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Abstract 
 

This dissertation investigated the intersection of gender and ethnicity of Latino 

male elementary teachers’ experiences in bilingual classrooms through their narratives, 

experiences and pedagogical practices. Through a LatCrit framework this study seeks to 

contribute to the literature of teacher research by putting at heart and center the complex 

experiences of elementary Latino male bilingual teachers in the U.S. teaching field that is 

female dominated. This work adds to the conversation about gender equity and the 

inclusion of historically silenced voices. Research on male teachers has addressed gender 

in the education profession but it has not taken into account the perspectives of males that 

do not fit a privileged white man lens. Latinos share common characteristics with the 

public narrative of male teachers yet; they live in a parallel world with intersecting 

identities that do not necessarily reap the benefits of hegemonic masculinity and male 

privilege. This work extends the ability of Critical Race Theory to highlight the structural 

inequities in US society as they relate to Latina/o teachers and their students. While 

LatCrit addresses issues specific to Latina/os little to no work has looked specifically at 

the complex situation of male Latino teachers who are aware of the structural inequities 

that posed challenges on their way to become teachers, persist while they teach, and their 
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ability to create pedagogical spaces in their classrooms for social change. Findings 

suggest that these three Latino male teachers are subjected to dominant narratives that 

inform ideologies of the identities that male teachers in elementary settings must take up. 

Their lived experience as members of a subordinated group provides them with a wealth 

of knowledge and intuition to recognize discriminatory structures in society and their 

schools. In addition, this dissertation highlights the pedagogical spaces created by these 

teachers where their students’ experiences and knowledge are legitimized by 

incorporating children’s literature that focused on issues of language, immigration, race, 

class and gender. As bilingual/bicultural teachers these men enact pedagogical practices 

that value and privilege the voices and experiences of their Latino/a students, mirroring 

their students’ experiences and backgrounds. 
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CHAPTER I: INTRODUCTION 
 

The need for recruiting male elementary teachers had originally been guided by 

role-modeling discourse where putting men into the classroom was thought to alleviate 

any problems that arose from a lack of men both in the home and at school. Central to 

such notions are normative heterosexual masculinity discourses. Indeed, policymakers 

have begun to look into the possible benefits of recruiting more males of color. As of the 

writing of this dissertation the State of New Jersey had a bill in review to establish a pilot 

program with the intent to recruit “disadvantaged or minority” young males into 

alternative teacher preparation programs to place them in failing schools (Calefati, 2013). 

Accordingly, Latino1 male elementary teachers are seen as “twice a minority,” a term that 

has historically been associated with Chicanas (Melville, 1980) and Chinese women in 

the US (Takaki, 2008).2 In sum work they in a profession where there are few men and 

there are even fewer people of color. In an effort to address diversity, both in terms of 

gender and ethnicity, scholars around the world have begun to address both trends. This 

study seeks a comprehensive analysis that goes beyond gender and ethnic identities to 

identify other intersecting identities such as, class, language, sexuality and culture that 

assist our understanding of Latino male participation during the early years of children’s 

                                                
1 For the purposes of this dissertation I will use the term Latino to refer to males of 
Spanish speaking heritage from Latin America and Hispanic when referencing documents 
from federal, state, and local educational agencies that refer to teachers and students with 
the broader demographic category. 
2 Melville presented a Chicana feminist discourse in her classic anthology, Twice a 
Minority, (1980) documenting the struggles of Chicanas to end patriarchal relations and 
sexist stereotypes. Takaki pays special attention to multiplicity in detailing position of 
women in Chinese immigrant groups. See, In a Different Mirror: A History of 
Multicultural America, 2008: 209-215) 
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public school experiences. Towards this end, I begin with a historical overview of teacher 

demographics in the United States. 

Historical Overview 

The policies and practices of the last one and a half centuries have shaped the 

current teaching force demographic makeup. With the growth of compulsory education in 

the US, the mid 1800s saw a rise in the hiring of women at a lower pay to fill a growing 

need for teachers (Tyack, 1974). This marked the shift in gender makeup from male to a 

primarily female in the K-12 education profession.  

In 1870 females accounted for 60% of both elementary and secondary teachers 

(Snyder, 1993). Apart from peaking toward the end of World War I and II to 86 and 85 

percent respectively (Figure 1.1) women have always held the majority of teaching 

positions (p. 29). 

Figure 1.1 Percentage of elementary and secondary school teachers, by sex: 1869-70 to 
fall 1990 

Washington, DC: US Dept. of Education, Office of Educational Research and Improvement. 
Table 14, Average daily attendance, instructional staff, and teachers in public elementary and 
secondary schools: 1869–70 to 1990–91, p. 46-48. Source: Snyder (1993). 120 Years of 
American Education: A Statistical Portrait. 
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Interestingly, after the 1954 Brown v. Board of Education of Topeka, Kansas the 

teaching force began shifting to a majority white female force and the number of teachers 

of color decreased during the desegregation era. According to Schwager (1987) Black 

women, responsible for the education of Black youth, quickly found themselves without 

work. This was consequential since Blacks were the majority minority population during 

this era. Arnez (1978) cites that among many other unintended effects of desegregation 

were the loss of jobs and income due to dismissals, demotion and displacement of 

predominantly Black teachers. 

Enrollment in colleges of education by students of color was also impacted. 

Enrollments fell from 21% in 1971 to 9% in 1994 according to Futrell (1999). These 

drops challenged values inculcated in communities of color whereby teaching was 

viewed as a profession in which persons of color could give back to and advance the 

educational efforts of their respective communities. Reasons for a drop in college of 

education enrollment has been linked to the perceived poor preparation (Ramani, 

Gilbertson, Fox, & Provasnik, 2007) of students of color. In addition, Mitchell, Scott and 

Covrig (2000) and Vegas Murnane, and Willett (2001) identified attrition due to 

persistent attacks as opposed to lack of interest as the reason for the shortage of African 

American, Native American, Hispanic (Latino) and Asian American teachers.  

As of late some scholars cite an increase in the numbers of students of color that 

attend college and enroll in teacher preparation programs. Ingersoll and May (2011) 

found that efforts to recruit students of color into teaching have been somewhat 

successful and as of 2008 account for 16.5% of our nation’s teachers. They also note, “in 

spite of the overall ballooning of the teaching force, the school system is no closer to 
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demographic parity; that is, there remains a gap between the percentage of minority 

students and the percentage of minority teachers” (p. 18).  

As of 2015, The only available data to date that provides percentages by race and 

ethnicity is the Schools and Staffing Survey (SASS) for the 2007-2008 (Coopersmith, 

2009) school year indicated that out of the total teaching population white teachers made 

up 83 percent with 76 percent of that being women. Combined demographic information 

on male and female Latino teachers accounted for seven percent in 07-08. Latino males 

alone accounted for only 1.7 percent (Table 1.1) of the public school teaching population. 

 
Table 1.1: Teacher numbers and percentages by gender and ethnicity 

Source: U.S. Department of Education, National Center for Education Statistics, Schools and 
Staffing Survey (SASS), "Public School Teacher, BIE School Teacher, and Private School 
Teacher Data Files," 2007–08.  
 

These 2007-2008 teacher demographic figures are starkly contrasted by the fact 

that about one of out every six people in the US is now Latino. According to the U.S. 

Census Bureau, (Ennis, Rios-Vargas, & Albert, 2011), Latinos number 50.5 million, thus 

composing about 16 percent of the total population. Ennis et al. further estimate that by 

2020 Latinos will account for one fifth of the US population with approximately 60 

Race/Ethnicity 

Total 
number 

of 
Teachers Percent  

Male Female 
In 

Group 
Percentage Number 

Percentage 
of Total 

In Group 
Percentage Number 

Percentage 
of Total 

White, not Hispanic or 
Latino 2,829,150 83.10% 24.2% 684,654 20.11% 75.8% 2,144,496 62.99% 
Black, not Hispanic or 
Latino 239,460 7.03% 23.5% 56,273 1.65% 76.5% 183,187 5.38% 
American Indian/Alaska 
Native, not Hispanic or 
Latino 16,670 0.49% 24.0% 4,001 0.12% 76.0% 12,669 0.37% 
Asian, not Hispanic or 
Latino 41,830 1.23% 22.0% 9,203 0.27% 78.0% 32,627 0.96% 
Native Hawaiian or 
other Pacific Islander, 
not Hispanic or Latino 6,490 0.19% 20.4% 1,324 0.04% 79.6% 5,166 0.15% 
Hispanic or Latino, 
regardless of race 240,310 7.06% 24.1% 57,915 1.70% 75.9% 182,395 5.36% 
Two or more races, not 
Hispanic or Latino 30,610 0.90% 25.0% 7,653 0.22% 75.0% 22,958 0.67% 
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million. The Pew Research Center adds that in K-12 schools the population grew 39 

percent reaching 17.1 million in the last decade (Passel, Cohn, & López, 2011). Another 

way of describing the data is that 1 in 4, or 23.1 percent of children enrolled in U.S. 

schools are of Latino heritage. Figures 1.2 and 1.3 serve to illustrate the extent of 

disparity between student populations and access to teachers of color. In figure 1.3 it is 

evident that Latino males make up a very small percentage of the teaching population. 

 
Figure 1.2: Public School Teachers by Ethnicity/Race 2007-2008 

 
Survey (SASS), "Public School Teacher, BIE School Teacher, and Private School Teacher Data 
Files," 2007–08.  
 
Figure 1.3: Percentage by Race and Ethnicity from total 

 
Survey (SASS), "Public School Teacher, BIE School Teacher, and Private School Teacher Data 
Files," 2007–08.  
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Why Look at Latino Male Teachers? 

While both calls for gender and race diversity are guided with the best of 

intentions and the students’ interests at heart, these two categories have been used to 

essentialize gender and ethnicity/race identities. Perhaps Latino men can be purveyors of 

normative heterosexual male ways of being and transmitters or of a single culture and 

language but study of other discourses and identities they may bring to the classroom is 

critical for informing the profession. Teacher research on male teachers focuses on the 

push and pull of gender and ethnic/race identities that men must navigate, embody and 

construct. However, a more specific focus on the identity work of Latino male teachers is 

novel and holds promise. My research seeks to look at Latino bilingual male teachers and 

how they create identities through language and literacy practices in the classroom. 

Historically scholars have been intrigued with the phenomenon of men in female 

dominated professions (Williams, 1992). This research topic has been taken up beyond 

the United States (Sargent, 2000, 2004; Weaver-Hightower, 2011) to countries like 

Australia (Mills, Martino, & Lingard 2004), Canada (Martino & Kehler, 2006; Martino, 

2008), England (Carrington & Skelton, 2003; Skelton, 2009), Finland (Lahelma, 2000), 

Netherlands, (Driessen, 2007), New Zealand (Cushman, 2005, 2010), Norway (Peeters, 

2007) South Africa (Petersen, 2014), Sweden (Lahelma, Hakala, Hynninen, & 

Lappalainen, 2000; Hjalmarsson & Löfdahl, 2014), and Turkey (Ariogul & Can, 2010). 

These studies were initially focusing on power and gender binaries. It was Martino and 

Kehler (2006), who insisted on informed dialogues and rethinking of educational policies 

intent on remasculinizing schools rather than interrogating gender binaries in personnel 

and curriculum. The specific concern of these Canadian researchers was the consequence 
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of attributing boy’s failure at literacy or in accommodating boys’ interests and learning 

styles to the feminization of schooling and the curriculum. They argue, that in advocating 

for specific strategies to address critical issues in education what must be taken into 

serious account are “race relations, economic disadvantage, ethnicity, sexuality, 

geographic location,” (p. 407) among other factors. A further critique is that research 

literature has focused on the experiences of white men (Coulter & McNay, 1993; 

Smedley & Pepperell, 2000), their experiences, their drive to become teachers, their fears 

and their anxieties. More recent literature takes into account the experiences of African 

Americans in the US and Canada. However, the tendency remains for one size fits all 

approaches to gender based reform in schools and the profession. 

While Latinos have some commonalities with African Americans such as growing 

up in a subordinated culture and speaking a variation of English, there are other aspects 

that are unique. These may include first and second generation immigrant status, speaker 

of a heritage language, emergent bilingual or belonging to a Latino culture that is not 

Mexican. Just like there is no one single story for African Americans, there is no single 

story or trajectory for Latinos. The narratives provided by studies of white male and 

African American male teachers are not necessarily generalizable to Latino male 

teachers. 

Male teachers as role models for children, especially for boys, are ubiquitous in 

the research literature (Allan, 1993, 1994; Coulter & McNay, 1995; Hansen & 

Mulholland, 2005; King, 1998; Sargent, 2000). However Pepperell and Smedley (1998) 

ask, what kind of male role modeling ought male teachers to undertake?  Such a question 

is important given that gender and others aspects of social identity are considered fluid 
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and multiple, accommodated and resisted as children draw on some examples and ignore 

or reject others (Connell, 1987; Davies, 1993, 2003; Francis, 1998). Among others, 

Rezai-Rashti and Martino (2010) warn us that seeing both gender and race as fixed 

identities is problematic. Accordingly, Brown (2009) argues that placing any Black male 

in a classroom will not do. Instead, Irvine (1989) concluded that policy makers must see 

past role modeling and understand that teachers of color have the potential to model more 

than just racial or gendered identities; they have the potential to be cultural translators 

and intercessors, directly contributing to students’ school achievement. While sharing a 

common culture increases the probability of teachers’ understanding of students’ personal 

style of presentation it must not be assumed that these teachers of color are equipped with 

the necessary disposition and linguistic repertoire to serve all members of their 

racial/ethnic, linguistic and cultural community. This is to say, teachers play a key role in 

the achievement of Latina/o students (Fránquiz, 2002; Fránquiz & Salazar, 2004; Nieto, 

2004) to the degree that they understand how issues of immigration, migration, 

generational status, bilingualism, English proficiency, and spirituality intersect with 

teachers’ and students’ identities. 

Research Question 

This dissertation seeks to understand how Latino males in bilingual elementary 

classrooms make sense of their roles as male teachers. I seek to explore how these men 

approach the construction of male teacher and bilingual identities. By employing case 

study methodology I am be able to juxtapose their narratives with previous literature 

about male teachers. My hope is that we will understand how the master narratives of 

identities, gender, language and power are positioned in their bilingual classrooms. 



 

9 

Significance of the Study 

Through a LatCrit framework this dissertation uses a case study approach in the 

area of teacher research by putting at heart and center the unique experiences of Latino 

male teachers in the US. Research on male teachers has addressed gender in the 

education profession, but it has not taken into account the perspectives of males that do 

not fit a privileged white “American” man lens. Latinos I argue, share common 

characteristics with the public narrative of male teachers yet, they live in a parallel world 

with intersecting identities that do not necessarily reap the benefits of whitestream 

(Grande, 2000; Urrieta, 2005) male privilege. Instead, Latino male teachers’ bilingualism 

and/or biculturalism draw many parallels to W. E. B. Du Bois' often-cited passage of the 

double-consciousness: 

After the Egyptian and Indian, the Greek and Roman, the Teuton and 

Mongolian, the Negro is a sort of seventh son, born with a veil, and gifted 

with second-sight in this American world,—a world which yields him no 

true self-consciousness, but only lets him see himself through the 

revelation of the other world. It is a peculiar sensation, this double-

consciousness, this sense of always looking at one’s self through the eyes 

of others, of measuring one by the tape of a world that looks on in amused 

contempt and pity. One ever feels his two-ness,—an American, a Negro... 

two thoughts, two unreconciled strivings; two warring ideals in one dark 

body, whose dogged strength alone keeps it from being torn asunder. 

(1903, p. 8) 
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In the same way, I argue that Latinos employ a double consciousness as they 

navigate and enact multiple identities for themselves, their students, and their community. 

As male teachers Latinos too see themselves through the dominant narratives and 

discourse, the majoritarian tale. Critical Race Theory (CRT) seeks to address inequities 

by considering how race and the history of racism in US society impact the local moment 

in public classrooms. LatCrit is a dimension of CRT that is specific to the experiences of 

Latina/os. The LatCrit framework expands race analysis by taking into account the 

intersections of ethnicity, language, culture, power, immigration, culture, identity, and 

phenotype (Solórzano & Delgado Bernal, 2001). A LatCrit framework also invites the 

researcher to take into account the institutional constraints in the education of Latinos. 

This dissertation study should be of benefit to teachers, teacher educators, and scholars as 

the demographic imperative of a burgeoning Latino presence in the US becomes an 

impetus for new directions in education. 

 In chapter II, I begin with an overview of the research literature on male teachers 

followed by the insights provided by an ethos of caring in bilingual education. This ethos 

is described in the research literature through empirical studies of linguistic and cultural 

classroom practices that are relevant to children from Latina/o families. The multiple 

intersecting identities embodied and enacted by Latino male teachers are viewed in the 

second and forthcoming chapters from a CRT perspective in general and LatCrit in 

particular.  
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CHAPTER II: REVIEW OF THE LITERATURE 

 

In this chapter I present a review of the literature on masculinities, male teacher 

narratives from studies conducted with preservice and in-service practicing teachers. The 

concept of an ethos of caring has been associated with effective teachers of immigrant 

and bilingual students (Fránquiz & Salazar, 2004); however, I problematize this concept 

from various standpoints including why it has been positioned as a feminine construct. I 

provide an overview of identity work to elucidate the process by which these men adopt, 

reject and create identities. I end the chapter with an overview of the principles of Critical 

Race Theory that inform the dissertation methods described in chapter III. 

 

Masculinities 

To recognize the discourses that Latino males encounter in the teaching 

profession we turn to the literature of masculinities and male teacher literature. In the late 

1980s, sex role theory began to be questioned, and encouraged to instead position 

masculinity as “not a fixed character type, always and not everywhere the same” 

(Connell, 2005, p. 96). Essentialist ideas of masculinity reinforced the idea that “inside 

every male there resides a masculine essence” (Mills & Lingard, 1997, p. 281). Early 

assumptions of male identity did not account for the context of power and the ways that 

non-white or disempowered men interacted in their social setting. Consequently, in his 

seminal work on masculinities, Connell put forth a typology of hierarchical masculinities: 

“hegemonic, complicit, marginalized, and subordinate” (2005, p. 76). 

The more problematic type of masculinity, hegemonic, is more prevalent in 
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everyday discourses; it functions as a normative heterosexual discourse that pressures 

men to conform to ideologies of “gender, age, class, sexuality and race” (Collins, 2006, p. 

82). Using Gramsci’s (1971) notion of hegemony we can visualize how those empowered 

by social constructions, institutions, and the media convince subordinates of the idealized 

ways of “being a man” (Connell & Messerschmidt, 2005, p. 832). In complicit 

masculinity a man does not necessarily fit the archetype of hegemonic masculinity. These 

men admire hegemonic expressions of masculinity and might even benefit from them, 

such as not having to engage in household chores. Furthermore, these men do not 

challenge the hegemony or their privilege. Marginalized masculinity describes men who 

may not be able to embody hegemonic masculinity by way of aggression, physical 

strength, race or disability. Even though poor, non-property owning, working class men 

of color may be marginalized they still believe in hegemonic norms. If and when these 

men are able to “approximate the norms of hegemonic masculinity [they] may enter the 

inner circle, often as honorary white men” (Collins, 2006, p. 81). Connell’s fourth and 

final category is subordinate masculinity where men cannot meet hegemonic norms due 

to physical weakness, homosexuality, or being too emotionally expressive. In the case of 

male teachers, hegemonic masculinity is valued over other types of subordinated or 

marginalized masculinities in school settings, they are expected to embody and model for 

boys such traits as a way to ward off any effeminate notions.  
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Social Practice Theory of Self and Identity 

Notions of Latino male teacher identity typically rest at the intersection of 

maleness and race. In order to better understand these intersecting identities it is useful to 

examine the notion of agency as enacted through social practice (Holland, Lachicotte, 

Skinner, & Cain, 1998). In addition, the construct of identity can be further analyzed 

through the work of Bucholtz and Hall (2005) on discourse. 

Figured Worlds 

The case of preservice teachers is unique as they must wrestle with what it means 

to be a male in a predominantly female profession. Once in their practice or student 

teaching field assignments these pre-service male teachers must navigate through a series 

of expectations for self and the stakeholders at the school. This study seeks to explore 

how Latino bilingual male teachers navigate their identities through linguistic and 

cultural practices they employ in the classroom. As members of a minority, in ethnic and 

gender categories, Latino male teachers are positioned in ways that often create tensions 

for them. Their identities are often placed at the intersection of male ways of being, 

pedagogy and racial subordination. Holland et al. (1998) provide a theoretical framework 

of concepts that are useful for the exploration of the multiple identities of male teachers 

in the master figured world of masculinity. This figured world of masculinity is similar to 

Urrieta’s concept of the macro figured world that transcends time and space more broadly 

and a micro figured world being a “local, temporal, and specific manifestation” of the 

macro (2010, p. 71). A master figured world as used in this article denotes a set of 

hegemonic discourses rooted in structures of power similar to the macro. At the center of 

these socially and culturally constructed figured worlds are power dynamics that are 
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made visible in interactions with others. Master figured worlds are social constructions 

that start out as pseudoconcrete, “external phenomena that are taken to be real but have 

been projected into people’s consciousness through social activity” (Kosik, 1976, p. 2). 

Through socialization and hierarchical positioning being given to certain acts, discourses 

and identities, the pseudoconcrete becomes a concrete or prescribed reality, in this case, a 

master figured world. In these figured worlds male teachers are positioned by way of 

powerful discourses as disciplinarians, role models, father figures, possible pedophiles or 

effeminate men. However, Latino men are not limited to just those positionings as they 

also must navigate positionings in relation to hegemonic masculinities (Connell, 2005). 

As teachers, Latino men are expected to embody and model an idealized hegemonic 

masculinity yet they do not always possess the ability to exemplify such an identity, 

therefore they are “simultaneously engaged with or pushed by contradictory discourses” 

(p. 17-18). Identities are formed against the backdrop of imposed labels, as actors 

“figure” out their identities in such “worlds” (Urrieta, 2007b). Urrieta elaborates on this 

process explaining that: 

Through participation in figured worlds people can conceptualize who 

they are, or shift who they understand themselves to be, as individuals or 

members of collectives. Through this figuring, individuals also come to 

understand their ability to craft their future participation, or agency, in and 

across figured worlds. (p. 120) 

Figured worlds are organized with distinct characteristics and are “cultural 

phenomenon’ marked by “social encounters’ that are socially organized and reproduced 

(Holland et al., 1998). By participating in multiple figured worlds, teachers author who 
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they believe to be in relation to other actors such as other teachers, administrators, 

students and parents. Holland et al. add that figured worlds are “socially and culturally 

constructed realm[s] of interpretation in which particular characters and actors are 

recognized, significance is assigned to certain acts, and particular outcomes are valued 

over others” (1998, p. 52). As people gain a sense of their own positioning in figured 

worlds, they may take up, or not, the ascribed “social positions” (p. 132). In schools, a 

person takes on roles of “disciplinarian,” “department chair,” “coach,” or “administrator,” 

they work on accepting, rejecting or negotiating them. Holland et al. add that this process 

of taking up social positions “through day-to-day encounters and is built, again and again, 

by means of artifacts, or indices of positioning, that newcomers gradually learn to 

identify and then possibly to identify themselves with either positively or negatively, 

through either acceptance or rejection” (p. 133).  

Up to the point when the teachers in this study were admitted to Cultivando 

Maestros y Líderes Bilingües, their lived experiences afforded them the ability to know 

only the master figured worlds of professional development and masculinity that were 

rooted in systems of power. To understand the identity negotiations of Latino males it is 

useful to look at the specific contexts of identity. Holland et al. (1998) draw on 

Vygotsky’s (1978) sociocultural theories on development and semiotic mediation and 

Bakhtin's & Holquist’s (1981) dialogism and self fashioning but extend these theories by 

looking at identities in practice through four contexts: the figured world, positionality, 

space of authoring, and making worlds. In the first context the world is “understood in a 

particular way” (p. 52). As neophytes and a community of practice actors are recruited 

into these worlds and they begin to understand the discourses of power. The second 
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context, positionality, is also linked to power, status, and rank (p. 271); individuals in the 

figured world evaluate each other’s identities based on those traits. The relational 

identities of persons are based on the indexing of social relationships with others based 

on power relationships. Coming into the figured world the person has to learn categorical 

and relational positions to others based on status, they learn what spaces they can inhabit, 

what repertoires are appropriate and how the boundaries of actions in that figured world. 

When these sign of relations become objectified enough that the person can finally 

recognize them in themselves the possibility of “reflection and comment” opens up (p. 

141). These spaces for resistance come about as a reaction to the positions or narratives 

with which the actor is not confortable. In the third context of identity, authoring selves, 

Holland et al. describe how “the world must be answered” and that “authorship is not a 

choice,” since “the form of the answer is not predetermined” (p. 272) the agency of the 

person comes from the ability to draw on their experiences, history and knowledge about 

how others perceive them. Using the tools on hand, in this space of authoring, Holland et 

al. borrow from Vygotsky’s zone of proximal development to illustrate the process of 

crafting the new self by way of discourse. This fourth and final context of identity is the 

creation or imagining of new figured worlds. Building off of Vygotsky’s work, Holland 

et al. propose the ability of people to make “new worlds through serious play” (p. 272). 

Urrieta (2007a) clarifies how “social play, or the arts and rituals that are created on the 

margins in newly imagined communities can help people develop new competencies” (p. 

111) to engage and concretize these new developed worlds. Through professional 

development teachers are able to envision the possibilities of new or novel figured worlds 

that have the “possibility to make/create new ways, artifacts, discourses, and acts, 
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perhaps even more liberatory worlds” (Urrieta, 2010, p. 149). At this point identities may 

engage in the progression of the four contexts again. Imagining new figured worlds 

enabled the teachers to help their own students envision new figured worlds. Blackburn 

speaks of the possibility for social change; “as a person moves into, through, and out of 

these four contexts of identity, she has the repeated opportunity to author herself into the 

world as empowered, which may result in her making of new worlds” (2002, p. 314). 

Identity Through Discourse 

Apart from identity work in which people take up, reject or negotiate social 

positions, it is important to look at the ways in which teachers situate themselves through 

the use of discourse. Identity positioning, in and through discourse, is explained by 

Bucholtz and Hall (2005) as the “social positioning of self and other” (p. 586). From a 

sociocultural linguistic perspective that challenges narrow and static views of identity, the 

authors provide five principles for studying linguistic interaction: Emergence, 

Positionality, Indexicality, Relationality and Partialness. The authors’ fist principle of 

emergence refers to identity that is discursively created through interaction. Bucholtz and 

Hall (2005) propose that identity emerges from concrete conditions of linguistic 

interactions and is not pre-existing. From this perspective, identity is closely linked to 

performances of language that emerge in the moment and are contextually bound to the 

conversation.  

The second principle is positionality, where identity is shaped from moment to 

moment based on the “macro-level demographic category” (gender, age, social class) and 

dependent on the specific stance and role of the person in that particular situation (e.g. 

joke, teller, listener etc.). In other words, individuals position themselves as particular 
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kinds of people in the specific context. These positions show identities that are 

ideologically informed by the self and other and partially constructed at all times. 

A third principle is that of indexicality where the linguistic forms are semiotically 

tied to social meanings. These meanings are closely tied to cultural beliefs and social 

values among members in the interaction. Examples are overt uses of labels and identity 

categories, and implicatures/presuppositions regarding one’s own or others’ identity 

position. 

The fourth principle is relational where Bucholtz and Hall (2005) claim that 

identities gain social meaning through interaction with other identities participating in 

discourse. The interactions can position identities through binaries such as 

similarity/difference, genuineness/artifice, and authority/delegitimacy.  

The final principle is closely related to the relational principle. Bucholtz and Hall 

(2005) contend that identity is fractured and discontinuous as it is located in the 

discursive context. Accordingly, identities are not seen as finished, instead, they are in a 

constant state of flux, adapting to the other identities and context of the situation. 

Erickson (2004) speaks of bricolage, where the agent makes use of the tools 

available to him/her, innovates and “works” in real time, taking in to account the locality 

(p. 166). Just as Bucholtz and Hall describe emergence of identity, language also, 

emerges as part of social interaction. This agency that teachers and students posses, 

presents affordances for creating hybrid language practices, or “connecting the old with 

the new” (Erickson, 2004, p. 167).  
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Gendering the Teaching Field 

Tracking the historical development of the teaching field often parallels the 

development of the US economic system. Thus, teaching as a profession is instrumentally 

aligned with the way women and their work has been undervalued. 

The Feminization of Teaching 

The gender shift in the teaching profession from a male occupation to a female 

occupation emerged as an unintended result of several policies in the 1800s. This shift in 

demographics was aided by the rise of industrialization and the formalization of the 

educational process (Rury, 1989). During industrialization men moved into managerial 

jobs or into more permanent vocations. The lure of better pay and full time work 

accounted for the decisions men made to not take up teaching positions. Young unwed 

women accepted such positions even when paid a fraction of what men were paid. 

Ironically, when men dominated the job of teaching young children nurturing qualities 

were not required (Tyack, 1974). Inevitably, this characteristic of nurturance became part 

of the conversation. 

By the mid 1800s the transformation of the teaching force had been completed so 

that by 1870 females accounted for 60% of both elementary and secondary teachers 

(Snyder, 1993). The highest peaks came at the end of both World War I and II to 86 and 

85 percent respectively. (See, Chapter I, Figure 1.1) Most recent demographic data in the 

2011-2012 SASS illustrates how that 82% of teachers are non-Hispanic white and 74% of 

the teaching is female, pointing out the disparity in both gender and race. 

 

 



 

20 

The institutional construction of gender in teaching. 

Since the era of colonization until the 1800s young, white, well-educated men 

were the teachers (Boyle, 2004). They taught in non-farming months and usually as a 

temporary job prior to beginning their real career or learned profession (Rury, 1989, p. 

11). According to Boyle (2004) teaching had really held a high status as a career but at 

the turn of the 18th century, when it was feminized, the pay was reduced as well. By the 

20th century US “conceptions of gender were affected by patriarchy” (deMarrais, 2000, p. 

163). The socialization process in homes and schools fed back in to the profession of 

teaching, making it difficult to part with norms of gender and work. 

Gendering the profession increased at the onset of formalization of the 

educational process. The move to universal education/compulsory education, marked a 

point where women were hired to fill the demand for more teachers and when men 

moved on to other economic sectors or took on the jobs of principals or superintendents 

(Rury, 1989; Tyack, 1974). Women often earned half or a third of their male 

counterparts, (Grummet, 1988; Stevens, Wood, & Shehan, 2002; Tyack, 1974). However, 

Boyle (2004) argues that “the cost savings of female teachers may have been a result of 

feminization, rather than its cause” (p. 4). While schools preferred male teachers because 

the popular belief was that they were better with discipline, men shied away from a long 

term (9 months) part-time job.  

The U.S. National Archives and Records Administration catalog confirms that the 

expansion out west and U.S. policy to assimilate American Indians also resulted in 

women teachers staffing both mission and reservation schools. Digitized pictures of 

female teachers and letters from the early 1900s to the superintendents of the then titled 
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Indian School Service under the Department of the Interior show the practice of 

employing female teachers in Indian schools. The women in the letters talk about cutting 

the long hair of their pupils and at times report on the sub-par materials and conditions of 

the schools (ARC identifier 279343; ARC identifier 293144). Purchasing or cutting wood 

for heating are the subjects of letters for two examples found in the archives: Ms. True 

who worked at a reservation school in Santa Clara Pueblo in Española, New México in 

the early 1900s and Ms. Hacklander who worked at a Big Cove day school Cherokee, 

North Carolina. These primary sources illustrate the impact of policies on the teaching 

profession as a result of the availability of willing women teachers (Adams, 1995). 

Borrowing from the industrial model to formalize teaching into grades and a 

hierarchical managerial model (Shepard, 2000). Apple (1985) points out that women are 

not just classed but gendered in occupations such as teaching because of the tendency of 

capitalism to proletarianize, and colonize patriarchal relations equating women’s’ work 

with domesticity. Apple further describes how by definition teachers are situated within 

the middle class yet identify with the working class due to layoffs, working conditions 

and pay. The industrial era placed on education a patriarchal model that normalized 

women as teachers and men as managers/administrators (Apple, 1985). 

Acker (1988) claimed that class and gender discrimination and exploitation are 

integral to the exploitation of women in capitalist societies (also see Gibson-Graham, 

2006). This logic of double standards was integral in the 1800s because men were 

perceived as supporting a household. To this day decreased pay and lack of prestige in 

the teaching profession is a deterrent for males to enter the field. While today the 

transparency of pay scales based on years of experience and educational credits makes it 
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difficult to discriminate based on gender the same cannot be said for post-secondary 

education. 

The construction of teaching as a feminine occupation and equating it with child-

rearing over the last two centuries has led to men taking on what are perceived to be 

contradictory roles. Women were seen as more nurturing and therefore fit to teach the 

younger grades in the 1800s (Tyack, 1974). As the conversations of care and an ethos of 

caring began to take shape in the teaching profession, men who enter the profession to 

teach in the younger grades wrestle with the social construction of what it means to be an 

elementary teacher. 

Along with calls for diversity, the impetus for bringing more males into the 

teaching profession especially in the primary grades has led many researchers around the 

globe to study this phenomenon. In the United States scholars have been researching the 

few men in elementary education in order to formulate new and better policies to recruit, 

retain, and provide the necessary supports for success in their chosen profession. 

Male Teachers  

Scholars offer multiple reasons as to why current male teachers and pre-service 

male teachers are attracted to and participate in the teaching profession. Noting the range 

of conflicting interpretations and societal expectations, there are a series of issues that 

remain salient in the scholarship related to the experiences of the male teacher. 

Positive Factors for Preservice Teachers’ Career Choice 

Motivation. 

There are multiple reasons why males are motivated to become elementary school 

teachers. Reasons for choosing teaching as a career seems to change with time. Gerson 
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(1993) alludes to the fact that maturity seems to be a factor in no longer seeking money 

and prestige in exchange for engaging in a career that is of service to society. 

Sanatullova-Allison (2010) found that as the male preservice students progressed through 

their studies and had experience working with students they were more likely to offer 

reasons based on their intrinsic motivation from the enjoyment of working with children. 

The study also found that early in their undergraduate studies the participants were more 

likely to attribute their choice to influences of former teachers and family members who 

were teachers as well.  

Wanting to work with children. 

The desire to be nurturing is the main factor for career choice for the male 

preservice  participants in the study by De Corse and Vogtle (1997). As opposed to the 

general opinion that women possess intrinsic nurturing capacities (Tyack, 1974), the 

young men insisted that nurturing or an ethos of caring should not only be attributed to 

women. Sanatullova-Allison (2010) add that overall the participants mostly cited wanting 

to work with children as their main reason. Bradley sums it up: they simply “like kids” 

(2000, p. 169). Intriguingly, Bradley reported that during his interviews his male 

preservice teachers perceived elementary teaching as easier than teaching in a secondary 

setting.  

Indirect paths into teaching. 

Studies indicate that not all male preservice teachers set out to be teachers 

initially. Career choice seems to be dictated by two phenomena, short and temporary 

vocations and teaching as a last resort. Some participants in the Bradley (2000) study saw 

teaching as a short-term vocation. To others, teaching was a last resort after having tried 
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other majors. The latter group described how teaching was their “second choice after they 

had attempted other avenues” (2000, p. 165). De Corse and Vogtle (1997) found that 

their participant’s experiences working outside of education did not prove to be satisfying 

and led them to choose teaching as a way to have personal satisfaction. Of the eleven 

men in Skelton’s (1991) study of preservice teachers only one had initially gone into 

teaching. The other ten had chosen other previous careers such as “police and army 

services, community work, play schemes, nursing and working with the elderly” (1991, 

p. 4). Skelton adds that, “the idea of entering teaching did not occur, for many, until the 

final year of their undergraduate courses when indecision set in as to a future career” (p. 

