in different places 

and forms;  his focus on Latinos is non-existent, but his framework is useful. 
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Elementary school experiences for the participants fell within Thorne’s 

ethnography.  However, the context of the men was based on a South Texas cultural 

context, which brings with it a historical discourse that is hard to ignore. The display of a 

tough masculinity was apparent during elementary school for most of the Chicanos.  At 

the same time, some of the males were not exposed to forms of masculinity located in the 

South Texas culture because they did not learn it from their parents or immediate 

families.  More important, is that all of the men had a consciousness regarding masculine 

forms specific to the South Texas region. 

It has become clear that the men, who engaged in dating and other interactions 

with the girls, were involved in a relational process (Connell, 1995) of gender making. 

The males, who spoke about their relationships, fell into the traditional masculine roles 

expected from the local South Texas region. As we examine the historical vestiges of the 

South Texas region, it can be posited that many of the cultural elements, such as 

patriarchy, have survived from the Spanish and have continued to exist in varied forms as 

we have entered a more modern world (Gutierrez, 1991; Limon, 1998; Mirande, 1997; 

Paredes, 1993). The boys in the early years of their schooling, as exhibited from the text, 

were attempting to fill a patriarchal role by taking control of the girls with whom they 

associated.  

Language differences were apparent for some of the men as they came into a 

system that was not friendly to those who spoke Spanish.  Again, a culturally similar 

place like the Valley (Anzaldua, 1999; Hinojosa, 1973; Kearny & Knopp, 1991; Limon, 

1994, 1998; Montejano, 1987; Paredes, 1966, 1993; Ross, 1978) did not provide an 
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overwhelming amount of comfort for those males who had little or non-existent English 

skills. Hence, they had a difficult time negotiating the schools in which they were 

enrolled.  As the text implies, their sense of agency (Holland et al., 1998)  was what 

presumably assisted them in continuing through the educational system and some 

features of a dual frame (Ogbu, 1991).  

The point here is that some of the men did not completely benefit from a culture 

that was somewhat similar to theirs; e.g., language issues. Paredes (1993) alluded to a 

culture that was developed through historical conflict, in particular a South Texas culture.  

Thus, we can speculate how a person who has a strong Anglo or Mexican culture could 

have difficulty in completely understanding a region like South Texas.  The need for 

agency does not appear appropriate in this text because the men in this study were 

surrounded by a common regional culture.  Nonetheless, some of the men found ways 

around the influences of the local culture.  In brief, with an inductive approach based on 

the text, it can be supposed that assorted forms masculinity(ies) exist within a regional 

South Texas culture. 

Implications

The findings have uncovered an alternative glimpse into Chicano men as they 

negotiated spaces within a regional South Texas culture. The research unraveled voices 

of men that may not have been heard before as they pertained to the educational process. 

The expectations of the researcher were aligned with thoughts that the participants would 

all report machismo as negative, resist hegemony, and feel divided by the curriculum.  

Incidentally, this was not what emerged from the themes.  Cary (1999b) addressed 
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unexpected representations in her own study.  Therefore, the findings were unexpected, 

yet important as they informed this research.

Implications for Educational Practice

Without a doubt, explicit outcomes to this research were noted.  The research has 

allowed for an exploration into the findings and their possible effects in the daily 

interactions of Chicano men.  It is not enough to have the findings; we must also reflect 

on the implications of these findings in the everyday world of Chicano men. 

Chicano men may encounter a difficult period as they try to enter institutions of 

higher learning. As stated before, Chicana women are outpacing Chicanos.  So this leads 

us to the use of this information in the everyday practice of teachers, professors, and 

others who educate Chicano men.  The findings can inform school practitioners in both 

higher education and public schools that Chicanos come into a classroom with their own

cultural history (Valencia, 2002).  In complicating the findings, it can be induced that 

Chicanos come into institutions, such as schools and universities, with a host of cultural 

luggage that is often unpacked in small increments as the spaces allow for such 

unpacking.  In other words, Chicanos, as demonstrated in this research, do not always 

reveal their multiple identities even in places that allows for cultural sharing like the Rio 

Grande Valley. 

Educators must remember when they look at a Chicano that he brings not only his 

cultural worldview, but a slew of intersectionalities he has had to carry because of the 

discourse in which he lives. In particular, as a Chicano walks into a region like South 

Texas, his identity is assigned the South Texas discourse, and with this came the regional 
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masculinities; many of the males revealed feeling different as their identity was

contrasted with the dominant culture when situated outside of South Texas.  Outside of 

South Texas, Chicano men may be assigned another discourse, especially as it could be 

embedded in a culture surrounded by, for instance, by a hegemonic masculine culture.  

This complicates the Chicano as he co-constructed in different places and times.   

