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Abstract
Background: Although only a small percentage of male elementary teachers exist in
elementary education, some of these teachers excel in their craft, being named Teachers
of the Year for their respective campuses. While there is a plethora of research regarding
male elementary teachers and their challenges they face in this particular environment,
there is a scarcity of studies on such teachers who have encountered success and
recognition for their impact at the elementary level. Purpose: This qualitative study
aimed to determine how male Elementary Teachers of the Year's practices have aided in
their achievements and learn how their principals and their students’ parents view their
roles and impact on their campuses and children, respectively. Research Questions: The
study addressed the following research questions: (1) How do male elementary school
Teachers of the Year describe the elements to their success in the elementary school
setting? (2) How do elementary school principals describe the role of their male Teachers
of the Year in the elementary school setting? (3) How do parents of these teachers’
students describe the characteristics of their children’s teacher as an Elementary Teacher
of the Year? Methods: I conducted this qualitative study through multiple one-on-one
semi-structured interviews with three male elementary school Teachers of the Year, each
of their principals, and a parent of one of each of their students. I coded the initial
interview transcripts through Dedoose to gain insights on various themes within the
participant responses. These emergent themes guided me in creating follow-up questions
for each participant, both with questions on the common themes from the groups and
participant-specific questions based on their responses. Results: All three teachers,

although receiving a campus and district recognition for their services, maintained their



focus on building relationships with their students, parents, and colleagues. Their voices
noted their humble attitudes in receiving campus-wide recognition. The principal
participants all reported their teacher’s ability to serve as positive male role models. In
the cases of participant Teachers of the Year of color, their principals noted the
significance of race as an aspect of their role modeling for their respective school
communities. The parent participants emphasized their appreciation for the teacher’s
willingness to consistently maintain communication lines that extended past school hours
and through various methods. Each parent also noted the teacher’s determination to help
support their child, and themselves, by extension, beyond the classroom doors.
Conclusion: Male elementary school teachers possess the ability to connect with students
and provide a positive male influence in their lives at a young age that can create
relationships that will prove beneficial in both the short- and long-term. As they may
encounter challenges from perceived stereotypes that either question their teaching
abilities or that overemphasize their abilities to “fix” behavioral challenges in students, it
is imperative for administrators and educators at the elementary level to understand these
perceptions to best support male elementary teachers to become successful and effective
elementary educators in the future.

Keywords: male, elementary, roles, characteristics, success

vi



Table of Contents

Chapter Page
L TEOAUCTION ..ottt ettt ettt e et e et e et eesbeebeeeneeenseaenseenseens 1
Background to the StUAY .......ccccuiiiiiiiiiiee e 2
Problem Statement ...........ccoeiiiiiiiiiieieeie et 3
Purpose of the STUAY .....eeveiieeeeeeee e e 4
Research QUESTIONS ......ccuviiiiiiieiiicciie ettt ettt e e e e e e e eareeeeaveeeaneas 4
Overview Oof MethodOIOZY .....ccuviieiiiieiiece et 5
Significance of the StUAY ......oooiiiiiiiiiiiee e 7
LAMITATIONS ..eiteeiit ittt ettt et ettt e et e bt e s it e enbeesabeenbeesseeanseans 8
DEIIMILALIONS ....veeiiieiiieeiie ettt ettt ettt e et esbe et e st e et eesabeenbeessseesaesnseenseennnas 9
ASSUIMPLIONS ...eeevtieetiieeiieeeiteeeieeesteeessteeessteeessaeeesssaeesseessseesnsseessseeessseeessseeessseesnssens 9
POSTHONAIILY ...ccuvieiieeiieie et ettt ettt ettt et e s e et eeeae e 10
SUMIMATY ...ttt e e et e e e ettt ee e et e e e essaaeesenssseeessnseeeennns 12
Organization of the Doctoral TReSis ..........cccueeviiiriiiiiiiiieiee e 12
Definition of Key TermS ......cccccviieiiiieiiiecicecee et 13
L LIterature REVIEW .....eiiuiiiiiiiiiciieie ettt ettt st e e e ssbeenseeenaa e 16
Theoretical Framework ...........cooiiiiiiiiiiiiiie e 16
Men in Nontraditional Careers ............ceevieeiierieeiieniieeieeiie et 18
A History of Men in Elementary Education............ccccecoveeeiiienciiiiiieecie e 19
Teacher Gender and its Impact on Teaching Effectiveness .........ccccceceveeveriencnnnene 24
Characterizing Male Elementary Teachers ...........cccoeeviieviieeiiiieiiececcee e, 36
The Challenges of Being a Male Teacher ..........ccccooiieiiiiiieniiiiniiicceeee 43
The Future for Male Elementary EAucators..........cccoeecvieeiiiieeiiiceeceeccee e, 54
SUMMATY ...ttt ettt e sttt e st e s bt e e sabeeesabeessabeeennseeens 58
IIL MEthOAOIO@Y ...ttt ettt e e et e e et e e saveeessbeeeesbee e aseeesnseeensseeens 60
ReSEarch PerspeCtiVe.......ocuieiiiieiieie ettt 60
o8 (e B DTS ¥ o PP 61
Research QUESTIONS .......c.ueiiiiieiiieeciie ettt e e e e e e v e e earee e aree e 63
STEE SEIECTION ...ttt ettt sttt e e s et 63
Participant SEIECION.........cc.eeiiiiiieiie ettt et ettt 64
Data Collection and ANALYSIS ........cc.eeeiiieiiiieriieeciieerieeeeree e eveeeree e ereeesree e 66
VAlIAIEY 1ottt sttt 69
TTUSTWOTTRINESS ...eieiiiiee ettt e 70
SUMMATY ...t ettt e et e sttt e st e e st e e sabeeesabeessabeeennreeens 71
TV RESUILS. ...ttt ettt et ettt sbt e e eesaee e 72
Methodology SUMMATY .......ccciiiiiiiiieiiieie et 72
Population, Sample, and Participants............ccccueeeeieeeriieeniie e 73
Research QUESTIONS .........viiiiiiiiiee ettt e e e e e e 75
Teacher: Eric (Pilot INTEIVIEW ) ......c.uiieiuiiiiiiecciee et 75
Teacher 1: TIENtON ....cccuiiiiiiiiiie e 87
Principal 11 LUCY ..ceeeieiieeiieee ettt ettt s eeae e 98
Parent 1: IMLATY ..coooneieieeeeeeee ettt et e e et e e et e e e e aea e e s enaaeeeenn 105
Teacher 2: Obadiah .........couiiiiiiiiiiiiec e 107
Principal 2: JOCIIE .....coouveiiiie ettt e 117

vil



Parent 2: Dahlia....oooeeeeeeeeeeeeeeee e 126

Teacher 3: David .....cc.ooieiiiiiiieieeeeee e e 129
Principal 3: Lauren .....cccueiiiiiiiiieciie ettt e 141
Parent 3: JESSICA ...cveiuiiriiiieeieiiteie ettt 150
FOIOW-UD INTEIVIEWS ...veiiiiiiiiiieeiee ettt e eae e et e e eeensee e e 152
Summary and Transition to Chapter FIVe ........ccccooviiiiiiiiiiiieieeeeee 159
VL DISCUSSION ..ttt ettt et e et et e st e bt e s st e eabeesaeeembeesseeenbeesaeeenbeesneeenseens 163
Summary of Insights to Research QUestions...........cccoeeveeviieriienieniiieienieeee e 163
Discussion of Participant Commonalities ...........cccveeevieeriieerieeeiee e 166
Discussion Of RESUILS ......cc.eeuiiiiriiiiiiiiiicieee e 167
Implications for Further Research............cccooeciiiiiiiiiiiiiie e 171
Implications for Practice and Recommendations.............cccceevervieniinenienceniennene. 172
Relationship of Results t0 TheOry .......ccuvieciieiiiieciieecieeeee e 174
LAMIEALIONS ..euviiiiiieiieitieiee ettt sttt ettt ettt be e as 175
Summary and COonCIUSION .........cccvieeiiieiiie et 176
RETETEICES ...ttt ettt et sttt 177
Appendix A: Teacher Interview Protocol...........coccuiveeiiieiiiiniiieciecceeece e 192
Appendix B: Principal Interview Protocol...........cccoeiieiiieiieniieiieeiecieeeeeeee e 193
Appendix C: Parent Interview Protocol...........ccoeviiieiiiieiiiieeieeceeeeee e 194
Appendix D: Follow-Up Interview Protocol ...........cccoeviieiiieniiiiiiiiieieieeeeee e 195
Appendix E: University of Houston IRB Approval Memo ..........ccccceevveeciiienciieenieeennnen. 197

viil



List of Figures
Figure

1. District Male and Female Elementary Teachers of the Year

X



Chapter I
Introduction

In the field of education, the vast majority of teachers in the public school setting,
especially at the elementary level, are female. According to the Bureau of Labor Statistics
(2020), in 2019, 19.5% of elementary and middle school teachers and only 1.3% of
preschool and kindergarten teachers in the United States were men. Forty years prior,
Robinson (1979b) stated that the predominance of women in daycare and the early
elementary years had created a sense of alarm in educators at the time. In 1994, this
percentage of men in elementary education was around 12%, with most of these men
teaching in the upper elementary grades (fourth-sixth grades), with only a rare male in a
primary classroom (Allan, 1994).