4).  

Negative factors for deterring preservice teachers’ career choice. 

While preservice teachers quote many redeeming factors in the teaching 

profession such economic security and benefits (Ariogul & Can, 2010; De Corse & 

Vogtle, 1997; Erden, Orgun, & Cifti, 2001) they also cited negative and discouraging 

factors of the profession such as low pay and status, (Bradley, 2000; Pepperell & 

Smedley, 1998; Rice & Goessling, 2005). What follows are other discouraging factors 

that preservice men cite for hesitation to enter the teaching profession. 

Negative gendered notions. 

It appears that gendered ideologies play a key part in discouraging young men 

from entering into the elementary education field while they are undergraduates. The 

participants in Rice and Goessling (2005) study, for example, expressed mixed feelings 

due to the widespread perception of teaching as women’s work and the lack of male 

peers. Weaver-Hightower’s (2011) male preservice teacher reported gendered teasing by 
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their peers and being told that their coursework was “acute or easy” (p. 104). 

Additionally some young males reported being told by peers that teaching would be 

“wasting” their abilities. 

Family reactions. 

Family also offers resistance to career choice, especially fathers, who are cited as 

initially being opposed to their son’s career choice as a teacher (De Corse & Vogtle, 

1997; Williams, 1992). Some of the fathers were later accepting as Ariogul and Can 

(2010) and Erden et al. (2001) showed in their studies of male preservice teachers. 

However one of Bradley’s (2000) participants was called in to a meeting with his father 

and uncles in a “family gathering collectively and forcefully” informing him that they did 

not consider elementary teaching to be an appropriate vocation for a male (p. 164-165), 

upon which he transferred to secondary education. 

Subjected bodies. 

Studies of preservice teachers show that they are aware of the potential danger to 

their livelihood if their actions are misconstrued. The theme of being a suspected child 

predator appears in Rice and Goessling’s (2005) study. De Corse and Vogtle (1997) 

elaborate how their participant males felt that they “must walk the line of propriety” in 

knowing when and how much affection they can show their students. Preservice males 

mention instances in which children hug them or want to sit on their lap and their initial 

reaction is to push them away (Pepperell & Smedley, 1998). Yet, they mention how their 

female counterparts do not have to police their bodies. Being constantly told that he could 

not hold hands, hug or have kids sit on his lap as well as other frustrations led a 

participant in the Gosse, Parr and Allison’s (2008) study to drop out of the teacher 
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preparation program. Weaver-Hightower (2011) adds that some pre-service teachers 

changed their focus from teaching in the younger grades to teaching in the upper 

elementary grades as a way to “ward off suspicion of child endangerment” (p. 107-110). 

Practicing teacher identified challenges. 

In spite of sharing a perception of low pay and low status, practicing teachers also 

cite a general idea of wanting to teach children. Their willingness to show a caring 

demeanor comes against a backdrop and occasional perception and suspicion of 

pedophilia. Indeed practicing teachers wrestle within notions of masculinity as well as a 

series of expectations that are complex in relation to the students they teach, particularly 

the boys. 

Remasculanization and role modeling politics. 

In the last two decades research has highlighted the call for more men in teaching 

(Boaz, 1989; Bradley, 2000; King, 1996; Skelton, 2011, Titus, 2004). There is mention of 

a crisis where re-masculanization of the profession could solve many of the problems 

boys are having at the hands of women teachers (Skelton, 2011). Martino and Kehler 

(2006) in addressing the social construction of the “boy problem” refer to it as a 

manufactured “moral panic” that is the product of neo-liberal and neo-conservative 

politics intended to re-traditionalize hegemonic masculinities. They explain how the logic 

of role modeling itself implies boys at the hands of women teachers become deficient. 

Out of this line of reasoning came the calls for needing males as role models. 

Normative hegemonic heterosexual masculinity. 

In the literature, boys are positioned as needing role models, especially as they get 

older. For instance, Mills et al. (2004) point to the tendency of males to adopt certain 
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identities or practices such as teaching the upper grades of elementary school, being 

involved in managerial roles and acting as mentors to troubled children. The pressure to 

be a role model for boys might mean that male teachers engage in gender positioning or 

performativity practices of “men’s work” (Haase, 2008).  

Engaging in normative hegemonic heterosexual masculinity (Frank, 1987) 

consequently gives men credibility as a male role model and wards off suspicion of 

homosexuality. To exert their masculinity some men coach sports teams (Mills et al., 

2004; Martino & Frank, 2006; Skelton, 2000). Hegemonic gender expectations are clear 

as in the example of a UK male teacher recruitment advertisement toting that “Every 

Good Boy Deserves Football,” (Burn, 2001) or when schools assign men to take charge 

of soccer during field day (Wadsworth, 2002). 

Expectations of men as universal disciplinarians. 
 

Men are positioned as being equipped with natural abilities to enforce discipline 

in schools. Tyack (1974) pointed out how men were seen as more effective with 

managing discipline and therefore belonged in the upper grades during the era of the 

gender shift in the mid 1800s. Because of their positioning as caring and nurturing, 

women are not seen as capable of enforcing discipline (Walkerdine, 1990). As opposed to 

men, women are seen as poor disciplinarians and in danger of being challenged or 

undermined by boys. The literature not only shows how the public consistently positions 

male teachers as effective disciplinarians (Allan, 1993; King, 1998) but women teachers 

also expect male teachers to take over discipline problems (Brown, 1984; Boaz, 1989; 

King, 2000). More recent literature still echoes the same gendered expectation of 

handling discipline challenges (Read, 2008). Mills, Haase and Charlton (2008) illustrates 
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in his study of practicing teachers how men are expected to earn boys’ respect by being 

firm and are often channeled into the older elementary grades to handle potential 

behavior problems. The socialization of children to gender norms by families and 

communities makes it difficult to part with gendered notions as adults. However, the 

complicity of teachers is consequential to future generations. 

Anomaly as exemplar: The contradictory roles of male teachers. 

Allan (1994) coined “anomaly as exemplar” in order to describe the paradox that 

men face when teaching young children. Even though men are guided by a sincere 

motivation, being sensitive to children’s limitations and needs, and genuine concern, their 

choice in career carries with it a “constraint and danger” (p. 11). This complicated 

situation that certain men in Allan’s study of practicing teachers reportedly endure when 

they teach in the lower grades consists of the fact that on one hand they are seen as a role 

model for male students, yet the very fact that they are working in a feminized position 

creates questions about their very masculinity. When asked why other men have shied 

away from working as teachers, men cite the possibility of being seen as effeminate 

(King, 1996, 1998). 

Potential pedophiles. 

For teachers the possibility of being perceived as a potential child molester can 

also be a source of stress at work (Martino, 2008; Rice & Goessling, 2005; Sargent, 2005; 

Sillin, 1997; Skelton, 2003). Men describe themselves as walking on eggshells as they try 

desperately not to show the level of intimacy with the children that would be considered 

normal and taken for granted for women (Sargent, 2004). Here again hegemonic 

heterosexual masculinity exerts its power over male teachers who must “police” their 
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bodies subjected to the “panopticonic” gaze (Foucault, 1977). The constant self-

surveillance of men is based on the hegemonic discourse and power of heteronormality 

(Foucault, 1978). Homophobia and pedophilia are the societal discourses that act as a 

form of social control to reinforce hegemonic views of masculinity. According to 

Martino and Frank (2006) these discourses “limit and constrain both men and boys in 

schools in terms of their pedagogical practices and willingness to embrace a broader 

repertoire of skills and capacities” (p. 29). 

The glass escalator. 

Williams (1991) studied men working in nursing, social work, librarianship, 

childcare, and elementary teaching. He found that even though men were the minority, 

they found ways to rise to managerial positions, find special niches or exert their 

masculinity. Williams describes how men “emphasize the masculine” or “highlight the 

masculine aspects of their job” (1995, p. 126). Men save face by referring to such careers 

and teaching as a “springboard” (Williams, 1995, p. 133), temporary or transitional job 

(Bradley, 2000) or one that will lead them to upward mobility (Williams, 1993, 1995). 

For men to maintain their masculinity in the sectors mentioned, Williams claims, they 

must stay competitive with other men by continuing to get training or earn a higher 

educational degree. 

While men must grapple with employing and embodying certain problematic and 

contradictory identities, there is agreement that men benefit from preferential hiring 

practices and promotion (Williams, 1992). Men cash-in from a certain kind of unearned 

capital and they have access to a “glass escalator” (Williams, 1992). While women 

encounter a “glass ceiling” in certain professions that limit their advancement, men seem 
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to gain access to managerial, department head or teacher coaching positions by way of 

the glass escalator. Men’s streamlined and swift passage to managerial positions is 

documented by several scholars (Cognard-Black, 2004; Mills et al., 2004; Williams, 

1993, 1995). Indeed many men do spend short amounts of time as teachers and 

eventually move into administration. For example, Snyder and Green (2008) showed in 

their analysis that several occupations facing shortages do in fact recruit men and make it 

easier for them to gain access to preparation programs. In addition, the authors showed 

how men do gravitate toward “male-clustered” specializations or niches (Williams, 1988, 

1992). Men seek an “identity appropriate position” in a female dominated profession 

(Snyder & Green, 2008, p. 296). 

An Ethos of Caring in Male Teacher Literature 

King (1998) reported that the male teachers in his study equated the expression of 

caring with hugging. However, men in the study complained about a double standard 

between men and women and the implications of crossing gender boundaries by showing 

affection. Some men and scholars describe the concept of caring in elementary school 

teachers as a motherly affection (Skelton, 1991: Allan, 1994; Hansen & Mulholland, 

2005; Weaver-Hightower, 2011). 

The evolution of caring work. 

Caring is often oversimplified and associated with children. Historically, women 

were thought to have “caring dispositions, being nurturing and possessing special 

qualities needed to teach the younger grades” (Tyack, 1974, p. 60). There is a cliché 

warning that is often given to pre-service teachers about not expecting to become 

millionaires by teaching. It aims to help future teachers realize that their service to the 
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profession must be guided by an intrinsic drive to care and teach. The logic that teachers 

stay in the profession in spite of the low pay because they care may have some truth to it. 

For any teacher male or female the reason for their choice in becoming a teacher may 

arise from a call for caring for other people’s children.  

Departing from a simplistic notion of care is the work of Noddings (1984, 1992, 

2001) and the ethic of caring. Noddings (1984) states that the “one-caring” must become 

“engrossed” in the “cared-for” by listening, looking and feeling. This caring demeanor, 

which is composed of receptivity, relatedness, and responsiveness, should not be 

confused with a motherly type of caring, but a professional ethos. Noddings discusses the 

difference between caring as aesthetic with authentic caring. She describes the 

managerial work of teaching and the hard intellectual. She describes how one must 

exercise particularity because students do not always need the same approach, others 

might need TLC as opposed to just a manager in the classroom. Drawing on Noddings’ 

concept of an ethic of caring, Valenzuela (1999) expands on aesthetic and authentic 

caring by placing emphasis on issues of culture and language. Accordingly aesthetic 

caring is a “technical” expectation that teachers are supposed to teach and students are 

responsible for caring about their work. Valenzuela (1999) explains further, 

Aesthetic caring is not only superficial, it also obliges youth to participate 

in a power-evasive, culturally chauvinistic framework that individualizes 

students' difficulties with schooling while larger structural issues like the 

school's subtractive curriculum go unnoticed. It fails to acknowledge that 

one group is making decisions for another. When goals, objectives, and 

strategies are systematically blind to the experiences of the "other's" 
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history and culture, and especially their folk understandings of education, 

they are sure to meet with limited success. (p. 263) 

This type of caring is reduced to institutional norms and the task of management. One 

might say aesthetic caring asks students for complicitness in the self-amputation of their 

language and the subtraction of their home culture. In contrast, “authentic” caring is 

reciprocal in nature, choosing to accept the cultural values and Latino’s conception of 

educación that stresses “respect of people’s dignity and individuality” (Valenzuela, 1999, 

p. 23).  

Vogt (2002) problematizes the ethos of caring and interprets it as being on a 

continuum ranging from caring as commitment to caring as nurture. Seeking to challenge 

the patriarchal model of women and caregivers, Vogt finds it valuable to employ 

Noddings’ caring as responsibility and relatedness. The men in Vogt’s study were able to 

re-evaluate their notions of caring and what it means to embody an ethic of commitment 

and relatedness rather than an affectionate form of caring. Hansen and Mulholland (2005) 

further explored the movement along this continuum by male pre-service teachers during 

their coursework and teaching roles. The male preservice teachers complained about not 

being able to show care the same ways that their female counterparts could. They argued 

there was a double standard in which they were seen as “suspects”.  

Taking tenets from teacher caring De Jesús (2012) and Irizarry and Antrop-

González (2008) explored the concept of critical caring. Taking traditional teacher caring 

where the teacher’s caring demeanor leads to student achievement and where the caring 

community provides a caring context. All three authors highlight small schools that 

embody a type of “hard” caring (Antrop-‐‑González & De Jesús, 2006) as opposed to 
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creating the “pobrecito” syndrome. Katz (1999) illustrates the logic behind hard caring. 

High expectations without caring can result in setting goals that are impossible for 

the student to reach without adult support and assistance. On the other hand, 

caring without high expectations can turn dangerously into paternalism in which 

teachers feel sorry for ‘underprivileged’ youth but never challenge then 

academically. High expectations and caring, in tandem, can make a powerful 

difference in students’ lives. (p. 814) 

 Critical caring scholars take a stance that “affirms the right of individuals to be 

educated in their own language and learning style and the right to maintain a bicultural 

identity” (Darder, 1991, p. 119). The initial color-blind construction of aesthetic caring 

did not take into account the cultural and linguistic needs of the populations that bilingual 

teachers serve. The factors of ethnicity/race, culture and language are taken into account 

in critical caring. Interpersonal caring connections then, signal authentic caring. These 

connections are the ones that can have profound consequences for how students’ 

identities develop and how their academic resiliency is influenced (Fránquiz & Salazar, 

2004). In a similar way, most teacher gender literature in the past for the most part was 

color-blind, only interviewing white men and generalizing to all males as part of an 

aesthetic dominant narrative. What is needed is an authentic caring for the multifaceted 

relations that are contextually bound to the life of Latino male teachers. Since women are 

at times positioned as being more adept at showing affection while men are positioned as 

the opposite, it is important to review the narratives of male teacher research. 

 

 



 

34 

Considering Color in Male Teacher Research 

Initially male teacher research summarized the experiences of males in general 

but did not take into account issues of race and class among other social categories. Some 

findings are important for all teachers to consider..  

White Male Teachers in Research  

Whiteness in male teacher research is very commonplace. For example, Allan 

(1994) focused on fifteen white men from Iowa for their study of elementary teachers. He 

found that men were expected to be role models but were often at odds with the 

expectations to exert traits of masculinity; some met expectations by coaching. The men 

admitted that they had alliances with the principal for controlling children and sometimes 

women. Coulter and McNay (1993) focused on seven white Canadian men who also 

reported using their masculinity in different ways such as moving ahead and bonding 

with the children through sports. These men were aware of the advantages of men in 

hiring and promotion practices.  

In contrast, Sargent (2000) had a little more diversity with his sample, which 

consisted of sixteen white, two African American, two Asian and three Latino males. 

Sargent found that these men also practiced their work as teachers under the scrutiny of 

others and felt the pressure of being a male role model. They also talked about the 

divisions of gender in relation to labor; they were expected to help with heavy objects 

and technology, discipline children and confront the principals in the name of the rest of 

the teachers. The men took three different stances: some rejecting the notion that children 

need nurturing, others ignoring stereotypes and engaging in close contact with children, 

and the rest rejecting the latter and opting for embodying a role model persona. 
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Research on Teachers of Color 

In attempting to chronicle the experiences and answer why there are few men in 

teaching most of the literature has focused on the white male experience, their drive to 

become teachers and their fears and anxieties (Allan, 1994; Martino, 2008; Skelton, 

2003). While there may be some universal aspects of teaching such as wanting to help 

children learn, race plays a major factor in how teachers of color are interacted with and 

how they approach teaching children of their race. Dee (2004) found that having a 

teacher of color led to better achievements in standardized testing for children of the 

same race or ethnicity. Calls for teachers of color are numerous as they serve as role 

models for all students and specifically influence the academic outcomes of students of 

color (Ladson-Billings, 1995, 2009; Villegas & Davis, 2008; Villegas & Irvine, 2010). 

Some researchers go as far as to say that because teachers of color share sociocultural 

experiences with their students of color, they are more adept at challenging racist 

structures in the schools (Quiocho & Rios, 2000). Thus, taking into account the race of 

teachers can yield important results.  

Su’s study highlights key differences within preservice teachers of color and 

white preservice teachers of both genders. The study highlights that preservice teachers 

of color are “aware of issues of inequality in educational opportunities, language 

difficulties, relevancy of curriculum and important of restructuring schools and society” 

(1997, p. 331-332). Additionally, Su adds that preservice teachers of color show more 

knowledge and dispositions toward social justice and are willing to teach in inner city 

schools. 

In the African American community Lewis (2006) highlights how “teaching had 
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always been viewed in the African American community as honorable and noble 

profession” (p. 226). Many of the males in the study returned to their communities to 

teach and give back. Lynn (2006a, 2006b) found that African American teachers shared a 

feeling of commitment to the community and sought to fill a need in the lives of young 

men. 

Literature specific to African-American teachers. 

Literature about both teachers and preservice teachers of color has become more 

commonplace, in particular for African Americans. The literature about white males does 

not mention obstacles as far as accessing a teacher preparation program or the ability to 

move toward certification. However, scholars who look at teachers of color, in particular 

for African Americans discuss it. This points to the fact that access to preservice teachers 

to study may be complicated by gatekeeping mechanisms preventing them from pursuing 

an education (Lewis, 2006). 

One challenge for African Americans to succeed in a teacher preparation program 

is mentioned by Lewis (2006) where some African American males in his study were 

unsuccessful with standardized tests for teachers such as the National Teachers Exam 

(NTE), or PRAXIS I and II. Jacullo-Noto (1991) illustrates how standardized testing 

places African American males in particular at a disadvantage due to poor school 

preparation prior to entering college.  

There has been a steady increase in the number studies undertaken for male 

minority teachers. This has been spearheaded with research on African American males. 

Lynn, (2006b) focused on three culturally relevant Black male teachers who worked in a 

large urban public school. He found that they taught due to a feeling of commitment to 
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the community and to demonstrate the important role of Black men in the lives of young 

men. They possessed cultural competence that gave them unique insights and the ability 

to explore issues of love, freedom and justice. Their experiences helped them understand 

the struggles of the students with regards to race and class oppression. 

Simmons (2010) looked at seven African American male teachers in a suburban 

school district and found that they saw themselves as mentors for the children they 

taught. Another theme that emerged was their dealings with white colleagues. They felt 

that they had to justify being hired because of diversity quotas, they was distrust when 

seen talking to other African Americans and they were expected to help in dealings with 

African American students. 

Brown (2009) focused on nine African American males and their styles of 

performance in their interaction with African American students. He interprets the three 

styles as enforcer, negotiator and playful. Enforcers maintained that for you African 

Americans to succeed the needed to have an understanding of discipline and order. 

Negotiators asked more questions listened to the students, their aims are to arrive at 

solutions and resolve conflict with the students. Those that engaged in a playful 

performance had the belief that students needed time and space to laugh, joke and release 

frustrations. Brown (2011) focused on five African American teachers and their variety 

of affiliations and experiences that the five African American teachers used to frame their 

pedagogical approach to teaching their students. Brown found that his teachers drew from 

concepts, pedagogies, institutional histories, ideas, mottos, scriptures, philosophies and 

practices. From those experiences the teachers frame their knowledge and informed their 

vision to how they approached their work as teachers. 
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Lewis (2006), in contrast, was a larger scale study that encompassed 147 African 

American male teachers in three school districts. The questionnaires yielded the 

following themes. Family was cited as important motivators for becoming a teacher. In 

being recruited helping young people was a key selling point. Job security and the 

contribution to humanity were mentioned as reasons for continuing to stay in teaching. 

Literature specific to Latino male teachers. 

 Studies focusing specifically on Latino male teachers are scarce, particularly in 

elementary settings. Gomez, Rodriguez and Agosto (2008) interviewed a large number of 

Latinos in a preservice program. From the narratives of three males in a cohort the 

authors found that Latino male teachers saw themselves as instrumental in providing a 

bridge from families to school. Unexpectedly, the authors also found that the Latino male 

teachers’ experiences were often marred by negative interactions with their white female 

peers or cooperating teachers. The most troubling example was of one young man, Frank, 

who had to be moved to another placement, when the cooperating teacher felt that he was 

not giving her the respect she deserved. The authors claim that through the cooperating 

teacher’s comments they could read that her perceptions of Frank were based on 

stereotypes of Latinos. 

For her dissertation, Nuno-Oliva (2005) studied twelve Latino male elementary 

teachers to learn why they chose teaching as a profession. She found they were inspired 

by 1) adversity and discrimination, 2) humble beginnings, and 3) dissociation with their 

own fathers. Among more positive inspirations were 4) their past experiences working 

with children and 5) good teachers. Both negative and positive influences served as 

aspirational capital for these teachers. 
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The only study on practicing Latino males is Mayes, Montero and Cutri (2004). 

This study analyzed the journal entries of one Latino male teacher in his first year as a 

middle school teacher and how he dealt with the process of first year teachers 

acculturation, no longer being seen as a member of the students’ culture but instead 

middle class and how he came to learn that he had to learn to be authoritative and have 

high expectations. Apart from this study there are no more scholarly articles specifically 

looking a the experience of Latino male teachers.  

Unfortunately the experiences, challenges and trajectories for Latino male 

teachers are grossly understudied. Of particular interest is how they construct their 

identities around issues of identities including linguistic, cultural, racial/ethnic, sexual 

orientation and gender discourses. The reason for understudying Latinos is at the root of 

historical subordination of Latino knowledge and experiences which are positioned by 

master narratives as unimportant and inconsequential. For this reason I chose to employ 

critical race theory, in an attempt to bring to light the complex and important realities of 

Latina/os. 

Critical Race Theory 

Below I will describe the rationale behind using LatCrit as my theoretical 

framework as a way of problematizing the colorblindness in Latino male teacher 

literature. Engaging in colorblindness, scholars try to pretend that there are not 

differences and that we live in a post racial society. Any literature up to date should be 

generalizable to subordinated groups. Being historically subordinated, people of color do 

not share the same experiences or realities to their white teacher counterparts. Critical 

race theory helps to expose these differences based on discriminatory structures. Before 
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doing this, it is important to give an explanation of the relationship between Critical Race 

Theory (CRT) and LatCrit.  

Critical Race Theorist (CRT) “activists, scholars and lawyers came together in the 

mid-1970s” (Delgado & Stefancic, 1993, p 461). They were “…interested in studying 

and transforming the relationships among race, racism, and power” (Delgado & 

Stefancic, 2001, p. 2). Matsuda, Lawrence, Delgado, and Crenshaw (1993) specifically 

stated that CRT is “interdisciplinary and eclectic”, and “works toward the end of racial 

oppression through transformation” (p. 7-8). Instead of being an exclusive field, CRT is 

under constant reinvention. Some scholars claim CRT borrows from “liberalism, law and 

society, feminism, Marxism, poststructuralism, critical legal theory, pragmatism and 

nationalism” (Matsuda et al., 1993, p. 6). In other words CRT is seen as a bricoleur of 

sorts that puts together “transdisciplinary knowledge base of ethnic studies, women’s 

studies, sociology, history, law, and other fields to better understand racism, sexism, and 

classism in education” (Solórzano & Yosso, 2001a, p. 473).  

CRT in the 1990s 

Delgado and Stefancic (1993) initially came up with a list of ten themes of CRT 

to highlight the many ways that people of color are de-privileged by the structures of 

power: (1) Critique of liberalism, (2) Storytelling/counterstorytelling and "naming one's 

own reality,” (3) Revisionist interpretations, of American civil rights law and progress, 

(4) A greater understanding of the underpinnings of race and racism, (5) Structural 

determinism, (6) Race, sex, class, and their intersections, (7) Essentialism and anti-

essentialism, (8) Cultural nationalism/separatism, (9) Legal institutions, Critical 

pedagogy, and minorities in the bar, and (10) Criticism and self-criticism; responses. (p. 
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462). Of particular interest to the aims of this dissertation are Delgado and Stefancic’s 

(1993) critique of liberalism theme, as it targets the mainstay of liberal jurisprudence 

such as affirmative action, neutrality, color blindness, role modeling, or the merit 

principle, (p. 462). Such a view brings to light the ideas that there are several parallel 

realities. This means different folks experience life along different pathways in the same 

context. 

Of interest is how Delgado and Stefancic define intersectionality as the “examination 

of race, sex, class, national origin, and sexual orientation, and how their combination play out 

in various settings” (2001, p. 51). The intersection of race, sex and class were explored by 

CRT scholars to examine ways race and class presented challenges to Black women's 

interests (Delgado & Stefancic, 1993, p. 463). For example, Crenshaw (1988) coined the 

word “intersectionality” to explain that one could not look at Black women’s experience 

trough a “single axis” framework but rather had to take into account the 

multidimensionality of Black womens’ multiple burdened experience. Later Crenshaw, 

Gotanda, Peller, and Thomas, (1995) made visible how CRT and feminist legal theory 

meshed together to explain disempowerment on gender and racial axis both in law and 

popular discourse. Parker and Lynn (2002) state that racism sustains and rearticulates 

sexism and that in the case of Black women, “race does not exist outside of gender and 

gender does not exist outside of race” (p. 12). In the dissertation I wish to apply the same 

framework of intersectionality to elucidate ways bilingual Latino male teachers 

background and foreground many identities dependent on the context in which they find 

themselves. 

Delgado and Stefancic point out that CRT scholars make clear that units of 
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analysis cannot always be painted with a broad brush. From this perspective, anti-

essentialist views are taken seriously and there is “no one Black community, but many” 

(1993, p. 463) this extends to Latinos as well.  

CRT in the New Millennium 

 Legal scholars and Critical Race Theorists continued to define the CRT field at 

the turn of the new millennium. Delgado and Stefancic (2001) compressed the themes of 

critical race theory into five general themes: ordinariness, interest convergence (material 

determinism), social construction of race, differential racialization, and the unique voice 

of color.  

Ordinariness can be more closely tied to color blindness. This theme addresses 

racism as a subtle and sometimes invisible act. Delgado and Stefancic (2001), explain 

ordinariness is trickier to tackle because they manifest as microaggressions. According to 

Solórzano, Ceja, and Yosso (2000) racial microaggressions consist of, “…subtle insults 

(verbal, nonverbal, and/or visual) directed toward people of color, often automatically or 

unconsciously” (p. 60). Ordinariness or colorblindness portends contemporary times as a 

post-racial society.  

For interest convergence Delgado and Stefancic (2001) state that, “…racism 

advances the interests of both white elites (materially) and working-class people 

(psychically)” (p. 7). Later the authors contend, “…people believe what benefits them” 

(p. 41). Bell (2004) points out how the U.S. made some concessions on the Jim Crow 

laws when it came to Brown vs. Board of Education mainly because it conflicted with 

their approach to gain allies during the cold war. This and other gains by subordinated 

groups throughout history point to the fact that the government passed specific laws not 
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because they specifically felt it was the right thing to do but rather because it was in their 

best interest to do so. Delgado and Stefancic (2001) further add that it is critical that 

“Revisionist history reexamines America’s historical record, replacing comforting 

majoritarian interpretations of events with ones that square more accurately with 

minorities’ experiences” (p. 20).  

The third theme of CRT is that race is a social construction. There is not a 

biological or genetic justification for the ways people are grouped together into racial 

categories. CRT proposes, “…races are categories that society invents, manipulates, or 

retires when convenient” (Delgado & Stefancic, 2001, p. 6). An example of this is 

“selective racialization” that the legal scholar Tehranian (2008) describes when middle 

eastern men are considered a minority for diversity quotas and successful or famous 

middle easterners are considered white. At the same time and in spite of being labeled as 

white, middle easterners are not always allowed to “cash-in” on their whiteness. 

The above example of Middle Eastern men ties in to the fourth CRT theme, 

differential racialization. An example provided by Delgado and Stefancic (2001) refers to 

ways groups may be portrayed as hard working when their labor is needed and as 

uncivilized, lazy, and unfit at other times. One salient example from US history was the 

recruitment of Chinese men to work building the railroads. When they were no longer 

needed, efforts to discourage their stay were embedded in “Asian” exclusionary laws 

(Ngai, 2004). The media often assists in differential racialization. As Fernández (2002) 

noted,  

“Teachers’ assumptions about minority students and their families are 

shaped or reinforced by the portrayals of minorities in the evening news 



 

44 

(as criminals), in legislative and political debates (as undeserving welfare 

recipients or unqualified affirmative action beneficiaries), in discussions 

about social services (as irresponsible young men and unwed pregnant 

teen girls), and in the political economy (as low-skilled, low-wage 

workers—janitors, housekeepers, fast food workers—or worse yet, as 

unemployed and unemployable). (p. 58) 

The fifth theme in CRT lauds the unique collective voice of color. Solórzano and 

Yosso (2002) explain this voice in manifested in, “…methods as storytelling, family 

histories, biographies, scenarios, parables, cuentos, testimonios, chronicles, and 

narratives” (p. 26).  

Appreciation for this collective voice empowers subordinated individuals to share their 

experience of racism and “…apply their own unique perspectives to assess law’s master 

narratives” (Delgado & Stefancic, 2001, p. 9). Together, they add, the unique voice of 

color is used to create “counter stories to challenge, displace, or mock… pernicious 

narratives and beliefs” (p. 43). 

Solórzano and Yosso (2001a) illustrate the four purposes of counterstories; they 

challenge the dominant perspective, build community amongst marginalized groups, 

provide a different lens for marginalized groups, and demonstrate how stories can be 

connected to create a richer story of the collective experience. Unfortunately many 

majoritarian stories are internalized by pre-service and in-serive teachers who come from 

subordinated communities that must be addressed in teacher education programs 

(Fránquiz, Salazar, & DeNicolo, 2011). 
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Branches of the CRT Family Tree 

Unwilling to see race in the dichotomy of the white/Black binary Critical theorists 

have branched out to create their own subsections of critical theory. Bartlett and Brayboy 

describe how the “popularity of CRT has generated an expansion of race theorizing: the 

development of theoretical approaches specific to the experiences of particular 

racial/ethnic groups in the United States” (2005, p. 366). Solórzano and Yosso, (2001a) 

describe these subsections of CRT as the family branches of the CRT tree. They include 

but are not limited to LatCrit (Delgado Bernal, 2002, Villalpando, 2003), TribalCrit 

(Bartlett & Brayboy, 2005; Brayboy, 2005), AsianCrit (Chang, 1993, 2000), Queer 

Theory (Anzaldúa, 1999, 2009; Isaiah Green, 2007; Sandoval, 1991, 1999), FemCrit 

(MacKinnon, 1987) and WhiteCrit (Delgado & Stefancic, 1997). I utilize the principles 

of LatCrit to address the research questions of the dissertation study: How do Latino 

males construct their roles and identities as male bilingual elementary teachers? 

LatCrit (Latino Critical Race Theory) 
 
LatCrit came about as a result of CRT not addressing issues such as language, 

immigration, ethnicity, culture, identity, phenotype, and sexuality (Solórzano & Delgado 

Bernal, 2001). As a “close cousin” (Valdes, 1996) of critical race theory, LatCrit is 

“supplementary and complementary” and meant to work in conjunction with CRT, not in 

opposition to or apart from its tenets.  

An important aspect of LatCrit that makes it appealing to use in educational 

studies is an “antisubordination and antiessentialist project that attempts to link theory 

with practice, scholarship with teaching, and the academy with the community” 

(Solórzano & Delgado Bernal, 2001, p. 312). Solórzano and Delgado Bernal further 
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explain that LatCrit serves to “challenge the dominant discourse on race and racism as 

they relate to education by examining how educational theory and practice are used to 

subordinate and marginalize Chicana and Chicano students” (p. 312). In this manner 

LatCrit allows researchers to better address the needs and experiences of Latinos by 

focusing on the specific kinds of oppression that Latinos are subjected to. Drawing from 

CRT, LatCrit can be condensed to the following five tenets: 

The Centrality and Intersectionality of Race and Racism 
 
 While CRT seeks to address issues of race, LatCrit calls for looking at other 

forms of subordination such as such as gender and class discrimination (Crenshaw, 1988, 

1991). Troubling this further Solórzano and Delgado Bernal claim that “class and racial 

oppression alone cannot account for oppression based on gender, language, or 

immigration status (2001, p. 313). The authors propose that we must look at the unique 

forms of oppression that Latinos face through the intersection of race, class, gender, 

language, and immigration status. The monolithic view of race and gender do not take 

into account the “multidimensionality”, (Hernández-Truyol, 1997) of Latinos. Instead of 

essentializing one Latino identity, argues Hernández-Truyol, LatCrit proposes a model to 

view “Latino/a pan ethnicity, representative of race, gender, nationality, color, language, 

ethnicity, and cultural diversity” and to “the construction of a LatCrit matrix that places 

multidimensionality at the center of [the] paradigm” (1997, p. 885). 

 The Challenge to Dominant Ideology 
 
 LatCrit challenges the claims of institutions and education about “objectivity, 

meritocracy, color-blindness, race neutrality, and equal opportunity” that only serve as 

“camouflage for the self-interest, power, and privilege of dominant groups” (as cited in 
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Solórzano & Yosso, 2001a, p. 472). While previously sought to ameliorate legal issues, 

LatCrit proves to be an important framework for analyzing the educational context. 

 “Borrowing from the law, we argue that CRT and LatCrit theory 

challenge the dominant discourse on race and racism as they relate to 

education by examining how education theory and practice are used to 

subordinate and marginalize Chicana and Chicano students” (Solórzano 

and Delgado Bernal, 2001, p. 312). 

The Commitment to Social Justice 
 
 LatCrit Scholars envision a social justice research agenda that leads toward (a) the 

elimination of racism, sexism, and poverty and (b) the empowering of underrepresented 

minority groups (Solórzano & Delgado Bernal, 2001; Solórzano & Yosso, 2001a). These 

scholars seek to address racial, gender and class oppression in educational contexts by 

liberatory or transformational means. 

The Importance of Experiential Knowledge 
 

At the core of LatCrit is the privileging of lived experiences of People of Color. 

LatCrit “recognizes that the experiential knowledge of Students of Color are legitimate, 

appropriate, and critical to understanding, analyzing, and teaching about racial 

subordination in the field of education” (Solórzano & Yosso, 2001a, p. 474). 

Accordingly, LatCrit scholars value contributions such as “family history, biographies, 

scenarios, parables, testimonios, cuentos, consejos, chronicles, and narratives” (2001, p. 

314). Examples from Texas, Colorado, and Michigan of ways teachers and teacher 

educators can build on experiential knowledge of Latinos are provided by Fránquiz et al. 
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(2011), they expose majoritarian tales bilingual teachers may have internalized and ways 

their own subordinated experiential knowledge can be used to create counterstories. 