Trueba (1999) discussed his own positionality in Latinos Unidos: From Cultural 

Diversity to the Politics of Solidarity.  As he reviewed his own identity in different places 

and different points of his life, he concluded he had multiple identities—one for each 

place and person he associated with.  He felt it was permissible to have multiple identities 

because circumstances called for it, because he was not about to give up who he truly 

was.  Trueba has discovered that Latinos can have multiple identities.  For the most part, 

a Chicano may come into a classroom with a diversified knowledge and understanding of 

the Latino culture and himself (Gonzales et al., 1997; Valencia, 2002), which may not 

match that of the dominant culture. This should be considered when a brown male body 

sits in the classroom.

We must not forget the finding of the curriculum as a safe place.  The curriculum 

came against the current of many critical thinkers who have studied the curriculum as a 

divisive apparatus.  In contrast, the curriculum was a friend for some of the participants 

as it provided insulation from various forms of masculinity.  Chicanos may not have the 

privilege to resist a curriculum that could be detrimental and track them to particular 

unneeded classes.  Even though the curriculum could be unfair, it is still needed to 

advance in a society requiring sophisticated skills for the work force and college.  My 
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point is that it is a better strategy to negotiate around these types of structures than to 

resist an educational system which is unbending as some of the men expressed.  The 

voices from some of the men suggested this type of outlook.  

In brief, Chicano men could benefit from an educational system that would allow 

for identity growth so they could develop their true selves.  Allowing for identity 

formation to truly germinate,  Chicanos could develop multiple identities situated for 

various places and times, as Trueba (1999) has suggested for positive outcomes in 

negotiating hegemony.  Likewise, the curriculum should be viewed as a friendly product 

for the men because it may be the only opportunity to advance into a higher educational

setting.  The interpretation of the data implies that Chicanos do not have substantial 

leverage to repel negative aspects of the curriculum; apparently, negotiating the 

curriculum has greater positive effects. 

Implications for Future Research

The themes that emerged from this data have provided insight as to what factors 

have made Chicanos successful throughout their school experiences.  This important 

insight could be integrated into educational programs by sharing the outcomes from this 

research with teachers, schools, scholars and Chicano males as a form of consciousness-

raising (Freire, 2002).  With consciousness-raising comes self-awareness of structures 

and values that may impede survival and success in a school system that does not 

accommodate differences of the self.  

They are many other questions that need to be answered.  This research has 

provided a few insights into the curriculum, gender identity, masculinity in higher 
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education, and forms of negotiation throughout the educational process. The urgency for

additional research is based on the growing Latino population and its subaltern status to 

many of the dominant culture. The expanding Latino population will be the new working 

population in Texas (Murdock et al., 2003).    

Chicano males do not appear to have the upper hand at this point.  Yes, women 

have been subjugated historically in the right to vote, work, education and other areas.  

The times for access have changed mostly for white women and, to some extent, people 

of color.  Chicano men can easily become subjected to a path that dismisses them at the 

borders of unproductive social activities such as gangs, drug use, violence, and other 

activities where masculinities are easily glorified;  an equation for destruction (Connell, 

1995).

Further research is needed to understand why some Chicano men are successful in 

the educational setting, while others are not.  Also, the comprehension of the relational 

process when Chicanos interact with Chicanas within the educational setting could give 

us insight as to how masculinity is co-constructed.  It would also be valuable to know 

why the women in South Texas have been successful in educational institutions, in spite 

of a myriad of difficulties as they are expected to take on most of the family 

responsibilities.  We could learn from women’s resilience, perseverance and negotiation 

of the institutions in which they are engaged. 

My Academic Voice

My own personal voice revealed that I also had to utilize forms of negotiation in 

different places and times. As I have come to the end of my doctoral studies, I have been 
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given the academic hardware to theorize social experiences.  Hence, my academic voice 

comes to the forefront in order to give the observed a name and a logical understanding.

The issue of insider/outsider was mentioned earlier in this research.  Researchers 

who have insider access to their own particular culture could have a struggle because of 

the dualism that often accompanies their own culture (Villenas, 2000).  In other words, a 

researcher has an insider status because the particular culture he is investigating allows 

him access based on his own ethnic background; he is native, as it is often said (Coffey, 

1999).  On the other hand, the outsider status can be complicated as the researcher

utilizes his academic side for purposes of publishing, presenting, and other academic uses

(Roman & Eyre, 1997; Villenas, 2000). The dilemma is to straddle both sides of the 

insider and outsider status without a complete commodification of the participants.  

Villenas (2000) was insightful as she spoke about her own dilemma in her research as a 

Latina in the world of academia; looking in as a Latina and looking out as a Western 

academician. Roman (1997) also documented her own insider/outsider status as she 

negotiated various institutions. 