Nearly twenty years later, researchers in the United States stated that “there is a
critical shortage of male candidates entering elementary teacher education programs.
Their small numbers pose a representation problem in an educational system that
increasingly values ‘diversity’” (Brookhart & Loadman, 1996, p. 207). Peterson (2014)
posits that this small percentage of male primary teachers is a noteworthy hindrance to
gender diversity in K-12 education, especially for male students. Couple this with the fact
that one in four children under the age of 18 — a total of approximately 16.4 million — live
in homes without a father present, and it is clear that many young people grow up without
a male presence in their lives, either at home or at school (United States Census Bureau,
2018). Although examining the reasons behind the lack of men in the home is beyond this
research’s scope, this study will examine reasons for the lack of men in elementary

schools and the challenges and successes they encounter (Parr et al., 2008).



Studying male educators in this environment will further understand how they
experience, recognize, and navigate challenges to their masculinity, including the
assumption that men, in general, cannot care for and nurture others (Shen-Miller &
Smiler, 2015). While some researchers have found that an inverse relationship between
men’s predilections for female-majority professions and their acclivity to masculinity
norms (Chusmir 1990; Mahalik et al., 2006), other studies have found that some men are
less concerned with clinging to these masculinity norms and are more concerned with
gaining personal satisfaction and achieving personal goals within the profession (Dodson,
2006). Although men do not have a prominent presence at the elementary level
(Brookhart & Loadman, 1996), they have a presence nonetheless, and their impact
influences the academic, social, and behavioral development of the youngest of students
(Wood, 2012).

Background to the Study

As the percentage of male teachers in elementary schools continues to decline in
this nation, understanding the reasons behind such a decline and why some men continue
to stay in elementary education can be critical to the future of this population in this
environment. As a result, there is a need to study male teachers as role models and their
effects on boys’ and girls’ social development in primary schools. Due to many students
living in homes without a father present, Parr et al. (2008) suggest that an increase in the
number of men in the primary grades is needed to provide more positive male role
models. However, some view this appeal for more male role models in primary schools
as discrediting female teachers’ work, leading to various harmful effects for girls in

school and gender relations in general (Mills et al., 2004). There is some evidence that



this call for more men in elementary schools is more of a concern for teachers than for
students, with perceptions of what makes a good teacher not differing vastly between
teachers and students (Lahelma, 2000).
Problem Statement

Although few men enter the elementary environment, researchers have studied
both the positive and negative implications of men working in elementary education
(Peterson, 2014; Warin, 2006; Wood, 2012). Due to the shortage of male teachers on
these campuses, they often find themselves experiencing a litany of negative and harmful
stereotypes, frequently being viewed as abnormal, deviant, gay, or even pedophilic (Mills
et al., 2004). While others often question the motives of male teachers at the elementary
level, men who choose to teach at the high school level are usually spared this
questioning due to teaching subjects considered in the masculine domains, such as
mathematics, science, physical education, and manual arts (Mills et al., 2004). Such
disciplines, including coaching sports, are viewed as “acceptable” areas for men to
concentrate a teaching focus, and, therefore, their motives for teaching at this level are
typically not questioned. For their elementary counterparts, however, they often endure
questioning concerning why they would want to teach the youngest children in an area
that is not “masculine” enough for “real men” (Skelton, 2003). Nevertheless, male
elementary school teachers often possess positive characteristics and utilize best practices
that must be recognized and understood to help other men be successful in their roles as
primary educators (Peterson, 2014).

Rather than repeating the struggles and stereotypes they may face in their

educational settings, this study adds to the existing literature by focusing on male



teachers’ quality aspects and the subsequent recognitions as Teachers of the Year. By
doing so, this research aims to determine perspectives and practices that have helped
male teachers become successful in their fields, enlightening their fellow male colleagues
and the administrators who hire and appraise them.
Purpose of the Study

With a plethora of research on the stereotypes and pressures that male teachers
encounter in the profession, the purpose of this qualitative study was to determine how
the practices of male Elementary Teachers of the Year aid in their success and to
determine how their principals and parents of their students view their impact in the
elementary school setting and on individual students in a large, suburban school district
in Southeast Texas. Through interviews with the teachers, principals, and parents, I
determined these teachers’ impact on their students and schools. As a noticeable presence
on their campuses, male elementary teachers have the opportunity to stand out as either
positive or negative examples for their students (McGrath & Sinclair, 2013). Although
few, their impact can be positive and long-lasting, and it is imperative to understand how
these individuals have become successful in an area where few men tread, and even
fewer men succeed. These men can, and often do, make a difference in elementary
students’ lives, and while studies on the challenges that face male elementary school
teachers are prevalent, there is a lack of study on those men who achieve success at this
level.

Research Questions



The following research questions addressed the roles of male Elementary
Teachers of the Year and their impact on their students and schools through the
perspectives of the teachers, their administrators, and their students’ parents:

1. How do male Elementary Teachers of the Year describe the elements to their
success in the elementary school setting?
2. How do principals describe the roles of their male Elementary Teachers of the

Year in the elementary school setting?

3. How do parents of students describe the characteristics of their children’s teacher
as an Elementary Teacher of the Year?
Overview of Methodology

Numerous research studies involving male elementary school teachers have
implemented a qualitative approach by conducting interviews with teachers to understand
their thoughts and concerns as professional educators (Allen, 1994; Johnson et al., 2010;
Parr et al., 2008; Wood, 2012). Rather than recounting the pressures that male elementary
teachers face in this career, this research focuses on understanding how certain men have
achieved success as elementary educators. To help accomplish this, I conducted one-on-
one, semi-structured interviews with three male elementary school teachers who have
earned the Teacher of the Year distinction for their efforts and achievements.

I also conducted interviews with these teachers’ principals to gain an
administrative perspective to understand the impact that their teachers have had on their
campuses. The principals discussed the effects that each teacher has made beyond his
classroom to the campus as a whole. To gain a non-school personnel perspective, I also

interviewed one parent of a student of each teacher. Parents of elementary-aged children



are often involved in their children’s education, which provided a unique perspective on
the teacher’s influence on their children. Utilizing open-ended semi-structured interviews
helped to uncover the teachers’ and administrators’ views on their thoughts and
experiences in their teaching environments (Cohen et al., 2018).

Each semi-structured interview consisted of eleven questions for the teachers and
principals and five for the parents that varied slightly based on the participant (teacher,
principal, or parent). Each participant received the questions before the interviews, which
were conducted virtually through Zoom meetings or a phone call. Although I constructed
the interview questions beforehand to facilitate the interview process, the semi-structured
nature of the interviews aligned more closely with guided conversations than structured
queries (Yin, 2014). Identical questions were asked of each interviewee initially, but
based on each of their responses, I asked individualized follow-up questions to clarify
their given answers. The interview questions asked “how” rather than “why,” since
“why” questions can connote an accusatory or even threatening tone, which can then
create a defensiveness on the part of the interviewee (Becker, 1998).

I audio-recorded and transcribed the interviews using the Otter application and
utilized the Dedoose qualitative software computer program to code the responses to
reveal any prevalent themes. After classifying coded segments into themes, I emailed the
face-to-face interview transcripts to each participant to ensure that the transcripts
accurately reflected the participants’ responses. This data provided a better understanding
of successful male teachers’ practices and their roles in their classrooms and campuses.

To supplement the one-on-one semi-structured interviews and to triangulate the

data, I utilized member checking through a 15-minute follow-up interview with each



participant. These secondary interviews provided the opportunity to ask any additional
questions not asked in the first interview and gave the participants the chance to expand
on their initial responses as necessary. I also shared the themes that I discovered through
the coding of the first interviews. This triangulation led to feedback that improved data
quality and reporting. I provided the follow-up transcripts to the participants to ensure
their accuracy.

In addition to the semi-structured interviews, I also reviewed quantifiable data on
the percentage of male elementary teachers in the district to determine similarities
between local and national data. I also collected data on the number of single-parent
homes in the studied area to see if their percentages align with the nation’s percentages.
This data helped to support the research study and verified the area data with the national
data.

Significance of the Study

With 25% of children in the United States growing up without a father in the
home, millions of students lack an adult male presence in their daily lives (United States
Census Bureau, 2018). While men are not absent from elementary schools, the few men
in this environment are not always in a classroom teaching capacity, but most often in the
roles of administrators, custodial staff, or the Physical Education teacher (Rice &
Goessling, 2005). Although being taught by a male teacher at the elementary level will
not automatically solve all behavioral issues that students without a father figure may
face (Martino & Kehler, 2006; Parr et al., 2008), this male presence may be the deciding
factor for some students gaining academic and behavioral success that they may not

otherwise achieve.



Mancus (1992) posits that as a more equitable balance of male and female
elementary educators is realized, gender stereotypes and equal perceptions of male and
female teachers’ positive and negative qualities will increase for both girls and boys.
Learning more about the men who teach elementary-aged children can challenge the view
that men cannot be caring, competent educators for young learners (Mitrano, 2014).
Understanding the qualities and practices of successful male teachers can help
administrators hire quality male teachers and understand how to help them grow as
effective educators.

Limitations

Although selecting participants to interview was objectively based on men who
have earned the Elementary Teacher of the Year designation in the district, this award’s
teacher selection process can vary between schools. Each campus has its staff members
take an initial vote to determine whom they deem to deserve this award during a
particular school year. However, some schools examine the votes and have the
administrative team decide who would receive the honor, whereas some schools bestow
the award based on the majority of votes.