The Use of Interdisciplinary Perspectives 
 
 Solórzano (1998) tied in the scholarship of CRT at the time to the educational 

setting, through a lens of underrepresented Latinos, in doing so he showed how 

interdisciplinary LatCrit can be. LatCrit seeks to challenge ahistoricism by means of 

looking at the specific lived experiences of Latinos. 

Using LatCrit to analyze and interpret this qualitative case study research, 

student-teacher, coworker-teacher interactions of Latino elementary males African 

Americans can be interrogated and provide a more in-depth examination of the ways in 

which discourses shape the identities of the participants. The data that was collected, 

analyzed carefully, and interpreted is shared through the lens of race-based epistemology 

(Ladson-Billings, 2000; Solórzano & Yosso, 2001b; Tate, 1997). 

Applying CRT to Teacher Research: A Proposed Departure from Whiteness in 

Teacher Research 

Male teacher literature suggests that scholars initially began to look at male 

teachers from a white patriarchal male lens, it is evident in themes of men claiming or 

making clear that teaching jobs are seen as temporary jobs on their way to a managerial 

job (Bradley, 2000; Williams, 1992, 1993, 1995). Martino (2008) showed how the 

recuperative masculinity politics teachers first emerged as a form of backlash to 

counteract some of the gains women were making in equality in the 1970s. Boys and men 

were presented as victims Martino and Kehler (2006) and women at the root of the 

problem. It is only fitting that I include in this literature review themes of the body of 
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legal scholarship that is Critical Race Theory (CRT) since CRT has been combined with 

feminist legal theory in the past to look at the intersections of racism and sexism 

(Crenshaw et al., 1995).  

Even thought the mainstay of Crenshaw et al.’s work focused on bringing to the 

forefront the legal and public discourses of African American women, I argue here that 

the same argument can be made for Latino Male teacher. Latino males cannot cash in 

from white male privilege in a predominantly white female dominated workforce. They 

are however subject to negative scrutiny that all men teaching in elementary undergo. 

In addition to historically failed by the schools (Valencia, 1991, 2011), Latino 

males prior have often seen through a dysfunctional machista lens by social scientists, 

(Cromwell & Ruiz, 1979). Gomez et al., (2008) showed how people’s perceptions of 

Latino men can influence their actions toward them. Gomez et al., illustrate how the one 

of their participants, Frank, had to be moved from his placement when his cooperating 

teacher did felt that he was talking to her as an equal and not being deferential. The 

cooperating teacher’s concern with Frank retaliating against her illustrates the perception 

toward Latino males in society. 

Summary 

 I have outlined in this chapter the competing discourses that surround the 

research literature on male teachers. Seeking to understand how the history of education 

helps shape todays’ gendered pathways I have outlined the findings on male elementary 

teachers. Many barriers to entry in the profession were identified. These barriers include 

low pay, low prestige, and the threat of being perceived as a homosexual or child 

predator. In spite of these negative deterrents men are drawn to benefits such as being 
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seen as future administrators, effective disciplinarians and strong role models. The 

colorblindness and what I refer to as gender-blindness of teacher education literature has 

assumed that all men have the same opportunities and that their fears and anxieties are 

similar. More recent literature considers the intersectionality that males of color must 

reflect on in order to live up to the tenets of liberatory and transformative education.  
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CHAPTER III: METHODOLOGY 

Introduction 

 In the previous chapter I described the relevant literature that informs this study. 

In this chapter I describe the conceptual/theoretical framework used to analyze and 

interpret the data and findings. I also outline the methodology for analyzing the ways in 

which Latino male elementary teachers talk about, embody and navigate their roles as 

males and bilingual teachers. In addition, I describe the research sites where this study 

took place such as the school district, the specific schools where the participants teach 

and their classrooms. I provide a rationale for selecting the participants and how I 

recruited them. Finally, I describe the research methodology of this study including data 

collection methods such as observations, interviews, artifact collection and the method of 

analysis. 

 This chapter is organized into these sections: (a) introduction; (b) theoretical 

framework; (c) overview of qualitative research design; (d) research questions;  (e) 

selection of the participants; (f) research site; (g) role of the researcher in qualitative 

research; (h) data collection; (i) trustworthiness of the data; (j) data analysis; and (k) 

summary. 

Theoretical Framework 
 

This study focused on the ways Latino bilingual male teachers and navigate their 

identities by exposing the discriminatory structures of race and ethnicity as they relate to 

Latino men and the intersection with the hierarchies of hegemonic masculinities 

(Connell, 2005). Below I present a graphic organizer to illustrate how Latino males live 
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at the bottom of two parallel pyramids where they are exist at the bottom. The sum of 

these two subordinated positions create the Latino male experience.  

 

Figure 3.1: Latino Male Subordination Pyramids 

 

Using LatCrit as a framework, this study sought to address the colorblindness in 

the approach to male teacher literature that has only focused on the point of view from 

White males, see figure 3.2. 

Figure 3.2    Figure 3.3   Figure 3.4 
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I propose that we remove the lens of white male research and start looking at the 

various rings of male teacher research. As you move further away from white male 

research (Figure 3.3) you begin to acknowledge the increasing complexity of “othered” 

identities. These othered identities are the subsections of CRT or family branches of the 

CRT tree: LatCrit, TribalCrit, AsianCrit, Queer Theory, FemCrit, and WhiteCrit (Figure 

3.4). 

 

Figure 3.5 

 

 

 

 

 

 

 

LatCrit helps to problematize this colorblindness by pointing out how the 

intersections of the multidimensionality of Latinos: Immigration, phenotype, power, 

language, culture, ethnicity, race identity (Figure 3.5), construct a completely different 

experience for bilingual Latino male teachers that needs to be addressed as being 

different from that of a white male teacher. Latinos present a unique challenge and 

situation that is complicated by historical policies of segregation, linguistic and cultural 

assimilation. Along those lines, LatCrit also helps to point out that while teachers of color 

have been shown to make a difference in the lives of children of color we cannot 

essentialize them based on gender or race/ethnicity. Just like not every man ascribes to 
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the same masculine identity, and the within Latinos there is quite a bit of diversity, there 

is no one “single story” (Adichie, 2009). We cannot assume that all Latino males can 

speak for all males or all Latinos.  

Overview of Qualitative Research Design 

There is no set formula for qualitative research, however, Merriam outlines four 

key characteristics of qualitative research. Since qualitative research is meant understand 

the meaning attributed to individuals’ experiences the focus is on their understanding and 

not necessarily the researchers’ perceptions of individuals’ experiences. “Qualitative 

researchers are interested in understanding the meaning people have constructed, that is, 

how people make sense of their world and the experiences they have in the world” 

(Merriam, 2009, p. 13). Denzin and Lincoln further explain the process of interpretation: 

Qualitative research is a situated activity that locates the observer in the 

world. It consists of a set of interpretive, material practices that makes the 

world visible. These practices transform the world. They turn the world into 

a series of representations, including field notes, interviews, conversations, 

photographs, recordings, and memos to the self. At this level, qualitative 

research involves an interpretive, naturalistic approach to the world. This 

means that qualitative researchers study things in their natural settings, 

attempting to make sense of, or to interpret, phenomena in terms of the 

meanings people bring to them. (2005, p. 3) 

Qualitative researchers are tasked with interpreting the world that they are 

presented. The world is constantly changing and researchers themselves must be willing 

to changes their ways of interpreting these worlds. Because qualitative research is guided 
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by objective interpretation, it consequently privileges the individuals’ experiences 

(emic—insider’s perspective), which is interpreted by researcher (etic—outsider’s 

perspective). In this manner the researcher is the primary instrument data collector and 

the analyst as well. Stake makes three important distinctions about qualitative research: 

The distinction between explanation and understanding as the purpose of inquiry. The 

distinction between an impersonal and personal role for the researcher, is made and a 

“distinction between knowledge discovered and knowledge constructed” (1995, p. 37). 

There are several qualitative research approaches Guest, Namey, and Mitchell 

(2013) outline the different types of qualitative studies. Phenomenology, which focuses 

on the individual experiences, beliefs, and perceptions and where the text used as a proxy 

for human experience. Ethnography, which is oriented toward studying shared meanings 

and practices for example: culture. Ethnography emphasizes the emic perspective and can 

either have a have a contemporary or historical focus. Inductive Thematic Analysis, 

which draws on inductive analytic methods. This method involves identifying and coding 

emergent themes within data and is the most common analytic approach used in 

qualitative research. Along the same lines Grounded Theory also uses inductive data 

collection and analytic methods and is a common analytic approach as well. Discourse 

Analysis can be defined as the study of naturally occurring discourse and it can range 

from a conversation to a public event, or a written document. The discourse within the 

text is used as objects of analysis. In the same vein lies Narrative Analysis, which uses 

narratives or storytelling as the source of data but can also be applied to interviews, 

literature, letters and diaries as well. Mixed Methods, which is not entirely qualitative 

research but a mixture of quantitative as well and can be either sequential or concurrent. 
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Finally, Case Study is an analysis of one to several cases that are unique with 

respect to the research topic. The analysis is primarily focused on exploring the unique 

quality of the case(s), which can then be used to understand other cases in similar 

contexts. Case studies allow the researcher to give an “in-depth description and analysis 

of a bounded system” (Merriam, 2009, p. 40). To help define this bounded system, 

Merriam adds that you can fence in what it is that you are gong to study. The case study 

she adds must be particularistic, in other words a particular situation, event, program, or 

phenomenon, it needs to be descriptive, rich and thick, and heuristic so that it illuminates 

the reader’s understanding of the phenomenon under study, (p. 43). 

Case Study as a Way to Look at Latino Male Bilingual Teachers 

Since the main purpose of this study is to understand the ways in which Latino 

men in elementary bilingual classrooms negotiate their intersecting identities of gender, 

race/ethnicity, language and culture a case study approach was taken. The methodology 

used in the study is described in detail in this chapter. This dissertation is an embedded 

single case study with multiple subunits of analysis (Yin, 2011). 

My approach allowed me to look at Latino male teachers as a whole but using 

each participant as an individual case at each school to inform the larger case as a whole. 

In order to conduct a more comprehensive study this case was “based on a diverse array 

of data collection materials and the researcher situate[ing] this system or case within its 

larger context or setting” (Creswell & Clark, 2007, p. 244). Yin reminds of that a case 

study must be bound in order to make it identifiable in it specific setting. A case study, 

according to Yin, should be “an empirical inquiry that investigates a contemporary 

phenomenon within its real-life context, especially when the boundaries between 
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phenomenon and context are not clearly evident” (2003, p. 13). Using a case study 

approach allowed me to delve deeper into understanding the phenomenon of Latino male 

teacher career choice, identity embodiment through language and performance.  

Research Question 

This dissertation seeks to understand the overarching question of: How do Latino 

males construct their roles and identities as male bilingual elementary teachers?  

Selection of the Participants and Research Site 
 

I selected my participants by way of purposeful sampling (Patton, 2002). This 

type of sampling allowed me to select information rich cases for in depth study. The 

number of participants is three keep the study manageable. This approach focused on 

following a smaller number of participants in order to provide a rich description. This 

qualitative study focused on three Latino males in a large urban school district in the 

southwest U.S. The three participants all came into teaching by way of alternative 

certification. Two hold a bachelor degree in a field outside of education. Mr. Moreno 

started out working as and ESL teacher for adults while attending college. Additionally 

he was recruited from one of Mexico’s largest cities, which houses one of the three 

Region 4 campuses of the nation aimed at recruiting bilingual teachers for the United 

States. Mr. Solís was originally a teacher in México and had taught several years. He 

moved to the United States looking for other opportunities. Initially he worked as a 

school custodian and dishwasher before being encouraged to seek alternative certification 

and take English classes. Mr. Infante realized that he wanted to teach while he was 

pursuing an English degree, after he finished his degree he certified to become a teacher. 



 

58 

Their school district contains an unusually high number of Latino male teachers. 

Looking at Appendix A we can tell that numbering 161, Latino males composed 4.8% of 

the elementary teacher population reported in academic year 2011-2012. Considering that 

there are a 417 total males in this district’s elementary grades those 161 Latino men 

accounted for 38%, over one third of the male teaching population. When looking closely 

at grade level distribution the district had a higher distribution of males in bilingual 

classrooms in all grades from pre-K to 5th grade, see Appendix A. The large number of 

Latinos in this school district, both male and female, may reflect the high number of 

bilingual programs available in the district. Also, the district actively recruits Latina/os 

from both Mexico and Puerto Rico in an effort to provide Spanish dominant teachers for 

its bilingual program. 

Heller (2006) notes that even though a language is subordinated, it does not stop 

those in power from seeing it as a valuable market resource. The five participants are able 

to turn their native language as capital, a valuable commodity for bilingual programs 

seeking native language models for the younger grades. As shown in Table 3.1, the three 

teachers all were born in Latin America, all in Spanish speaking countries where their 

first language was Spanish. They arrived in the U.S. at varying points in their educational 

career. 

Table 3.1: Participant Characteristics 
  Birth Country Teaches U.S. Schooling 

Mr. Moreno México Kindergarten 10th & 11th Grade, Masters 

Mr. Solís México 2nd Grade Masters 

Mr. Infante US 4thst Grade K-12, BA, Masters 
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The three teachers were introduced to inclusive multicultural children’s literature 

during their master’s program, Cultivando Maestros y Líderes Bilingüe coursework 

which focused on giving them the tools to address social justice and discriminatory 

practices in their schools. The teachers learned about critical pedagogy in to Cultivando 

Maestros y Líderes Bilingües and put it into practice by employing culturally relevant 

children’s literature in the classroom. All three teachers taught in one-way dual language 

bilingual classrooms, alternating days of English and Spanish instruction. 

This was a key reason in choosing them as participants. The teachers showed an 

inclination to engage in read-alouds and encourage discussions around issues of social 

justice with their students. In the initial phase of the study, the researcher and teachers 

chose children’s books that highlighted characters challenging gender roles. Following is 

the literature the three teachers chose to read aloud: Max the Stubborn Little Wolf (Judes, 

Bourre, & Robins, 2001), El principe ceniciento (Cole, 1990), Amazing Grace (Hoffman 

& Binch, 1996), Arturo y Clementina (Turin & Bosnia, 2012), El libro de los cerdos 

(Browne & Esteva, 1991), La Princesa con una bolsa de papel (Munsch & Martchenko, 

1990), and La mitad de juan (Lienas, & Fanlo, 2008), Maximilian & the Mystery of the 

Guardian Angel: A Bilingual Lucha Libre Thriller, (Garza, 2011) and Maximilian & the 

Bingo Rematch: A Lucha Libre Sequel (Garza, 2013). These stories provided the teachers 

and their students opportunities to see the master narratives of gender and race and 

engage in discussions. Of particular interest was to highlight the objectionable treatment 

of subordinated or nonconforming gender individuals and provide examples of characters 

resisting hegemonic norms.  
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Morelos School District (MSD) 
 
 The Texas Education Agency (TEA) reported via the Division of Performance 

Reporting that Morelos School District (pseudonym) had close to six thousand teachers 

that taught in the district. A little over three quarters of the teachers in the district are 

female and that males account are just shy of one quarter of the population. Overall the 

district still employs a majority of white teachers. At two thirds, whites outnumber all of 

other races/ethnicities. Of the remaining one third, Latinos make up twenty seven percent 

of the teaching population, African Americans make up for seven percent, with the 

remaining ethnicities composing the remaining percent. Compared to national public 

school teacher averages in which African Americans accounted for seven percent and 

Latinos account for eight percent (Goldring, Gray & Bitterman, 2013), Morelos district is 

employing more Latinos than the national average. 

 MSD offers dual language education in 64 of its campuses in the form or one-way 

and/or two-way language. All but two of the schools offer one-way dual language while 

18 of the campuses offer both types of programs to address the needs of language 

learners. Students transition by or at 5th grade into English classes. For the last four years 

11 of the schools have been piloting dual language so their program extends through 3rd 

grade. Two-way Dual Language classrooms are composed two equal sets of students in 

which each half speaks either the target language (English) or their native language 

(Spanish). In one-way classrooms all students usually speak only Spanish and they learn 

English with support in their native language. The end goal of all the language programs 

at MSD is to transition the students through early exit or late exit (usually fifth grade) 

into all English classes. 
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Due to the extent of the dual language programs in MSD many Spanish-speaking 

teachers are hired. All but one school serves English/Spanish speakers. Data from TEA 

for 2012-2013 reported that of the total population 27.4% were still identified as English 

Language Learners. English Language Learners in MSD numbered about 24,000, this 

was for all school grades. The MSD website reports that about 11,000 students are served 

by dual language programs, those students translate to roughly 2,100 teachers in the 

elementary that worked in Dual Language or EL classrooms. 

Rationale for Site Selection 

Considering that the total number of teachers who work for the school district is 

around 5,900 number of English language learner elementary classroom teachers is 2,641 

it is not surprising to see that dual language and EL teachers outnumber mainstream 

classroom teachers in the first five grades (see Appendix A) Interestingly enough male 

teachers in mainstream classrooms are in the single digits for the early grades until 4th 

grade. However bilingual male teachers consistently outnumber both general and EL 

teachers in all grades for which dual language is offered, in all grades except for 

kindergarten they were well above the national average elementary male teachers, which 

as of 2012 was reported to be 11% (Goldring et al., 2013). It is this abundance of male 

teachers that made MSD such a data rich district to study. While we cannot assume 

merely from the numbers that the male dual language teachers are Latinos, the difference 

alone in the numbers leads one to question why the numbers of males are so high above 

the national average in the majority of the elementary grades. 
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The schools. 

According to Merriam the inclusion of multiple sites enhances the external 

validity and generalizability of ones findings (2009, p. 50). The three teachers in this 

study work in three different elementary schools. Mr. Moreno works at Zapata 

Elementary in one-way dual language classroom. His school composed of a little over 

500 students of which are 91% are Latino, 97% of the students are economically 

disadvantaged and 39% are considered language learners. Mr. Solís works at Villa 

Elementary in a second grade one-way dual language classroom. His school has an 

enrollment just shy of 900 students of which are 92% are Latino, 96% of the students are 

economically disadvantaged and 59% are considered language learners. Mr. Infante 

teaches in a one-way dual language fourth grade classroom, his school, Madero 

Elementary has a population close to 700 hundred students of whom 85% Latino, 95% of 

the students are economically disadvantaged and 70% are considered language learners. 

Gaining Access and IRB Considerations 

Through the graduate school classes I was able to meet the participants and build 

collegial relationship with them. Since the teachers were enrolled as a specialized 

master’s program, their classrooms were covered under the department’s IRB. 

Participants of this IRB agreed to allow us to analyze as data the reflections, final papers 

and projects, and other materials they produced in their classes during their time at the 

university. Participants also agreed to participate in different studies for up to three years 

exploring different issues related to teaching in bilingual education programs. They 

agreed to participate in interviews for which the conversations would be recorded and 
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transcribed in order to analyze their professional growth with regard to their pedagogical 

approaches with relationship to Bilingual/Bicultural education. 

Pseudonyms were created for the participants and the research sites to prevent 

identification. Participants were given an opportunity for member checking so they could 

go over the transcripts and ensure that their voice and experience was communicated 

accurately. In accordance with the University’s IRB procedures, data collected were 

secured in a fireproof filing cabinet at home and on my password protected computer. A 

fireproof encrypted external hard drive was used to store the interview, video and audio 

data until the dissertation was completed. Once the dissertation was completed, all the 

data collected will be stored for a period of three years, at which time all the data will be 

erased.  

The Researcher in this Context 

My main roles as researcher in this context were as an observer of classroom 

instruction and interactions with students and staff and to conduct individual interviews with 

teachers for data collection. As with most qualitative research, I served as an “instrument” 

(Patton, 2001, p. 14) to collect data and process it. In order to assist in making 

trustworthiness transparent, here I acknowledge and reveal my assumptions and biases 

(Creswell & Clark, 2007). 

Researcher Assumptions and Bias 

As a former schoolteacher, who happens to be a heterosexual bilingual Latino 

male, I recognize that my experiences may affect the way I interpret data. I was unaware 

that there was a role modeling discourse until my second year of teaching. When being 

interviewed for a first grade teacher position, the hiring committee commented on their 
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excitement to hire me for the purposes of serving as a role model to the students based on 

my gender. At the time I felt elated that my gender gave me an advantage and that it was 

considered a rarity. Up until that time the only distinction made regarding gender was 

made in pre-service preparation courses where we were warned to never be alone with a 

child in a classroom, and to always have your door open. 

Being born here but growing up in México for a large portion of my childhood 

helped to color my experiences and experience first hand the process of acculturation as 

an immigrant in my own country of birth. Additionally, learning English as my second 

language gave me opportunity to develop another layer of multidimensionality to my 

self-identification. 

While I identify with the label of Latino, I self identify as Chicano, being that the 

Chicano movement has employed a process of reclamation and appreciation for the 

culture of Mexican-Americans in the Southwest. I myself use the term Chicano to denote 

a more politicized Latino identity encompassing people of South American, Central 

American, Caribbean, Mexican, and the Southwest U.S. states of the Mexican Cession. 

Chicano is used as a liberated/political identity that is conscientização (Freire, 1970) or 

possesses critical consciousness about structural and institutional forms of racism and 

oppression, while the Latino label encompasses those who would be denoted as Hispanic 

in terms of governmental identification. It is important to draw a distinction here for 

purposes of political consciousness versus a large heterogeneous group of Spanish 

speaking people of mixed race. Nigrescence is described as a “resocializing” experience 

(Cross, 1995, p. 97), on the same token Chicanismo employs the same transformation of 

a pre-existing identity into one that is Chicano-centric. 
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Data Collection 

Data collection was planned by making a detailed data and collection matrix 

(Table 3.2). Data collection started with semi-structured ethnographic interviews that 

included questions drawn theories identified in the literature of male teachers. To draw a 

thick description of Latino male teachers I spent the spring conducting six observations 

of children’s literature read alouds in each class, recording the interactions, taking field 

notes and collecting student and teacher produced artifacts. The observation and artifacts 

helped with triangulation (Erlandson, 1993). 

Table 3.2: Data Planning and Collection Matrix 
 
Research 
Questions 

Strategy for Collecting 
Data 

Data Type Source for 
Data 

How do Latino 
males construct 
their roles and 
identities as male 
bilingual 
elementary 
teachers?   

Conducting informal and 
formal interviews with 
Latino bilingual teachers. 
 
Conducting systematic of 
read-alouds.  
 
Collecting artifacts at the 
end of the lesson, 
scanning, and returning to 
teacher 

Notes taken on informal 
conversations with teachers: 
transcripts of formal 
interviews. 
 
Notes and transcripts of video 
recordings. 
 
Written field notes of 
observations; diagrams, 
handouts, pictures, artifacts 

Latino 
bilingual 
teachers 
 
 
Latino 
bilingual 
teachers’ 
read-aloud 
 
Student 
Produced 
work. 

 
I ended the data collection process with another semi-structured interview to 

clarify what I saw during the observations. The benefit of semi-structured ethnographic 

interview is that I could deviate from the script and ask other related questions as 

opposed to a questionnaire or structure interview. As opposed to taking a quantitative 

approach where I would have created a picture of numbers and trends, a qualitative 

approach allowed me to provide a more nuanced approach at describing their experiences 

and identities in the school and classroom. 
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To ensure triangulation (Erlandson, 1993) of the interviews, I conducted at least 

six classroom observations with each teacher during the spring semester of 2014. The 

data collected consisted of video/audio tapes of the read-aloud and the discussion, 

observations, and teacher/student produced artifacts. The observations aided in providing 

a “thick description” (Geertz, 1973). I took both descriptive and analytical field notes. 

The descriptive field notes helped to keep track of classroom arrangement and activities, 

while the analytical field notes were composed of my initial thoughts and reactions. 

Trustworthiness of the Data 

An important part of qualitative research, and any research, is to recognize the 

responsibility of rigor, ethics and transparency. I have an obligation to the researched to 

represent them accurately and in their own words and whenever possible I encouraged 

them to have a dialogue with my work. I felt that there was the ethical obligation to 

undertake this study with rigorous methods. There are four criteria used in educational 

research to address trustworthiness qualitative studies: credibility, transferability, 

dependability and confirmability (Guba, 1981) that I used in this dissertation. Keeping all 

four of those concepts in mind ensured and added to the worth of my study.  

Credibility 

To increase credibility a researcher needs to be have spent a reasonable amount of 

time in the research context to create relationships with the participants so that they are 

able to share candid information, this prolonged engagement (Lincoln & Guba, 1985), 

also ensures that researcher has shed biases by then increasing the chance that they are 

understanding the events in the same way that the people of that culture are. 

Triangulation is a very important aspect that allows for crosschecking. Triangulation may 
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include checking data methods, sources and theories should be analyzed to ensure and 

understanding of the subject (Erlandson, 1993). Member checks are also useful in that 

key informants can ensure that the data and interpretations are accurate representations 

(Lincoln & Guba, 1985).  

Transferability 

According to Erlandson (1993) a rich thick description enables others to make the 

judgment if they can indeed generalize from the findings in the receiving context. To aid 

in Transferability t is important to provide detailed descriptions of the classroom and the 

interactions. Another way that this study addresses transferability is by obtaining a 

purposive sample of participants.  

Dependability 

Dependability criterion proposed by Guba (1981) consists of being able to give a 

clear description of the methods of data gathering, analysis, and interpretation. There 

must also be information as to whether the study can be replicated or generalizable. A 

dependable audit (Erlandson, 1993) includes leaving a clear “audit trail” with clear 

documentation and a running account of the processes in case someone wants to replicate 

the study. 

Confirmability 

The final criterion of confirmability provides the reader with a progression of the 

steps followed or the history so that the readers understands the logic used to come up 

with the interpretations (Erlandson, 1993), in addition a good confirmability audit should 

allow an external reviewer to assess the product of the study. 
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Taking into consideration the criteria for trustworthiness adds to the worth of any 

study. It allows external reviewers and consumers of research to see upfront the rigor and 

transparency of the study. Spelling out a clear path of the method, collection of data and 

analysis ensures that qualitative research studies are respected in the research community. 

Data Analysis 

Merriam (1998) describes data analysis as the process by which we make sense 

out of data. We accomplish three things; we bring order to piles of date, turn piles of  

data into smaller piles of summarized data, and it allows us to discover patterns and 

themes in the data. For this dissertation the data was be coded on an ongoing basis. The 

coding process began by analyzing my field notes and artifacts collected by using open 

coding procedures as described by Emerson, Fretz and Shaw (1995). Through repeated 

readings I created a more nuanced and focused coding to identify salient themes. I 

transcribed key parts of the interviews and classroom videos collected and performed 

coding with the end in mind of identifying the teachers’ pedagogical practices and 

identities as they position themselves within the context of the intersecting characteristics 

outlined in the LatCrit framework, particularly paying attention to issues of power, 

gender, language and culture. 

Once the semi-structured interviews had been conducted I transcribed them. To 

identify common themes and reoccurring patterns I read and analyzed the transcripts to 

identify recurring themes and revisited the literature when necessary. I used open coding 

procedures (Strauss & Corbin, 1998) for the transcripts and the participant observations. 

The data was organized into chunks and then grouped into emerging themes. Through 

repeated readings of the interviews of field notes I became familiar with the data and then 
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used a systematic approach to address the research questions including identifying 

themes, organizing and indexing, and analyzing (Berg, 2004). 

Limitations 

 I recognized that the obvious drawback to a qualitative approach is that the small 

number of participants makes it harder to argue a case for generalizability to the larger 

population of Latino male teachers as a whole. It would be difficult to make large-scale 

predictions. This study recognizes that women, monolingual and white teachers are 

capable of being effective and possessing the same traits as Latino male teachers. As 

Rezai-Rashti and Martino (2010) caution, this study should not be seen as a call to 

essentialize all Latino male/female teachers. I chose to focus only on Latino males in a 

bilingual elementary setting, their experience of having undergone through a Masters’ 

program that poses challenging questions about pedagogy, race and language 

encouraging it’s teachers to reflect on their practices and ideologies. It entrusts the 

teachers with a sense of pedagogical responsibility and poses a moral dilemma. This may 

affect the generalizability when it comes to all Latino male elementary teachers, as we 

cannot expect that their experiences and approaches will be the same. 

Summary 

I have discussed in this chapter the methodology employed in this dissertations 

study. I have outlined my data collection procedures, participant selection procedures and 

my procedures for analyzing the data collected. I have explained the rational for my site 

selections and for selecting the participants. I have addressed my plan for establishing 

trustworthiness and made clear my positionality as a researcher. 
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Chapter IV: RESULTS 

 

(A Esperanza) una de las ancianas que había venido “como el viento” le explicó: 

“Debes de acordarte de regresar. Por los que no pueden irse tan fácilmente como 

tú.”  Esto es precisamente lo que hago todos los días con mis estudiantes. Los 

apoyo y les enseño para que puedan escapar de su propio “Mango Street.”  Mr. 

Infante. 

 

In this chapter I will present the findings of my research that sought to answer the 

question of how male bilingual teachers constructed their roles as elementary teachers?  

LatCrit is used as a framework to analyze the processes at play that lead to male bilingual 

teachers’ constructions of their various roles. This chapter outlines the themes that 

emerged based on the analysis of interview data and classroom observations and provides 

summary of the chapter findings.  

Each teacher participants was initially interviewed in the spring of 2014. All 

participants were observed during the spring of 2014. Mr. Infante worked summer school 

so he was observed and interviewed during that time as well. In the fall of 2014 the 

participants were interviewed again for clarifications. The initial interview lasted about 

an hour. Follow up interviews and member checking were conducted in person whenever 

possible. Email and video conferencing were used when in-person interviews were not 

available. Participants were asked to share artifacts such as their biographies for their 

Master’s program and any other pertinent artifacts. 
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The researcher aimed to represent the lived experiences of the participants in 

order to illustrate how these male bilingual teachers constructed their roles as elementary 

teachers. A critical component of LatCrit is to elucidate the experiential knowledge of 

people of color and situate it as a valid knowledge to open a window into their reality 

(Delgado, 1989; Solórzano & Yosso, 2002). This story telling is necessary and useful. 

According to Delgado (1989) these stories and experiences have not been told because 

the participants are situated on the margins of society. In the case of these Latino males, 

this work seeks to interpret their stories at the unique intersectionality that Latinos 

embody. This work seeks to take into account subordination beyond class and race to the 

“unique forms of oppression toward Latinos at intersections of race, class, gender, 

language, and immigration status” (Solórzano & Delgado Bernal, 2001, p. 313). Taken 

into account as a premise in this study, is the notion that Latinos embody “La Raza 

Cósmica1” (Vasconzuelos & Jaén, 1997), with many origins, encompassing immense 

diversity but joined by the commonality of their collective struggle of mestizaje2 

(Anzaldúa, 1997) and experience of Latinos. 

Using LatCrit as a theoretical framework to illustrate the double subordination of 

Latino men in terms of ethnic and hegemonic masculinities this work extended theory 

                                                
1 Coined by José Vasconcelos, La Raza Cósmica, (The Cosmic Race) was an attempt to 
bring about nationalism pride in México as a nation of mestizos. Vasconcelos theorized 
that through mixing a fifth race would emerge, a new kind of humanity and a synthesis of 
all of the races: White, Black, Asian and the Natives of America. Some scholars critique 
his work for downplaying the contributions or preference for the traits of indigenous and 
African people in his work. 
2 Gloria Anzaldúa’s notion of mestizaje proposed moving beyond binaries of race, i.e. 
mestizo as a physical mixture of two or more races. Instead she proposed several states of 
meztizaje in terms of culture, language and gender without rigid boundaries.  
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into the educational sphere. As a derivative of critical race theory3, LatCrit seeks to 

illuminate issues as they pertain to the Latino male teacher experience in the U.S. This 

work focuses on the link between that experience and the effects from and on education 

on such experiences. 

The overall goal of a critical race theory in teacher education focuses on the work 

of progressive Teacher Educators of Color and their Fellow Travelers who are 

trying to develop a pedagogy, curriculum, and research agenda that accounts for 

the role of race and racism in U.S. education and works toward the elimination of 

racism as part of a larger goal of eliminating all forms of subordination in 

education. (Matsuda, 1991, p. 1331) 

For several decades scholars have pointed out that racism, sexism and classism are so 

deeply embedded in US society that they have become mainstays and difficult to 

recognize (Bell, 1992; Ladson-Billings & Tate, 1995). Such social constructions play a 

powerful role in shaping individual and group perceptions of themselves and others not 

like them even to a detrimental effect. Indeed education in the US, which has been touted 

to be the great equalizer, has failed to “remedy” the effects of colonization and slavery. 

                                                
3 Solórzano & Yosso (2002) Define Critical Race Theory as the work of progressive legal 
scholars of color who attempt to bring to center the racist structures in American society. 
As a methodology for the educational context CRT helps to illuminate the intersection of 
class, gender and race for students of color by drawing of their experiences as a source of 
strength in order to challenge traditional research paradigms. Accordingly the work seeks 
to illuminate scholarship through five elements of CRT in the educational realm:(1) 
Intercentricity of race and racism with other forms of subordination. (2) The challenge to 
dominant ideology. (3) A commitment to social justice. (4) Focuses on the centrality of 
experiential knowledge. (5) Through a transdisciplinary perspectives, CRT challenges 
ahistoricism and the unidisciplinary foci by placing them both in historical and 
contemporary contexts. 
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Latinos (Valencia, 1991) and Blacks (Irvine, 1991) continue to be historically neglected 

(Verdugo, 2006). For the most part, the stratification of the educational system continues 

to benefit those of privilege and oppress others. Generation after generation of minority 

failure has become a self-fulfilling prophecy as people of color succumb to the threat of 

stereotype (Steele & Aronson, 1995) and deficit oriented low expectations of schools 

(Delpit, 2006; Valencia, Valenzuela, Sloan, & Foley, 2001). Such deficit-oriented cycle 

of internalized oppression places the blame on people of color for the very failure they 

suffer without pointing the finger at an inadequate educational system (Valencia, 2010; 

Valencia & Solórzano, 1997). 

The aforementioned societal and educational contexts serve as points of departure 

for presenting the portraits of the three male Latino teachers. The LatCrit lens will 

elucidate the portraits and data presented in this chapter. 

Themes from Analysis 

Multiple case studies allow the researcher to draw conclusions from groups of 

cases (Yin, 1981). This embedded single case study with multiple subunits of analysis 

(Yin, 2011) was designed to investigate the ways in which the three male bilingual 

teachers constructed their roles as elementary teachers at the intersections of race, gender, 

sexual identification, language, ethnicity and nationality. In this case, the three cases as a 

whole form a composite picture and increase the confidence of the study (Tellis, 1997). 

Critical Race Theory was the theoretical framework used for analyzing and interpreting 

the data though the data analysis spiral (Creswell, 2007).  

The raw data such as interviews were transcribed. Using a constant comparative 

method (Glaser & Strauss, 1967). I chunked and coded transcripts and student-generated 
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products. The interviews were read several times, and memoing was initiated by way of 

notes on the margins. As the data pertinent to the study was identified it was categorized 

into groups through chunking (Saldaña, 2009).  

Figure 4.1: Example of Transcription Codes 

 

 

 

 

 

 

 

 

 

As illustrated in Figure 4.1, chunks of text, words or phrases, were identified as 

salient and pertinent to the study. These chunks were highlighted and identified as “a 

single summarizing notation or code” (Miles, Huberman, Saldaña, 2014, p. 72) on the 

right hand margin. The themes were written on index cards and sorted into clusters based 

on similarity. From those clusters they were further condensed and in this manner themes 

emerged. Triangulation of data from interviews was achieved through observations and 

artifact analysis. Whenever possible the participants were consulted as a form of member 

checking. 