I have encountered a difficult position in South Texas because of my 

insider/outsider status.  Even though I have tried to preserve the voices of the Chicanos in 

this study, they had to become to some extent institutionalized for the sake of academic 

systems.  The structural demands (Anderson & Kaspersen, 2000) of our everyday life, 

however, can not be denied.  As a researcher, and others like me, I can only work towards 

mediating both worlds.  Specifically, the power and knowledge as the knowing researcher 
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and the South Texas Chicano who is culturally connected create an intermediate zone that 

solicits reflection (Merriam et al., 2000).  

Other Chicano/a researchers will face the same dilemmas as they peer into their 

own cultural worlds with different identities and consciousness (Trueba, 1999).  Again, it 

is a matter of negotiating everyday life, as the men in this research have demonstrated. 

Conclusion

Knowing that hegemonic masculinities contain destructive components (Connell, 

1995; hooks, 2004), Chicano males fare much worse in this grand discourse. The journey 

of Mexican-American males is one that has continued to evolve as they continue to clash 

with the dominant narrative. It is important to note that the process of making the male-

self is not a binary—it is much more complicated and relational.  Males who are 

compelled to ascribe to hegemonic and regional masculinities may face unwanted 

consequences that could cause failure in school, drug addiction, fighting, aggression, 

power inequities, domestic violence, and other romanticized notions of what “man” 

stands for. Chicanos are imposed upon in the grand scheme of our society because of the 

layered marginalities that often come with being a Chicano, such as brownness, language 

and cultural differences, and a unique form of masculinity that may differ due to place 

and context. One could argue that men are men, so what is the difference? Research has 

illustrated that Latinos with different cultural selves do not mesh well with hegemonic 

values (Foley, 1990; Montejano, 1987; San Miguel, 1987; Valencia, 1991, 2002; 

Valenzuela, 1999; Villenas & Deyhle, 1999).  If Chicano men subscribed to the dominant 

values, would they become successful? This question begs for a complicated analysis and 
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not a simple “yes” as the historical discourse of the U.S. has revealed inequities to those 

who were and continue to be structurally born as subjects (Cremin, 1988; Menchaca, 

2001; Montejano, 1987; San Miguel & Valencia, 1998; Tyack, 1974; Valencia, 2002).

School failure for Chicanos appears to be an identifiable socializing agent that is 

problematic. Who is at fault? Who is to blame?  These questions are rhetorically easy to 

formulate without solving the problems at hand. Chicanos must try to empower other 

Chicanos through an insider perspective, to liberate these notions we must ascribed by 

society (Foley et al., 2001).  In conclusion, there are many questions that need to be 

answered that involve both Chicanos and Chicanas.  The South Texas region continues to 

be a unique area where culture is often misunderstood.  My hope is that this study will 

benefit those Chicanos who are often marginalized, and that will create additional 

questions.
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Appendix A

Guiding Questions for Participants in Masculinity Research

1. Tell me about your family background and experiences growing up.

2. Tell me about your experiences in public school.

3. What did you think and feel about your identity during your public school 

experiences?

4. Were you conscious of your gender during your public school experience? 

Explain.

5. How did you view and feel about your gender during your initial college 

experience as an undergraduate?  Were you conscious of your masculinity?

6. Can you explain how you were aware of this form of masculinity (machismo) 

while in college?

7. What do you think “machismo” means to you?

8. How did you view your identity while in graduate school? How about gender and 

“machismo”?

9. Explain how others viewed you as a Latino male in graduate school. 

10. How were other college students aware of this particular Latino masculinity 

(machismo)? Explain.

11. How does society view you as a Chicano male?
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Appendix B

Fernando Vasquez
Doctoral Candidate

University of Texas at Austin
908 W. 22nd, #D

Austin, Texas 78705
phernandovasquez@yahoo.com

512-236-9596

Dear Participant:

Let me begin by thanking your for your interest in this particular research topic.  

The Latino population has been in an upward climb with no slowdown in sight. However, 

research pertaining to Latinos in general has not supported this new population growth. 

Studying various cultural components of Latinos has the potential to diffuse and liberate 

some of the perceived notions that the dominant culture may have towards Latino/as in 

educational settings.  

My research will concern the concept of masculinity as it pertains to Chicano male 

experiences in graduate school.  The purpose of this research is to explore the cultural 

aspect of a Chicano’s masculinity because males from this particular ethnicity either 

carry this cultural component or are perceived to harbor it.  Nevertheless, some Chicanos 

have learned to find a way to be successful in everyday dealings with the dominant 

culture. 

Specifically, this research will consist of a narrative methodology, which is, simply, an 

interviewing approach. The participants in this study will be interviewed approximately 
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three times to obtain all the necessary data.  All the material obtained in this study will be 

made confidential.  Coding techniques will be utilized in order to protect the identity of 

each participant in this study.  Further, research material will be kept under lock and key 

and under the confidential coding scheme; this material will not be shared with anyone.  

In general, your confidentiality will be guaranteed.  

Thank you for your participation.  You can contact me via e-mail or phone listed above. 

Sincerely, 

Fernando Vasquez
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