Even with dozens of elementary schools in the district, not every elementary
school will select a man as their Teacher of the Year, limiting the number of schools
containing eligible teachers for the study. For the 2019-2020 school year, no elementary
school in the district selected a man as its Teacher of the Year, and only 5% of schools in
the district chose a male for their Elementary Teacher of the Year in 2019, therefore

limiting the study to only a few eligible participants. This study is also limited since I did



not consider the student perspectives due to the complications resulting from
interviewing a uniquely vulnerable group such as young children (Yin, 2014).
Delimitations

Through this study, I made several delimitations. First, I only interviewed male
educators who have earned the recognition of Teacher of the Year. Limiting the study to
these educators helped determine the practices and traits of successful male teachers,
which led to a greater understanding of how men can improve their standing in the
elementary field. Second, due to the limited number of male Elementary Teachers of the
Year in the district, I did not narrow down to a specific elementary grade level or subject.
Third, for convenience, I only conducted interviews with teachers employed in the same
district. Fourth, I limited the range of potential data to the past three years to determine
the individuals eligible for the interview process. Doing so improved the chances that
these teachers were still working in the same capacity and at the same campus when
selected as Teachers of the Year.
Assumptions

A few assumptions were integral to the effectiveness of this study. The first
assumption was that collecting data from male Teachers of the Year provided clarity
about their characteristics and best teaching practices. The second assumption was that
these Teachers of the Year for their campuses are, in fact, successful in their craft and
were selected based on their quality teaching practices and not selected simply due to
popularity. The third assumption was that the teachers, administrators, and parents
interviewed for the study answered all of the interview questions truthfully. The fourth

assumption was that the teacher and administrator participants are ethical educators in
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good standing with the state and the district. The final assumption was that I constructed
appropriate questions to gain the most insight into the male Elementary Teachers of the
Year from the teachers, principals, and parents.

Positionality

I have spent my entire professional career at the elementary level in various roles:
kindergarten teacher, first-grade math and science teacher, fourth-grade math and science
teacher, Science Instructional Specialist, and Math Interventionist. In all four of the
elementary schools where I have worked, the number of employed men was, and is, few
in both teacher and administrator roles. Although I was in the minority as a male in these
elementary school environments, [ was always warmly welcomed and treated with
respect by my administrators, colleagues, parents, and students. However, this sense of
belonging was not present at the beginning of my career in education.

I began working as a substitute teacher, working in various schools, culminating
in a long-term substitute position lasting three months at the end of a school year. At this
particular school, I was not just one of the men; I was the only man. Outside of a very
few staff members who treated me kindly, the kindness and warm reception that I would
eventually receive in my other schools were virtually non-existent in this particular
environment. I fully realize that being a single man with no children in his mid-20s
working at an elementary school may have impacted my image, although I cannot say
with certainty that this was the underlying cause of this experience. This lack of positive
interaction is the same discomfort that other men in elementary schools often report in
their experiences as educators of young children. “Young single men, whose time and

energy is not shared with their households, and who therefore have more opportunity to
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demonstrate enthusiasm for, as well as a commitment to children and the work, are
particularly suspect” (Allen, 1994, p. 14).

Building relationships with students is critical to a teacher’s success, and I was
able to create positive connections with many of the students at this school, especially in
the primary grades. However, this did not alleviate the sense of isolation that I felt as the
only male on the campus. As a result, I understand the challenges and pressures that male
teachers may face in their decisions to teach at this level. Nevertheless, I did not allow
this experience to cloud my judgment of elementary school teaching or teachers in
general, choosing to stay at the elementary level with the support and encouragement of
countless colleagues and administrators. This primary education journey led to building
many positive associations with staff members, students, and parents. I have had the great
fortune of working with many influential colleagues and administrators over the years,
and I credit my successes to their encouragement, support, and leadership.

With thirteen years of experience in various grade levels, roles, and campuses in
the elementary school setting, I have seen first-hand the positive impact that a male
teacher can have in his classroom. I still encountered academic and behavioral challenges
with students, but the positive experiences far outweighed the negative. One incident
from my final year as a classroom teacher stands out as a testimony to the positive impact
that male teachers can have on their students. At our end-of-year awards ceremony, one
of my female students and her mother approached me with a confession. The mother
admitted that her daughter was very nervous at the beginning of the year because a male
teacher had never taught her before. However, she stated that I had quickly become one

of her daughter’s favorite teachers, positively impacting her life. I even saw the mother a
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few years later, and she again thanked me for all that I had done for her daughter as her
teacher.

As a male elementary teacher who received the Teacher of the Year designation
for my campus in 2014, this study holds great significance for me as an educator in
understanding the role that other successful male teachers have played in their elementary
schools. Although this study looked specifically at how male teachers have impacted
their classrooms, grade levels, and campuses, this study does not suggest that an increase
in the number of men at the elementary level must be mandatory merely due to a few
individuals’ success stories. Such a stance would invite bias into the research to wrongly
pursue or advocate a particular orientation to the issue (Yin, 2014). However, men at the
elementary can play a significant role in their students’ and campus’ success, and
learning from them can provide insight into the reasons behind their achievements.
Summary

While the vast majority of teachers at the elementary level are female, the few
male teachers in the same setting can have a limited but impactful influence. Regardless
of whether or not one views men as essential in the elementary school environment, the
fact remains that there is a significant underrepresentation of male educators at this level.
As men enter the elementary sector of public education, it is imperative to understand the
perceptions they face as a minority and to recognize their characteristics to help them in
their craft. This study specifically drew on the positive examples and effective practices
of prominent male teachers in the elementary school setting and their impact on their
campuses and individual students.

Organization of the Doctoral Thesis
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This first chapter introduced the general problem and issues under consideration
concerning men in elementary education, the study’s significance, and the outline for the
current study. Chapter II will review the theoretical framework for the study, literature
and existing research on men in nontraditional careers, a history of men in elementary
schools, teacher gender and teacher effectiveness, male elementary teachers’ roles,
challenges of being a male teacher, and future implications for male teachers in
elementary education. Chapter III will review this qualitative study’s methodology,
including the research perspective, research design, research questions, site selection,
participant selection, data collection and analysis, and provisions for validity and
trustworthiness. Chapter IV will discuss this qualitative study's results and provide an in-
depth analysis of the teachers’, principals’, and parents’ perspectives. Chapter V will
discuss the implications behind the research results, the potential utilization of the data to
help male elementary teachers positively impact the education field, and suggestions for
further research in this area.

Definition of Key Terms

The following section provides the study’s key terms and their respective
meanings. This section serves as a place of reference to help the reader understand the
context in which I utilize these terms.

Alternative Certification Program (ACP): Programs offering a nontraditional
route to educator certification, allowing an individual to teach while completing the
requirements of becoming a certified teacher (Texas Education Agency, 2020a).

Dedoose: Qualitative data software program used to code interview transcripts

into themes for analysis.
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Elementary School: A school campus that provides educational opportunities for
students in grades pre-K through fifth grade.

Hegemonic Masculinity: Perceptions of what is regarded as “normal” in a
particular context, including views on ideal male characteristics, including power,
authority, and body strength; practices that serve to normalize men’s dominance and
women’s subordination (Sargent, 2005).

Math Liaison: An individual selected at each campus to attend district math
meetings to disseminate the information to the campus’s appropriate members.

Paraeducators: School employees who work with and under the guidance of a
certified educator to provide instructional and non-instructional services to students, also
known as paraprofessionals, teacher aides, and teaching assistants (National Education
Association, n.d.).

Positive Behavioral Interventions and Supports (PBIS): An evidence-based
framework designed to improve student behaviors and a method to integrate data,
systems, and practices utilized within a specific structure (Center on Positive Behavioral
Interventions and Supports, 2019).

Special Opportunity School (SOS): The elementary equivalent of the
Alternative Learning Center at the middle and high school levels. This program is part of
the Disciplinary Alternative Education Program (DAEP) for students who have
committed infractions outlined in the Student Code of Conduct requiring removal from
the general classroom setting.

State of Texas Assessments of Academic Readiness (STAAR): Texas’s

standardized testing program, implemented in the 2011-2012 school year. This report
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refers to testing at the elementary level, including third/fourth/fifth-grade reading and
mathematics, fourth-grade writing, and fifth-grade science (Texas Education Agency,
2020b).

Texas English Language Proficiency Assessment System (TELPAS): A
program that measures the growth that Limited English Proficient (LEP) students, also
referred to as English learners (ELs), attain in learning the English language, testing the
domains of speaking, listening, reading, and writing (Texas Education Agency, 2020c).

Teacher of the Year: Teachers annually selected from every elementary, middle
school, and high school campus for their outstanding dedication and service to the
students and the district.

Zoom: Computer software program utilized for virtual interviews with the

participants per district and University requirements.
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Chapter 11
Literature Review

This chapter presents a review of the literature and research regarding male
teachers and their experiences in the elementary school setting. The first section discusses
the theoretical framework, which frames the current study. The second section looks into
nontraditional careers for men and the implications of such a career choice. The third
section provides a historical overview of men as educators in elementary schools and
how attitudes, perceptions, and stereotypes have influenced their venture into this
environment. The fourth section reviews the positive and negative effects that teacher
gender has on students and their abilities to learn. The fifth section looks at the various
roles that male teachers play in the elementary school setting. The sixth section reviews
the challenges that men face as they enter into this particular educational environment.
The chapter concludes with the future implications of employing men as teachers in
elementary schools.
Theoretical Framework

To frame this study, I utilized gender role conflict theory. O’Neil (1981) defined
this theory as follows:

Gender role conflict is a psychological state in which gender roles have negative

consequences or impact on the person or others. The ultimate outcome of this

conflict is the restriction of the person’s ability to actualize their human potential

or the restriction of someone else’s potential. (p. 203)
This conflict often occurs when men experience conflict internally, toward others, and

from others (Robinson, 2011). These individuals experience negative consequences due
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to the opposition between inflexible, sexist, or excessively restrictive gender roles and
conflicting situational demands (Wester et al., 2010). The complexity of gender role
conflict divides further into (a) gender role devaluations, (b) gender role restrictions, and
(c) gender role violations (O’Neil et al., 1995). Individuals experience gender role
devaluations when they negatively critique themselves or others while conforming to or
deviating from stereotypical masculine norms. Gender role restrictions ensue when an
individual confines oneself to stereotypical norms. Gender role violations transpire when
an individual directs harm or receives harm from others due to the individual deviating
from stereotypical masculine norms (O’Neil et al., 1995).