The first theme to emerge is: Recognizing & Challenging Dominant Narratives & 

Ideologies. The second theme is: Negotiating the Narrative of Masculinity and 
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Heteronormative Institutional Expectations. Finally, the last theme was: Enacting Latino 

Male’s Pedagogical Practices: The Classroom as a Safe Space for Creating 

Counterstories. These themes help to explicate how male bilingual teachers constructed 

their roles as elementary teachers while questioning the dominant discourse around the 

intersection of race and gender as it relates to the school experience of Latino students 

and teachers. 

The first theme, Recognizing & Challenging Dominant Narratives & Ideologies, 

illustrates how these teaches were well aware of the practices and histories that prove to 

be detrimental to Latino students in terms of how racism, classism and deficit ideologies 

impacts students’ access to learning. Furthermore, the teachers were able to identify some 

gender ideologies that are pervasive in society but also illustrate how they too were 

susceptible to these discourses. The second theme, Negotiating the Narrative of 

Masculinity and Heteronormative Institutional Expectations, demonstrates the 

participants’ abilities to position themselves as male teachers, within the context of a 

racially and gender stratified society. The participants recognize the ways their Latino 

male identities are positioned by society but navigate them with their cultural 

intuitiveness4. Their conforming to societal expectations could be likened to “playing the 

game” (Urrieta, 2005), where they strategically position themselves in order to achieve a 

greater end goal  (Solórzano & Delgado Bernal, 2001). However, the analyzed data also 

shows their agency as they react to problematic or uncomfortable identities pushed onto 

                                                
4 Initially Delgado Bernal (1998) describes cultural intuition as researchers framework. 
However, I want to expand this definition to illustrate how Latino teachers use their 
cultural intuition guided by their possessed knowledge, life experiences and unique 
viewpoints. Latino teachers create a pedagogical space that in turn values the knowledge, 
experiences and viewpoints of their students.  
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them. The final and third theme: Enacting Latino Male’s Pedagogical Practices: The 

Classroom as a Safe Space for Creating Counterstories, is based on the pedagogical 

practices that these Latino Male Bilingual Elementary Classroom teachers employ to 

raise consciousness about the issues of race, ethnicity, language, immigration and gender 

in their classroom. This theme included analysis of talk during observations of the 

reading and responses to children’s literature books. These literacy events provided a 

springboard for discussion that disrupts majoritarian tales5 and validates other 

perspectives.  

Theme 1: Recognizing and Challenging Dominant Narratives & Ideologies 

 Johnson (1999) reminds us that “racial, gender, sexual orientation, class, and 

other subordinations are deeply interrelated and intertwined just as they are woven 

seamlessly into the fabric of the US society” (p. 757). For people of color subordinations 

manifest themselves as microagressions in the everyday and just like the water in which a 

fish swims, they are difficult to see or recognize unless, as Chávez (2006) suggests, 

teachers name the false consciousness and false hegemonies and have the courage to 

expose the contradictions, the tensions, the half-truths in everyday discourse, including 

their own. In order to negotiate between and among these contradictions Freire (1983) 

suggested that one must first learn to read the world, then write upon it. The 

responsibility of teachers is to practice the reading and rereading of the world in which 

they and their students live. 

                                                
5 According to Fránquiz, Salazar and DeNicolo (2011) majoritarian tales are the 
dominant narratives that position the norms of the dominant class as standard, they are 
inaccurate constructions of the knowledge and lived experiences of children, families and 
communities of color. 
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This movement from the world to the word and from the word to the 

world is always present; even the spoken word flows from our reading of 

the world. In a way, however, we can go further, and say that reading the 

word is not preceded merely by reading the world, but by a certain form 

of writing it or re-writing it, that is, of transforming it by means of 

conscious practical work. (p. 10) 

This exposure of contradictions and tensions took place in a pedagogical space where the 

participant teachers facilitated the reading of the world through reading and responding to 

children’s literature books in read-alouds and class discussions. Through collective 

meaning-making and struggle class members are able to consider a state of “ontological 

clarity”6 (Bahruth, 2005, p. 513) and take steps to “author their world” (Holland, 1998, p. 

170) and practice “literary agency” (Chávez, 2006, p. 106). In the following accounts the 

participants’ and their students’ journeys toward greater clarity in authoring their world is 

presented in two subthemes. The first, Pushing Back Against Majoritarian Tales will 

chronicle their journey of coming to recognize Majoritarian tales and using that 

experience to drive them to become teachers and agents of change. The second subtheme 

Demythefying Gender Binaries will focus on how these men recognize the masculinity 

narratives they are subjected to. 

Pushing Back Against Majoritarian Tales 

                                                
6 Bahruth (2005) describes how we can reach ontological clarity by asking questions 
about the status quo. Furthermore, to foster critical consciousness it is important to lift the 
ontological fog created by the status quo and analyze it from our states of Nepantla 
(Anzaldúa, 1997) as starting points. Additionally, ontological clarity is arrived at when 
we are able to “comprehend (the) world in which we live, submitting it to rational 
analysis and empirical scrutiny (Gergen, 1997, p. 213). 
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Experiences as springboards for constructing counternarratives. 

 The students in the bilingual classrooms of the three male Latino teachers are 

recent immigrants, children of immigrants, and subsequent generations. The three Latino 

teachers share many commonalities with their students, most importantly having 

successfully navigated and adapted to the acculturation process in the U.S. or having 

grown up as a member of two cultures. Their lived experiences are as diverse as their 

students. Often the decision to become teachers came as a result of their inner knowledge 

of the immigrant and Mexican-American experience when juxtaposed with deficit or 

problematic majoritarian narratives. Mr. Infante represents the Mexican-American 

narrative, raised in two cultures and speaking two languages. Two of the three 

participants, Mr. Negrete and Mr. Solís were schooled for a large portion of their lives in 

México and had two educational systems as a referent for schooling. For these two, their 

incorporation into US society was as an immigrant at different ages ranging from middle 

school and as adults. The varied histories of these Latino participants represent diverse 

acculturation experiences. Since the students in their classrooms were under the age of 

nine, Mr. Infante had childhood experiences similar to many of the student sampling and 

the other three male teachers had childhood experiences similar to some of the parents of 

the dissertation study student sampling.  

When Mr. Solís immigrated to the United States he was unprepared for the deficit 

stereotypes of Latinas/os he encountered in society and how these stereotypes were 

internalized among Mexicans and Mexican-Americans.  

When I came to the United States it was shocking for me. I did not know 

anything about the United States. The way the Mexican people would buy 
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in to deficits. I am doing my Masters so now I understand the way people 

build those deficits. I did not know anything about it so it was shocking 

for me. Since I was México, there you have your own being and you know 

who you are. You have a good identity and then you come to the United 

States and you have a different identity. So I said wow! Something is 

wrong and I want to do something because I know those students, those 

elementary students are smart, they just need something else. The way 

they have been taught or the way they had been treated, so I said, “I need 

to do something for my community.” And I think that was one of the main 

motivations for me to go to school. 

Here Mr. Solís speaks to the dual frame of reference of a first generation immigrant that 

had inspired him to return to post-secondary education. Valenzuela (1999) echoed the 

same dynamics in her ethnography of Seguin High between second-generation students, 

described as Chicano, versus the recent immigrants from México. In order to understand 

exactly what he meant by deficits and the treatment of the students an interview probe 

elicited examples. In describing discussions that he was privy to hear as a school 

custodian Mr. Solís added: 

There were children that people (teachers) said, “they cannot learn, their 

parents don’t worry about them, or they are not intelligent”. And I would 

say, “I don’t think that is the case.” Or the teachers, they were educating 

the children as if they were doing a favor for them. “I am the teacher but 

I’m doing you a favor by educating you.” And I would say: “that is not 

possible.” So that was one of the reasons, because ever since I got here I 
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tried to involve myself in the school, I would see how many children were 

capable, but here in school they were seen in another way. Or that 

Hispanics would be seen as, we don’t educate our kids, and their education 

is of little interest to us, that we are worried more about the economic 

aspect than other issues. And that was not the type of community that I 

knew. 

Mr. Solís recognized how the dominant narratives in México were different than the 

dominant narratives in the U.S. They also recognized that dominant narratives had the 

power to impact students’ aspirations for the better or worse. Rather than accepting the 

dominant U.S. narratives that placed the blame on Latina/o students through deficit 

rationales, the teachers in this dissertation study spoke with the language of possibility 

(Bahruth, 2006). While I myself worked in Mr. Solís’ school as a student-intern 

supervisor for the Fall 2014 and Spring 2015 term, I myself witnessed the propensity of 

such deficit dialogues from teachers when explaining student achievement to the interns. 

Recent immigrant parents were often positioned as not caring and not being involved.  

Sharing a common language, culture and experience with his students and parents 

is tantamount. Rather than working from a lens of an outsider who filters the experiences 

through the majoritarian norms and ideologies these Latino teachers are able to engage in 

a more understanding disposition toward the community they teach. Mr. Negrete explains 

how even as a novice teacher he was able to make inroads with his students and parents. 

Cuando primero empecé trabajando como maestro no tenía mucha 

experiencia, tenia mucha nerviosidad, miedos, etc. Pero siento que lo que 

me ayudo mucho fue que conocía a la comunidad. Podía hacer conexiones 
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con la comunidad y los padres y sus niños. Eso fue algo que se me facilitó 

porque conocía la cultura y podía comprender sus situaciones, cuales 

eran los problemas de los padres y podía comprender a los niños. Siento 

que los padres tienen más confianza y se le acercan a uno cuando hablan 

el mismo idioma. Puede haber maestros de otros grupos étnicos que 

hablan español pero no pueden hacer esas conexiones y a lo mejor no 

comprenden ciertas cosas. 

(When I first began working as a teacher I didn't have a lot of experience, 

I had a lot of nervousness, fears, etc. But I feel that what helped me out 

quite a bit out a lot was knowing the community, I could make good ties 

with the community and parents, and the children. That was something 

that was facilitated for me because I knew the culture and I could 

understand what the situations were, what the problems were for the 

parents, I could understand the children. I feel that the parents have more 

confidence and they become closer to you when you are someone that can 

maybe speak the same language, they can speak Spanish but they can’t 

make that connection. Other staff that is from other ethnic groups may be 

they don't understand certain things.) 

Hailing from México and being an immigrant allows Mr. Negrete to understand 

the experiences parents and the students in similar schools face. Mr. Infante also 

stresses that having and understanding of community practices matters. From his 

perspective, 
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Much like my students, I also come from a low socio-economic 

background. This prepared me to understand the circumstances and 

obstacles students from a bilingual population regularly face. Much like 

them, I come from both worlds that are inseparably mixed together. I 

understand my students because I myself am also a product of a bilingual 

education system. I am living proof that a bicultural/bilingual education 

system does and can work. Who better to understand the students and 

guide them than someone who has been though the same predicaments as 

they have? 

Given the shortage of teachers of color in the U.S., and specifically male teachers of color 

who are bilingual, the profound perspectives shared by Mr. Negrete, Mr. Solís, and Mr. 

Infante have consequences for the educational possibilities of underrepresented students 

at all levels of education. In their review of the research literature, Villegas and Irvine 

(2010) confirm that these teachers create bridges to student learning and, when well 

prepared, help to decrease the so-called “gaps in opportunities to learn”. In addition to 

these affordances teachers who share commonalities with their students are more likely to 

be social justice or activist educators who choose to teach in inner cities or in high 

poverty areas, and most importantly, remain there. 

Mr. Infante was guided by a principle of wanting to address the social inequities 

in students’ everyday lives. In an interview I asked Mr. Infante why he became a 

bilingual teacher versus a mainstream teacher. He replied:  

Mr. Infante: It really struck me when I was reading, and this is like really 

cheesy and stuff like that, but when I read Sandra Cisneros’ House on 
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Mango Street, I was reading it and um . . . Have you read that book 

before? 

Interviewer: Yeah, yeah. 

Mr. Infante: You know when the three older ladies talk to her and they say 

“you have to always remember to come back to the ones that stayed 

behind, the ones that weren’t able to get out.” And I remember thinking 

like: “Wow, all these kids like, they have nothing, they’re never gonna get 

out, its gonna be like one vicious cycle and there’s nobody caring about 

them, nobody trying to teach them and people just trying to like” “OK, put 

them in English right as soon as possible” or like “ Oh, they’re Mexican 

kids, no one is gonna care.” And that is where it sort of started coming 

from. 

Mr. Infante’s raison d'être came as a result of his willingness to teach Latino children and 

be an agent on several intersecting issues: the absence of caring teachers, subtractive 

language policies (Valenzuela, 1999) and in his words: “getting out” as a form of being 

given an opportunity to successfully complete their studies. Mr. Infante’s statement 

triangulated through my reading of his writings from his master’s program that he shared 

with me during my first visit to his classroom. The following artifact is an excerpt from 

Mr. Infante’s application statement for admittance into Cultivando Maestros y Líderes 

Bilingües; he clearly lays out clearly his perceived role as being a transformative agent 

specifically in a bilingual classroom: 

Me acuerdo siempre de “La Casa en Mango Street” escrito por Sandra 

Cisneros. Fue un libro que me inspiró y marcó mi destino. Lo que se me 
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quedó más grabado es Esperanza queriéndose ir de su hogar lleno de 

pobreza a uno nuevo para escapar de Mango Street. Luego, una de las 

ancianas que había venido “como el viento” le explicó: “Debes de 

acordarte de regresar. Por los que no pueden irse tan fácilmente como 

tú.”  Esto es precisamente lo que hago todos los días con mis estudiantes. 

Los apoyo y les enseño para que puedan escapar de su propio “Mango 

Street.”  Por esta razón, me encanta ser maestro bilingüe y estar en un 

salón bilingüe. Aunque yo sé que es mi deber, es más mi deseo darles una 

oportunidad de superarse día a día y prepararlos para una vida exitosa. 

(I always remember “The House on Mango Street.” It was a book that 

inspired me and marked my destiny. What stuck with me the most was 

Esperanza wanting to leave her poverty stricken community to a new one 

in order to escape Mango Street. Later, one of the elder women that 

arrived “like the wind” explained to her: “You need to remember to come 

back. For those that were not able to leave as easily as you.” This is 

precisely what I do every day with my students. I support them and help 

them so they can escape their own “Mango Street.”) 

Since this artifact was shared by written by Mr. Infante prior to his admittance into 

Cultivando Maestros y Líderes Bilingües it helps us to glimpse into his vision as a 

teacher. It tell us what kind of teacher he was to begin with, he cared about the bilingual 

students in his community and be an agent of change to help them live their full potential. 

It is important to remember that Mr. Infante has first set out to be a journalist. Just like 
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the Prodigal Son7 who sets out to find himself, Mr. Infante initially started out writing for 

a newspaper, but eventually humbles himself to the call to action in the classroom. Mr. 

Infante’s commitment to making a difference in the lives of his students spans a decade 

and a half, sixteen years. He embodies the humanistic commitment to enter and stay in 

the teaching profession that is discussed by Achinstein and Ogawa: 

A primary reason that teachers in our study gave for remaining in their 

schools through the 5th year of teaching was a commitment to working in 

schools with students from low-income and non-dominant cultural and 

linguistic communities. These teachers saw themselves as cultural and 

linguistic resources to youth and their families and wanted to give back to 

their communities by making a difference in the lives of students of color. 

(2011, p. 80) 

The strong commitment to the community and the students of color is evident from 

statistical data as well. In Texas, Hanushek and Rivkin (2010) found that a predictor for 

white teachers switching schools was related to high percentages of students of color, 

while, Black and Latino teachers actually moved into schools of higher concentrations of 

students of color. Going on seventeen years Mr. Infante expresses a sense of purpose 

when it comes to teaching bilingual students of a particular demographic. 

I wouldn’t want to teach anybody else other than Latino kids. That is why 

I got into teaching. I didn’t get into teaching to teach anybody else. That’s 

whom I want to teach, that’s who’s important for me to teach. I have a 

                                                
7 In the parable of the prodigal son, a son asks the father for his share of the estate, leaves 
and wastes his money abroad. Tired of wandering he decides to return home. 
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passion for that and people can say “but you’re a teacher, you should want 

to teach everybody” but no, I want to teach bilingual kids. Its never 

probably gonna happen but in ten years if Madero Elementary School’s 

population changes that probably won’t be the place for me. 

Mr. Infante’s commitment is significant as those teachers of color that do stay for the 

long term increase student achievement (Hanushek & Rivkin, 2010). In the dissertation 

study, all three male Latino teachers were veteran teachers. Together Mr. Negrete, Mr. 

Solís and Mr. Infante have taught 45 years and the median of years teaching is 11. All 

chose to teach in disadvantaged urban schools. During that time they increased their 

pedagogical knowledge, including graduating from a master’s program engineered to 

inspire and create leaders that would address the issues faced by their schools’ increasing 

Mexican descent student population. All three participants are guided by a sense of 

purpose and service to their communities. 

 While the literature indicates that pre-service teachers of color show more 

knowledge and better dispositions toward social justice (Su, 1997), feel a strong sense of 

commitment (Lynn, 2006b) for and want to return to their communities (Lewis, 2006), 

they are also susceptible to adopting the narratives of the mainstream. The veteran 

teachers in this dissertation study, on the other hand, were willing to responsibility to 

provide countering narratives for Latina/o students. Mr. Solís, for example, insists that he 

feels as if “no one else is going to come and do it.” 

Resisting language ideologies: Teachers as policy implementers. 

In the case of the district that employed the three teachers in the dissertation 

study, a language-pacing guide was to be followed with themes and books to read in 
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meeting grade level standards in English and Spanish. Exhorted to follow these research-

based approaches, which are commonly referred to as “teacher-proof,” these scripted 

programs are adopted by states and school districts in an effort to comply with federal 

mandates, out of fear of losing federal funding. Mr. Solís explains how such federal and 

district mandates affect him.  

I think the students are the reason why you stay, that you want to stay in 

the profession. The administration and the district office are both kinds of 

things that are the negative side of becoming a teacher because sometimes 

they ask you to do something that doesn’t make sense or something that is 

not good for the students. But I think the main reason is the students. 

When they learn something they say “oh, I understand.” “Oh. I remember, 

I remember that,” so it is worth it. 

The persistence of teachers is grounded in their commitment and joy when children learn 

and make connections to their lives, culture, and language. Fidelity to mandates is part of 

doing business. However, the business of teaching can become murky when it comes to 

language planning. Below I describe how language ideologies play out on a daily basis in 

the lives and classrooms of the participants. As bilingual educators are aware, teaching 

language is contentious particularly when deciding to utilize the home language varieties 

as emergent bilinguals acquire fluidity and transition to English.  

Teaching in a state that borders México where two languages and cultures come 

into contact the polyglot is the norm. Although speaking in two languages is pervasive in 

this area and the three teachers are fully competent in both languages, there are contexts 

where the teachers will prefer or strategically use one language or the other. All 
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participants were given the choice of language to conduct the interviews in. Mr. Negrete 

chose to conduct his interview in Spanish. Mr. Solís alternated between English and 

Spanish, at key points when he felt he needed to be more eloquent, he would say: “esto si 

se lo voy a decir en español.”  Mr. Infante spoke in English but occasionally code 

switched during the interviews.  

 A commonality of the two countries that the participants hail from is their 

approach toward indigenous or heritage languages. México has historically adopted a 

monolingual linguistic approach aimed at eradicating any language other than Spanish. In 

the 1990s an approach titled “educación intercultural bilingüe” was proposed. However, 

as García and Velasco (2012) found little is being done in terms of actual intercultural or 

bilingual education. The very same approaches that were supposed to be phased out are 

alive and well in México (Nery, 2004; Segura, 2004) instead of challenging the status quo 

of monolingualism, they help to maintain it.  

 In the same vein the US has also historically steered toward monolingualism since 

the beginning of the last century (Crawford, 2004). Bilingualism at home and school is 

seen as a failure to have that “clean break” (Suárez-Orozco, 2000) toward assimilation. In 

the schools where bilingualism is the norm, language is often separated as bounded 

systems, sometimes by days, other times by subjects.  

The following describes the process by which these three teachers interact with 

language mandates as they relate to bilingualism in their schools. The teachers spoke at 

length about how bilingualism itself was a process of negotiation in regards to who could 

speak which language and at which times. The teachers themselves were situated as 

autonomous in certain situations but also as disempowered when they had to follow 
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mandates. The school district currently employs one-way and two-way models of 

bilingual education. Before that there was more leeway in the way that language policy 

was implemented. Mr. Infante describes how this process has not always been uniform. 

Dual language finally arrived in my grade so now I stick more to one 

language. My language is Spanish. Last year was my first dual language 

group. Before that, it was 13 years of one-way/transitional/whatever you 

want. Every kid had a different thing. Some students were like, “no, 

you‘re not going to English any time soon.” I know that the school called 

it late English transition model but that’s like three different things right 

there. Each child was on a different route. 

Similarly, Mr. Negrete points to the fact that language policy was not always followed in 

the way that the school reported it creating spaces where the approach was implemented 

in the best interest of the children. He describes in what follows:  

Mi experiencia en este distrito durante estos últimos años es que aun 

cuando ciertas escuelas sigan ese modelo de idioma, de Gómez y Gómez, 

cada escuela cambia, adapta o diseña el uso del programa de idioma dual 

dependiendo de sus necesidades, conveniencias, situaciones u otros 

factores. 

(My experience in this district these past few years is that even though 

certain schools follow that model of the language, of Gomez and Gomez, 

each school changes, adapts or design use the dual language program 

depending on their necessities, conveniences, situation or other factors.) 



 

 90 

The teachers in this study recognized how the schools were not necessarily always 

following language policies. Nevertheless teachers still feel pressure from administration 

with regard to the policy in the particular site. Power differentials in regards to language 

are often at play in these situations, English is often positioned as the priority language 

since it is ultimately the goal for all of the programs thus conforming to majoritarian 

ideologies of language of power. 

Below I describe how language ideologies play out on a daily basis in the lives 

and classrooms of the participants and how they are positioned as autonomous or 

disempowered language implementers. In the case of the district that employed the three 

teachers in the study, a set of guidelines was to be followed in their classrooms. Based on 

NCLB’s Title III funding the school district has opted to use a language program 

identified as research-based from kindergarten to 5th grade. A language of the day is 

outlined and several activities that must be conducted in that language including read-

alouds. The guidelines also suggest that science and social studies are taught in Spanish 

without code switching. Students may respond in English and teachers can model in 

Spanish while acknowledging their contribution. Mathematics is taught in English for all 

the elementary grades while language arts are conducted in the children’s’ primary 

language. The principal and other monitors visit the classrooms to and use a rubric to 

assess the implementation of the program with fidelity. 

The participants in this study outline the day-to-day struggle work of 

implementing language policies and pushing back against the pressure of 

monolingualism. In Mr. Infante’s case, he grew up in a place where languages were 

dynamic, fluid and in constant contact in everyday life. 
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Creo que mi educación bilingüe me ha ayudado a comprender a mis 

estudiantes, porque al igual que muchos de ellos, me eduqué en escuelas 

americanas durante mi niñez pero mi cultura es primeramente mexicana. 

Viví en “Frontera” por 21 años y eso me ayudó a nunca olvidar mis 

raíces mexicanas, porque aunque técnicamente “Frontera” es parte de 

Estados Unidos, solamente la separa el Río Grande de México. Mi 

educación formal fue establecida con maestros americanos pero también 

fui educado por maestros mexicanos ya que mis tíos y tías eran maestros 

en el otro lado. Por esta razón, siempre he sentido que soy parte de dos 

culturas: americana y mexicana. 

(I feel that my bilingual education has helped me comprehend my students 

because just like many of them, I was educated in American schools 

during my childhood, but my culture is primarily Mexican. I lived in 

“Border town” for 21 years and that helped me to never forget my 

Mexican roots, because even through technically “Border town” is part of 

the United States, it is only separated by the Rio Grande of México. My 

format education was established with American teachers but my uncles 

and aunts who were teachers in the other side of the border also educated 

me. For that reason, I have always felt that I am part of two cultures: 

American and Mexican.) 

Being part of a bilingual and bicultural community Mr. Infante, understood the value of 

bilingualism, hence the reason he taught in a bilingual classroom. All three participants 

drew on their ability to speak Spanish as a form of linguistic capital (Yosso, 2005), which 
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directly led to their employment or choice of language of instruction. For all three 

participants in this study, their job was to teach the Spanish portion of classes in these 

bilingual schools. All three participants spoke about the pressure to teach in the language 

of the day as most of them worked in schools that had adopted the Gomez-Gomez Model 

(Gómez, Freeman, & Freeman, 2005) which work on a strict separation of languages 

during content instruction. Along with this strict separation, the program asked that 

students and teachers stay in one language during non-classroom activities such as the 

cafeteria and playground. In non-instructional activities such as classroom transitions, 

lining up or at specials all the teachers spoke in Spanish while teaching unless directed 

otherwise. 

As seasoned teachers the teachers in Cultivando Maestros y Líderes Bilingües had 

been selected on their record of excellent teaching and leadership qualities. Through the 

masters journey the teachers had opportunities to think about policy and to recognize best 

practices when teaching students. Mr. Solís previously explained how he felt about 

district mandates, describing it as the least enjoyable part of his job. Mr. Infante describes 

his feelings toward having to adhere to certain policies. 

I feel like we have too many people telling us what to do and none of them 

talk to each other. That is what bothers me the most. People who have 

never stepped in your classroom telling you what to do about Juanito when 

they don’t know Juanito at all. It frustrates me. 

Mr. Infante voices his frustration over the overwhelming amount of people who encroach 

and attempt to control what is legitimate knowledge or how to teach the students in his 

community and his classroom. In the master narrative of gender Apple (2009) had points 
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out how the largely female workforce of teachers saw the rise of “the integration together 

of management systems, reductive behaviorally based curricula, pre-specified teaching 

"competencies" and procedures and student responses, and pre- and post-testing, was 

leading to a loss of control and a separation of conception from execution” (p. 183) at the 

end of the last century. This separation of conception from execution is at the heart of the 

de-skilling of the teaching profession, Apple urges us to make the connection between the 

positioning of teaching as classes and gendered work on the creation of “semi-

autonomous employees.”  Different actors in the language policy pipeline have a hand in 

the classroom, teachers are positioned as the ones who ultimately implement policies but 

not necessarily as decision-making agents. As bilingual educators are aware, teaching 

language is contentious particularly when deciding to utilize the home language varieties 

as emergent bilinguals acquire fluidity and transition to English. Through their study of 

data from English Only states Marschall et al. (2011) showed how teachers found a sense 

of agency and engaged in “creative maladjustment” (Kohl, 1994) by still teaching 

bilingually. While the three male participants in the study live in a state that actively 

supports bilingual education, there are still times that they use their judgment to 

determine how much of the home language or student linguistic repertoires they 

themselves use or consent the students use in their classroom. These choices are more 

complex than one would imagine. 

Some of the students in Mr. Solís’ class held to strict separation ideologies that 

were learned from other teachers prior to arriving in his class. His students had been 

discouraged by other teachers from code switching. However, Mr. Solís demonstrated 

willingness to accept code switching, for example during the reading of Arturo y 
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Clementina (Turin & Bosnia, 2012). The book addresses abuse in relationships, the roles 

a female and male adopt in a marriage. Arturo y Clementina is about a female turtle that 

has aspirations and male turtle that marry addresses abuse in relationships, the roles a 

female turtle, Clementina who wants to travel the world. She marries Arturo and her life 

shifts to having to stay home while Arturo works. Arturo constantly berates her and ties 

material objects to her back so they will not get lost Unable to move and tired of the 

abuse Clementina leaves her shell behind. Mr. Solís had guided a class that was initially 

quiet and reluctant to talk at the beginning of the year into a class that employed the 

ability to voice connections to other texts and real-life. In the middle of the book as 

Arturo, the male turtle in the book continues to tie objects to Clementina’s shell and uses 

words such as dumb, absent-minded and clumsy. In the following exchange the students 

are trying to make sense of the interactions between two characters. The frustration 

toward the male character in the story was palpable and Thalía struggled to find the 

words while holding the floor. 

Thalía: Es como kind of tonta. . . 

Clara: Mr. . . . 

Mr. Solís: (Laughs) Kind of tonta. OK. 

Gerardo: Spanglish. 

Mr. Solís: OK, ok. Forget about the language. I like the ideas. 

Thalía: Because, like because. Porque ella no sabe. Its just, he just. She 

wants to go and make herself stuff. 

While Thalía knew how she wanted to express her thoughts, Gerardo reminds her that she 

is using Spanglish, which had been frowned upon prior to arriving in Mr. Solís’ class. 
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The policing of students toward each other marks the extent to which they have 

socialized code-switching as a stigmatized repertoire (Toribio, 2002, 2004). Lippi-Green 

(2012) illustrates how departures from standard English are seen as perversions and 

therefore devalued by those who consider monolingualism as the norm. In the case of Mr. 

Solís’ classroom, his students were still negotiating their previous teacher’s expectations 

that positioned creative mixing of two languages as a deficit. Mr. Solís chose not to 

subscribe to strict language separations during his everyday teaching even though his 

school had adopted the Gomez-Gomez Model (Gómez et al., 2005). His willingness to 

forfeit fidelity instead and instead chose to allow language to be used authentically as the 

children of this border state speak. In the example above Mr. Solís signaled the 

importance of the content of Thalía’s ideas rather than the manner in which they were 

uttered. He was not invested in the prescriptive and restrictive forms of language 

separation known as “parallel monolingualism” (Fitts, 2006). When choosing to make 

meaning in and through both languages these emergent bilinguals drew “on their full 

linguistic repertoires to make meaning in social interaction” (Martínez, 2013, p. 279). As 

Martínez suggests, why tie their hands when we can allow them to use both hands to 

perform the same task. In the same way, García and Torres-Guevara describe how the use 

of two languages by bilinguals is “not simply like having two balanced wheels in a 

bicycle. Instead, bilinguals use their two languages as an all-terrain-vehicle, adjusting the 

unbalanced wheels to the ridges and craters of the communicative act” (2009, p. 184). In 

code-switching students agentively and artistically chose the words that best fits their 

emotion or intended meaning, similarly as Martínez (2009) showed in his study of a 
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sixth-grade students in a middle school language arts classroom students exhibit explicit 

forms of awareness for using both languages.  

 The participants confided that even thought they were aware of their sense of 

agency in pushing back against language ideologies and the mandates in their classroom 

for strict language separation at times they were caught in a bind where they needed to be 

more strategic. Because these participants possess an understanding of the linguistic 

realities of their students, they understand that at times certain language policies did more 

harm than good they engaged in creative maladjustment.  

Cuando me vinieron a observar me hablaron sobre el modelo de Gómez 

Gómez y sus requisitos que requiere que separemos los idiomas por el 

bien de los niños y yo les dije que pienso que esta bien que los niños 

hagan code-switch porque así ellos hablan. Después de eso noté que me 

empezaron a cuidar mas los que están encargados de asegurar que 

estemos implementando el programa de doble inmersión con fidelidad. 

Ahora reconozco que necesito seguir las expectativas cuando ellos estén 

presentes, pero cuando no me están observando yo uso los dos idiomas y 

permito que los niños también los usen. 

(When they came to observe me they spoke to me about the Gómez 

Gómez model and its requirements that oblige us to separate the languages 

for the children’s own good and I told them that I feel that it is fine if 

children code-switch because that is how they speak. After that I noticed 

that the people in charge of ensuring that we are implementing the dual 

immersion program with fidelity began to monitor me more closely. Now 
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I understand that I need to follow their expectations when they are present, 

but when they are not observing me I can use both languages and permit 

the students to use them as well.) 

Mr. Solís’ example illustrates the pedagogical decisions in linguistic policy that these 

male teachers must navigate as they teach in a bilingual class, they are positioned as 

implementers of district policy and expected to follow the guidelines. In spite all of this 

Mr. Solís learned to validate his students home language varieties mainly as a result of 

his participation in Cultivando Maestros y Líderes Bilingües. 

Yo uso el español y el inglés con mis estudiantes y les digo que ellos 

tienen la libertad de expresión en español o cualquier otro idioma en el 

cual se sientan más a gusto. Había unas ocasiones cuando estábamos en 

el bloque de inglés y notaba que no entendían mucho y entonces se lo 

explicaba en español, no creo que haya problema con eso. Dicen que 

después lo niños no van a esforzarse, “el maestro me lo va a explicar en 

español, me voy  esperar hasta que me lo expliquen en español, mientras 

tanto me voy a poner a soñar.” Pero no creo porque a veces los ve uno 

muy frustrados, no pueden encontrar la palabra correcta, y a veces me 

pasa a mi. (Switches to English) I can't find the right word to say it, you 

get frustrated. So I don't see why you cannot, if it's in Spanish or if it's in 

English. Before Cultivando Maestros y Líderes Bilingües I remember that 

it was Mrs. Trejo and I, there was like two or three teachers we were 

against code switching, we were big on code switching. I remember 
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during the first classes we had conversations with the professors and it was 

then that I realized that it could be used as a tool for communication. 

(I use Spanish and English with my students and I tell them that they have 

the liberty of speech in Spanish or in which every language they feel 

comfortable. There were some occasions when we were in the English 

block and I noticed that there wasn't much understanding so then I would 

explain to the children in Spanish, I don't think that there would be a 

problem with that. They say that later the children will not challenge 

themselves, “The teacher going explain it to me in Spanish, I will wait 

until they explain it to me in Spanish in the meantime I am going to space 

out.”  But I don't think so because sometimes you see them really 

frustrated, they cannot find the right word, it sometimes happens to me.) 

In classroom observations Mr. Solís demonstrated how their teaching approaches serve to 

affirm “the right of individuals to be educated in their own language and learning style 

and the right to maintain a bicultural identity” (Darder, 1991, p. 119). Ethnicity, culture 

and language take center stage as a form of critical caring that situates the largely 

monolingual immigrant parents as partners of their child’s education. 

While this subtle pressure by being evaluated is one way that teachers felt top-

down pressure there were other forms of policy decisions that were often made by 

principals as they felt pressure to prematurely begin building academic English language 

in the subjects that were evaluated by form of standardized assessments. 

Tenemos el programa de idioma dual pero estamos más enfocado en la 

transición de los estudiantes al inglés. . . La dirección me ha dicho que 
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ellos saben que las ciencias se deben de hacer en español per es preferido 

que se hagan en inglés. Así que a veces lo intento pero es difícil porque 

hay conceptos complejos que a veces no captan aun en su idioma natal o 

su temprana edad. Yo entiendo que todo esto es influenciado por los 

exámenes estandarizados. 

(We have a dual language program but we're more focused on 

transitioning students into English. . . . This principal has told me that they 

know that science is supposed to be done in Spanish but it is preferred that 

it is done in English. So sometimes I try and it’s a challenge because there 

are complex concepts that sometimes they do grasp even in their native 

language because of their young age. I understand that all this is 

influenced by the standardized exams.) 

Mr. Negrete recognizes that he is in a position where he has to follow language mandates 

whose goal is to privilege monolingualism. Even though he was reluctant to share this 

information he felt that he needed to explain how his ability to speak up or push back 

against such policies had come as a result of Cultivando Maestros y Líderes Bilingües 

and the knowledge he had gained as a result of his classes. To probe further I asked why 

he doesn’t just follow the administration mandates he replies that it goes against what he 

has learned. 