Gender-role conflict conceptualizes from four overlapping dimensions: (a)
cognitions, (b) affective experience, (c) behaviors, and (d) unconscious experience
(O’Neil et al., 1986). Cognitive experiences of gender-role conflict describe how
individuals think about gender roles and masculine, feminine, and androgynous
characteristics. Affective experiences represent emotional feelings that one experiences
regarding gender-role issues. Behavioral aspects include how individuals act, respond,
and interact with themselves and others regarding gender-role issues. The unconscious
aspects of gender roles include the repressed gender role elements beyond conscious level
awareness (O’Neil et al., 1986).

Utilizing gender role conflict theory helps to understand the conflicts that male
teachers face when entering the elementary school environment. As men who do not fit a
stereotypical mold of a “normal” man, they are often conflicted in their roles: they find
satisfaction in working with younger students in the elementary schools but are often

looked upon with suspicion for taking on a position that does not coincide with societal
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norms. Male elementary teachers must confront this conflict to navigate the challenges
inherent in being a man in a female-majority environment. Since the teachers in this
study have experienced a degree of success as male elementary school teachers, this
study uncovered potential conflicts and challenges in their decisions to teach at the
elementary level. By conversing with male elementary school teachers who have
impacted this level, I gained insight into their reasons behind entering into elementary
education and their reasons behind staying in this environment despite any similar
experiences that other male teachers have encountered.
Men in Nontraditional Careers

Although there is a lack of men in the elementary education environment, other
occupations outside of education also experience this lack of male employees. According
to the Bureau of Labor Statistics (2020), in 2019, 11.7% of those in the nursing
profession and 6.6% of all childcare workers were male. The Council of the European
Union asserted that increasing the percentage of men in the childcare profession can
show that men can provide education and care to a child just as well as women and that
both male and female role models can influence the expansion of gender-stereotyped
observations in children (Council of the European Union, 2011). While few men engage
in childcare, Robinson (1979a) found in his study of male child care workers that 70%
embarked on a career in child care because of altruistic concerns. These motivations
included a love for children and satisfaction in working with them, the daycare program
and curriculum's appeal, and the desire to positively contribute to this age group.

van Polanen et al. (2017) found that men as professional caregivers did not act

differently than their female co-workers, nor did they possess gender roles specific to
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masculinity. Both male and female caregivers demonstrated equal attention, sensitivity,
and encouragement toward boys and girls in their care. Therefore, the emphasis should
focus on the balance that a male child care worker can give for an improved environment
for children (Robinson, 1979a). Furthermore, each caregiver was categorized as either
feminine or androgynous in their character, but not masculine (van Polanen, 2017).
Robinson (1979a) found that while turnover for men in child care work was rampant, one
could argue that the disadvantages of not having men at all outweigh the advantages of
having men for only short periods.

While the number of women in formerly male-dominated professions has
increased (Barrett-Landau & Henle, 2014), there has been a negligent change in gender
representation related to female-dominated employment, with the field of nursing as a
prime example (Meadus & Twomey, 2011). Men often experience difficulties in attaining
professional acceptance in nursing both by their colleagues and society-at-large. Both
male and female patients often possess negative attitudes toward male nurses, often
requesting a female nurse instead of a male (Barrett-Landau & Henle, 2014). Therefore,
nursing schools must be cognizant of male discrimination in the workplace, gender
stereotypes in textbooks, different clinical experiences based on gender, and male nursing
students' learning styles.

A History of Men in Elementary Education

Despite a claim that teaching has become increasingly “feminized” in recent years
due to fewer male teachers entering primary education, the shift from a male-majority to
a female-majority profession occurred over 100 years ago (Skelton, 2012). By the late

1800s, societal changes transpired, resulting in increasing numbers of women entering
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the field of education, which, coincidentally, led to an increase of men leaving the
classroom for “higher status occupations,” including school administration and teaching
at the college level (Brookhart & Loadman, 1996). While as early as 1869, 39% of
elementary and secondary public school teachers were men, by 1900, only 29% of
teachers were men, dropping to 24% 50 years later (Carter et al., 2006). Coulter and
Greig (2008) state that this phenomenon occurred in Canada because employers could
legally pay lower wages to women than men.

At the beginning of the twentieth century, fathers were typically the head of the
family, the breadwinner, and the one who set the familial standards (Berger, 1998). The
philosophy surrounding child care emphasizes love and affection in forming character
with the father setting the family's values and the mother providing the love. The idea
that women were more suited and qualified to work with and teach young children led to
the belief that teaching provided service out of love and not as a profession that should
expect high remuneration levels (Coulter & Greig, 2008). However, in the 1920s and
1930s, when jobs were scarce during the depression, more men began to enter the
teaching profession, pushing women out of their paid teaching employment to make
room for the men.

Shifting Perceptions of the Teaching Profession

During the nineteenth and early twentieth centuries, society-at-large began to shift
its thinking on the teaching occupation, from one that was once a respectable career for
men to one that was neither a “proper job” for middle-class men nor a “good job” for
working-class men (Skelton, 2012). Even though teaching in state schools offered men

the chance to gain an advanced education level and receive competitive pay with fewer
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working hours, many working-class men were still reluctant to take on this profession
(Skelton, 2012). According to Skelton, one of the suggested reasons behind this was the
conflict in developing masculinity ideas in intellectual work and physical work.
Intellectual, or “mind work,” was only available to those men who studied in the public
schools and universities, and because working-class education centered on physical
activity and strength, this prevented men from entering such a profession. In specific
locations where few educated males were willing to become educators, women could
now shift into the available teaching positions (Martino, 2008).
Changing Numbers During World War I1

Just as the Great Depression in the United States had a significant impact on the
economic environment, World War II also significantly affected the education
environment (Lynch, 2016). Much of the country’s efforts focused more on securing
resources for the military and less on social programs, including redirecting school funds
towards funding the war effort. As teachers and students abandoned the classroom to
enlist, school dropouts subsequently increased, and school enrollments decreased. High
school student enrollments saw a decrease from 6.7 million in 1941 to 5.5 million in
1944. By this time, only two-thirds of those employed in education before the war were
still working in this profession. However, as men left their day jobs to join the effort,
employment, education, and learning opportunities for women increased, and many
found work in the teaching field (Lynch, 2016).
Teaching as a Means of Women’s Independence

As the number of men leaving their homes to enlist in the armed forces rose, so

did the number of women teaching at the primary level, providing them with a greater
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degree of independence and an opportunity to be self-sufficient (Skelton, 2012).
Teaching remained one of the few proper employment types available to women when
higher status male occupations were unavailable (Martino, 2008). As a result, teaching
became synonymous with “women's work": work characterized by low wages, reduced
benefits, and demanding working conditions (Coulter & Greig, 2008). Some public
perceptions of elementary school teaching viewed it as an occupation that a competent
"real man" would not choose as a career (Allan, 1994). Kaplan (1947) opined that:
It should be made the policy of the school system to place men only in the upper
grades and in their chosen subject fields (Social Studies, Physical Education,
Industrial Arts, and Science) so that such work will come to be characterized as
the work for men and that women should appear as out of place in such
assignments as men are now in the lower elementary grades. (p. 368)
Throughout the 1970s, views, attitudes, and awareness towards gender roles and
sexism were evaluated and questioned, leading to increased conflicts between men and
women (O’Neil, 1981). Prospective female teachers continued to experience more
significant exposure to social influences that encouraged their teaching choice as a
profession (Dundar, 2014). Men, on the other hand, chose careers in education due to
levels of self-fulfillment not available in masculine-oriented jobs, more significant
opportunities for promotion, and opportunities to interact with women (Simpson, 2005).
However, some men justified this career path by stating that teaching was simply a
stepping stone to obtain higher status positions or occupations, such as law and medicine,
rather than as a desirable destination (Coulter & Greig, 2008; Deneen, 2011; Martino,

2008; Smith, 2004).
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The Acceptance of Men as Administrators

While many men viewed the school teacher profession negatively, some men
regarded the idea of becoming a school administrator as acceptable, leading many to take
advantage of this route to advance in their educational careers (Coulter & Greig, 2008).
As men actively sought higher-level positions in education, specifically the
superintendency, this career path took them from the “feminized” world of classroom
teaching into the “masculine” world of authority and power (Martino, 2008). However,
before men could become school administrators, they had to first spend time in the
classroom, which usually meant taking on more masculine education roles, such as
teaching math or science, coaching sports, and teaching older students (Skelton, 2012).

Now into the 21 century, even with the end goal of administration in mind,
stereotypes of men as elementary school educators endure, leading men to leave the
classroom as quickly as possible to step into management roles or leave the profession
altogether (Deneen, 2011). As men are often still viewed as unsuitable for teaching at the
elementary level, these perceptions continue to influence the number of men arriving in
the education environment (Lovett, 2014). Men who are interested in a professional
environment that does not require them to adhere to strict cultural gender role
expectations benefit from realizing that male elementary teachers can display both
masculine and feminine characteristics as non-gendered human traits in their professional
lives (Galbraith, 1992). However, many men enter into female-majority occupations via a
“trapdoor,” arriving at primary teaching by default rather than through planning or as a
sense of desired vocation (Smith, 2004). Although these preconceived notions of male

primary teachers have had long-lasting effects on men's presence at this level, some men
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still choose to teach elementary-aged children despite the societal stigma of doing so
(Parr et al., 2008).

Teacher Gender and its Impact on Teaching Effectiveness

The Qualities of Effective Teachers

Not surprisingly, one of the most influential predictors and significant factors of
student learning and success lies in their teachers (Kane et al., 2006; McArdle, 2010).
The relationship between student and teacher is critical, as teachers shape their students’
educational experiences and influence their academic progression (Kenyatta, 2012).
Boston (2012) identified several practices of quality mathematics instructors that can
easily translate to other subjects, including (a) utilizing cognitively challenging tasks, (b)
providing opportunities for students to take part in higher-level thinking and cognitive
tasks and to explain their reasoning through verbal and written means, and (c) setting
high expectations for students’ learning. Patrick and Smart (1998) found that qualities of
successful teachers include (a) genuine respect of students and treating them as equals,
(b) quality organizational and presentation skills, and (c) the ability to challenge students
by setting high but attainable goals. A teacher with subject knowledge and practical
communication skills are traits that also signify teacher effectiveness (Okoli, 2017).

Not only do qualified teachers impart knowledge to their students, but they also
seek to gain knowledge themselves. Nickerson et al. (2018) posit that even the most
qualified professionals in any field must continue to grow and learn and that a recognition
of one’s capacity for continued improvement is considered a trait of a successful teacher

leader. The challenge for current educators is to help potential teacher candidates balance
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two different identities: the public view of a knowledgeable professional and a caring
professional (Brown et al., 2008).
In looking at specific teacher gender traits and their effectiveness in teaching,
Wood (2012) examined teacher perspectives of gender-based differences among
elementary school teachers. She utilized quantitative data collected from 217 teachers
working in four public school districts in the Midwestern United States. Of the
participants, 43% had 13 or more years of teaching experience, 39% possessed five to 12
years of experience, and 80% had attained a master's degree or higher. In addition to the
survey’s closed-ended questions, Wood also provided the participants with the
opportunity to answer open-ended questions to describe their educational experiences and
clarify answers to the closed-ended questions. Over half of the participants recognized
differences between male and female elementary teachers. This study ultimately drew
four conclusions:
e Opverall, male teachers are viewed more negatively than their female colleagues.
e The majority of participants believed that there are differences between male and
female teachers, especially regarding their abilities to serve as role models in the
elementary environment.
e A considerable majority of participants believed that elementary schools should
hire more male teachers.
e Differences between male and female elementary teachers remain vague.
Wood found that gender did play a role in the perceptions of a teacher’s effectiveness,
including the idea that men's physical presence partially accounts for their teaching

effectiveness, with little regard to their teaching experience or skill.
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A study by Dee (2006) suggests that students taught by a teacher of the opposite
gender experience detrimental effects on their school engagement and subsequent
academic progress. One theory asserts that the teacher’s gender plays a significant factor
in affecting communication levels between student and teacher, while another argument
states that the teacher acts as a gender-specific role model, regardless of their words or
actions. According to the latter theory, students are more engaged, exhibit more
appropriate behaviors, and are more academically successful when taught by a teacher
who shares their gender (Dee, 2006).

However, other studies have shown that students do not gain an advantage when
taught by a teacher of the same gender (Faulstich-Wieland, 2013) and that teacher
gender, as such, does not enhance students' learning achievements or motivational levels
in school (Lahelma, 2000). Students who are taught by below-average classroom
managers and teachers who infrequently interact with their students, regardless of the
teacher’s gender, exhibit lower engagement levels, an essential indicator of school
success (Gage et al., 2018). Moreover, effective teachers also possess efficient classroom
management, but gender does not determine its effectiveness (Wood, 2012). For primary-
age children, the teacher's teaching ability matters more than their gender (Skelton et al.,
2009). Rose (2009) found that teacher gender, either by itself or in combination with
student gender or characteristics, did not significantly change the students’ predicted
reading levels at the end of kindergarten.

Consequently, there is not a "feminine" style of teaching attributable to female
teachers nor a "masculine" style of teaching attributable to male teachers (Faulstich-

Wieland, 2013). Skelton et al. (2009) found that the overwhelming majority of the
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students they studied stated that they were equally encouraged by their male and female
teachers to work hard. Moreover, Carrington et al. (2007) observed that the teacher's
gender did not affect students' academic motivation or learning engagement. Instead,
these students appreciated teachers who were consistent, fair, and supportive. Regarding
the gap in reading achievement between boys and girls as they first entered the education
system, Rose (2009) did not uncover evidence that male teachers were beneficial for boys
in general, specifically those without fathers at home, or exhibited challenging behaviors.
Nevertheless, if both male and female teachers confront and revise expectations of their
students’ capabilities and the relationship between those expectations and practice, the
results could be both immediate and positive (Kenyatta, 2012).
The Benefits of Male Teachers

While it is not advisable to impulsively accept all potential male teachers into
primary education, McGrath and Sinclair (2013) posit that including a more significant
number of men at this level could potentially solve a variety of educational and societal
problems. Particular masculine traits are often suited for the profession, and many laud
male teachers for being more relaxed with a better sense of humor than their female
counterparts (Lahelma, 2000; Wood, 2012). As boys enter an educational system that is
led by female teachers, caregivers, and administrators in their early school years (Parr et
al., 2008), some have argued that the teaching profession has become more "feminized"
as fewer male role models establish themselves at the primary level (Mills et al., 2004;
Wood, 2012). Peterson (2014) found that some participants in her study attributed the

lack of discipline in elementary-aged students to the absence of their fathers, believing
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that an increase of male teachers at the primary level could counteract any adverse effects
from this parental figure absence.

Since many students grow up in homes without a father present, Parr et al. (2008)
suggest that adding men in the primary grades is needed to provide more positive male
role models for these students. The general public recognizes the need for fathers to
increase their involvement in their children's lives, attributing this to the growing number
of families in which a father is not present or has minimal contact with the family (Allen,
1994). Berger (1994) contends the need for fathers to be involved with their children due
to (a) the increase in single-parent families, (b) the need for children to have significant
male authority figures in their lives, and (c) the need to develop standards and morals in
children. As the number of male teachers increases at the elementary level, the
percentages of male and female teachers will begin to balance out, providing students
with various teaching styles and offering a beneficial presence on the campus (Wood,
2012).

Along these lines, Warin (2006) contends that men will have a more significant
impact on gender relations as they become more involved in young children's care and
education. In McGrath and Sinclair's (2013) study, mothers of school-aged children
stated that male primary teachers would help girls see that men can possess a nurturing
quality and pursue nontraditional careers for males, such as teaching and nursing.
Employing more men at the elementary level would help address this teacher gender
imbalance in the classrooms and enable all students to access male and female mentors
and role models (Brookhart & Loadman, 1996). According to Lee and Gropper (1974), as

children encounter male and female teachers in schools, they can then internalize both
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male and female cultural traits, providing them greater flexibility in their sex-role
identifications in various situations. While the emphasis tends to focus on the benefits
that male teachers can bring as role models for boys, their presence on the elementary
campus can also benefit girls' educational experiences (Lahelma, 2000).

The Lack of Male Teachers and the Effects on Boys

As boys enter the elementary education environment, they often face difficulties
in school due to the lack of male role models and the abundance of female teachers
unfamiliar with how boys learn (Mills et al., 2008). This shortage of male elementary
teachers alienates boys from school, leading to poor academic results and low retention
rates. Dee (2006) found that boys reacted less favorably to a subject when taught by a
female teacher, often stating that they did not look forward to that particular class. While
it may be tempting to add more male teachers to address these detrimental consequences
for boys, this hiring preference could place an undue burden on these teachers to address
this problem (Bristol, 2015). Some assert that boys underperform in school because of
female teachers' difficulty developing relationships with boys and not understanding their
needs (Skelton, 2012). However, this reasoning implies that all boys are alike, and all
respond differently to authority based on the teacher’s gender.

As there is a lack of men at this educational level, this absence leaves a negative
impression on the outside looking in: the smaller the number of males, the farther the
occupation drops on the list of worthy and financially rewarding pursuits (Simpson,
2005). Mancus (1992) found that men's mere presence in elementary schools was not

sufficient to encourage boys to consider teaching as a future career. The degree to which
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men avoid teaching at the elementary level may indicate what boys think of becoming
educators themselves.

Effects on African American Boys. Often cited is the positive impact that male
teachers can have on boys in general, but they also influence African American boys
specifically. In particular, Black male teachers are likely to positively affect all children,
particularly Black boys, but only in a limited capacity since about 2% of all teachers are
African American males (Bryan & Williams, 2017). An even smaller percentage of Black
male teachers teach students receiving Special Education services (Scott, 2016). Reasons
for the scarcity of male teachers in Special Education include the low status of the
profession, low comparative salaries, the view of teaching as "women's work," risks of
being perceived as a sexual predator, and the lack of male colleague groups (Rice &
Goessling, 2005). Scott (2016) contends that if Black male children are not taught at
some point in their educational career by a Black male teacher, they will lose out on
learning cultural perspectives, understanding, and guidance that may only come from
such a teacher.

Lynn (2006) found that Black male educators were motivated by their dedication
to their surrounding community and performed an essential role in young men's lives.
These men often bring a strong obligation to the Black community through their
understandings of teaching as a means of social change (Hayes et al., 2014).
Consequently, they possess a cultural competence that provides them with unique
insights in understanding the race and class oppression struggles that their students may
face (Lara & Franquiz, 2015). Black male teachers can use personal experiences to

identify with the race and class oppression struggles their students face daily (Lynn,
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2006). The presence of culturally responsive Black male teachers may be one solution to
counteract any institutional or structural factors that negatively impact Black males'
elementary educational experiences (Bryan & Williams, 2017).