Gilberto: ¿Entonces porque no enseña en inglés como le piden? 

Mr. Negrete: Bueno eso es lo que se había estado haciendo en los Estados 

Unidos antes que viniera la educación bilingüe, no a todos los estudiantes 

les iba bien, así que pienso que si ensenamos en ingles nada mas 
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estaríamos retrocediendo, estaríamos regresando a sink-or-swim. Para 

mi no es lo más apropiado. Los cursos de Cultivando Maestros y Líderes 

Bilingües, todas esa investigaciones que se han hecho sobre educación 

bilingüe y sus beneficios para mi seria retroceder. Así que aunque en esta 

escuela tienen esa presión, no es tan aguda. Por ejemplo, me dicen, “mira 

tenemos que cumplir con estos objetivos así que necesitamos que lo 

intentes por favor,” así que eso ayuda, pero aun a veces empiezo a pensar 

sobre todos esos años de experiencia que he tenido y todas la lecturas 

sobre educación bilingüe. Así que hay algunas cosas con las cuales no 

estoy de acuerdo per al final tengo que asegurarme que los estudiantes 

aprendan lo que tienen que saber para ser exitosos. 

(Gilberto: So why don't you teach English like you are asked to? 

Mr. Negrete: Well that was what was done before in the United States 

before bilingual education came along, not all the students did well, so I 

think that if we teach in English only I think we would be regressing, we 

would be going back to sink or swim. Going back to English immersion. 

For me it is not the most appropriate. The courses from Cultivando 

Maestros y Líderes Bilingües, all those investigations that have been done 

about bilingual education and its benefits, for me it would be a regression. 

So here in the school even though they have that pressure it is not so 

sharp. For example, I am told, “look we had to meet these objectives so 

we need you to try please,” so that helps, but even though sometimes I 

begin to think about all these years of experience that I have had and all of 
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the readings about bilingual education. So there are some things that I am 

not in accordance with but in the end I have two make sure that the 

students learn what they are going to need to be successful.) 

Mr. Negrete learned to draw on his experience in Cultivando Maestros y Líderes 

Bilingües that emphasized bilingualism and to learned to consider himself as a 

knowledgeable teacher with experience, he began to privilege the knowledge Latino 

teachers bring to the fore. It instilled in the participants a sense of responsibility to craft a 

response to how languages were positioned and how they positioned themselves in larger 

master narrative of language of power. The participants in this study began to consider 

themselves as policy makers in the classroom from a bottom-up approach rather than 

policy implementers of a top-down model.  

Validating Latina/o teacher experiential knowledge. 

Since the master narratives are often built around legitimating dominant white 

knowledge. Latina/o teachers often internalize their own knowledge as invalid. The 

masters program in which these participants enrolled gave them the validation they had 

been missing. Cultivando Maestros y Líderes Bilingües helped these master teachers to 

become more verbal 

 or to be able to support their approach to implementation. Mr. Infante reflects on the 

impact of Cultivando Maestros y Líderes Bilingües in becoming more outspoken when 

defending his pedagogical decisions. 

It helped me learn that they were people who thought like me. I still talk to 

a lot of the people on there. I received validation on a lot of what I was 

thinking. Some things that I didn't know had a name now have a name, 
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like funds of knowledge. I didn't even know, I just thought that these 

students have something to offer, parents yes they met be educated but 

they know how to fix the car, they know how to make it perfect tortilla, 

they know all the stories from México and they have a lot to offer. I didn't 

know that it was called funds of knowledge. It helped me, once I knew I 

was right it helped me be more vocal about it. I know that sounds really 

conceited, knowing that you were right all along, but a lot of the things 

that I already thought, going through Cultivando Maestros y Líderes 

Bilingües made me realize that "yes we are right we should be doing this." 

So if somebody says something, I say “no actually if you really think 

about it that is just a myth or that is not real or that is not going to work.” 

This concept of Mr. Infante knowing all along coincides Delgado-Bernal’s notion of 

cultural intuitiveness (1998) and it illustrates how these teaches were well aware of the 

practices and histories that prove to be detrimental to Latino students. After having 

participated in Cultivando Maestros y Líderes Bilingües the participants had learned to 

defend their positions and recognize how languages are positioned as more or less 

powerful based on the discourses used by policy makers and administration and their role 

in the classroom to resist such practices based on discourse of monolingualism as the 

norm. Mr. Negrete adds how his development of consciousness came about as a result of 

his Master’s work.  

Cultivando Maestros y Líderes Bilingües, me abrió lo ojos, cual 

importante es el idioma, la cultura y las identidades del los estudiantes. 

Porque aquí el currículo y los materiales están basados en la gente blanca 
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y su cultura. Y aunque ahora hay algunos materiales bilingües nunca se 

va a comparar con la disponibilidad de recursos que hay en inglés a los 

de español en este país a comparación con Latinoamérica. Algo que es 

muy común es que hay ciertas área con preferenciales, matemáticas sobre 

ciencias sociales y más preferencia por el inglés que el español. 

(Cultivando Maestros y Líderes Bilingües, was eye-opening, how 

important language, culture and the identities of the students. Because here 

the curriculum and materials are based on white people and their culture. 

And even though there are now some bilingual materials it is never going 

to compare to the availability of resources that there are in English two 

Spanish here in this country as it is in Latin America. Something that is 

very common that there are certain areas that have more preference and 

others, mathematics over social studies and there is more preference given 

to English than Spanish.) 

Mr. Negrete understands that the dominant narratives that are given value are that of the 

white culture. English and white culture are often seen as the goal to work toward, often 

positioning Latina/o students’ language and culture as something to be overcome. The 

transformative potential of the Masters’ classes was cited by all of the participants as 

being monumental in their approach to teaching language and culture but also how they 

saw themselves as agents of change in the classroom. Mr. Negrete pointed to a shift from 

reading the instructions and doing the work to becoming more reflective, paying attention 

to relationships with parents and most important beginning to see his teaching practices 

with a critical eye. Giroux (1988) stressed the necessity of developing a curriculum and a 
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pedagogy that interrogates if one’s teaching methods uphold the harmful practices aimed 

at historically underserved communities. Giroux asks that teachers analyze their “own 

critical role in the production and legitimation of social relations” and to seek ways in 

“providing students with the critical tools they will need to both understand and 

dismantle chronic rationalization of harmful social practices” (p. 152). The idea is to 

dismantle and become inspired to create the language of possibility and action. The 

Masters’ program was a catalyst that posed challenging questions about pedagogy, race 

and language. The coursed encouraged the participants to reflect on their practices and 

ideologies regularly. It entrusted these Latino male bilingual elementary teachers with a 

sense of pedagogical responsibility as it created tensions where the opportunity for 

transformation could happen. One area that was important to examine were gender 

binaries in elementary school teaching and teacher professional development. 

Demythefying Gender Binaries 

During the interviews, observations and classroom discussions the three 

participants showed an understanding of their position as a male in a largely female 

dominated field. They recognized that there are differences in the way male and female 

teachers are perceived by students, colleagues, and parents. The participants were aware 

that as males they faced unique challenges and benefits as well. Although the participants 

recognized several ways of challenging dominant ideologies of men and women, 

authentic caring was an important aspect of their being that they were willing to take up 

no matter who made the request. They demonstrated authentic caring in their demeanor 

and in their high expectations of students and themselves 

 Recognizing masculinity narratives. 
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During interviews they spoke of their initial perceptions of caring and influence in 

their decision to become teachers. Mr. Negrete spoke of his disposition to caring for 

students and his initial nervousness that it might not be enough in contrast to female 

teachers. In the following interview excerpt Mr. Negrete talks about the perceptions that 

exist about male and women teachers and the task of navigating them. 

Mr. Negrete: De primero tenia mucha aprensión. Primeramente, no tenia 

mucha experiencia con niños pequeños. Segundo, es diferente como las 

mujeres tienen eso, no porque se le atribuye, naturaleza, pero ellas tienen 

ese lado maternal que los niños so mas apegados a la mujeres. Tienen la 

facilidad de contacto trabajando con niños pequeños. Así que en ese 

aspecto me sentía vulnerable, con temor y nerviosidad … No puedo 

pensar en la traducción correcta para care, ¿quizá maternalidad? Creo 

que como Latino siento que cuando uno tiene esa preocupación, esa 

maternalidad por los niños uno comparte cierta maternidad por los niños, 

su bienestar, su cuidado. No es solo: “ustedes son mis estudiantes y yo el 

maestro.” También  se preocupa un por su bienestar, por lo que tienen 

que decir, por lo que pueden contribuir. 

(Mr. Negrete: At first I had apprehension. First of all, I did not have much 

experience with small children. Second, it is different how women have 

that, I don't know why it is attributed to, nature, but they have that 

maternal side that the kids are closer to women. They have that facility of 

contact working with small children. So in that aspect I felt vulnerable, 

fearful, and nervous about it ... I can think of the correct translation for 
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care, maybe maternalidad? I think that as a Latino I feel that when one 

has that preoccupation, that maternalidad for children one shares certain 

methods of maternity for children, their well-being, and their care. It's not 

just: ‘you are my students and I am your teacher.’ You also worry about 

their well-being, for what they have to say, for what they contribute.) 

For lack of a better word a Mr. Negrete gravitates toward maternalidad when others 

might use a less gendered translation such as bienestar (well-being). His chosen term, 

maternalidad, may reinforce notions of women as primary caregivers and mother figures. 

While his choice of words is problematic, what is worthy of notice is how Mr. Negrete 

feels the same drive to care for children. During the field observations it was not 

uncommon to observe him use endearing terms such as “mi amor” when working with 

students but also respectful phrases such as “no señor” or “discúlpenme señoritas” 

The participants also spoke to commonly held beliefs about male and women 

teachers whereby a couple of dichotomies are drawn: males as firm versus females as 

nurturing. Men as disciplinarian versus women as skilled in the affective domain are a 

common gendered narrative (Mills et al., 2008; Sargent 2001, 2005). All male teachers 

spoke about how they engaged in this prescriptive notion of gender and acted on 

biologically defined concepts of masculinity in particular being assigned to be the 

disciplinarians or father figures. Mr. Negrete recalls the commonality of being sent 

students they identified as challenging ranging from temporarily for a few minutes to 

being assigned to his class the entire year. 
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En el pasado me ha tocado que las maestras me mandan los estudiantes 

que tienen mas retos o que ellas creen que les hace falta una figura 

paternal. 

(In the past I have had female teachers that send me students who have 

more challenges or that they feel need a paternal figure.) 

Similarly Mr. Infante adds: 

Sometimes teachers are like, “come over here, this kid won’t move.” I 

peek my head in and say “come over here” and immediately they stand up 

and they come over here. (whispers) “I wish I was a guy.” I’m like, It’s 

not my fault. For some reason me being a male teacher gives me less 

discipline problems. It frustrates me and embarrasses me sometimes. 

When they say that, I don’t know what to say, what do I say? I’m sorry? I 

don’t know what to say to that when teachers say, “you don’t get any 

discipline problems cause you’re a male or they listen to you cause you’re 

a male.” 

Teaching in a highly feminized profession in and of itself is an endeavor that 

requires artful negotiation of learning prescribed identities and even though they may 

comprise of dominant masculinity narratives, their very survival depends of being able to 

recognize them. When Latino males teacher position their own identities and the ways 

others position their identities. Single men such as Mr. Infante and Mr. Negrete who 

teach young children are often seen with a suspicious gaze, and their sexual orientation is 

often questioned. Sumsion (2000) illustrated in his study that heterosexual married men 

could ward off homophobic suspicion and could position themselves as part of the team. 
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In this dissertation study Mr. Solís was the only one who could be positioned in the 

school as an unsuspicious colleague. During an interview Mr. Infante shared how 

prevalent the tendency to question men’s sexuality can be when they teach in the lower 

grades. 

My friends and I used to always joke around like: “Who works on your 

team?” “Oh, Mr. So & So.”  So it’s like, “Oh, he’s a guy” Yeah. They’re 

like: “Gay!” It was always a stereotype that if you’re in elementary and 

you’re male than you’re gay. 

As a gay male himself Mr. Infante illustrates how pervasive gender teasing can be and 

how deeply internalized these majoritarian tales of men teachers are. Mr. Infante’s 

anecdote illustrates how men are often type casted when teaching in elementary 

education. Since teaching is considered woman’s work, males who teach in such grades 

are often suspiciously effeminate. Heteronormative masculinity pressures men to look up 

and approximate certain dominant masculine activities. Narratives about how a Latino 

man is supposed to behave from the point of view of their largely Mexican students and 

their families is juxtaposed by how mainstream America perceives Latino men as well, in 

turn the men in this study must all author an identity to meet the demands of the 

community. Each of these identities are constantly pushing and pulling their identity in 

different directions. 

To further illustrate this point here I will draw on an example from my own 

teaching. A decade ago when I taught middle school, while analyzing contemporary 

social issues my students and I were engaged in a conversation about body image. The 

girls were complaining about being not thin enough or too thin. After much giggling, the 
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students took turns giving input to a student drawing on an overhead the “ideal 

silhouette” for a man and a woman. We then set out to discuss how, when held up, this 

overhead acted a literal lens from which we gauge men and women to conform. We 

discussed the effects of how one feels when they don’t meet the standard or fit the 

silhouette. 

Male teachers are certainly under pressure to fit several silhouettes of a man 

teaching in an elementary classroom. As a former male elementary teacher myself had 

often pondered what kind of role model I was expected to be. During a job interview for a 

first grade teacher position, the principal and reading coach said several times that I 

would be a great role model for the young boys. I often wondered if I was filling in as 

father figure to some of the children and wondered what I had to do to be this great male 

role model I was responsible for. For this reason, Roulston and Mills point out the danger 

behind buying into the role modeling argument, “men working within such areas often 

have to `prove’ their masculinity and that rather than challenging dominant forms of 

masculinity actually reinforce hegemonic masculinity” (2000, p. 222). 

 Overall, the three male teachers moved beyond the basic and constrained 

conception of care as affection. Instead they met the criteria for critical caring discussed 

by Gonzalez and Ayala-Alcantar (2008) whereby teachers create safe spaces to discuss 

stereotypes, engage in active learning activities that develop critical thinking about 

stereotypes and inequalities, and create more optimal learning environments for Latina/o 

students. One pedagogical area the researcher and participants agreed was useful to 

expose the dominant narratives related to the construction of gender in elementary 

schools was the read-aloud literacy event and the ensuing literature discussions and 



 

 110 

literature responses to the stories. This will be discussed further in Theme 3, which will 

focus on the pedagogical practices of these Latino males. 

Caring beyond nurture. 

In observational data it is clear how the participants assented to gendered 

positioning from peers but went beyond dominant masculinity narratives to illustrate how 

men also are guided by ideals of care. Vogt (2002) extended Noddings’ (1984) caring as 

responsibility and relatedness. Caring is seen instead as a continuum ranging from caring 

as commitment to caring as nurture seeking to challenge the patriarchal model of women 

as caregivers. For example, Mr. Infante asked if he could be the homeroom teacher for a 

student who was retained for disciplinary behaviors. Mr. Infante worked closely with this 

student building a relationship based on trust and care. Often in class when this young 

man would be disruptive, Mr. Infante would talk to him quietly and refocus him.  

Even one of the most troublesome students ever, Valentin, I love that kid 

to death. When we are together outside or in detention, I think that he does 

things sometimes so he can get detention and sent to my room so he can 

hang out and just talk. We get along really well. I’ve known the family for 

a long time during meet the teacher night for fifth grade he stopped by my 

room and asked, can I be here one more year? I’m like, “no, sorry.” 

(smiles) 

The participants in the study often spoke about this masculine role that as a Latino they 

had to embody. It is noteworthy that the intended purpose of masculinity outlined by 

peers is a positive one, nevertheless it acted on essentialist notions of men possessing a 

universal set of traits that can be passed on to boys. Subsequently, just as in prior 
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literature outlining “boy trouble” (Titus, 2004; Martino & Kehler, 2006; Weaver-

Hightower, 2008) male teachers are poised by society as a remediation for troubled boys, 

a practice that was evident in the schools that I observed. We have to be careful in how 

we position men and women in these situations so that it does not become a zero-sum 

game where hegemonic masculinities are not positioned as a remedy. 

Teaching is in my blood, my parents they are teachers, both of them are 

teachers and that’s what I had seen throughout my life, my parents helping 

kids and that is what I want to do. I feel that the immigrant community is a 

special community, I live in this community. There is a certain type of 

identity and a way of living. Every year there are many graduates but they 

don’t want to come here. I chose to teach this community. I don't want it 

to come across as “I am doing this to do a favor for them”, that’s not what 

it is, I don't want to fall into what scholars call “benevolent racism.” I'm 

part of this community, It’s not hard work for me to work with the parents 

and help the children because I feel like we are on the same page, and we 

both care about the same things. 

Heeding the warning to not essentialize any one ethnicity or gender, Mr. Solís’ case 

illustrates what Ladson-Billings (2009) found when it comes to culturally relevant 

teachers. Accordingly, they don’t have to be of the same ethnicity but possess an 

understanding of the culture and the child. Critical caring scholars point to the importance 

of bringing together the community knowledge & the students’ needs into the curriculum 

by having high expectations with a sense of caring about them. In the case of all the three 

teachers, each understood that they needed to communicate high expectations and their 
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own brand of caring that extended well beyond the simplistic dominant narrative of 

caring as nurture only. Just as the men in Vogt (2002) the three Latino males in this study 

illustrate a departure from traditional and gendered notions of care and illustrate what it 

means to embody caring as a professional ethic of commitment and relatedness rather 

than a gendered affectionate form of caring that is guided by dominant narratives.  

Presence as a challenge to gender majoritarian tale. 

Jacobs (1993) found that when men worked in female dominated occupations 

their stay was often brief. Teaching however is one of those professions where men do 

stay a little longer. The men in this study averages a little over a decade of teaching. 

When asked where they would be in ten years, all responded that they would still be 

teaching. However, since Cultivando Maestros y Líderes Bilingües stressed professional 

development and leadership many responded that they would like to be in a role that 

impacted children in a positive way. None mentioned specifically that they wanted to go 

into administration. Mr. Negrete highlights how he wants to communicate and put into 

practice what he has learned. When asked where he would be in ten years Mr. Negrete 

answered. 

No sería un director, no gracias (laughs). En diez años espero estar en 

una mejor posición donde haya crecido profesionalmente, personalmente, 

en una posición donde lo poco o mucho que he aprendido, las 

experiencias que he tenido, las pueda compartir con los niños y que pueda 

contribuir a su crecimiento, al desarrollo de su aprendizaje. Soy muy 

afortunado haber sido parte de este programa de maestría, todo este 

conocimiento ahora se le puede pasar a los niños. Después de la maestría 
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conforme me vaya asimilando y percibiendo todas la cosas que he 

aprendido, lo podré trasladar a mis estudiantes. 

(Not a principal, no thank you (laughs). In ten years I hope to be in a better 

position where I have already grown professionally, personally, in a 

position where the little or much that I have learned, the experiences I’ve 

had, I can share with children and that I can contribute to their growth, to 

their development to their learning. I am very fortunate to have gone 

through the Masters program, all this knowledge now can be passed on to 

the children. After the masters as I settle down and make sense of all of 

the things that I learned, all those experiences, I could translate into my 

students.) (laughs). 

Mr. Solís also echoes the same sentiment. 

I think I have many years before my retirement and I don't see myself 

doing something different. I do I think about doing my doctorate so that I 

can impact the teachers so they can impact the kids. So I should have ten 

or more years in the classroom. I am not thinking about retirement right 

now (laughs). Or changing my career and going into a different one. This 

is what I want to do. 

Both Mr. Negrete and Mr. Solís indicate how their purpose of being a teacher is to teach. 

Regardless of the negative narratives they encounter where teaching in the lower grades, 

in their case Kindergarten and Second grade are seen as uncharacteristic for males these 

Latino males choose to persist. While teaching may be positioned as a stepping stone or 

temporary condition on the way to a managerial role these teachers choose to remain as a 
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form of consistency to their community. They in a sense become institutions in their 

communities. Mr. Infante indicates that he has been at his school long enough to have 

gotten to teach a couple of students and one of their parents. Nevertheless the pressure for 

upward mobility exists for men who are often expected to be the wage earners for the 

family. Mr. Infante expresses how people around him were met with joy and then 

disappointment after he earned his master’s degree. 

Mr. Infante: I always disappoint people by saying that I see myself in the 

same place because I really like teaching and they see it like “No, be a 

principal and do this or do that.”  I’ve got no interest in that. I will still be 

in the same room, teaching fourth grade or I have won the lottery. It's one 

of the other. 

Gilberto: Why do you feel like it disappoints people? What kinds of things 

have you heard from people when you tell them that you still want to 

remain in the same profession? 

Mr. Infante: A lot of it has to do with the masters. Ever since I got the 

masters people were like, “Oh you're ready to be a vice principal or a 

specialist or go be here as this other school or teach college or whatever.”  

I’m like, “No, I got the Masters because I like learning and discussing 

things.” People think I got it as a stepping-stone or something and it 

wasn't. Everyone has a checklist of the things you want to do in life. Mine 

was always to go back to school and get a Masters at least. I'll get my PhD 

eventually. I know it's sad but I'll probably be doing the same thing. I don't 

see it as my stepping-stone to a better life. I like my life. But I think 
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people see it as “you're limiting your self. O pobrecito. You don't want to 

do this or you don't want to do that.” I've got no interest in that. I've got no 

interest in being a principal. I've got no interest in being out of the 

classroom because that is what I got into it for. I didn't get into it for the 

money, obviously. I didn't get into it for fame and fortune and run a whole 

school and stuff like that, that's not what I got into teaching for. I got into 

teaching because I wanted to be around the kids and be with them and 

teach them and if I become a principal or something else, then what I went 

into it for isn't them anymore. I want to be a career teacher. I get a lot of 

“Why are you still there, why don’t you try a different grade, why don’t 

you change schools?” With my ex that was a point of contention. My ex 

saw it as not having motivation not wanting to progress in life. But I am 

doing what I like to do. I see those administrators running around and I 

don't want to be them. They probably said at one point, I am not going to 

be worried about the scores. I figure if I wanted upward mobility I’d be in 

another job. 

Mr. Infante eloquently explains the pressure felt by male teachers who wish to remain 

career teachers in the elementary grades. Peers, family and coworkers acting on dominant 

or majoritarian narratives expect men to be “more” than just a career elementary teacher. 

This narrative is repeated many times in the male teacher literature, especially when men 

initially chose teaching as a career, family is not always supportive (De Corse & Vogtle, 

1997; Williams, 1992). Even going as far as having a collective familial intervention 

(Bradley, 2000). While these three Latino male elementary teachers have a decade or 
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more of teaching experience, none of them have any qualms about choosing this 

profession or staying longer. For them their presence constitutes a challenge to the 

dominant narrative of men not wanting to stay teachers but rise to managerial roles. Mr. 

Solís sums up this commitment to stay in the profession in spite of less than ideal pay. 

Teaching his community is at the center of his commitment. He spoke of how what he 

articulates to his daughter’s “I could choose another profession, and maybe we could be 

better off, but I have chosen this profession. As long as you do something for other 

people I don’t think that is more important than getting money.” 
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Theme 2: Negotiating the Narrative of Masculinity and Heteronormative 

Institutional Expectations 

 

Recognizing Dominant Masculinity Narratives 

During the interviews, observations and classroom discussions the three 

participants showed an understanding of their position as a male in a largely female 

dominated field. They recognized that there are differences in the way male and female 

teachers are perceived by students, colleagues, and parents. The participants were aware 

that as Latino males they faced unique challenges and benefits as well.  

 The male privilege mirage. 

As males in U.S. society men are afforded certain privileges yet these privileges 

typically cashed in by white males who fit the hegemonic ideal of masculinity. As males, 

Latino men do benefit occasionally, however the teachers were not always aware of any 

privilege. Consequently, they are positioned in ways that are beneficial/problematic and 

privileged/oppressed. At the heart of these positionings are notions of power. The 

participants were aware of their positionings only when other’s pointed them out. Mr. 

Solís recalls upon graduating from classes at State University and how others pointed out 

the benefit of being a male. To illustrate the positioning of Latino male teachers within 

the dominant narratives, Mr. Solís recalls his graduation from Teachers University and 

what his colleagues said to him. 

Mr. Solís: When I graduated from school they said, “You are going to be 

hired so quickly because you are bilingual and you are male.” So they 
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concluded that as a male I had an advantage. I had never thought about 

that, how about being a male is having an advantage. 

Gilberto: You had never thought about that in México? 

Mr. Solís: No, because I think in Mexico it is more mixed, male and 

female. I don't take advantage of me being a male. 

Mr. Solís had accrued linguistic capital in the form of bilingualism, a highly sought 

skillset in the southwest school districts that employed teachers for one-way and two-way 

models. He did not realize that in the US context gender is not necessarily balanced in the 

early elementary grades. In addition being a Latino male, he knew that he encompassed a 

marginalized form of masculinity (Connell, 2005) that did not afford him the same 

privileges as white males. Similarly other scholars have sought to highlight the lack of 

parallel masculinity experiences when it comes to males of color. Using the nursing 

profession as test cases, scholars (Snyder & Green, 2008; Wingfield, 2009) have 

questioned the intersection of race and gender with regards to Williams’ (1992) concept 

of the glass escalator. These scholars have shown that men of color may gain initial entry 

into the professions but do not necessarily experience support for upward mobility. 

Likewise, Mr. Infante also understands he may be positioned as having privilege but as a 

Latino man he recognizes it is a marginalized privilege when contrasted to white male 

colleagues. 

I think we (Latino males) have a different point of view on life. I don’t 

have the white privilege mentality where I am not aware of how good I 

have it by just being white. I know that I need to work for what I have. I 

know that I’m always going to have to prove myself out there in life. 
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The positionality of Latino men as marginalized has its roots in the ways Latina/o 

knowledge, language, and experience is positioned as less powerful and less important in 

these master narratives. An example is Mr. Solís having graduated from a normalista 

school in Mexico where he was trained to be a teacher. His four years of teaching 

experience and credential were not valid in the United States. Instead, in the U.S. he 

bagged groceries at the local grocery store, washed dishes at the university cafeteria and 

cleaned elementary school classrooms as a custodian. When asked how he felt in the shift 

from teacher in Mexico to janitor in the US, Mr. Solís responded, 

It affects you, and affects your identity. Especially because when you try 

to communicate and you are not able to it really affects your identity. I am 

able to communicate in my language but I could not always communicate 

in the (English) language. It doesn’t mean that I don’t have intelligence. I 

still remember how that affected my identity, because it puts you down 

when you have to ask somebody “do you speak Spanish?” When you have 

performed those kinds of jobs people treat you differently. And they see 

you differently, when you are performing those kinds of jobs….So it does 

affect your identity. You try to cover it up. Later I said, ‘I shouldn’t have 

been ashamed of that.’ But at that time you really are. 

Mr. Solís’ linguistic, cultural, and gendered identities were underappreciated if not 

maligned when he came to the U.S. This gatekeeping mechanism exists for certain 

professions. Non-recognition of immigrants’ prior credentials and work experience (Guo, 

2009) is a common practice in westernized countries regard schooling from places other 

than Europe or North America as valid, while credentials earned in Asia, Africa, the 
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Caribbean, and Latin America are seen as substandard and not valid, this gatekeeping 

mechanism exists for certain professions. Miller (2008) describes the common practice as 

degrading, devaluing and discounting the qualifications of foreign trained teachers. Even 

though ethnic minority teachers are underrepresented in the US adds Chow, foreign 

trained teachers, when they do possess credentials they are often unemployed, 

underemployed or working in other fields. In order for their knowledge to be considered 

legitimate they must bear the burden of “proving equivalent knowledge and skills to re-

enter her or his profession in the United States” (2011, p. iii). Knowledge from other 

countries, races and minorities that do not meet the white European ideal are 

marginalized and subordinated and not considered legitimate knowledge. 

Inherent disciplinarians: An embarrassing advantage. 

The following three excerpts from interviews illustrate the widespread narratives 

of men as more effective disciplinarians (Haase, 2010; King, 2000; Read, 2008; 

Robinson, 2000; Sargent, 2000) that the Latino males in this study experienced. Mr. Solís 

grew up and finished k-12 schooling in México and provided a contrasting experience. 

Earlier we described how the lack of balance in the US context was new to him. Seeing 

the differences in ratios he also pointed to a contradiction as described how the 

patriarchal nature of U.S. society leads to the dynamics where men are privy to some 

advantageous yet problematic narratives. 

I think that American society, even though they say that it is not machista 

like México, but in some sense it is because when you are in a team of 

seven people and you are the only male you see your advantage. I see how 

female teachers sometimes are against each other but I have the perfect 
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relationship with them, also I think the students they listen more to you 

when they see that you are a male teacher and if you're a female they 

don’t. 

Mr. Solís spoke at length about how he got along well with his co-workers, he was happy 

about that but he felt could not be part of the group. The women on him grade team 

occasionally went shopping together or to the gym and he felt awkward joining them. 

However, when it came to discipline his classroom was a place for students to go to when 

they were unruly. I observed this dynamic take place on several occasions. Mr. Solís’ 

team was housed in a portable classroom, so this meant that students had to walk next 

door and knock to gain access. Often the disruption caused him to stop teaching and 

address the guest student. Similarly Cammack and Philips (2002) in their teacher 

interviews of sixteen female and two male master’s students came across problematic 

discourses in which men were positioned as being able to “handle” discipline manners 

better by both parents and female teachers themselves.  

Dominant narratives of men being more effective echo the saying of “just wait till 

your father comes home”. However, the disciplining man was a just a couple of doors 

down. Mr. Negrete noted that his partner teacher who had many years of teaching 

experience faced discipline challenges that he did not. 

También hay mujeres que son muy estrictas, pero por ejemplo, la maestra 

con la cual trabajé el año pasado cuando enseñábamos en equipo, … yo 

miraba la diferencia en como ellos (los estudiantes) se comportaban con 

ella y como se comportaban conmigo. Ella es un maestra que tiene mucha 

experiencia, y es muy buen maestra, si tiene que se estricta entonces ella 
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es estricta, pero por el solo hecho de que ella es mujer y yo un barón ellos 

se comportan diferentes. 

There are also women that are very strict, but for example, the teacher that 

I worked with last year when we team-taught, … I saw the difference in 

how they (students) behaved with her and how they behaved with me. She 

is a teacher that has had a lot of experience, and is a very good teacher, if 

she has to be strict than she is strict, but the sheer fact that she was a 

female and I am a male they behaved differently. 

Dominant masculinity narratives appear hard to overcome, but we also recall how Mr. 

Negrete was positioned early in his career as the disciplinarian for the grade. Cammack 

and Philips (2002) interviewed several female teachers. In their study the female teachers 

were critical of men being positioned as more effective, parents asking for male 

classroom placement for their children, such interactions minimized their effectiveness as 

teachers. In a sense men are positioned as tokens, while women are taken for granted and 

their contributions dismissed. Rightfully so, the women in Jóhannesson (2004) took issue 

with men being constructed as more effective managers. Mr. Infante stressed how he 

found the master narratives around masculinity and discipline to be problematic and 

described how he sometimes felt apologetic for what he felt was out of his control. Mr. 

Infante refers to an “embarrassing advantage” that he wishes did not exist,  

This year we have four new teachers in 4th and 5th grade, those teachers, it 

took one day and they were already sending students to my classroom. All 

of a sudden, “Hey I am having trouble with this student, can he sit in here 

for a bit, I am like, I guess and they sit in the back, after a while I will go 
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back there and talk to them and make sure they are calm. You think you 

can go and behave now and they go back after fifteen minutes. It’s an 

embarrassing advantage because, its something I can’t control and it is 

something that I wish did not exist. It shouldn’t, you want the world to be 

rid of sexism and bigotry and were supposed to be against it as teachers 

but there we are giving the teacher the kid. I guess I am lucky in a sense, 

but if I were a female teacher it would really annoy me. It would burn at 

me, “this kid behaves with him and not with me cause I am a girl.” Send 

them when they’re nice, how come they never send them when they’re 

being nice. 

Mr. Infante recognized the problematic positioning that juxtaposed males and females in 

terms of student management. As he pointed out, the hegemonic identity that places men 

as patriarchs in the school can lead to awkward relationships with coworkers. The 

practice of sending students to other classrooms to be refocused was not isolated to a few 

incidents; visitors to all three classes could regularly observe this practice. The practice is 

also a common gendered narrative in teacher literature (Mills et al., 2008; Sargent 2000, 

2005) and Mr. Infante points out that complicitness reinforces this dynamic. He also 

offers an interesting alterative, sending students to interact with other teachers when they 

do great things. 

Latino male effective interactions may rest in another explanation. Lynn offers an 

explanation not common in male teacher literature. In Lynn’s (2006b) study of Black 

male teachers, he found that men of color had a passion and commitment to the youth of 

urban schools. Their strict discipline style was not seen as oppressive but instead as 
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“tough love” guided by cultural styles (Delpit, 1993) that both teachers and students were 

familiar with. Some men in Lynn’s study showed “cultural competence that included not 

only understandings about the children’s culture but also information about their 

students’ daily lives” (2006b, p. 2517). In the case of Mr. Solís, Mr. Negrete and Mr. 

Infante, their understanding and connection to their students language and culture allows 

them to employ a consistent model of management as they are employed in the 

community (Martino & Rezai‐Rashti, 2010). In short, its not that they are intimidating to 

students but rather community mentors who understand and respect them. 

Male teacher surveillance. 

In chapter II, we learned from Connell, (2005) how the hegemonic masculinities 

privilege white, able bodied straight males, and how these essentialist ideas of 

masculinity reinforce the perspective that “inside every male there resides a masculine 

essence” (Mills & Lingard, 1997, p. 281). Male teachers are expected to conform to his 

masculine essence. One of the regulatory agents in schools are parents, who in their 

interactions communicate to teachers their expectations for males in a teaching 

environment. 

A couple of years ago we had another gay teacher and the principal 

brought me in and said they were going to move a student from his class 

to mine and the reason was that parents didn’t want him with a gay teacher 

and I just looked at my principal like: “Really?” Yeah, they moved him to 

my classroom because the parents did not want a gay teacher. If only they 

knew. 
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Unbeknownst to the parents Mr. Infante is also gay, but in their eyes he met the 

hegemonic heterosexual masculinity norms that his gay colleague did not display. 

Working off essentialist notions of masculinity, Mr. Infante was positioned as a certain 

type of Latino heterosexual male that met the criteria for schooling young boys. In this 

case of the parents subscribed to the view that all men, except gay men, embody and are 

bearers of a heteronormative masculinity that they tap into and pass onto boys. Such 

subscription to dominant narratives of masculinity positions gay teachers in a deficit 

manner. 

In this rigid gendered narrative to conform to certain gender norms, both straight 

and gay males endure positioning by others as potential child molesters. Among the 12 

males in Cultivando Maestros y Líderes Bilingües there were similar experiences that 

echoed many of the same concerns as other men in prior research studies in relation to 

surveillance and the need to be careful regarding proxemics, language, actions, and 

inclusivity. Due to their choice to teach in elementary grades, men are constantly under 

the suspicion of being effeminate or gay. Surveillance comes as homophobic gazes that 

erroneously conflate being gay with pedophilia (Skelton, 2003). Married men do not 

necessarily escape the anxiety of men being positioned as a latent child abuser. Being 

male means at all times also being a potential and hypothetical child molester. The 

participants of this study communicated the disquiet that they lived with, each in their 

decade of teaching, some even longer. When asked about the pros and cons about being a 

male elementary teacher Mr. Solís’ first response was: 

One of the disadvantages is that people think that it is more likely that you 

are going to do something to the students if you are a male. My wife tells 
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me to be careful, not to be with students alone in the classroom. I had 

never thought about it but whenever she says that and when you see the 

news you say, “Okay I need to be careful.” 

Because of the ways male teachers are positioned, teachers employ “self-policing” 

(Jones, 2004; Martino & Frank, 2006). This constant surveillance creates anxiety for 

male teachers as they constantly self-monitor, and self-author themselves based on the 

ways they are positioned or repositioned in their surroundings. The scrutiny of males in 

elementary classrooms constrains men like Mr. Solís to be wary of full expression of 

affection, even though children might clearly be in need of it at a young age (Sargent, 

2000). Sargent adds that for men “nurturing children is judged dangerously close to 

molesting them” (p. 417). Mr. Solís confided in me that on “Meet the Teacher Night,” he 

had two markedly contrasting responses from parents. One mother describing her relief 

that he was her son’s teacher said to him “Que bueno que le tocó estar en salón. El dijo 

que no quería ir a la escuela si no tenia un maestro que fuera hombre.” (“I am glad that 

my son ended up in your classroom. He said that he did not want to go to school if his 

teacher was not a male.”) Mr. Solís described to me how in the same event, minutes later, 

he greeted a mother on her way out of his classroom with her child in tow.  

No me dijo nada en especial, solo que se iban a mudar. Tenía los útiles de 

su hija. Unos días después en la oficina miré a la madre e hija y le 

pregunte a la secretaria, “¿qué no se habían mudado?” La secretaria me 

dijo que la madre había pedido que trasladaran a su hija de mi clase 

porque yo era hombre. 
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(She did not tell me anything specifically just that they were moving 

away. She had her daughter’s school supplies. A few days later in the 

office I saw the mother and daughter so I asked the secretary. “Had they 

not moved away?” The secretary told me that the mother had asked to 

transfer her daughter from my class and into another second grade 

classroom because I was a male.) 

Mr. Solís has taught the length of his US decade long career at his school, he is very well 

known for his inclusive approach to parents and his exemplary teaching. In his many 

years of teaching Mr. Solís never experienced negative parent reactions to his gender 

until that incident. It was a reality check that all parents did not position him in the same 

way. Such an experience can be humbling for any male teacher distrusted on the sheer 

basis of gender. Being a man does not make one guilty, but it does increase the likelihood 

that they will be seen as potentially dangerous when working with children (Carrington, 

2002; Oyler, Jennings & Lozada, 2001, Martino & Rezai‐Rashti, 2010). Mr. Negrete 

sums up this feeling of being a person under the surveillance of peers and parents and 

how through the years he has grown to be more careful. 

Algo que tuve que aprender cuando empecé a ensenar, quizá la cultura o 

a lo mejor la tradición es que uno demuestra afecto hacia los niños, pero 

antes de que empezara a trabajar como maestro si un niño te quería dar 

un abrazo uno le daba un abrazo. Pero cuando empecé a trabajar de 

maestro, en los cursos, y con la experiencia me di cuenta que como 

maestro uno debe tener cuidad en la manera que uno interactúa con los 

estudiantes, especialmente las estudiantes, la niñas. Algunas acciones que 
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no son inapropiadas, pero es mejor tener precaución. Por ejemplo, antes, 

si un niño o niña me quería dar un abrazo yo también les daba un abrazo 

o dejaba que los niños se abrazaran. Para mi era un gesto de cariño pero 

desgraciadamente después se convirtió en un tema muy polémico, 

especialmente para maestros barones. He conocido casos de maestros que 

se da el caso que por incidentes desafortunados se han metido en 

problemas. A veces pueden ser maliciosos o inapropiados, pero a veces 

pueden ser errores, o honest mistakes como se les dice, sin maldad pero 

lamentables en esas situaciones. 

(Something that I had to learn when I started teaching, maybe because of 

the culture or maybe the tradition is that one demonstrates affection 

towards children, but way before I started working as a teacher if a child 

wanted to give you a hug you gave them a hug. But when I started 

working as a teacher, in the courses, and with experience I realized that as 

a male teacher one has to be very careful with the manner in which you 

interact with students, especially with female students, with girls. Some 

actions that may not be inappropriate, but it is better to be erring on the 

side of caution. For example, before, if a boy or girl wanted to give me a 

hug I would give them one too or I would allow the children to give each 

other hugs. For me it was a gesture of care but unfortunately later it 

became a very polemic theme, especially for male teachers. I have known 

cases of teachers that because of unfortunate incidents have gotten into 

problems. Sometimes they may be malicious or inappropriate but 
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sometimes they may be errors, or honest mistakes as they are called, 

without malice but unfortunate in those situations.) 

Jones (2004) illustrates how teachers employ self-policing, making sure all actions are 

visible to others creating an effect of “teachers’ bodies as always-already objects of 

suspicion” (p. 59). Mr. Infante recalled a situation that took place when one male teacher 

was accused years earlier of abuse. A police hunt was employed by law enforcement and 

the school district in which the teacher was employed and several male teacher friends 

had to surrender their personal phones and laptops to be scoured for evidence. Mr. Infante 

spoke angrily and was visibly agitated about how the women were not ever contacted. In 

his eyes, the witch-hunt only had men in their sight, Mr. Infante named these policies as 

upholding a double standard. Along the years Mr. Infante, Mr. Negrete and Mr. Solís 

have had their innocence shattered and traded it for a safeguarding approach to teaching. 

This already/always guilty surveillance of the self makes for anxiety of teachers who 

must self-discipline their actions at all times. Supporting this sentiment, Hansen & 

Mulholland (2005) highlight the level of frustration felt at the beginning of the profession 

when pre-service male teachers develop a sense of consciousness in their interactions 

with small children after receiving warnings by teachers and instructors as they progress 

through their teacher preparation program. 

As the evidence shows, men encounter a variety of dominant masculinity 

narratives that shape their way of thinking. They range from being positioned as having 

privilege, even though certain privileges are only accessible to white males. They are 

expected to be effective student managers and are often asked to take care of discipline 

challenges. The most problematic narrative is that of the male as a likely culprit of child 
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endangerment where men must at all times be aware of how their actions may be 

construed. In a real sense male teachers are hypervisible. 

Authoring Complex Identities 

Because male teachers are constantly under vigilance in the teaching domain, they 

navigate circumstances in which they are positioned as suspect. Consequently male 

teachers are often positioned by their colleagues and society in specific roles. The 

available roles and accompanying identities that are available to Latino males teachers 

are colored and monitored by proponents of master narratives. These identities offered to 

male teachers are to be taken up, rejected or nuanced.  

Performing to belong: Playing along. 

As part of a team of teachers, male teachers often have to be aware of how their 

identities are being created and how they are either helping to move that identity forward 

or rejecting it. Sometimes men do conform to societal expectations and master narratives 

but there is often an end goal in mind. In the following section I illustrate how the men 

took the identities they had to learn but eventually were molded by them into comfortable 

identities. When asked if he felt that as a male he was asked to take on certain roles, Mr. 

Negrete offered the following example: 

Las maestras me pedían que se podía hablar con estudiantes que tenían 

ciertos retos con disciplina. Yo personalmente no creo que se el maestro 

más estricto que exista pero per a veces tenia que fingir. Al final, lo niños 

ya me tenían miedo, así que para mi eso fue algo que tuve que aprender. 

(The female teachers would ask me if I could talk to students that had 

certain discipline challenges or problems with discipline. I personally 
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think I am strict but I don’t think that I am the most strictest teacher that 

there exists so sometimes I had to fake it. Eventually the kids were afraid 

of me so for me that was something that I had to learn.) 

The navigation of men’s “otherness” has been described as “clever positioning” 

(Sumsion, 2000), where men chose to exemplify or downplay this otherness depending 

on the situation at hand. Accordingly, male teachers adopt certain roles and identities in 

their schools or grade team. Once men have worked within the school system, they may 

find ways to reposition their identities and no longer see themselves restricted to those 

positions placed upon them. In this segment of transcript, Mr. Negrete suggests that as a 

new teacher, men sometimes have to adopt certain ways of being congruent with societal 

positionings. Although an experienced master teacher ought to be able to handle 

discipline issues, it was his peers that positioned him as a discipline enforcer; this was not 

his own personal choice. Regretfully, young men are positioned as bringing with them an 

innate set of skills to manage children.  

Another common expectation for male teachers is to take on a father figure for 

boys who need a male role model. In the following interview excerpts the taking on of 

father figure roles is shown to be problematic.  

Muchas veces las maestras dependen de los maestros cuando hay niños 

que le hace falta un modelo masculino. Nos piden apoyo. Por ejemplo, 

este año tengo un estudiante que su padre no esta con el y le afecta 

mucho…Así que su maestra me pidió al principio del año que si lo podía 

transferir a mi salón para que le pudiera dar una cierta motivación, un 
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cierto ejemplo masculino. Así que acepté, pero no a sido fácil porque el 

niño si necesita mucha. 

(Many times female teachers rely on us male teachers when there are 

children that are lacking that masculine model. They ask us for support. 

For example, this year I have a student whose father is not with him and 

that affects him very much…So his teacher asked me at the beginning of 

the year if that student could be transferred to my class so that I could give 

him a certain motivation, a certain example as a male. So I accepted, but it 

hasn't been easy because this child does need a lot of help.) 

Mr. Negrete accepted the request and subscribed to the role as a step-in father figure. 

LatCrit scholars criticize the dominant narratives and portrayals of Latino males as 

criminals, including the roles of bandido, gang member, drug user, drug dealer, and 

illegal alien (Romero, 2000). While mainstream media may have certain majoritarian 

tales for Latino males, in school settings Latino male teachers are considered positive 

male figures.  

Visiting Mr. Solís for an observation I arrived quite early one day. Behind his 

classroom there was a full-fledged soccer tournament. In the middle of the field running 

up and down with the ball was Mr. Solís with a whistle, officiating the game. At the end 

of the game while the students were gathering their gear, I asked Mr. Solís if he felt any 

of the activities in his job were gendered, such as him being the referee, or the one to 

train the children to play soccer. He redirected my question and added that he in fact had 

more responsibilities than his female peers. As the class moved inside to begin the 

reading portion of the day, a school employee knocked on his door. She asked Mr. Solís 
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if he could officiate another game later in the day to which Mr. Solís agreed. 

Immediately, he glanced at me and smiled, schools assign men to take charge of soccer 

during field day (Wadsworth, 2002) is not an entirely foreign concept. Later Mr. Solís 

shared another occasion in which he felt he was asked to perform a task based on being a 

man. 

Mr. Solís: The other day a female teacher came to me and asked me if I 

could help her put together a bookshelf. “I cannot do it and my husband is 

not able to come so can you do it for me?” That is something that women 

can do but I think that they automatically think, there’s a male so you a re 

supposed to know how to fix this. 

Gilberto: I noticed that one person came and asked you today if you could 

referee for the game. Why do you think they came to ask you? 

Mr. Solís: I think that they assume that if you are a male you like soccer. 

The literature on male teachers is peppered with examples where men are often asked to 

lift heavy objects or help with repairs (Williams, 1992; Sargent, 2000). For Mr. Solís, it is 

easier and more polite to help a colleague, so he plays along. Just as the men in Sargent’s 

study, the men in my dissertation study merely listed these differences but would not 

think of protesting either. Such actions aid in reinforcing gendered notions. Instead, of 

protesting, the men engage in what is known as “normative hegemonic heterosexual 

masculinity” (Frank, 1987). One may argue that such actions consequently give men 

credibility and wards off suspicion of homosexuality. In Mr. Solís’ case, he happens to 

like soccer, so he agrees to go along with the task of being a referee. Mr. Negrete was a 

novice teacher when he was asked to take on discipline issues. However certain men 
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create hyper masculine identities in schools, Robinson (2002) found that certain male 

teachers challenged problematic assumptions by being properly masculine and adopting 

physical teaching styles, incorporating plenty of movement, physical exercise and 

opportunities to educate children outside. Further, coaching sports teams (Mills, Martino, 

& Lingard, 2004; Martino & Frank, 2006; Skelton, 2000) is a common practice used to 

ward off any suspicion. Physicality is also used as a lure for young men into teaching, 

hegemonic gender expectations are pervasive (Burn, 2001). 

 LatCrit scholars Solórzano and Delgado Bernal describe the action of conformist 

resistance as “guided by social justice” but these actions hold “no critique of social 

oppression” (2001, p. 318), the authors further note that resistance is like “Band-Aids” 

that temporarily stall the problem but do not necessarily challenge the greater societal and 

institutional systems of domination. I argue that male teachers’ ability to recognize a 

problematic societal expectation is a critique of social oppression and their actions are not 

motivated by social justice but rather social harmony. These men are not only 

conformists but actually take on a form of self-defeating resistance since their 

“compensatory” actions cause them to “unintentionally reproduce traditional forms of 

masculinity” (Sargent, 2000). 

Invisibility through enacting neutrality. 

Mr. Infante describes the complicated situation of a being gay Latino teacher. He 

confides that he knew at the age of five or six that he was different from the other boys. 

As a teacher he knows that there are boys out there that are subordinated by their peers 

the way he was. However, he is severely restricted in reassuring them that life will turn 

out fine in the end. 
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That is something that I wish I could be more honest about. Sometimes I 

feel like a fraud about it. I never lie about being married or having a 

girlfriend. It really frustrates me not being able to be out. Not when it 

comes to the teachers but when it comes to the students it is a headache I 

don’t want yet. So what I am saying is that I am forced to be a neutered 

male, like a neutral person. 

Having witnessed heterosexism and homophobia (Blackburn, 2002) in the way that 

parents responded, rejected his gay coworker, and having witnessed a student moved out 

of his peer’s class, led Mr. Infante to orchestrate what he called a “neutral” identity. Mr. 

Infante chooses not to come out to his students out of fear of his classroom parents’ 

reactions. Thus, he buys into the role modeling as a father figure, a disciplinarian and as 

an exemplar male with an assumed heteronormative life style. Echoing this dilemma 

Martino describes how the pressure of hegemonic masculinity involves a “degree of 

identity erasure as a self-protection strategy” (2008, p. 581). Martino adds that the closet 

imposes pedagogical limits on the level of support that teachers can provide for sexual-

minority and gender non-conforming students. 

Moving beyond problematic masculine narratives. 

Latino teachers do not always adopt and reinforce societal positionings; they 

participate in creating new and nuanced identities. Drawing on identity theory, Holland et 

al. (1998) reminds us that the space for authoring identities is created as people are 

inspired to play in newly constructed worlds. Mr. Negrete described having to “fake it,” 

when it came to acting strict. That adopted position required that he espouse an identity 
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of the hegemonic male for the team, however Mr. Negrete recognized the problematic 

aspect of such positioning. 

Algo que pasaba en los primero años porque todavía no tenia mucha 

experiencia y si era algo que me pesaba mucho. Una de las cosas que han 

sido mas obvias, no todas pero si muchas de las maestras tenían la idea 

de que: “ Este maestro como es hombre va a tener la habilidad de 

corregir ciertas actitudes que no son tan positivas como disciplina.” Así 

que si había un estudiante que era problemático y que las maestras hacían 

lo que podían per no lo podían controlar recurrían a los maestros 

barones. Un año se repitió muchas veces, mi cuarto ya parecía cárcel. 

(laughs) Y entonces les dije guando a una de las maestras. “Hay, que 

imagen están construyendo para mi. Los niños van a pensar que soy un 

ogro.” Creo que reflexionaron y dijeron, “tiene razón.”  Me pesaba 

porque saludaba a los niños en el pasillo ya no me miraban o respondían. 

Estaba desarrollando una imagen que era muy regañón. 

 

Something that happened in the first years because I did not have much 

experience and it was something that weighed heavily on me. One of the 

things that has been more obvious, no all but many of the female teachers 

had the idea that: “This teacher is a man and will have the ability to 

correct certain attitudes that are not so positive like discipline.” So if there 

was a problematic student and that the female teachers had done what they 

could but could still not control him/her they would recur to male teachers. 
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One year it repeated many times, my room looked like a jail. (laughs) So I 

said jokingly to one of the female teachers: “Now, what image are you 

constructing for me? The kids are going to think that I am an ogre.”  I 

think they reflected and said, “he is right.” I was pained by the fact that I 

would greet the kids in the hallway and they would not look at me or 

respond. I was developing an image that I was very scolding. 

While at first Mr. Negrete played along and went along with the identity of being the 

enforcer, knowing Mr. Negrete and his caring demeanor one realizes that he is not a 

screaming and berating type of person. Having spent time in his kindergarten classroom it 

was difficult to imagine him in that role. Mr. Negrete’s rupture from the positioning of 

male as disciplinarian is possible as Mr. Negrete orchestrated a response based on his 

realization that he had agency. Not being completely confortable with his relationships to 

both students and co-workers caused anxiety. Being responsible for management and his 

deteriorating relationships with the children was coming at a heavy cost. Instead, the 

identity that Mr. Negrete did want to have was one that offers an example for children 

and not necessarily through a gendered identity. 

Quisiera algún día de cierta manera ser una motivación o inspiración 

para los estudiantes porque en cierta manera ellos se ven reflejados en 

nosotros. Y así ellos pueden decir, “Mira, este maestro habla mi idioma, 

el comparte las mismas tradiciones y culture y aunque no sea el 

presidente pero de cierta manera el ha crecido y se ha desarrollado 

profesionalmente. Así que si el puede hacerlo entonces yo también puedo 

hacerlo.” ¿Verdad? Así en cierta manera podemos impulsar a los 



 

 138 

estudiantes, podemos animar a los estudiantes para que ellos sepan que 

ellos pueden ir lejos, que también pueden triunfar. 

(I would like to someday be in a certain way a motivation or inspiration 

for students because in a certain way they see themselves reflected in us. 

And they can say, “look this teacher speaks my language, he shares the 

same traditions and culture and he might not be the president but in certain 

manner he has grown and has developed professionally. So if he can do it 

then I can do it too.”  Right? So in a certain manner we can propel the 

students, we can drive the students so they can also know that they can go 

far, that they can achieve.) 

Positioning himself beyond the rhetoric of male role model, Mr. Negrete suggests that he 

can contribute much more. Beyond teaching boys how to be men he can inspire, guide, 

and motivate children to ‘figure’ a world where culture and language and traditions are 

the foundation for achievement. Mr. Negrete reflects and attributes Cultivando Maestros 

y Líderes Bilingües in helping him see the potential of children’s literature for facilitating 

a new space for learning, playing, and authoring that goes beyond his gendered 

positionings. 

Cultivando Maestros y Líderes Bilingües me abrió lo ojos … Un aspecto 

importante es como mejor valorar la cultura, las fuentes de conocimiento 

de los estudiantes, como hacer los materiales mas relevantes a los 

estudiantes, no solo usar lo que a uno le dan, lo que la escuela te da, pero 

ir mas allá y encontrar escritores Latinos e historias que tengan que ver 

con la cultura de los estudiantes. Ayudar que los estudiantes sean autores 
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que puedan contribuir al salón, lo cual es muy importante. Y muchas 

veces uno no sabe eso, o a veces uno no entiende. Esas son unas de las 

cosas que gracias a Cultivando Maestros y Líderes Bilingües, me ayudó a 

entender y abrir mis ojos. 

(Cultivando Maestros y Líderes Bilingües opened my eyes ... One 

important aspect is how to better value culture, the cultural funds of 

knowledge of students, how to make the materials more relevant to the 

students not just to use what you’re given, what the school district gives 

you, but to go beyond that and find Latino authors and histories that have 

to deal with the culture of the students, make it so the students are authors 

that can contribute to the classroom, which is very important. And many 

times one may know that, but maybe one does not understand. So that is 

one of the things that thanks to Cultivando Maestros y Líderes Bilingües, 

helped me to understand and to open my eyes.) 

Similarly Mr. Solís adds how he learned to let go of the classroom literacy scripts and, 

instead, to engage students in literature discussion versus the traditional ways of teaching 

reading and reading response. Before he was the patriarch and he was in charge of the 

classroom. 

I feel that Cultivando Maestros y Líderes Bilingües helped me see things 

in a different light in a different manner and to know what to do - to give 

the students more participation because before I would do the lecturing. 

As a teacher if you give students participation they are going to understand 

the concepts better and they are going to retain more. 
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Mr. Solís describes how he was very teacher driven and used very little of the students’ 

knowledge when teaching. Realizing that he could let go of control of his classroom led 

to his becoming an exemplary teacher. Read (2008) describes how a “traditional” 

teaching approach is more focused on discipline and ritualizing the authority of the 

teacher while a “liberal” discourse “whereby the differential power relation between 

teacher and pupil is emphasised (sic) as little as possible, and the pupil is presented as 

having a larger degree of agency than would be ‘traditionally’ expected” (p. 613). 

 Mr. Infante found other ways to challenge static masculinity narratives in his class 

with children’s literature. His approach was to challenge the status-quo of gendered 

identities. Max the Stubborn Little Wolf (Judes et al., 2001) centers on a young wolf that 

wants to be a florist against his father’s wishes, who instead wants him to be a hunter. 

Father wolf engages in several attempts to discourage his son by circumventing his 

experiences. During the reading, Mr. Infante stopped to add an example from his personal 

experience.  

Mr. Infante: I am going to share an experience. When I was a little boy, 

my cousin Bianca had and Bertha’s easy-bake oven. Every time that I 

would go visit my girl cousins would go to the easy bake oven while all 

the boys and I would go outside and play football. Every single time we 

went over that is the way it would be, but every single time I went I 

wanted to go bake cakes and cookies in the easy bake oven. But my 

brothers and my cousins said, “no, that’s for girls.” Do you think it was 

correct of them to say that? 

Students: No! 
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Mr. Infante: Michaela, why not? 

Michaela: You can bake, there’s a bunch of boys that bake.  

José: Chefs. 

Miguel: My brother loves to bake. 

Mr. Infante: Has anyone ever told him, “no, go outside and play soccer.” 

Miguel: I told him once but he can do it cause it doesn’t matter if you are a 

boy or you are a girl. 

Figure 4.2: Mr. Infante’s Easy Bake Testimonio 
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Mr. Infante: So every single time that they would tell me I would get sad 

and I would go outside and play with my boy cousins and my brothers. 

What advice would you have given me if you knew me back then. 

Eulalio: Keep playing football, don’t go to the cooks. 

Mr. Infante: So, you say, keep playing football, don’t go with the girls, 

why is that? 

José: Cause no boys allowed with the girls. 

Mr. Infante: No boys allowed with the girls. What else? 

Eulalio: Because football is better than cooking. 

Mr. Infante: (Writing) Football is better than cooking. 

Students: No. 

José: I love cooking. 

Mr. Infante: Now. Every single time I went they made fun of me because I 

wanted to bake instead of playing soccer with them. And my cousins, the 

girls, would always tell me, “don’t listen to them come with us. Don’t pay 

attention to them.” Why do you keep going over there to play? Until one 

day, I finally decided, you know what? “I don’t care what they say” and I 

went and baked instead. I made some delicious cookies and some 

delicious cakes. And when my brothers came back, they smelled the 

aroma. And they all wanted some but we only made enough for us. So 

now it was their turn to be sad. I always wanted to be a teacher since I was 

a little kid. My brothers walked away sad. My cousin Memo, stayed 

staring, so I said. “Come over, I’ll teach you how to make cookies. So 
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invited him over, I taught him how to make cookies and once there were 

two boys wanting to bake, all of a sudden my brothers wanted to bake 

also. Now all of sudden my cousins wanted to bake cookies before they 

went out and played soccer. Then all of sudden my Tía had to buy another 

easy-bake-oven because we started fighting for it. So we had one for the 

girls with heart stickers, unicorn stickers, rainbow stickers and one for the 

boys with no stickers. And every time we got together, it was bake some 

cookies and then play soccer so we started to get along. 

Mr. Infante’s powerful testimonio (Alvaréz, 2002) exposes the facets of heteronormative 

behavior. Baking and football had become gendered activities. He illustrates how even at 

a young age it is common for boys to regulate each other’s activities through social 

practices. Foley (1990a, 1990b) illustrated the prevalence of gendered sports like football 

to reproduce patriarchal gender relations, Eulalio, who happens to wear a sweater with a 

sports number to class quite often has begun to subscribe to these masculinity narratives. 

In Mr. Infante’s testimonio he makes obvious the struggle as a child to gain acceptance in 

deviating from the norms. What his example also illustrates is the pervasiveness of 

gendered master narratives, the rest of the boys also wanted to play with the easy bake 

oven, but were restricted from doing so based on their gendered constructions. This 

powerful testimonio illustrates the possibilities of going against the grain, in spite of 

being told, “No, that’s for girls.”  In the classroom, Eulalio and José opposed the idea of a 

young Mr. Infante trading the football for cooking, boys and girls were to be separated. 

However when Eulalio positions football as a superior activity over cooking, José 

responds that he loves cooking. These complex examples illustrate the pervasive pressure 



 

 144 

felt by boys to conform and the limitations placed on their activities as a result, often in 

direct conflict to their aspirations. 

It was not uncommon to hear the teachers in this study deliberately gender norms 

to expose them and make them obvious. Mr. Infante made it a point to find opportunities 

in everyday interactions by sharing with his students how he too cooks and cleans at 

home. He added this example of how he challenges student thinking about rigid gender 

discourses by purposeful contradictions. Mr. Infante adds the example of cheering for a 

boy band, “One Direction is really big with the girls and so when there’s a girl with a 

pencil or lunch box we all squeal. I joke around like that so boys can think, ‘maybe it 

doesn’t really matter.’” By turning certain gendered expectations on their head Mr. 

Infante hopes that the boys in his class will stop adhering to certain gendered norms. His 

hope is that as an adult who they look up to who does not adhere to norms will help them 

begin to question their own positionality or at least back off from teasing boys that don’t 

fit the dominant masculinity narratives. 
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Theme 3: Enacting Latino Male’s Pedagogical Practices: The Classroom as a Safe 

Space for Creating Counterstories 

 

This theme, highlights the characteristics of three Latino male teachers and the 

pedagogical approaches in their classrooms. Their lived experiences and knowledge of 

cultural and linguistic practices allow them to make connections with their predominantly 

Latino students and their parents. Their multidimensionality and multiple frames of 

reference provided affordances to guide their students toward listening and responding to 

challenging problematic narratives. 

Mr. Infante, the fourth grade teacher who constantly strives to challenge his 

students to think beyond binaries, employed his own lived experiences and children’s 

literature to engage his students with critical thinking. Mr. Negrete, the kindergarten 

teacher engaged over thirty kindergarten children in active listening by reading 

multicultural and thought provoking books with a very animated voice. Third grade 

teacher, Mr. Solís, takes pride in being able to encourage critical thinking through 

children’s literature. The three teachers through their masters’ program learned about and 

put into practice read-alouds and discussions employing culturally relevant literature in 

the classroom. All three teachers teach in one-way dual language bilingual classrooms 

where students began as primarily Spanish speaking but eventually transition to English. 

The schools in which they teach alternate between English and Spanish days. 

Together, the researcher and three teachers chose children’s book titles that 

highlighted characters challenging gender roles. A few of the books they chose to read 

during the semester of Spring 2014 were: Max the Stubborn Little Wolf (Judes et al., 
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2001), El principe ceniciento (Cole, 1990), Amazing Grace (Hoffman & Binch, 1996), 

Arturo y Clementina (Turin & Bosnia, 2012), El libro de los cerdos (Browne & Esteva, 

1991), La Princesa con una bolsa de papel (Munsch & Martchenko, 1990), and La mitad 

de juan (Lienas, & Fanlo, 2008), Maximilian & the Mystery of the Guardian Angel: A 

Bilingual Lucha Libre Thriller (Garza, 2011), and Maximilian & the Bingo Rematch: A 

Lucha Libre Sequel (Garza, 2013). The teachers selected the books they wanted to read 

based on the language of the day. From these books they moved students past the 

dominant narratives to develop a more critical consciousness of gendered identities. 

Developing Critical Consciousness  

Through their masters program, Cultivando Maestros y Líderes Bilingües, these 

three teachers learned about and put into practice the inclusion of culturally relevant and 

social justice themed children’s books in their classes. They learned to create spaces that 

explored the discursive practices of the master dominant narratives and majoritarian tales. 

Their approach sought to help their students recognize their identities and ideologies with 

regard to gender, race, ethnicity, immigration & language. For the purpose of this 

dissertation I am focusing on the conversation around gender. The teachers in this study 

used the children’s books as “mediating devices” (Holland et al., 1998, p. 142) to help 

their students recognize and understand the categorical and relational positions they take 

part in and realize that there are other ways of positioning themselves. Through the 

medium of the read-alouds, subsequent discussions and student-generated work, spaces 

for questioning dominant narratives were created.. Each teacher exposed students to new 

positionings for gendered identities and co-constructed counter narratives with his 

students. Holland et al. describe this process of disrupting concretized identities. 
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Some signs of relational identity become objectified, and thus available to 

reflection and comment, in relation to the social category. Alternative 

figurings may be available for interpreting, the everyday, and alternative 

ways of figuring systems of privilege may be privileged in contestations 

over social arrangements. (p. 141) 

For children to make a rupture with their socialization of gender roles and the 

dominant narratives they must first recognize how they have been positioned in their 

world. Many of the stories came from feminist or fractured fairy tales that focused on role 

reversals or empowering the subordinated main characters. After each read aloud and 

discussion all three teachers gave students prompts to allow them to reflect on the stories 

that they had read. Often students were presented with questions to ascertain their level of 

understanding. While, at other times they were asked to take a perspective of one of the 

characters or offer them advice.  

Capitalizing on the moral dilemma. 

Mr. Solís speaks about the importance of reading books that depicted boys and 

girls engaged in non-typical activities. When asked about whether gender issues should 

be discussed in the classroom Mr. Solís recounted an event at the school. 

There's was a boy here, he is no longer here, he graduated from middle 

school but you could notice that he wasn’t like the other boys. He acted 

like the girls. The whole school would look at him and I imagine that he 

did not feel comfortable. Boys like him don’t want to do the same things 

as the others, but our Mexican culture it is very machista so speaking 

about all these issues is very controversial and perhaps there could be 
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parents that will come and ask ‘why are you talking to my child about 

this?’ I don't have any problem telling them that is part of justice, its part 

of the classroom. We don't just want the children to come and sit, we want 

them to be critical… That is why the parents this year would tell me, all 

these things no one had ever talked about these things. We had never seen 

this at school. And its true, school goes by and the things that affects them, 

the things that affects us as Latinos, men and women, are not touched 

upon so there is no critical consciousness. 

For Mr. Solís, the responsibility to teach about social justice recognizes the 

intersectionality of race and gender and the classroom as an importance space where self-

authoring all types of identities can thrive. The early grades provide the initial space to 

build acceptance for difference and to challenge dominant ideologies and narratives 

regarding how boys and girls ought to act. Sexual orientation and gender identity should 

be part of the anti-discrimination conversation in the classroom asserts Blackburn (2006). 

In addition, Blackburn challenges teachers to work against hatred, fear, and silence and to 

recognize that LGBTQ students have a right to be acknowledged, such actions make a 

world of difference in the life of child. Souto-Manning and Hermann-Wilmarth (2008) 

illustrated a poignant example of the isolation children feel when teachers choose to 

ignore the conversation of LGBTQ issues. Even though parents might question the 

practice of discussing what they think is “uncomfortable,” it can be handled in a 

professional manner (Flores, 2012, 2014) linked to the curriculum. By taking on the 

responsibility to make their classrooms a place of inclusion and acceptance, teachers can 

encourage students to question their entrenched ideologies. 
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Questioning gendered master narratives. 

To the three teachers in this study it was important to provide the students 

opportunities to begin questioning their assumptions about gendered activities. In 

particularly they wanted to tackle master narratives of gender. Mr. Negrete chose to read 

a book to encourage his students to question their assumptions. To do so, Mr. Negrete 

engaged thirty-two kindergarten students with a read-aloud of La Asombrosa Graciela by 

Hoffman and Binch (1991), which focuses on an African-American girl who is told that 

she cannot be Peter Pan for the class play because she is a girl and Black. Following the 

language of the day, this story was read and discussed in Spanish. While reading, Mr. 

Negrete used an animated voice for each of the characters in the book and often paused to 

question and engage his students regarding critical points in the text. In this following 

example Mr. Negrete uses questioning to help his students understand the gendered and 

raced conflicts in the story. 

Mr. Negrete: (Reading to his class) Graciela supo al instante que papel 

quería hacer. Cuando ella alzó la mano Raj dijo, “tu no puedes ser Peter 

Pan, es un nombre de niño.” Pero Graciela no bajó la mano porque ella 

quería ser Peter Pan. (Addressing Class) ¿Peter pan es un niño? 

Students: No. Si. (Chorus) 

Mr. Negrete: (Reading to his class) OK, vamos a ver. “¡Tu no puedes ser 

Peter Pan! susurró Natalia, el no es negro.” Pero Graciela no bajó la 

mano. “Bueno bueno,” dijo la maestra. “Muchos de ustedes quieren ser 

Peter Pan así que tendremos una audición la semana que viene. Para 

escoger los papeles.” (Explains audition to class) “Y les dio una frases 
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para que las aprendieran de memoria… Cuando llegó a la casa Graciela 

se veía triste.” Levanten su manita. ¿Por qué Graciela se sentía triste? 

Diana: Porque no la dejaron ser Peter Pan. 

Mr. Negrete: Muy bien, a lo mejor estaba triste porque no la querían 

dejar ser Peter Pan. ¿Por qué mas crees que se sentía triste, Jesús? 

(Waits, no answer) ¿Estrellita? 

Estrellita: Porque le dijeron que Peter Pan no es negra. 

Mr. Negrete: ¿Hay, oigan, eso creen que es bueno decirlo? 

Students: (Chorus) No. 

Mr. Negrete: ¿Por qué no Hortensia? 

Hortensia: Porque, am, porque eso es como bullying porque, porque se 

ponen tristes todas la niñas que les dicen (pause) bullying. 

Mr. Negrete: Mmm. Es feo decirle a un niño que no puede hacer algo 

porque por su color de su piel o porque es niño o niña. OK, vamos a 

seguir con Graciela. 

 (Mr. Negrete: (Reading to his class) Graciela knew instantly which 

character she wanted to be. When she raised her hand Raj said, “ You 

can’t be Peter Pan, that’s a boy name.”  But Graciela kept her hand up 

because she wanted to be Peter Pan. (Addressing Class) Is Peter Pan a 

boy? Students: No. Si. (Chorus) 

Mr. Negrete: (Reading to his class) OK, let’s see. “You cant be Peter Pan 

whispered Natalie. He wasn’t black.”  But Graciela kept her hand up. “All 

right said” said the teacher. “Lots of you want to be Peter Pan, so we’ll 
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have auditions. We’ll chose parts on Monday. When Graciela got home 

she seemed rather sad.”  Raise your hand. Why did Graciela feel sad? 

Diana: Because they did not allow her to be Peter Pan. 

Mr. Negrete:  Very well, maybe she was sad because the did not want to 

allow her to be Peter Pan. Why else do you think she felt bad, Jesus? 

(Waits, no answer) ¿Estrellita? 

Estrellita: Because they told her that Peter Pan is not Black. 

Mr. Negrete:  Aye, listen, do you think that is a good thing to say? 

Students: (Chorus) No. 

Mr. Negrete: Why not Hortensia? 