One cannot overemphasize the importance of having culturally responsive Black
male teachers as part of a staff to develop critical and racial consciousness among Black
children (Lynn, 2006). Culturally responsive teachers build on the students' culture, but
they teach as an act of freedom and as a Black person for Black students. Hayes et al.
(2014) found that successful Black teachers saw themselves as responsible for helping
their students learn about content and life itself. This realization is particularly important
since many teachers, especially those who work in culturally diverse schools, are
challenged to implement strategies that resonate with their students' multi-ethnic and
social class experiences (Skelton, 2010).

Not only can culturally responsive Black male teachers positively impact their
students, but their pedagogical styles and ways of interacting with their students can
benefit White elementary school teachers in their efforts to teach Black boys as well
(Bryan & Williams, 2017). Bryan (2016) studied the pedagogical practices and
constructed identities of culturally responsive Black male teachers, noting that they
viewed themselves as representative brothers or fathers whose responsibility was to
promote collaboration and construct solidarity within the Black community. By doing so,
they were able to academically and socially support Black male kindergarten students by
using sports, hip hop music, and mathematics literacies as real-world connections to their
lives. These teachers were also practitioners of culturally responsive classroom

management practices, which supported the behavior management of the young Black
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males in their classrooms by providing them empowering strategies rather than removing
them from the classroom environment (Bryan, 2016).

However, these personal qualities and practices have little to no impact on student
success if a teacher lacks in attendance and motivational abilities since these are the
critical determinants of educational success for African American males (Kenyatta,
2012). Kenyatta found a disparity between students' values on education and the support
that they believe they receive from their teachers. Unfortunately, this lack of support
from teachers magnifies the students’ underachievement, even though they believe that
education and educational success are significant factors in their lives. Education and
assessment systems often marginalize and neglect to address the achievement disparities
between particular groups of students and their often wealthier White colleagues
(Marquez-Zenkov et al., 2007).

Effects on Latino Boys. Throughout the education system, Latino male teachers
often find their identities positioned at the crossroads of male forms of identity,
pedagogy, and racial subordination (Lara & Franquiz, 2015). Subsequently, they are
active receivers of their positions, and they look for opportunities to engage students in
their classrooms and ways to engage their colleagues to confront gender role expectations
and explore more flexible gender identities. Although they have fashioned their identities
beside stereotypical labels, teachers deliberately utilize their characteristics in their
personal and professional lives (Lara & Franquiz, 2015).

In their study, Lara & Franquiz (2015) were met with this statement from a
teacher: “When I graduated they said, ‘You’re going to be hired so quickly because you

299

are bilingual and you are male’” (p. 214), underscoring a perception that Latino male
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teachers sometimes have preferential advantages as potential hires in the education field.
As a marginalized male, due to his bilingual ability and ethnicity, he did not recognize
this advantage simply because of his gender and race.

Interestingly enough, however, was a study that found that, for Latino students,
the higher the teachers’ cultural awareness, the greater the probability that these teachers
would report lower levels of educational achievement expectations for students with little
connection to the school (Mahatmya et al., 2016). Since only 2% of the educator
population is made up of Latino and Black male teachers, and as Latinx children
comprise the fastest enrolling population in many public schools, only a tiny percentage
of Latinx students experience socialization with gender, linguistic, and cultural equity
(Lara & Franquiz, 2015).

The “Masculinization” of School

Although employing more men in the primary grades could benefit the education
environment, this movement is considered a contributing factor in making schools more
masculine (Mills et al., 2008). This "crisis" — boys being negatively affected due to the
lack of men in schools — justifies the hiring of male teachers to restore boys' failing
masculinities in the education system (Martino & Kehler, 2006). However, if other
educators praise male teachers for acting in masculine ways that are considered necessary
in schools, women's classroom work is at risk of devaluation and being represented as
inferior to men's work (Mills et al., 2008).

This devaluation of female teachers' work persists throughout the gendered
hierarchy prevalent in primary teaching, in which men, as the minority, manage, and

women, as the majority, teach (Chan, 2011). Both male teachers and male principals find
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themselves generating masculine and feminine practices by evaluating women as more
meticulous than men and evaluating men as better disciplinarians than women (Chan,
2011). This way of thinking, in turn, stereotypes primary teaching as "women's work"
and stereotypes discipline as a “man’s job.” The thought that students will lack self-
control without a male presence to control them suggests that hegemonic masculinity
must be at the root of any form of child-rearing that will be effective (Mills et al., 2004).
Society tends to follow and respect men when they give out instructions, simply because
they are men (Moosa & Bhana, 2017).

When taught by a male teacher, however, Dee (2006) found that girls were more
likely to report that they were unenthusiastic about the subject, that the subject taught was
not relevant, and were hesitant to ask questions (Dee, 2006). However, just as not every
male teacher is a proper role model for boys, neither is every female teacher a proper role
model for girls (Driessen, 2007). Furthermore, this matching of teachers to students
solely according to gender may reinforce and strengthen negative and damaging
stereotypes.

The “Feminization” of School

On one end of the spectrum lies the argument that adding more men to the
primary grades will “masculinize” the school in negative ways (Mills et al., 2008). On the
other end, another assertion posits that a lack of men at the elementary level can equally
negatively impact a school, leading to its “feminization.” Some claim that the larger the
female presence in the school, the higher the chances of cultivating a feminine culture
and a greater possibility of male discrimination (Skelton, 2012). As females' presence

increased in the school environment, teaching became characterized in society as an
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extension of a woman's domestic responsibility in the home, associated with caring for
and nurturing young children (Martino, 2008). Fear has even emerged of the adverse
effects of feminization on school-aged boys and the men who teach them in a female-
dominated profession (Martino, 2008). Some argue that women are "feminizing" young
boys and, as a result, are being disadvantaged in this process of feminization. (Robinson,
1979b).

Primary schools' feminization could potentially alienate boys and their
corresponding educational needs, thus blaming female teachers for these boys' perceived
underachievement (Jones, 2007; Skelton, 2012). The male-dominant culture often depicts
boys as victims whose natural masculinities are overshadowed by a female-dominated
education system (Martino & Kehler, 2006). One view asserts that female teachers have
difficulty in relating to boys, to motivate them to learn, or manage their behaviors
effectively, hence the “need” for more males at the primary level to combat these
“problems” (Skelton, 2012). When a woman teaches a class, boys are more likely to be
perceived as disruptive to the learning, whereas girls are less likely to be seen as either
inattentive or disruptive (Dee, 2006). Due to a more substantial presence of female
teachers than male teachers in primary schools, boys have suffered from this gender
imbalance, which is detrimental to their learning and academic aspirations (Chan, 2011;
Jones, 2007).

Nevertheless, the idea that shifting the gender balance will counterbalance the
feminized structure of primary schooling is unfounded (Skelton, 2003). Whether or not
this idea of feminization should be a cause for concern is debatable (Skelton, 2012). An

influx of men into professional care work is no more magical and transformative than
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women's preeminence in these professions is inherently crisis-generating (Mallozzi &
Galman, 2014). No less important than the appeal for more men to teach at the primary
level is the appeal for more female role models to teach the typically male-dominated
math and science disciplines (Martino & Rezai-Rashti, 2010). Although primary female
teachers far outweigh male primary teachers in terms of numbers, this does not
automatically feminize elementary education (Chan, 2011).

This numerical domination may imply that elementary school teaching is
"women's work." However, women's predominance does not necessarily indicate a
culture of feminine values or styles in primary education (Chan, 2011). With the
perception of teaching as an "inferior occupation," its reduced salary relative to other
occupations, and the willingness for men to abandon a career in education for other more
socially prestigious professions, any idea of teaching becoming feminized did not pose an
initial threat to male dominance (Martino, 2008). Nevertheless, the notion that primary
schools have been feminized is perhaps one reason why this profession has had trouble
living up to the social status standards that men seek when selecting a career (Skelton,
2012).

Characterizing Male Elementary Teachers
The “Right Kind of Man”

Just as men often have views on what roles men should play in education, so do
their female colleagues. Jones (2006) interviewed 18 male student teachers and 13 female
teachers who had worked with men at Key Stage 1 (children aged five to seven years) in
England. She found that although most female teachers initially agreed with increasing

the number of male teachers in primary schools, they eventually became more hesitant
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about this idea, particularly at the primary stage. Jones (2007) later found that female
teachers preferred that any man who was to teach at the primary level possess certain
qualities: “(a) being enthusiastic about teaching young children and knowing particular
strategies for doing so, (b) being willing to listen without being arrogant, (¢) having a
sense of humor, and (d) not a ‘wimp’” (p. 188).

However, even with these specific attributes in mind, there is still no consensus
about the types of skills and attributes that should characterize men who teach at the
primary level (Jones, 2006). Some female educators want male teachers who display
feminine qualities, such as listening and caring, but who can also be “real men” at the
same time (Jones, 2007). This ideal man is one who can display both masculinity and
sensitivity (Wood, 2012). Men capable of working with young children should possess
traditional feminine traits. In child care, men must be nurturing, sensitive, and conceding
in some instances and assertive, independent, and forceful in others (Robinson, 1979).
Some maintain that the ideal man for a primary teaching position is neither exclusively
“macho” nor exclusively “caring and nurturing,” but rather one who displays various
masculine personality traits (Jones, 2006). The idea of “any man is better than no man at
all” tends to be the public sentiment (Jones, 2006, p. 62). Men are often praised for their
abilities to act as disciplinarians, provide learning experiences that are more compatible
with boys’ needs, and help young girls know how to work with adult men (Mills et al.,
2008). However, the concept of hegemonic masculinity pressures men to live up to these
standards of being an "ideal man," even if they have no desire to uphold them, thereby
deterring many from entering this profession.