Hortensia: Because, um, because that is like bullying because, because 

girls become sad when people say (Pause) bullying. 

Mr. Negrete: Mmm. It is ugly to tell a child that they cannot do something 

because of the color of their skin or because they are boy or girl. OK, lets 

continue with Graciela.) 

Mr. Negrete’s ability to keep questioning his kindergarteners helps them to objectivize 

the positional identities of the characters in the book as they relate to the larger dominant 

narrative, which stresses that Peter Pan is white and male. Mr. Negrete affords his 

students the opportunity to make to notice power relations of both gender and race. Mr. 

Negrete illustrated how even in a pretend situation a girl of color is not allowed to take on 

male or white characteristics, even temporarily. Estrellita’s answer, “they told her that 

Peter Pan is not Black,” indicates her understanding of the characters’ interpretation of 

the master narrative where the hero of stories like Peter Pan is usually depicted as a boy 
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who fights and is the hero, the typical Peter Pan is male, physical, and white. Parson 

describes the problematic positioning of women in fairy tales as “weak, submissive, 

dependent, and self-sacrificing” while men are depicted as “powerful, active, and 

dominant” (2004, p. 137). Mr. Negrete made the deliberate choice to stop at that juncture 

in the book and ask the questions to help the students talk through the two types of 

discrimination in the story. 

There is always a choice to keep reading the book or ask recall questions 

occasionally. Employing a dialectical approach to literature claims Bahruth, “produce(s) 

a disposition to look for deeper and multiple interpretations of text and metaphor in 

relation to the multiple world experiences and perspectives of students in the classroom” 

(2004, p. 509). The teacher in this study aimed at making connections to his own 

students’ lives that happen to be primarily Spanish speaking and of Mexican descent. 

Mr. Negrete: ¿Alguna vez les han dicho que no pueden hacer algo porque 

son morenitos, o porque son niño o niña? 

Jaqueline: A mi me dijeron “Tú no puedes ser un científico porque eres 

niña.” 

Mr. Negrete: ¿Quién le dijo eso? 

Jaqueline: Un hombre. 

Mr. Negrete: ¿Y tu crees que es verdad? 

Jaqueline: Sí. 

Mr. Negrete: Nó, no es verdad, tu puedes ser una científica. Acuérdate que 

aquí hemos estudiado las ciencias, ¿verdad? (Intercom interrupts, Mr. 

Negrete continues). En este país hay gente que es muy diferente y piensan 
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de manera diferente. Les voy a dar un ejemplo. ¿Nosotros que idiomas 

hablamos? 

Students: Español. Inglés. Bilingües. 

Mr. Negrete: Bueno en la casa, ¿qué idioma hablamos con nuestros 

padres? 

Students: Español, Inglés. 

Miguel: Yo hablo los dos. 

Mr. Negrete: Bueno, puede haber personas que puedan decir que tu no 

puedes hacer algo porque tu solo hablas español o porque eres niña. 

Como en el caso de Jaqueline, ella puede llegar a ser científica si ella 

quiere, no porque ella sea niña o hable español, eso no la va a detener. 

Cuando ustedes vayan creciendo tienen que trabajar duro para que 

ustedes puedan hacer lo que quieren. No les digo que va a ser todo fácil, 

hay que trabajar. 

Mr. Negrete: Have you ever been told that you cannot do something 

because you are dark skinned, or because you are a boy or a girl? 

Jaqueline: I was told, “You can’t be a scientist because you are a girl.” 

Mr. Negrete: Who told you that? 

Jaqueline: A man. 

Mr. Negrete: Do you think that is true? 

Jaqueline: Yes. 

Mr. Negrete: No, that is not true, you can be a scientist. Remember that 

here we have also studied science, right? (Intercom interrupts, Mr. Negrete 
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continues). In this country there are people that are very different and 

think in a different manner. I am going to give you an example. What 

languages do we speak? 

Students: Spanish. English. Bilingual. 

Mr. Negrete: Well at home, what language do we speak with our parents? 

Students: Spanish. English. 

Miguel: I speak both. 

Mr. Negrete: Well, there may be people that may tell you that you cannot 

do something because you only speak Spanish or because you are a girl. 

Like in Jaqueline’s case, she can become a scientist if she wants, she is not 

going to kept from doing so simply because she is a girl or speaks 

Spanish. When you grow up you have to work hard so that you can be 

what you want to. I am not going to tell you that everything is going to be 

easy, you have to work for it. 

While Jacqueline’s experience is troubling, it is not an uncommon. Gender segregation 

scholarship points out how girls do not fare well in science and mathematics and are not 

encouraged to pursue such careers (Xie & Shauman, 2003). Childhood is a critical age for 

children to form their identities, and much of the process happens at school and at home 

(Correl, 2004; Xie & Shauman, 2003). Mr. Negrete took up this opportunity to reassure 

his students, but mainly Jacqueline that she did not have to accept an identity as a 

subordinated gender. Mr. Negrete continued to press the students for more examples and 

received two contrasting stories that helped the students understand the positionings of 

girls and boys. 
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Matilde: Una vez mi papá me dijo que yo no podía lavar el carro porque 

era niña. 

Mr. Negrete: ¿Y cómo te sentiste? 

Matilde: Triste, pero luego cuando el se fue yo y mi mamá lo lavamos 

juntas. 

Mr. Negrete: ¿Alguien mas que quiera compartir? 

José: Mi abuelita me dijo que no podía hacer tortillas porque era hombre. 

Mr. Negrete: ¿Y cómo te sentiste? 

José: (4 second pause) Bien. 

 

(Matilde: One time my dad told me that I could not wash the car because I 

am a girl. 

Mr. Negrete: How did you feel? 

Matilde: Sad, but when he left me and my mom washed it together. 

Mr. Negrete: Does anyone else want to share? 

José: My grandma told me that I could not make tortillas because I was a 

male. 

Mr. Negrete: How did you feel? 

José: (4 second pause) Fine.) 

Matilde accepted her positioning and understood that she was restricted as a result of her 

gender. However Matilde’s mother illustrates that there is a sense of agency where they 

can clandestinely resist even if it is in secret. While the example illustrates a willingness 

to defy contradictory positionings there are limits within which both the mother and 
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daughter were working. The father was not present and did not change his perspective, 

but in the end Matilde’s mother illustrated resiliency. This experience largely contrasts 

with José who even though he is told he cannot undertake a certain activity based on 

gender, his positioning in the largely male dominated world did little to shake his resolve. 

However it still illustrates problematic dichotomies drawn as to limitations based solely 

on gender constructs. Just as Matilde’s mom realized that restricting someone only the 

basis of gender was not realistic and helped her daughter answer her world, the teachers 

hoped that their children would see the possibilities of venturing beyond master 

narratives. 

Confronting rigid gender ideologies. 

In the above example we witnessed how girls were restricted solely on the basis 

of biologic constructs, but also how the teachers helped them recognize that it was 

happening. In this second I will demonstrate how teachers encouraged the student to 

reflect on their unmoving ideas. Mr. Solís read La Mitad de Juan (Lienas & Fanlo, 2008) 

to his third grade students. The language of the day was Spanish. In this picture book, 

Juan is told by his world that he cannot cry, color with a silver maker, wear pink, read 

fairy tales or cry. Heeding to the pressure of his gender positioning Juan buries a box 

containing his tears, shirt, marker and book. Engaging in “boy activities,” Juan is 

unhappy playing soccer, fighting, and much less holding tears in when sad. One day he 

looks in the mirror only to find that he can only see half of his reflection.  

Mr. Solís began eliciting background information from his students by asking 

prediction questions. 

Mr. Solís: ¿De qué creen que se va a tratar el libro? 
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Erasmo: El libro a lo mejor se va a tratar de que Juan hace mitad de las 

cosas que hacen los niños y la mitad de las cosas que hacen la niñas. He’s 

a tomboy. 

Mr. Solís: ¿Qué son unas cosas que los niños o niñas no pueden hacer en 

casa? 

Haydee: A veces mi primo me agarra mi maquillaje y se lo pone. 

Mr. Solís: ¿Qué piensan ustedes? ¿Los niños pueden usar maquillaje? 

Valentina: It reminds me of my little brother, he always likes like the color 

pink or purple. I’m like why don’t you like the color green or blue? 

Mr. Solís: So why do you feel that it is not ok? 

Thalía: It’s kind of awkward, because he likes cosas de niñas y no las 

cosas de hombres. 

Martha: A mi hermanito también le gustan los ponis. 

Mr. Solís: Ustedes que creen. ¿Está bien? 

Martha: No. Sí. 

Thalía: Kind of. 

Mr. Solís: Thalía dice “kind of” can you explain a little more? 

Thalía: I don’t know, I’m just not used to it. I feel like its something going 

odd. Like, its, if its like, he. I don’t know, its kind of weird. 

At the end of story there is an important consejo or advice from the fairy informing that 

there are no:“Juegos de niño y juegos de niña. Sólo hay juegos de personas, como jugar 

a pelota y saltar a la cuerda, y jugar a coches y a cocinitas, y subirse a árboles y 

hacer dormir a los muñecos” (Lienas & Fanlo, 2008). (Boy or girl games. Only people 
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games, like playing ball and jumping rope, and playing cars and kitchen, and climbing 

trees and putting dolls to sleep.”  To which Juan asks, “¿Vale todo si eres persona? (Is 

everything OK if you are a person?) The fairy closes by telling Juan. “Vale todo lo que te 

gusta. Y sólo tú sabes lo que te gusta; los demás no tienen que decírtelo” (Lienas & 

Fanlo, 2008). (Whatever you like to do is OK. Only you know what you like; the others 

don’t have to dictate that for you.) Since the story provided a context for discussions 

about gendered positions, Thalía, Martha and Valentina originally made comments that 

boys liking the color pink or ponies and wearing makeup were considered outside of 

masculine hegemonic norms. However, Mr. Martínez pressed Thalía to think about the 

limitations placed on the character, Juan, and she answered, that it was “kind of” wrong. 

She did not necessarily reject the hegemonically masculine identity imposed on Juan 

when she added his likes were “odd” and “kinda weird”. However, by the end of the story 

and with the consejo from the fairy, Thalía and some of her classmates were changing 

their position about what could be “okay” for boys.  

Following this segment of transcript, Mr. Solís decided to have his students 

complete an activity outlined on the back flap of the book. He asked the students to create 

a Venn diagram and to label one circle with "boys," another as "girls.”  Mr. Solís then 

instructed the students to place the following words where they felt that they belong: 

cariño, valiente, presumir, héroe, fuerza física, sentimental, and decidido/a. Just over half 

of the students wrote all the traits in the overlapping area of the Venn Diagram indicating 

that both genders have these traits. However about half of the class wrote at least one of 

these characteristics in either boy or girl. After some discussion the students indicated 

that these traits could not be thought of solely as boy or girl traits. To close, Mr. Solís 
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summarized his own interpretation of the book's theme: "there are no boy or girl games or 

toys --just what makes you happy." 

Figure 4.3: Student Venn Diagram of Gender Traits 

 

The theme of being kept from being happy due to rigid and normative norms of 

gendered acts was illustrated in another story that the teachers read, Max, the Stubborn 

Little Wolf (Judes et al., 2001). Here we transition to Mr. Infante’s fourth grade class who 

engaged in dialogue during the reading. Before reading this story Mr. Infante outlined his 

objective of generating discussion in which gender positioning could be problematized. 

He stated, “My hope is that the students will be able to identify the stereotype and 

challenge it. Most students can tell when something is unfair even when they don’t know 

how to express it in the right terms.” Because the story centered on the conflict between 

father and son regarding the best career for young wolf, Mr. Infante brainstormed with 

his students about different types of careers and their appropriateness for males or 

females. During the brainstorming session a brief conversation ensued between teacher 

and students. 
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My hope is that the students will be able to identify the stereotype and challenge 

it. Most students can tell when something is unfair even when they don’t know 

how to express it in the right terms. Hopefully by talking about the situations in 

the book the students will know the language and the words and feelings for 

certain stereotypes. They will be able to look at their own world and life and be 

able to spot situations similar to what went on in the book and challenge it out in 

the real world not just in the classroom.  

Mr. Infante employed a brainstorming activity to set up the book and gather 

background information. When the class finished with the list Mr. Infante asked the 

students to determine which jobs were typically male or female, Mr. Infante drew two 

webs, one with females and another one with males and then proceeded to ask the class to 

attach careers to the genders. The following is the discussion that came about when the 

students were deciding whether boys and girls could both be firefighters: 

Figure 4.4: Career Brainstorm 
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Miguel: There are some girls that are firefighters. 

Eulalio: They are not worthy. 

Mr. Infante: Eulalio just said something; I want him to explain that 

because I am not sure I agree with him. Eulalio said about firefighters, 

what did you say Eulalio? 

Eulalio: (Sheepishly) That they’re not worthy. 

Mr. Infante: Eduardo says they’re not worthy. What do you think girls? 

Do you agree with him. 

Class: No! 

Mr. Infante: All right Monica, can you explain that to us, why you 

disagree? 

Monica: Because girls can do anything that boys do. 

Mr. Infante: Monica says, girls can do anything that boys do. Eulalio. 

Eulalio: Just a little. 

Mr. Infante: So we have somebody saying that girls can do anything boys 

can do and we have Eulalio maybe not agreeing with it. Eulalio my 

brother is a firefighter. I’ve been to his firefighter friends’ parties. I’ve met 

a lot of firefighter girls there. 

Students: Ooooh. (Teasing, giggling) 

Mr. Infante: No. (Laughs). 

Gustavo: How do you know they are firefighters? 

Mr. Infante: Cause they were wearing uniforms. So, I am going to have to 

disagree with Eulalio also and agree with Monica. 
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The subject of girls undertaking nontraditional activities is commonplace in gender 

literature, however boys deviating from traditional gender norms are less common 

(Herzog, 2009). Both topics certainly have their merits and are equally important, yet 

effeminate boys are a more difficult topic to bring up in the classroom due to the 

regulatory pressure (Pascoe, 2007) enforcing boys’ behavior. Although Eulalio did not 

think women were worthy for the firefighter career, and was not budging from his prior 

understandings, he was called out on his thinking during class. This was done in terms of 

argumentation, evidence, and disagreement whereby the teacher’s experiences and 

opinions mattered as much as the students.  

The following excerpt illustrates the critical encounter (DeNicolo & Fránquiz, 

2006) that generated discussion about gendered expectations and one occasion in which 

students recognized the agency and resiliency of the subordinated character in the book 

being contrasted to with the unmoving wolf father. 

Mr. Infante: (Reading) “Finally, he laid down the law. Wolf fathers and 

sons are hunters, have always been hunters, and always will be hunters, 

you my son will follow the family tradition and that is that. But I don’t 

like hunting said Max. That’s impossible roared the big wolf. All wolves 

love to hunt.” (Addressing the class) So what is papa wolf’s big problem?  

Filomena? 

Filomena: That the tradition is that the boys and man of the pack they all 

hunt but I think that some traditions are kind of like dumb and not right, 

you know. 
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Mr. Infante: I guess, some traditions are not right or dumb, I like how you 

put it. Right? 

Filomena: And then also, it’s just like, he’s just being, um, himself. Being 

what he wants. 

Mr. Infante: He’s just trying to be himself. Now, what do you guys think 

about what Filomena said?  That some traditions are kind of dumb when it 

comes to, well you should only do this or you should only do that. Who 

agrees with Filomena that sometimes traditions are kind of dumb?  

(Acacia raises her hand) Acacia, can you explain why you agree with her? 

Acacia: Because, like, it is dumb because some people can do whatever 

they want and it is true, you don’t know what they like and you don’t 

know what that person wants. 

Rigid boundaries interfere with the pursuit of a florist identity for the younger wolf. 

Because breaking with the gendered tradition of males as hunters is difficult for Max’s 

father to accept, Mr. Infante asked the students to write some consejos or advice to the 

characters in the book. Both Filomena and Acacia refer to the gendered tradition of 

having to hunt as dumb due to its rigidness and inability to recognize the aspirations or 

agency of Max. Filomena’s comment indicates a need to respect the individual’s sense of 

self, being what one wants. Acacia inserts her take on traditions and whether or not it is 

important to follow them when they are in conflict with what one wants to do in life for 

her they need to recognize what the person wants out of life. Perhaps certain parental or 

societal expectations or aspirations can be in contradiction with what one wants to do in 

life or their pursuit of happiness. Here the tradition is not based on nationality, race or 
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culture, it is based on gendered roles for wolves. In the case of Max, breaking with the 

gendered tradition of males as hunters is difficult for Max’s father to accept as he 

subscribes to the dominant narratives of masculinity. 

Mr. Infante asked the students to write some advice to the characters in the book. 

Filomena wrote after the reading that the aspirations of the individual, or dreams as she 

called them needed to be respected. Heteronormative and dominant narrative have the 

power to impose indentities on the individual negating the sense of self choice. Societal 

pressure forces those affected to adopt the ways of the majority. She urged Max to not 

give up and be himself.  

Figure 4.5: Filomena’s Response 
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Figure 4.6: Acacia’s Response 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Agency is also evident in Acacia’s response. Acacia advises Max to follow his 

dreams regardless of what his dad thinks or their tradition. Additionally, Acacia tries to 

reason with Max’s father, writing to him that he is not going to change Max and that he 

won’t die if he breaks with tradition. Tradition in Max’s case is seen here by the two girls 

as gendered and something that can be broken if he is to be happy. The students 

recognized that even family can have a normalizing effect on gendered roles. Mr. 
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Infante’s students recognized that rigid norms could be problematic & difficult for certain 

people to let go of, like the wolf father. In addition, Acacia’s comment about the father 

getting mad illustrates that she understands the response of people when they encounter a 

departure form rigid gender norms, anger and intimidation serve as regulatory entities. 

Mr. Negrete also read Max, the Stubborn Little Wolf to his kindergarten class. The 

following student artifact written after the read-aloud, Cuauhtémoc, describes a conflict 

where a male protagonist is faced with the negative and unsupportive discourses of his 

uniqueness and interests. He writes: El papá de Max quería que Max sea cazador el 

quería ser florista. (Max’s father wanted max to be a hunter he wanted to be a florist). 

Cuauhtémoc rrecognizes that Max’s choice of career is positioned by his father as a less 

than desirable in the master narrative of masculinity. Working with pretty and delicate 

flowers is juxtaposed with the being a provider and engaging in a very physical and 

violent act of hunting, a subordinate positionality versus a hegemonic one. In a world 

where hegemonic masculinity rules, certain traits are valued over others, Juan is told 

what he can and cannot do, no playing with “girl things”, while Max faces the pressure of 

having to forego his own interests and having to exert his masculinity by developing his 

physical prowess of becoming a hunter.  

Figure 4.7: Cuauhtémoc’s Response 
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The three Latino male teachers’ students questioned the rigid gender boundaries 

that align with the master figured world ideal of hegemonic masculine identity. The 

students learned that such views can constrain what the girls and boys in the stories can 

and cannot do. The students listened, formed opinions regarding the hegemonic 

masculine positions ascribed to Juan and the little wolf in the stories. These positions 

were evaluated to some degree and expressed in terms of  “odd” and “kinda weird” or 

“just being himself.” Students benefit from stories where characters like themselves are 

not treated fairly and they can discuss ways to expose the tensions of trying to meet 

normative expectations. Over time, teacher expectations are that their students can 

fashion new identities for the characters in the story and in their own lives.  

Moving Students Past the Dominant Narratives 

For Mr. Negrete and Mr. Solís these new insight translated to using more 

children’s literature in the classroom – literature that was both relevant to the realities in 

the students’ lives and afforded opportunities to question hegemonic identities. Mr. 

Infante credited his new ways of teaching with Latino specific children’s literature as a 

direct result of what he learned in Cultivando Maestros y Líderes Bilingües: 

“I read a lot of bilingual children's literature. I really like it when I can 

read a book that has Mexican characters and I really, really, like that. And 

the students completely, they know they are seeing themselves in it. They 

are a bit more, they are a lot more, interested in it. I am a lot more 

interested in it.”  

Besides Latino specific themes, during the dissertation study all three teachers 

chose to read stories with gender themes. The goal was to have students understand the 
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dominant narratives of gender and to challenge unfair positionings of boys and girls. The 

protagonists of each story selected faced adversity for not conforming to gendered norms. 

The ‘figured’ representations of gender provided opportunities to understand oppression 

in terms of race, gender and class. Souto-Manning & Hermann-Wilmarth explain the 

importance of inclusive practice: 

By creating spaces for children to talk about everyday experiences in their 

lives, spaces in which they feel safe talking about who they are and where 

they come from, and making them a regular part of rather than an add on 

to classroom life, we will bring community issues in, and provide a forum 

for learning how to dialogue about them in a safer environment. (2008, p. 

267) 

Legitimating Latina/o knowledge & lived experiences. 

One of the ways that Mr. Infante found to tap into his students’ backgrounds 

interests was to introduce them to Xavier Garza’s bilingual picture and chapter books. 

Although some would say girls would not be interested in the topic of wrestling, this was 

not the case in Mr. Infante’s fifth grade classroom. He purchased sets of the books 

Maximilian & the Mystery of the Guardian Angel: A Bilingual Lucha Libre Thriller 

(Garza, 2011) and Maximilian & the Bingo Rematch: A Lucha Libre Sequel (Garza, 

2013) to read in groups. From the very beginning the interest in and engagement with the 

stories and author’s craft spread across gender lines. While the class read Garza’s books, 

Mr. Infante invited the author to come and talk to his class. A final project was for 

students to create a wrestling character sketch, and biography. All of the students except 

for two wrote the biographies in Spanish. In these biographies were traits of the wrestlers 
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elaborated with/from students’ everyday experiences, including immigration. Following 

are three of the biographies.  

Figure 4.8: Luchador Sketch and Biography of Señor Poder 

 (Translation) Do you know about Señor Poder (Mr. Might/Power) and 

how he became a wrestler?  He was born in Mexico and went by himself 

to Austin and afterwards returned with his family. He trained in a 

gymnasium and he liked to wrestle against his enemies. They are the 

técnicos and he was a wrestler. He is the favorite rudo because he cheats a 

lot. He has horns and has colorful pants and has a lot of black and yellow. 

In Hector’s biography for Señor Poder (Figure 4.8) we can appreciate the immigrant 

journey familiar to Latina/os. A long standing trend in immigration between the Latin 

America and the US where the man of the house looks to the North in search of work. 

Marking the sacrifice of leaving his family behind in order find a way for them to 

survive. Coming first to the US and then later bringing their families once established is a 
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common trend. This immigrant narrative in Señor Poder’s biography is possible through 

the everyday experiences of immigrant Latino children. This illustrates the transnational 

identities of the students themselves and their ability to recognize the varieties of 

experiences. The eternal fight between good and evil is depicted in the student’s artifacts 

as they elect to create a técnico or rudo. Overwhelmingly the class chose rudos for their 

luchadores, as in the example of Figure 4.8 and 4.9. This fight of good vs. evil is unique 

to Mexican wrestling técnicos are the good guys and usually win, while the rudos cheat 

to win (Murray, 2007).  

 While wrestling favors those that have muscular builds and gives audiences a 

chance to witness displays of hegemonic masculinity the sport also includes female 

wrestlers. The books accomplished a great job of also portraying women in strong roles, 

as in the case of La Dama Enmascarada who turns out to be one of the antagonists of 

Maximilian & the Mystery of the Guardian Angel: A Bilingual Lucha Libre Thriller 

(Garza, 2011). The girls in the class were also engaged with the book. For their final 

project the girls decided to create luchadoras. 

Ximena, another student in Mr. Infante’s class created a luchadora, La Mujer 

Corazones. Her luchadora was born in a border city, Reynosa. While some other 

luchadores and luchadoras had birthplaces in México, some were also born in the US, 

there are characteristics common in Mexican wrestlers that are evident in the illustrations 

such as the mask. In Ximena’s biography of La Mujer Corazones she chronicles the 

importance of maintaining anonymity through the mask. Unlike the highly theatrical US 

wrestling shows, some luchadores have been used in Mexico to carry a tradition of social 
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commentary on identity, gender and politics. The mask provides a level of anonymity and 

protection but allows the real life superheroes like Superbarrio, whose calling is to fight 

for impoverished people without a voice in México City (Estévez, 2004). Donning a 

mask Superbarrio motivates social action by leading protests, appearing at evictions or in 

front of riot police to protect those who have been done wrong. Like the Zapatistas who 

wear masks as a symbol of collective unity against México’s policies (Robinson, 2015) 

Superbarrio’s mask is a symbolic character that provides grassroots organizers a voice, 

just like Chupacobros, Superanimal, Superniño, Supersol, and Supergay (Estévez, 2004) 

have their specific social causes. 

Figure 4.9: Luchadora Sketch and Biography of La Mujer Corazones 

 

 

 

 

 

 

 

 

 

 

Translation: La Mujer Corazones (Hearts Woman) was born in in 

Reynosa México on March 30 1999. In other words she is 15 years old. 

Even though she is not an adult. She is really good but it is not known 



 

 172 

who trained her because she prefers to keep it a mystery. Her enemy is 

Niña Estrella (Star Girl) because she unmasked her but fortunately no 

one saw her because she was able to cover herself. 

If Mr. Infante had tried to incorporate the heavily staged, marketed, and commercialized 

WWE brand of wrestlers his students might not have arrived at the same narratives. 

Utilizing the community resources of a local writer, publisher, lucha libre’s cultural 

aspects and its lexicon Mr. Infante infuses his classroom his own brand of critical caring 

that mirrors his students’ experiences and lives. Two of the students in Mr. Infante’s class 

felt comfortable enough to create their biographies in English, this demonstrated how Mr. 

Infante’s teaching approaches serve to affirm “the right of individuals to be educated in 

their own language and learning style and the right to maintain a bicultural identity” 

(Darder, 1991, p. 119). Ethnicity, culture and language take center stage as a form of 

critical caring that situates the largely monolingual immigrant parents as partners of their 

child’s education.The lived experiences of Latinos are not viewed as valuable or 

contributing to the US Narrative by the standards of Majoritarian Tales. Yet Mr. Infante’s 

approach using literature that mirrors the experience of his students and makes for 

student connections that are richer. Having their culture and language positioned as valid 

and as part of the classroom literature cannon communicates to the students that they 

matter. While the luchador books did not necessarily question hegemonic masculinity. 

Recalling Eulalio’s comment that perhaps women firefighters could not match men, the 

luchador books did position women on an equal footing, fighting alongside men. No 

book is perfect, therefore it is up to the teachers to draw out the conversations to 

encourage the students to think critically. 
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Encouraging action from anger. 

The goal of reading books about gender themes and the subsequent discussion in 

Mr. Infante, Mr. Solís and Mr. Negrete’s classes had the goal to have their students 

challenge unfair situations. The readings lent themselves to illustrate several types of 

abuse and complex issues that even as children they are able to grasp. Using a problem-

posing approach that entails listening, dialogue and action requires that you do not just 

expose students to unfair situations in books. It is not enough just to help them gain 

empathy or become angry. Purpel (1989) reminds us that there must be hope, possibility 

and vision.  

Mr. Solís’ class was very vocal about Clementina standing up for herself in 

Arturo y Clementina (Turin & Bosnia, 2012). The girls in the class reacted with anger at 

the abuse suffered by Clementina. During the reading of the book in Mr. Solís’ class, the 

frustration was palpable especially from the girls of the class. Mr. Solís had cultivated a 

class that was quiet and reluctant to talk into a class that employed the ability to voice 

connections to other texts and real-life. In the middle of the book as Arturo, the male 

turtle continues to tie objects to Clementina, his partner, Arturo constantly belittles the 

female turtle with words such as dumb, absent-minded and clumsy. The girls expressed 

such frustration that during a pause the teacher took the time to make it clear why he was 

reading the book to them. While still at a stage of reactionary behavior the students 

seemed uncomfortable and upset at the book and the characters. This critical encounter 

(DeNicolo & Fránquiz, 2006) allowed the teacher to create the pedagogical space to 

begin questioning certain norms. 
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Mr. Solís: (Reading to class) Y aquella misma noche, Arturo llegó con un 

hermoso gramófono, y lo ató bien a la casa de Clementina, mientras le 

decía: “Así no lo perderás ¡Eres tan distraída!” Clementina le dio las 

gracias. Pero aquella noche, antes de dormirse, estuvo pensando por qué 

tenía que llevar a cuestas aquel tocadiscos tan pesado en lugar de una 

flauta ligera, y si era verdad que no hubiera llegado a aprender las notas 

y que era distraída. Pero después, avergonzada, decidió que tenía que ser 

así, puesto que Arturo, tan inteligente, lo decía. Suspiró resignada y se 

durmió. 

Clara: ¡No! Maestro. 

Gloria:  What about her?! 

Thalía:  That’s not true. 

Martha: He is the dumb one. 

Thalía: He is dumb. 

Mr. Solís: Why Thalía? 

Thalía: Cause he is being mean to her. Its not fair, she, she . . . 

Clara:        She is very polite 

and the man is ugh ugh (gesturing with her hands held up in frustration). 

Thalía: Es como kind of tonta (foolish). . . 

Clara: Mr. . . . 

Mr. Solís: (Laughs) Kind of tonta. OK. 

Thalía: Because, like because. Porque ella no sabe. Its just, he just. She 

wants to go and make herself (inaudible). 
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Clara: (Bringing hands up to her face) Why doesn’t she just break up 

with him! That’s easier. 

Generoso: I think the mujer is being tonta Mr. Solís. 

Mr. Solís: Thalia has not finished her idea. 

Thalia: (Holds her head flings arms and crosses her arms) I don’t like 

this. 

Mr. Solís: Why, why, you don’t like this, Thalia? 

Thalia: Porque ella dice que el, que el va a ser, que el es mas inteligente 

y luego va a creer que todos son mas inteligentes que ella. 

Mr. Solís: Pero tu dices, she’s kind of tonta, why do you say she is kind 

of tonta? 

Thalia: Because she kinda is, es, es sonsa porque, porque, like ¿porque 

no se defiende?  

Martha:      She doesn’t break up with 

him. 

Mr. Solís Ok, el hecho de no defenderse . . . Thalia me gustan tus, tus 

ideas que porque no se defiende. 

Myrna: Maestro me dan ganas de gritarle bien fuerte a ese . . . 

Clara:        Y yo le quiero gritar a 

ese hombre que sale en el libro y después le jala a los hilos. 

Myrna: Calm down, calm down. (closes eyes and makes a Sukhasana 

pose, breathes in and out) 

Sandra: Pero se va a caer, ¿qué va a pasar si eso se quiebra? 
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Mr. Solís: (Addressing the class) Yo sé que ustedes están molestos con el 

libro y espero que en sus vidas, bueno tengo la confianza de que ustedes 

van a defenderse. Eso es el propósito de todo esto. Que ustedes (pauses) 

sepan a defenderse, los círculos literarios, que hagan escuchar su voz. 

Entonces, en estos libros, no solo leerlos, enojarse, y que se enfaden, al 

contrario, es algo que los va a ayudar en sus vidas.  

 

((The teacher reads) That same night, showed up with a beautiful 

gramophone, (it is a record player) that he tied very tightly to 

Clementina’s house while he told her ‘That way you will not lose it, 

because you are so absent minded.’ Clementina thanked him but before 

going to sleep she asked herself why she had to carry that very heavy 

gramophone instead of a light flute, and if it was in fact true that she was 

so absent-minded and incapable of learning the notes. But later slightly 

ashamed she ultimately accepted that, yes, surely it was true what Arturo 

was telling her because Arturo was very smart, he said so. Resigned, she 

sighed and went to sleep.) 

 

(Myrna: Teacher, I feel like yelling really loud at that . . . 

Clara:        And I want to yell at 

that man in the book that tugs on the strings. 

Sandra: But it is going to fall, what is going to happen if that gets broken? 
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Mr. Solís: (Reading to class) I know you are angry at the book and I hope 

that in your life, well not hope, I have faith that you will defend 

yourselves. That is the purpose of all this. That you, that you learn to 

defend yourselves, the literature circles, that you speak your voice. In 

these books, it is not just about reading them, getting mad and becoming 

frustrated, instead it is something that will help you in your life.) 

Cultivando Maestros y Líderes Bilingües stressed a social justice oriented approach to 

teaching. Here Mr. Solís illustrates how he listened, dialogued and then urged his 

students to take action. He challenged his students to answer the world when positioned 

through problematic discourses or encountering unfair situations. He refers to taking 

action as “defending themselves.” He encouraged the students to take action and go past 

just being angry or what Solórzano and Delgado Bernal (2001) refer to as “reactionary 

behavior.”  Instead Mr. Solís hopes that his students will engage in what Solórzano and 

Delgado Bernal refer to “transformative resistance” where they are aware of their 

oppression both in terms of race, gender and class but act upon it with social justice 

motivations. Moving students past anger into an active phase of writing upon their world 

was the focus of the lessons, in this case, the focus was on troubling positions of 

gendered oppression of girls by the dominant discourses of gender. Their ability to 

answer the world was a part of realizing that they possess the agency to not abide by 

socially constructed roles or narratives but rather exerting their agency and taking up new 

and create counternarratives. 

The children expressed anger toward the Arturo as he insulted Clementina, yet 

frustration in Clementina for not standing up for herself. Thalía struggled to find the 
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words to describe her frustration, Arturo had just called Clementina tonta, yet to Thalía, 

Clementina’s inability to recognize her own agency made Clementina tonta in her eyes. 

Eventually the children take action by completing the assignment of writing a letter to 

one of the characters, many chose Clementina. Several students demanded that Arturo 

had to be written to as well and adamantly asked for “extra sheets of paper” as they 

intended to write Arturo a long letter. In this pedagogical space where the students could 

talk to the characters of the book and critique the master narratives and discourses that 

were problematic and abusive where females are positioned as subservient. Even though 

the students recognized that it was a fictional character they chose to take action and 

engage in additional letter writing, extending beyond what was required of them, the 

world needed to be answered. Figure 4.10 highlights a letter written by Citlali, a student 

in Mr. Solís’ class. Citlali, just like many other classmates felt strongly about Arturo’s 

treatment of Clementina. The students in the class had learned how to write letters during 

the year using the salutation, querido or querida as an endearing term. Normally students 

signed off as tu amigo/a, (your friend) but in this case many of the students had to come 

up with variations that fit their emotions. One student closed with, Tu enemiga (Your 

enemy). Citlali chose to end with Y no te quiero (And I don’t love you) letting know 

Arturo that the salutation was merely a formality. 



 

 179 

Figure 4.10: Citlali’s Letter to Arturo

  
(Translation: Dearest Arturo, You do not treat women that way because it 

is a lack of respect. If I find out where you live it is going to be really bad 

for you. I do not want you to get back with her or anyone else. Because 

you are ungrateful you are a fool. You have to repent for all that you have 

done and I do not like you.) 

The pedagogical space that was created by Mr. Solís did not limit the students, instead it 

allowed for playful and creative bridging of the text to the world. It created a space where 

students could write freely in the language that they preferred, beyond writing the 

minimum or being worried about doing enough for a passing grade. The space opened up 

to creatively exploring a variety of mediums, in this case a grievance letter, certainly a 

useful medium when addressing social injustice. Mr. Solís reflected on the activity 

several months later:  
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The girls really got into those books. They were really excited. I can see 

how they felt empowered, “finally, reading books that are about us.”  … I 

think that when we talk about gender they feel empowered. . . For example 

Thalía would say; Clementina, “she’s kind of tonta” “¿Porque Thalía?”, 

But she didn't want to say tonta to Clementina, “OK kind of tonta because 

she is hearing everything but she doesn't do anything for herself. ¿Porque 

no se defiende? ¿Porque no lo deja? Es que ella puede vivir si el. It's like, 

you can do something on your own you don’t have to depend on this 

man.”  I feel that the day they get married they are not going to allow 

someone to treat them bad. 

The end goal to these activities that all three men engaged in had the goal to encourage 

their students to recognize the prevalence of normative dominant narratives. Apart from 

just recognizing them and problematizing them, the teachers hoped that the students 

would walk away with notions of agency. Girls and boys have their unique issues, both 

being cajoled into behaving in prescribed gender roles. The agency of the individual was 

highlighted in the children’s literature read in hopes that the students could see that 

change is possible, not without conflict, but then attainable if they hold on long enough. 
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Chapter V – DISCUSSION 
 

This chapter includes the (a) Summary of the Study, (b) Findings and 

Implications, (c) Recommendations for Practice, (d) Recommendations for Teacher 

Education, (e) Recommendations for Future Research, (f) Limitations, and (g) 

Conclusion. 

 

In this dissertation study I investigated the intersection of gender and ethnicity in 

the lives of three Latino male elementary teachers generally and in their specific 

experiences in bilingual classrooms specifically. Their individual and collective 

experiences were portrayed through their narratives and pedagogical practices as 

described in the three themes of chapter IV. The principal research question guiding the 

study was: How do Latino males construct their roles and identities as male bilingual 

elementary teachers?  The framework and research questions outlined in the methodology 

of chapter III helped the researcher analyze and make sense of the experiences of the 

three Latino male elementary teachers. 

Summary of the Study 

Latino male teachers as the center focus of research has not and is not common in 

the literature about teachers. Previous research has given us a male/woman binary from 

which to glean the literature. Further when focusing on race, the literature reinforces a 

white/black binary. Nevertheless, the research accounts provide a very narrow view of a 

small portion of male teachers who fit the mold set by majoritarian tales that “position the 

norms of the dominant class as standard” (Fránquiz et. al, 2011, p. 282). Race and gender 
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have been analyzed from master narratives without taking their intersection into account 

(Crenshaw, 1991) or the intersection of a multitude of marginalized identities such as 

those impacted by class, sexual orientation, ability/disability among other differences. 

When teachers reveal intersections and tell the stories of their lives and encourage their 

students to do the same, then internalized master narratives and majoritarian tales can be 

problematized and dispelled (Caruthers, Thompson, & Eubanks, 2004). 

Against the backdrop of gender scholarship, the experiences and knowledge of 

communities of color encompassed by the parents, students and their teachers are largely 

ignored. In an assumed post-racial society colorblindness assumes that all men embody 

an essential and universal type of masculinity. Intersectionality (Crenshaw, 1991) theory 

allows us to recognize the uniqueness of the intersecting, and often subordinated, 

positionings of people of color. In particular, intersectionality allows us to recognize that 

while “all men are created equal,” the weight of social constructions and institutionalized 

narratives color and limit access to an equal experience. More specifically, the three 

Latino males in this dissertation study helped elucidate that not all teacher gender studies 

are generalizable once race, ethnicity, and other differences are taken into account. 

LatCrit as a theoretical framework allows us to contemplate the “distinctive Latino male 

experience including but not limited to the intersections of race, class, gender, language, 

and immigration status” (Solórzano & Delgado Bernal, 2001, p. 313), while situating 

knowledge as valid (Delgado, 1989; Solórzano & Yosso, 2001) and important funds for 

Latino communities to function effectively (González, Moll, & Amanti, 2005; Moll, 

Amanti, Neff, & González, 1992). 
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LatCrit provided the lens to understand the experiences of the three Latino male 

teachers in the dissertation study as they related to the larger dominant narratives of both 

gender and race. As the researcher I became acquainted with the three teachers during 

their participation in a specialized masters program, Cultivando Maestros y Líderes 

Bilingües. This embedded single case study with multiple subunits of analysis (Yin, 

2011) allowed me to narrate a composite picture of Latino male teachers working in 

elementary school bilingual education settings. The aim was to represent the identity 

making processes of this representative sample of male bilingual teachers in the larger 

master narrative of masculinity both at the university and in their bilingual elementary 

classrooms. I analyzed how the three Latino bilingual teachers negotiated their identities 

as males in a largely female dominated profession by way of formal and semi structured 

interviews (Merriam, 2009) using protocols that had been drawn up based on the theories 

and literature of Latino male elementary teachers. In addition, I examined their classroom 

practices in general and while discussing gender equity issues with their students through 

read-alouds, in particular. I also documented follow up literature activities. Because the 

teachers participated in the same masters program they were exposed to multicultural 

literature that drew on children’s lived experiences and afforded opportunities to create 

spaces for authoring new identities. 

The data sources included video/audio recordings and participant observations of 

the read-alouds, literature discussions, and extension activities. The data was coded by 

identifying codes, and patterns, and three themes were identified. Triangulation of the 

various data sources was done to establish trustworthiness (Mathison, 1988).  
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A commonality of the study was that all teachers worked in classrooms utilizing a 

one-way dual language bilingual model. Accordingly their bilingual students began as 

primarily Spanish speaking. However, they were being transitioned to English. Since 

English was the target language and the students required language support in their 

Spanish native language, the schools alternated between English and Spanish days. This 

model was taken into account in the selection of stories with gender topics to be read 

aloud. Children’s stories that highlighted characters challenging gender roles were 

identified by the teachers and I. Then, a list for planning the read-alouds was distributed. 

Some of the teachers decided to read some of the same stories. Children’s literature 

facilitated understanding of the master figured world of gender. Specifically, affordances 

included examining how both boys and girls are positioned by hegemonic, complicit, 

marginalized and subordinated identities. By concretizing these identities for the students, 

the teachers hoped to create with their students “counter-hegemonic narratives which 

function to interrupt dominant constructions of masculinity and femininity” (Martino, 

2012, p. 127).  

Findings and Implications 

The aim of this section is to discuss the three major findings that developed from 

the research question: How do Latino males construct their roles and identities as male 

bilingual elementary teachers?  The three findings that will be discussed are: Recognizing 

& Challenging Dominant Narratives and Ideologies, Negotiating the Narrative of 

Masculinity and Heteronormative Institutional Expectations and Enacting Latino Male’s 

Pedagogical Practices: The Classroom as a Safe Space for Creating Counterstories. The 

first finding illustrates the capacity of these Latino male elementary teachers to recognize 



 

 185 

and challenge dominant narratives and ideologies. The second finding makes visible the 

process by which these Latino male teachers negotiate the narrative of masculinity and 

heteronormative institutional expectations. Finally, I conclude with the ways Latino male 

teachers enact practices in their classrooms that create safe spaces for creating 

counterstories. 

Finding 1: Recognizing & Challenging Dominant Narratives & Ideologies 

While the literature focusing on pre-service teachers identifies reasons for joining 

teaching as last resort (Bradley, 2000) or second career choice (De Corse & Vogtle, 1997; 

Skelton, 1991), the stated motivations from the Latino males in this dissertation study 

points in the direction of more altruistic reasons. The three male teachers put at front and 

center the needs of Latino children in a schooling system that disadvantages them by 

either seeking to eliminate or ignore their linguistic and cultural knowledge from home 

and community. This finding brought to light the inclination of Latino teachers to 

recognize through their experiences problematic majoritarian tales and use them as a 

springboard for constructing counternarratives. The teachers in this study drew their 

energy and drive to become teachers based on a desire to challenge such dominant 

ideologies just like those swirling around in the current political spectacle of the right that 

seeks to paint Latino immigrants with a very broad and negative brush. Possessing a 

cultural sense of responsibility for the betterment of their community (Gerson, 1993), 

these men deliberatively entered the teaching profession in order to enact positive 

change. Coinciding with other studies for teachers of color, in particular Black teachers, 

this work extends the literature by illustrating how a drive to create counternarratives and 
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to counter the effects of negative portrayals of the Latino community led these men to 

become teachers. 

The Latino experience goes beyond ethnicity itself, but is complex due to the 

diverse practices of its people including linguistic repertoires, bilingualism, biculturalism, 

immigration status, gender identification, phenotype discrimination and country of origin. 

An Oaxaqueño coming to this country will not live a parallel experience as an Argentino 

or an established Californio. LatCrit allows us to recognize the complexity of the Latino 

experience (Solórzano & Delgado Bernal, 2001) that takes into account intergroup 

differences because not all Latinos have the same experiences. Growing up Latino and 

encountering deficit views about their people (Mexican), Mr. Infante’s experiences in the 

borderlands and Mr. Negrete’s and Mr. Solís’ experiences as immigrants to the U.S. 

positioned them with less privilege than those who fit the norm of the white monolingual 

majority.  

As community cultural wealth, aspirational capital is not just housed by the 

families of Latinos (Yosso, 2005) but rather in the extended community that includes 

teachers. The three Latino male teachers in the dissertation study recognized a need for 

students to have teachers with high aspirations and accurate insights of the community 

strengths and challenges, instead of erroneous assumptions communicated by deficit 

oriented majoritarian tales. Their presence, persistence & resistance in schools is the way 

they become advocates for students and their parents. Sharing the gift of bilingualism 

(Hakuta, 1992) with their students, the teachers were cognizant of problematic practices 

or the power structures that subordinate the maintenance of heritage languages like 

Spanish and privilege English use or monolingualism. It was as if the Latino male 
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teachers in this dissertation study were guided by their own “cultural intuition” (Delgado-

Bernal, 1998), which draws on their personal and professional experiences and 

community memory, as a legitimate epistemic framework for pedagogical practices that 

allowed them to be sympathetic with the linguistic needs of their students.  

Part of the Latino experience that these teachers were particularly sensitive to was 

the incorporation of one’s ethnic identity into American society. As outlined in chapter 

IV, master narratives privilege a clean break from one’s heritage. Attempts toward 

authoring a hyphenated American identity and evidence toward hanging on to heritage 

language and culture from one generation to the next is often seen as a threat to national 

unity (Barker, et al., 2001; Portes & Rumbaut, 2006). Because Spanish was an integral 

part of the identity of each teacher in this dissertation study, their bilingual skills were 

central in their pedagogical stances. As teachers they participated in implementing 

language policy that was not always viewed favorably in their district. Yet, the pressure 

from standardized testing to transition students to English was felt from the highest 

elementary grade down to kindergarten. The teachers in this study remained stalwart in 

the face of such pressures and were able to prioritize the right of their students to 

maintain their heritage language and to elevate it to the same level as English.  

In order to counter problematic narratives related to language and culture these 

Latino male teachers drew on their own experiences becoming bilingual and their 

acquired knowledge from professional development in Cultivando Maestros y Líderes 

Bilingües. Instead of maintaining a strict separation of languages as specified in some 

district trainings, they recognized that their community positioned bilingualism and 

heritage languages as vehicles for enhancing education.  
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The Latino teachers in this study also illustrated their ability to recognize the 

problematic dominant gender narratives that position women and men as polar opposites 

of a spectrum. Through our interviews, the Latino male teachers acknowledged that 

female teachers are often positioned as having more caring or motherly dispositions in 

schools. Such false assumptions did not prevent the male teachers from showing their 

own ability to care. The ability to recognize these narratives and empathize with the 

positioning of both men and women is critical if intersectionality of ethnic and gender 

identities is taken seriously. Additionally, it is also important to note how problematic 

assigning traits of femininity to the teaching profession can be for male teachers, 

particularly if suspected by colleagues or parents as being effeminate.  

Biological simplifications of male and female narratives were often questioned 

and turned on their heads by the experiences of the three teachers in the dissertation 

study. For example, the common narrative is that men do not enter the teaching 

profession because it does not pay enough and that they enter the profession only to 

quickly move up into management. In spite of these assumptions, the three Latino males 

in this study had proudly served the bilingual teaching profession for ten years or more. 

Without hesitation they spoke of intentions to serve another decade. Teaching in the 

elementary grades was not understood as settling for a lesser career. Instead these Latino 

men were motivated by the unique challenges and needs of the Latino community: 

language and culture subordination, immigration challenges and experiences, and co-

workers that sustained and reinforced deficit thinking. These conditions drove the three  

teachers to remain a resource for their communities.  
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Finding 2: Negotiating the Narrative of Masculinity and Heteronormative 

Institutional Expectations 

One of the goals of Critical race theory is to “draw important relationships 

between race and other axis of domination” (Parker & Lynn, 2002, p. 10). This work 

highlights the connections between Critical Race and feminist theory by extending the 

definitions of racial and sexual subordination to men of color. While LatCrit addresses 

issues specific to Latina/os little to no work has looked specifically at the complex 

situation of male Latino teachers who are aware of the structural inequities that posed 

challenges on their way to becoming teachers and persisting in the profession. As 

scholars continue to rethink narratives, discourses and how power structures reinforce 

raced, classed, and gendered subordination, it is important to examine gender role 

socialization for both Latino men and women so that role modeling based on essential 

narratives of problematic masculinity ideals are reinforced. Additionally, care must be 

taken not to ascribe universal traits to ethnicity or expect Latina/os to be role models of 

static “cultural traits” (Gutiérrez & Rogoff, 2003).  

As men, these Latino teachers were susceptible to a distinctive type of 

masculinity that partially fit socially constructed norms yet simultaneously located them 

on the margins. Dominant masculinity narratives are informed by hegemonic masculinity 

(Connell, 2005) that emphasizes strength, dominance and power. In general such traits 

are reserved or accessed freely by white men who fit and subscribe to such 

characteristics. In the US males of color have been historically subordinated and 

relegated to a lesser status, considered 2/3 of a man, unfit stewards of their own lands, or 

forever foreigners (Tuan, 1998). However, this does not stop the enticement or 
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normalization of hegemonic masculinity from being an index by when they are measured. 

While men of color may be able to approximate “honorary white men” (Collins, 2006) 

attributes, the reality of their subordinated status eventually proves that there are no 

equalizers. Men of color have the double standard of having to live to hegemonic norms 

while not being able to open doors reserved for whites only. Such is the case with non-

recognition of foreign credentials hailing from countries other than Europe or North 

America that fit the white ideal of excellence. LatCrit illustrates how educational theory 

and practice have been used to marginalize and subordinate Latinos (Solórzano & 

Delgado Bernal, 2001). Hierarchies of phenotype, immigration status, linguistic varieties, 

educational attainment and sexuality are part of the Latino experience. For Latino men, 

male privilege often proves to be a mirage. 

In spite of being unable to cash in from all types of hegemonic masculinity the 

Latino males in the dissertation study identified common expectations that as males they 

were supposed meet. One of the expectations was to be the disciplinarian for their grade 

level. Male and female teachers became accomplices to this problematic practice. 

Positioning men as the scolding father of the grade, with whom the buck stops, gives 

excessive power and responsibility to one person. What happens when that person does 

not necessarily want that role is evident by Mr. Negrete’s response of talking to his 

coworkers about a negative image that was being co-constructed. It was not common in 

the scholarly literature for men to indicate that they were uncomfortable with the 

construction of the male in charge. This identity burden proved to be undesirable to the 

Latino males in the dissertation study. 
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What is not always recognized as part of the ability of Latino teachers, both male 

and female, is their understanding of the interactional norms and patterns of their 

community. Insider knowledge allows them to resist zero-tolerance policies and look past 

childish naivetés that may otherwise be seen as threatening behavior as often happens 

with colored children in the schools to prison pipeline (Howard, 2008). Using mentorship 

instead of punitive measures for students who are challenging is the hallmark of these 

male teachers. Rather than resorting to office referrals, detention or suspension, the 

approach is to handle discipline through relationship building and ensuring that Latina/o 

children continue to view school in a positive light instead of a place where they do not 

belong. A goal of LatCrit is the elimination of racism and sexism. Thus, it behooves us to 

make note of problematic structures that place our Latina and Latino teachers at odds 

with each other and further criminalize Latino youth in the schools. As this dissertation 

has shown, there are no silver bullets to eliminate problematical structures precisely 

because the realities of teachers and teaching are very complex.  

Both heterosexual and gay male teachers face scrutiny when working with 

children, however being gay is erroneously conflated with being a pervert. This 

additional layer of societal mistrust ensures that gay male teachers engage in self-

protection by embodying a type of complex masculinity built on neutrality and overtly 

heterosexual behavior. Hegemonic masculinity is so problematic that it makes for what 

Donaldson describes as “exclusive, anxiety provoking, internally and hierarchical 

dominated, brutal and violent normative” activities (1993, p. 645). Kimmel summarizes 

the outcome of such distinctions in masculinity, the revered masculinity at the top of 

hierarchy is “only possible for a distinct minority” (2004, p. 90) and as a social 
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construction it does not allow but a few to achieve it (p. 228). In spite of the good that 

these teachers do, their existence in schools is often overshadowed by a threatening cloud 

that looms in the horizon, the potential of being accused of child abuse. A fall from grace 

is never far away and always on their minds. Being one of very few men in elementary 

teacher education ensures that men are always hypervisible and therefore always in the 

public eye. Due to their rarity, conjectures are often drawn about the suspicious motives 

of men choosing to work in the elementary grades. While men’s sexuality is commonly 

questioned when they are single and teaching elementary school, married men are also 

held in this suspicious gaze. Several master narratives of gender are at work in shaping 

men’s identities and regulating their approach to interacting with children. Fear of being 

considered effeminate or interested in children leads men to act in hypermasculine ways, 

often to the detriment of any gains made in gender equity. 

In spite of all the distrust, men are also expected to fill in as father figures or role 

models for young boys. Media portrayals tend to portray Latino men as overbearing 

patriarchs and dysfunctional machos. Yet when they are asked to be role models they 

must display a type of heterosexual masculinity so that boys can learn to be men. The 

type of man that these children can learn to be is one that, above all master narratives, 

choses to teach and stay in the profession, demonstrates care and challenges 

discriminatory narratives. 

Apart form the ability of these Latino male teachers to recognize problematic 

narratives is their ability to also recognize their own agency and potential to work within 

the parameters of their subscribed identities. Being placed in a position where they are to 

model for their students, instead these males morphed into a model of embracing 
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bilingualism, biculturalism, of inspiration to achieve. These men engage in non-typical 

male activities like sharing responsibility for home making and parenting. Additionally, 

they introduce their students to counternarratives by cheering for boy bands, thus flouting 

pressures to conform to normative heterosexual behaviors. 

The US Latino experience as an oppressed ethnicity affords members firsthand 

knowledge of discriminatory structures in society and schools. For gay Latino males, the 

Latino community can and the wider society can prove to be a challenging part of their 

lives. For gay Latino teachers the surveillance of parents and colleagues can be stressful. 

Belonging to subordinated masculinities Consalvo (2003) also includes those students in 

school that are often ostracized for not fitting the norms and/or questioning their ascribed 

gender identities. Recent trends in school violence and suicides of queer or questioning 

students make it imperative that teachers reach out to children in the younger grades to 

prevent such tragedies. The use of children’s literature is an avenue to raise social 

conscience regarding subordinated groups such as gay families. These stories teach 

children to accept and embrace differences. Teachers like Mr. Infante ought not be 

restricted to gender-neutral actions. Self-protection through self-erasure becomes 

problematic when heteronormative actions have to be amplified to gain and keep the trust 

of parents and colleagues. Situations like these speak volumes of the regulatory pressure 

of hegemonic masculinity ideals and illustrate how pervasive this type of dominant 

narrative is. In order for teachers to continue to effectively work toward empowering 

underrepresented groups (Solórzano & Yosso, 2001a) they must first be able to keep their 

jobs. Without many different role models, male and female, in the elementary classroom, 

no changes in hegemonic heternormativity can occur – change that requires tact, grit, 
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commitment and determination. In this manner I argue that Solórzano and Delgado 

Bernal’s (2001) notion of conformist resistance be looked at as selective, contextual and 

temporal. Resistance may mean that you take two steps forward but be made to take a 

step back, hopefully more forward than not. 

 

Finding 3: Enacting Latino Male’s Pedagogical Practices: The Classroom as a Safe 

Space for Creating Counterstories 

I have discussed Latino male teachers’ recognition of the master narratives and 

forms of institutionalized discrimination both at the macro and micro level as it relates to 

Latinos. Moreover, another added layer of intersectionality has been the overlapping 

discourses related to males in the teaching profession. I have described how the pressure 

of normalizing activities thrusts them into complicated and contradictory situations. Yet, 

in the light of the challenges of being Latino male teachers, they showed resiliency and 

empathy allowing them ways of authoring new male identities. The third finding links the 

interaction of master narratives with learning about gender in the classroom. 

As stated earlier, the teachers in this dissertation study shared the commonality of 

having been part of Cultivando Maestros y Líderes Bilingües where their ability to 

denounce majoritarian tales was affirmed. An integral part of Cultivando Maestros y 

Líderes Bilingües was become critically conscious, to value social justice and enact 

change. The modeling of approaches to teaching for social change through problem 

posing, Smith-Maddox and Solórzano (2002), participatory action and the reclamation of 

subordinated languages and culture in the master’s classes in turn became their mantras 

for their classrooms. 
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As a social construction gender categories can create rigid and inflexible norms 

and communicate hierarchies of dominance and power. Children’s literature proves to be 

a medium by which these master narratives and structures of gender are made visible and 

tangible, in particular through critical encounters (DeNicolo & Fránquiz, 2006). Reading 

children’s literature in the classrooms of these Latino teachers went from the mundane, 

prescribed or busy work, to literature discussions that provided students with mirrors to 

see into their own lives and windows to see into the lives of others. While the teachers 

admitted that there is always the potential for parents to react negatively to issues of non-

gender conforming texts they also understood that school is a critical place for gender 

socialization. From a social justice orientation, schools cannot take a colorblind or 

gender-blind approach.  

The dialogues during the readings of multicultural children’s literature provided 

opportunities for the teachers to ask students to question their own perceptions or to share 

experiences. As these Latino teachers engaged their students with children’s literature 

illustrating the disruption of normed gender roles they were able to guide their students to 

develop the ability to question master narratives. Learning to question comes as a result 

of the teachers’ ability to bridge connections to the students’ prior experiences and 

positioning their knowledge and experiences as valid tools for learning and making sense 

of readings. Bridging the “I” with the text (Oyler & Barry, 1996) became more 

commonplace. The end goal is to encourage students make the connections with from the 

texts to their larger world and eventually write upon their world (Freire, 1983) and 

creating their own counternarratives. 
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Problem posing education entails listening, dialogue and action. The third prong, 

action, is more difficult to achieve with elementary students, but not impossible. Some of 

the readings were meant to illustrate particularly troubling situations to effectively create 

junctures where the students and teachers engage in dialogue and channeled the energy 

into constructive action. Solórzano and Delgado Bernal (2001) introduced a typology of 

transformational resistance to discriminatory situations that proves useful in social justice 

movements or to understand the reaction of students to oppressive schooling systems. 

When listening to read-alouds and discussing the stories the students often responded 

with fury toward the characters in the books and empathy toward the party being 

wronged. Channeling anger and its energy into a constructive form of action is the 

challenge. 

Some of the readings illustrated just how unwilling to change others can be and 

how deeply entrenched certain master narratives are. Students showed an understanding 

of how certain gendered master narratives are handed down as traditions. Fortunately, the 

books selected illustrated the resilience of the characters, their ability to question tradition 

and a willingness to author new identities. Just like the teachers in this study who persist 

in a gendered profession, the characters in the stories provided counternarratives to the 

gender narratives to which they are subjected. 

In addition to fostering their students’ ability to recognize rigid gender narratives 

the teachers worked to encourage growth for their students in terms of seeing beyond the 

dominant narratives that position whitestream (Urrieta, 2005) knowledge and experience 

as the standard. The teachers often peaked their students’ interests by introducing them to 

novels or children’s literature about the Latina/o culture and historical experience. As 
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culmination activities to most readings students generated artifacts in the form of 

drawings, writings, dioramas, among others. The students wrote stories in which the 

experiences of their characters paralleled their experiences. Such are the cases with 

students writing about immigrating luchadores, or luchadoras born in the borderlands. 

While master narratives dictate that the European literary cannon be taught in schools the 

Latino males in this study positioned the experiences of Latinos as a valid part of school 

pedagogy. In turn it was not difficult for students to imagine the possibilities of creating 

stories that reflected their own experiences of Latina/os. In my own experience the first 

time I read a book with Spanish code switching was in high school. I was awed and 

amazed that such a literary approach was allowed. By communicating to students that 

Latina/o contributions and knowledge are valid (Solórzano & Yosso, 2001a), students 

will not grow up thinking that their culture, experiences and language are deviant from 

the norm or reserved for a space outside of the classroom and instead approximate the 

classroom to their everyday lives, experiences and ways of speaking. 

Recommendations for Practice 

The experiences of the teachers in this study indicate the pervasiveness of 

dominant narratives of race, class and gender. Both male and female teachers are 

accomplices in reiterating these narratives. Male teachers are asked to take upon certain 

roles based on socially constructions narratives of gender and their perceived unique 

skillset for student management, father and male role modeling. The role of mentoring 

students can be expanded so that young men don’t grow up thinking that the men have all 

the answers and solutions and while certain children might gravitate toward male teachers, 

it should be their choice and not a gendered suggestion. In the same vein female teachers 
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are also positioned as being the better nurturers. All teachers should make note of the 

effectiveness of critical caring (De Jesús, 2012; Irizarry & Antrop-González, 2008) that 

places an emphasis on a high level of both care and rigor (Katz, 1999) while including 

the community needs and knowledge regardless of gendered traits or roles. It is important 

for practicing teachers to understand that they are not bound to identities that are imposed 

on them. The normative aspect of hegemonic forms of masculinity and femininity only 

exist as long as those subjected accept the prescribed identities. 

Latino teachers in this study illustrated how they possess a sense of intuition to 

racist, sexist and discriminatory structures in schools. Teachers of color need to see their 

identities, experiences and knowledge as valuable and an asset to their pedagogy. In turn, 

teachers should take note of ways to incorporate the interests, knowledge and lived 

experiences of their students to guide the materials they choose and their pedagogy. The 

importance of children’s literature as a medium for introducing and teaching about racial, 

gendered and classed discrimination has been highlighted in this dissertation. Authentic 

multicultural literature is important for students to recognize problematic structures, 

discuss ways to challenge them and take action in their own and personal and collective 

lives. Additionally, targeted children’s literature can help teach acceptance of non-gender 

conforming children and their families, dissipate stereotypes and give students a sense of 

belonging in the classroom, school and wider communities.  

Recommendations for Teacher Education 

The field of Bilingual Education would benefit from research on how bilingual 

Latino male teachers positively influence student attitudes and performances in their 

native language as well as their academic achievement. These three male teachers’ 
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narratives in this study offer important implications for teacher education programs and 

the recruitment of young Latino males to the teaching profession. Teacher education 

programs at the undergraduate and graduate level can be places where teachers are 

positioned as agents of change who enter classrooms of their own as advocates of social 

justice education (Smith-Maddox & Solórzano, 2002). A shift in the perception of 

teaching as women’s work is needed, but only possible by highlighting the positive 

impact of males in the classroom. The great challenge is to reassure young men that they 

are not bound to identities and ideologies of the master narratives. For young men who 

want to enact change in their communities, teaching needs to be a viable possibility. As 

Mr. Solís’ example illustrates, there are plenty of Latino and people of color that already 

possess these dispositions and a passion for teaching yet gatekeeping mechanisms ensure 

that they do not exercise their potential. Alternative certification is a valid and necessary 

component of recruiting seasoned teachers with a wealth of knowledge. 

The use of children’s literature as an instrument for social change needs to be 

noted. National and state standards require teaching critical thinking. Through discussion, 

children learn to question, participate in a community of learners, to dialogue and to 

make connections between texts, their lives and the broader world. The ability to foster 

acceptance for diversity comes from incorporating carefully selected literature into the 

classroom and incorporating meaningful activities. 

Recommendations for Policy 

 Currently in the US there are several initiatives underway to address the shortage 

of male teachers. There is an acknowledgement for the need for male teachers and efforts 

for boys and young men to improve their academic outcomes. New Jersey’s S-1276 bill 
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intends to establish a pilot program with the objective to recruit “disadvantaged or 

minority” young men into alternative teacher preparation programs to place them in 

failing schools. Clemson University has a well-established program for young Black men 

to become teachers that has proven to be effective in recruiting and producing educators. 

Other universities have mentoring programs for young men such as Fayetteville State 

University’s Boosting Bronco Brothers, 

Morgan State University’s Male Initiative on Leadership and Excellence (MILE), and 

North Carolina Central University’s Centennial Scholars. President Obama’s My 

Brother’s Keeper Initiative seeks to create partnerships between the communities and the 

schools for the advancement of boys of color.  

As of this writing the University of Texas at Austin has a program established for 

mentoring young Latino men in high school named Project MALES. No programs for 

Latino male teachers exist as of the completion of this dissertation. A place to start 

encouraging and recruiting young men into the education field would be through 

scholarships aimed at increasing the numbers of Latino males. Additionally, support 

systems and mentoring programs that identify young people of color to who aspire to be 

advocates for change in their community and their ability to capitalize on their various 

forms of community cultural wealth (Yosso, 2005). 

It would be remiss not to commend Cultivando Maestros y Líderes Bilingües as 

an exemplary program for veteran bilingual teachers (more than 5 years teaching in 

bilingual elementary school programs). The two-fold objectives of completing a master’s 

degree while developing dispositions for leadership in bilingual education were 

instrumental in the dedicated work that was documented in the dissertation. While more 
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universities should invest in recruiting and retaining bilingual male teachers, this study 

showed that reaching out to practicing bilingual teachers is also vital.  

Recommendations for Future Research 

 As the literature review pointed out in this dissertation, very few studies have 

focused specifically on the intersection of race and gender. Feminist literature paved the 

way for gender studies in classrooms and at the center of critical race theory are the 

experiences of people of color. One primary focus of this study was on Latino male 

teachers reading texts about gender to elementary school students. However many other –

isms exist. The field of social sciences would benefit from further exploring the use of 

children’s literature in creating critical encounters as a vehicle to problematize issues of 

race, class, language, immigration, ethnicity, culture, identity and phenotype in the 

classroom. In addition, mixed methods of studying Latino male teachers could yield 

important data of their contributions to the classroom and the impact of student 

perceptions, achievement and outlook toward school when interacting with men who 

teach. 

Limitations 

This study was designed to understand how Latino males construct their roles and 

identities as male bilingual elementary teachers. It is important to note that this 

dissertation included three Latino male bilingual elementary teachers. A more expansive 

sample would generate different results. Another important consideration is that the three 

male elementary teachers had participated in a specialized master’s program that placed 

social justice and incorporating critical literacy in the classroom. A program without this 

emphasis could have yielded contrastive findings. The participants were conveniently and 



 

 202 

purposely selected; a random sample may have reduced researcher bias. This study took 

place in a state that borders México where bilingual education is seen as a favorable 

approach to teaching a second language; the results in a state with structured immersion 

into English can influence the linguistic and cultural classroom practices. The three 

participants self-identified as either Mexican or Mexican-American. Future studies ought 

to consider the roles and identities of Latino male elementary teachers from other 

Spanish-speaking countries. 

By no means do I want to suggest that other Latina teachers do not share similar 

abilities to recognize discriminatory structures, possess the ability to challenge gender 

norms or create pedagogical spaces in their classroom to address such issues. I realize 

that as a bilingual/bicultural Latino former male elementary teacher and as the instrument 

of analysis I bring with me my own experiential knowledge and personal biases. I take 

into account that when one is observing people and recording them it may lead to 

Labov’s “observer’s paradox” (1972, p. 209) where the subject monitors their speech 

making it difficult to find out how they talk when they are not being observed. Alas, 

Labov adds, “we can only obtain the necessary data for qualitative studies by systematic 

observation” (p. 209). These limitations may affect the generalizability or ability to 

replicate the study. 

Conclusion 

The identities taken up, rejected or newly authored by the three Latino male 

teachers in the dissertation study problematize traditional gendered constructions of 

males in general, and Latino males in particular. By utilizing a critical yet affirming 

dialogue with colleagues, that questions “¿Qué imagen están construyendo de mi?” 
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Latino male teachers engage in dialogic and transformative forms of agency. While many 

other teachers take up identities on a daily basis that are dictated by gendered, sexed and 

classed social constructions that support the hegemonic ideals of master narratives, the 

men in this study chose to question structures and colleagues. As agents of change the 

men acknowledged their experiential knowledge as valid and authentic and sought to 

teach their students that their experiential knowledge also mattered. In turn the teachers 

and “the students in our classrooms, have a lot to contribute” as Mr. Negrete said. If we 

are to foster the next generation of justice oriented and open-minded members of society 

their experiences, interests and knowledges must be exalted. Both Latino males and 

Latina/o children need to see and know that they belong in school. With this sense of 

belongingness maybe more Latina/o students will aspire to become teachers for future 

generations. 
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APPENDIX A:  
Morelos School District Elementary Teacher Gender Composition by Grade Level 
and Type of Classroom 

 
Title Female Male Total 
PK 39 3 42 

 
93% 7% 

 PK BIL 148 20 168 

 
88% 12% 

 PK ESL 85 6 91 

 
93% 7% 

 KIN 92 3 95 

 
97% 3% 

 KIN BIL 149 16 165 

 
90% 10% 

 KIN ESL 135 5 140 

 
96% 4% 

 1ST 80 3 83 

 
96% 4% 

 1ST BIL 131 24 155 

 
85% 16% 

 1ST ESL 142 6 148 

 
96% 4% 

 2ND 85 3 88 

 
97% 3% 

 2ND BIL 129 23 152 

 
85% 15% 

 2ND ESL 129 5 134 

 
96% 4% 

 3RD 80 2 82 

 
98% 2% 

 3RD BIL 119 22 141 

 
84% 16% 

 3RD ESL 128 7 135 

 
95% 5% 

 4TH 77 12 89 

 
87% 14% 

 4TH BIL 97 26 123 

 
79% 21% 

 4TH ESL 128 10 138 

 
93% 7% 

 5TH 49 19 68 

 
72% 28% 

 5TH BIL 59 28 87 

 
68% 32% 

 5TH ESL 90 16 106 

 
85% 15% 

 6TH 12 7 19 

 
63% 37% 

 6TH ESL 8 4 12 
                             67%              33% 

Source: Government Employee Salaries Database, The Texas Tribune. Accessed at: 
http://www.texastribune.org/library/data/government-employee-salaries  
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APPENDIX B 
 

Interview Protocol 
 
Where are you are from and how did you come to be here? 
 
Have you always been a teacher? 
 
What led your decision in choosing to become an elementary teacher? 
 
Can you pinpoint any particular event, situation or person that led you to chose this 
career? 
 
What is enjoyable about the teaching career? 
 
Career wise, where do you see yourself in 10 years? 
 
Are there situations in which you feel that being a male puts you at an advantage?  How 
about situations in which being a male puts you at a disadvantage? 
 
How are males in the teaching profession viewed?  How does this play on your psyche? 
 
How does ethnicity factor into your everyday dealings with students and parents? 
 
Having come from a different country, in which ways do you see the educational system 
differing?  Are there challenges that arise from such differences? 
 
Are you able to bring in any of these practices into your teaching? 
 
How does the status of being a teacher in the Unites States differ from the teachers where 
you grew up? 
 
Do you perceive any barriers on the basis of language, speech, color or ethnicity? 
 
Why do you think we have so few Latino male elementary teachers? 
 
What can schools do to retain or attract male teachers?  How about teacher education 
programs?  
 
How has the Cultivando Maestros y Líderes Bilingües impacted your teaching? 
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