Men as Managers and Administrators
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While teaching at the primary level is a suitable profession for any willing
educator, there is an underlying understanding that primary teaching does not provide
equal opportunities for both men and women in advancements and promotions (Skelton,
2003). Coinciding with masculinity stereotypes, men tend to serve in dominant masculine
roles, which reproduces masculine power in school management (Moosa & Bhana,
2017). Men are often attracted to managerial positions due to the attached prestige, status,
and monetary benefits. Mallozzi and Galman (2014) assert that since American men are
often stereotyped as the breadwinners of their families and as questionable in their
abilities to care for and nurture young children, their paths towards administrative
positions in education seem already solidified.

Jones (2007) found that the male primary teachers in her study regarded
management and authority positions as the end-goal for their careers and often sought
opportunities to take on these types of administrative roles as quickly as possible. Male
educators consider these positions themselves, but they also tend to promote these
positions to male student teachers, asserting that they are more effortlessly attainable for
men. One teacher stated her belief that men should not be "sitting with babies," and
therefore, should be looking for any possible way to advance quickly and gain promotion
(Moosa & Bhana, 2017, p. 375).

Another stereotype assumes that women are not suited to hold positions of
authority, such as the principal's role, and this belief undermines a woman's ability to
hold a position of power (Moosa & Bhana, 2017). Moosa and Bhana found that the
women they interviewed stated that people tend to feel safer if a man is in control and in

charge, underscoring strong patriarchal beliefs in society. Some view the rising of men to
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management positions in primary schools as attributing men as “natural leaders” and the
efforts of individual men to emphasize leadership and management as characteristics of
teaching compatible with “proper masculinity” (Skelton, 2003, p. 203).

Teachers as Role Models

Due to the small percentage of men in the elementary schools, men may gain an
advantage in the hiring process due to the public’s perception that schools need men as
role models as many students lack a male authority figure in their homes (Allan, 1994).
Driessen (2007) found that the motive to increase the number of male teachers is
inconsistent. Some believe that men possess an inherently different personality type than
women and that only men can provide a proper role model and example for boys. In
contrast, others view having men in the education profession provides a non-stereotypical
image of men for boys — namely, that men can nurture and educate children just as
effectively as women.

However, these benefits become problematic when both male and female teachers
believe that males can solve problems that boys face by modeling a hegemonic ideal of
masculinity, assuming that female teachers in some way obstruct the development of
young boys (Lara & Franquiz, 2015). Martino (2008) found that some male teachers
experienced a dilemma between acting as a male role model while working in a female-
majority profession. Context, the situation, and the expectations that others have of male
role models influence the roles and behaviors that men undertake as role models
(Brownhill, 2014).

An Ambiguous Definition of Role Model. The concept of a "role model" can be

challenging to define, with some male elementary educators placing a greater emphasis
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on being genuine rather than trying to live up to a "role model ideal" (Brownhill, 2014, p.
257). While acknowledging their gender minority status's advantages on their hiring
process, several male teachers expressed uncertainty on what role modeling entailed and
what that meant for them as professional educators (Martino, 2008). This inability to
define what a role model should be and do generates complications because it perpetuates
the traditional stereotypical behaviors and characteristics of men and women that do not
promote a more educated recognition of gender (Fordice & Nielsen, 2013). Mitrano
(2014) posits that "We need to move beyond the concept of a male role model and ask,
what kind of model do we want to teach young children?” (p. 318).

Johnson et al. (2010) interviewed three men taking a graduate school course
entitled “Men in Education and Male Teachers” at Indiana University in Bloomington in
the spring of 2008. The students admitted that they would rather receive praise for being
"a good teacher" than for being a "male role model” (p. 21). In one of his studies on men
in early childhood education, Sargent (2005) interviewed 54 men in California,
Washington, and Oregon working in this field. Despite the vast array of ages (early 20s to
late 50s) and teaching experience (one to 30 years) between the men, one of their main
concerns was the expectation that they would have to take on a supplemental role as role
models for their students. Martin (2008) posits that being a male role model equates to
being a real man and that such a role necessitates ensuring that boys' masculinities remain
intact or at least appropriately cultivated.

As the role model definition is ambiguous, it is challenging to come to a shared
agreement on the perceived characteristics and qualities that male role models should

possess (Brownhill, 2014; Sargent, 2005). Once hired, men are often uneasy about being
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a “surrogate father” to their students and are uncertain about what being a role model
entails (Allan, 1994). Even though some men are comfortable with this designation, other
teachers declare their primary role is to educate and not act as a substitute parent (Smith,
2004). Viewing this concept of "the imaginary perfect male teacher" to be difficult or
impossible to align to, some men have chosen to leave the teaching profession altogether
(Mills et al., 2008, p. 71). Regardless of the type of model necessary to successfully teach
young children, the teacher must be genuine in his characteristics and actions to not
appear disingenuous (Brownhill, 2014).

Is There a Need for Male Role Models? In the mid-1900s, women were deemed
perfectly qualified to act as proper role models for all children, hence the lack of concern
for placing males in this position (Wood, 2012). Driessen's (2007) research found that a
teacher’s gender produced no significant outcome on students' levels of achievement,
attitudes, or behavior, whether for boys or girls, for minority or non-minority students, or
for children of lower or higher socioeconomic statuses. McGrath and Sinclair (2013)
found that parents generally regarded male primary teachers as role models, but that such
a teacher-student relationship need not be gender-specific. The idea that men possess
specific male behaviors and mannerisms carries over to the assumption of men's innate
ability to be role models for school-age boys (Lara & Franquiz, 2015). Calling for an
increase in men at the primary schools assumes that all boys require and would benefit
from the presence of adult male role models and that fundamentally different teaching
styles exist between men and women (Smith, 2004).

While having male and female teachers work together in educational

environments can help create communities more in-line with actual society, simply
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adding men assumes inherent abilities in men and inherent deficiencies in females
(Mallozzi & Galman, 2014). Nevertheless, men who effectively serve as positive role
models can significantly impact their students' lives. The converse is also true, however,
that those who are ineffective as role models are often perceived negatively by their
colleagues (Wood, 2012).

To assume that augmenting the number of male teachers in elementary settings
will automatically provide boys with positive role models is basing such an idea on faulty
notions of gender (Skelton, 2003). Sex-role socialization theories, whereby masculinity
resides solely in males and femininity only in females, underpin such beliefs (Brownhill,
2014). However, knowing these ideal characteristics can help male teachers be more
critically reflective and self-aware in interacting with young children. As more men enter
the education profession, serving as positive role models, children will experience
opportunities to observe professional male educators' caring and nurturing sides (Parr &
Gosse, 2011).

When working in the elementary school environment, men tend to establish their
non-female nature, which inevitably is in question due to their work in a female-oriented
career (Pulsford, 2014). The challenge is in understanding how to maintain one's male
identity while recognizing that one is, in fact, the minority in his environment. If male
teachers must fulfill their roles as father figures, they will develop inconsistencies in their
roles, as being a father involves acting as the provider and disciplinarian of one’s family
(Faulstich-Wieland, 2013). Research conducted by McGrath and Sinclair (2013) found

that the fathers they interviewed did not overtly state that male teachers need to be father
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figures, but rather that they should act as role models for all students, regardless of the
students’ family structures.

Allan (1994) asserts that male teachers must model ways of "being a real man" to
sustain themselves personally and also model appropriate techniques to those who
supervise and evaluate them as educators (p. 3). Along the same lines, male teachers
experience challenges in discovering genuine and relevant motivations for doing what
they do and understanding the stereotypical feminine ways necessary to effectively
educate young children (Allan, 1994). Despite the divergence of thoughts on the
necessity of adult male role models in schools, researchers agree that students need
quality male educators who can function as positive examples and fulfill an effective
teacher's responsibilities and obligations (Parr & Gosse, 2011).

The Challenges of Being a Male Teacher
Under the Microscope

As men recognize their sense of vulnerability in working in the elementary school
setting, they often take measures to protect themselves from the severe accusations of
engaging in inappropriate physical contact with students (Parr & Gosse, 2011). As they
distance themselves from their students, the children may then develop a wariness, or
even fear, of men (Haase, 2010). This fear could later develop into respect from the
students, underlining the belief that men can better handle and address children's problem
behaviors than women.

This physical distancing from students stems not from the teachers’ opposition to
showing appropriate affection to their students (i.e., hugging), but rather due to the

suspicion that such a display would bring about (Parr et al., 2008). Men recognize that
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young children often seek physical contact with their teachers when they need assistance
and comfort, leading to an irreconcilable dilemma between supporting students as their
teachers and protecting themselves as adults (Smith, 2004). Besides being considered
unmasculine, showing affection that is considered "natural" and "acceptable" for women
is dangerous and risky for men (Allen, 1994). In his study, Allan conducted interviews
with 15 male elementary teachers in lowa between late 1989 and December 1991. He
found that many teachers feared child abuse accusations by merely showing normal and
acceptable gestures of concern for children.

Questions then arise over whether gender influences observers' perceptions of
specific behaviors by a teacher (such as holding hands with students) as either nurturing a
positive, helpful relationship or as priming students for inappropriate interactions in the
future (Parr & Gosse, 2011). An underlying assumption posits that male teachers are not
trustworthy around young children, especially girls, and that these men are harboring an
ulterior motive for choosing the primary teaching path as a career (Peterson, 2014). It is
never acceptable to condone child sexual and physical abuse, but neither is it acceptable
to automatically assume male teachers' intentions based on stereotypes that perpetuate
conditions of fear and prejudice toward males in the elementary schools (Parr et al.,
2008).

Male teachers often find themselves under closer examination than their female
colleagues regarding accusations of inappropriate relations and their decisions to teach
young children (Parr et al., 2008). In choosing the elementary school route, men
encounter suspicions of being effeminate, gay, or even potential child molesters (Lara &

Franquiz, 2015). For male teachers, the potential risk of receiving false accusations of
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inappropriate conduct with students is a reality, which leads to a constant feeling of
anxiety that infringes on their willingness and ability to naturally respond to the care and
comfort of their students in their classrooms (Parr & Gosse, 2011).

Exacerbating these beliefs is the notion that men who would willingly choose to
enter the elementary field must possess a predatory sexual interest in young children
(Skelton, 2003). Men describe the feeling of such suspicion, without any apparent cause,
as incredibly strong when faced with the idea that it is “unnatural” for men to work
professionally with children (Eidevald et al., 2018). With such a threatening accusation,
male teachers often adopt a culturally accepted form of hegemonic masculinity to assert
their "normalcy" (Martino, 2008). While male teachers feel valued as a prized
commodity, they also see themselves as under surveillance from those who are suspect of
their chosen profession (Mills et al., 2008). This constant scrutiny creates apprehensions
in male teachers as they must continuously self-monitor their actions and immediate
surroundings with students (Lara & Franquiz, 2015).

Fordice and Nielsen (2013) found that male teachers visualize themselves as role
models for their elementary school students, but in a compromised role due to negative
social interactions imposing a cloud of suspicion regarding their gender. This distrust that
hangs over them leads to wariness to behave in ways that they might otherwise act,
including ways their female colleagues can engage in without questioning from others
(Parr & Gosse, 2011). Male elementary teachers believe they must overtly demonstrate
care and sensitivity for their students. Still, by doing so, they invite suspicion from others
merely by displaying actions that are otherwise natural for women in which to engage

(Allen, 1994). If they get too close or show too much care towards them, they run the risk
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of being accused of impropriety (Lovett, 2014). When entering into a non-traditional
career plagued with stereotypes, men often have little to gain and much to lose (Simpson,
2005).
Comfortable in Their Decisions

In contrast, Mitrano (2014) found that the male participants in his study were
comfortable in their roles as elementary educators and were even comfortable showing
affection towards their students. They believed that constructing strong relationships with
their students was the cornerstone of their roles as teachers. Having built trusting
relationships with both their students and their parents, they felt free to respond to each
student to appropriately display their caring nature. Men who have children at home
themselves tend to be more comfortable choosing the primary education route and are
enthusiastic about their impact on a young child's education (Parr et al., 2008). Brownhill
(2014) found support for male teachers to present socially constructed feminine
characteristics, such as being sensitive, understanding, and caring. Some men have
accepted the fact that others will question their masculinity and sexuality as a result of
pursuing this path into elementary education, but have decided to continue nonetheless
(Skelton, 2003).
The Dilemmas Facing Male Teachers

Although some male elementary teachers feel very comfortable in this
environment, there is still an underlying public belief that only certain people should
pursue a primary education career (Mitrano, 2014). Moreover, many men outright reject
the idea of working in a primary school, considering it to be less valuable "women's

work" (Martino, 2008; Martino & Rezai-Rashti, 2010). Males are often better represented
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at the secondary level than at the primary level since the stereotype persists that
secondary schools are where "real learning" occurs. If real learning only occurs at the
middle school and high school levels, it stands to reason that elementary education is
merely a place to care for students (Lovett, 2014).

Men who choose the elementary career path may endure ridicule for doing so, not
because of their desire to teach, but for their willingness to teach at the elementary level
(Parr et al., 2008). Unfortunately, this creates a double standard in which females are
encouraged and applauded for entering non-traditional roles. However, men are still open
to suspect and derision for showing interest and pursuing atypical gendered professional
careers (Parr et al., 2008). Men often encourage other men not to seek a position in the
lower grades but to set their sights on roles deemed more fitting for men, particularly
management or administrative positions (Jones, 2007).

However, men who pursue a career in elementary education find themselves
caught in a "catch-22" situation. If they display traditionally-perceived masculinity norms
(being unemotional, harsh, severe, and impatient), they may be considered inept at
working with elementary-aged children (Fordice & Nielsen, 2013). However, if they
display non-traditional male characteristics towards their students (nurture, empathy,
care), others may question their masculinity and morality. Most male elementary teachers
soon discover upon entering the education field that, although their gender works to their
advantage, it often isolates them as well (Fordice & Nielsen, 2013). Some men may
choose upper elementary rather than lower elementary teaching to display more
conventional and comfortable masculinity forms (Skelton, 2003). Several of these men

that Skelton studied separated themselves from men who chose to work with younger
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children, intimating that such work was not “proper teaching,” liking it to childcare and
was, therefore, not suitable for “real men.” Men often criticize male elementary school
teachers as taking on women's work and a profession that a real man would not consider
(Smith, 2004).

As men enter the elementary education environment, they receive praise for
displaying dominant heterosexual masculinity and are shunned and marginalized if they
do not (Chan, 2011). Roulston and Mills (2000) suggest that men will regularly reinforce
their masculinity through their associations with boys, teaching approaches, and
reinforcing gender-stereotypical behaviors in boys rather than challenging dominant
forms of being male. Sumsion (2000) found that it is socially acceptable for men to be
teachers, but they must teach in ways that do not compromise their masculinity. They do
so by eschewing activities and roles that are typically considered feminine (e.g., early
childhood teaching), which leads to the development of fears within themselves (i.e., not
being a real man) or the stigmatization of being labeled as a pedophile or a sexual
suspect. There is a sense that if a real man were to find himself working in a feminized
profession (i.e., teaching), his masculinity would risk contamination (Martino, 2008).

Consequently, since early childhood education frames itself through the metaphor
of motherhood, male teachers find it challenging to fit into this standard while at the same
time living up to the fatherhood and hegemonic masculinity expectations placed upon
them (Sargent, 2005). These hegemonic masculine principles can influence male teachers
to exhibit characteristics of the "right" kind of male teacher, bearing a distinction from

their female colleagues (Hasse, 2010). Ironically, these men receive praise for their
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rejection of masculine hegemony culture, and yet those characteristics validate their
professional and personal behaviors as men (Fordice & Nielsen, 2013).
More Effective Disciplinarians?

Just as some parents express reservations of a male teaching their children due to
doubts about his teaching abilities or concerns regarding his intentions, some have
countered by arguing that men have the qualities to adequately address student behaviors,
particularly boys (Faulstich-Wieland, 2013). According to Haase (2010), men are often
given respect simply because of their gender. Placing men as patriarchal figures in the
schools can lead to female teachers sending their “problem students” into the male
teacher's classroom to correct the problem behaviors (Lara & Franquiz, 2015).

Unfortunately, this mindset and valorization of male teachers as "natural
disciplinarians" implies a deficit thinking of female teachers (Mills et al., 2014). If
administrators assign problem students to male teachers due to perceptions of men being
tougher and better able to manage these students, such a view labels female teachers as
weaker than their male teacher counterparts, incapable of dealing with difficult
circumstances, and in need of protection (Parr & Gosse, 2011). Parr and Gosse found that
male teachers were more often assigned students with behavioral issues than their female
colleagues, assuming that the men could "fix" the children. This perception is also
damaging to gender relations since it constructs boys as active, boisterous, and rebellious,
and constructs girls as quiet, compliant, and passive (Mills et al., 2004).

A Lack of Maternal Instinct?
If women possess natural maternal instincts to care for and nurture young

children, a career in elementary education is, therefore, considered a natural pursuit for
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females (Coulter & Greig, 2008). Some view women as more capable than men of
relating to children, particularly girls, which may lead to male teachers experiencing
difficulty creating relationships with specific students (Hjalmarsson & Lofdahl, 2014).
Behavior traits, such as empathy, care, patience, and nurturance, are often considered
exclusively female characteristics, thereby discounting men as suitable primary teachers
(Peterson, 2014). Men are not typically associated with a nurturing ability and sensitivity
awareness with adults, much less with young children (Wood, 2012). Kaplan (1947) even
indicated that "...no man should be assigned to teach children below the fifth-grade level”
(p. 368). Skelton (2003) found that student teachers internalized the perception that men
are naturally suited for secondary teaching.

As education philosophies have shifted from didactic and teacher-centered to
more student-centered, with an emphasis on caring, empathy, patience, and
understanding, many male primary teachers feel more at ease with early teaching
philosophies that advocated keeping a physical and emotional distance from the children,
hence the need to be less nurturing (Smith, 2004). Even those who consider men to be
potential role models for boys in the upper elementary grades do not view them as suited
to teach the younger children due to their perceived inability to nurture others (Lara &
Franquiz, 2015; Wood, 2012). Some believe that men are incapable of showing empathy
to young children, lacking the ability to care and love for these students (Peterson, 2014).
In this regard, male teachers, particularly those in the elementary environment, have to
defend their career path in ways that their female associates do not (Hjalmarsson &

Lofdahl, 2014).
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Such stereotypes must be challenged by educators when children, especially
primary-aged, are developing their gender identities (Johnson et al., 2010). Although
male teachers receive the same training, same title, and same classrooms, they are often
on the fringes of care, working as a protector, disciplinarian, semi-administrator, and
even “student whisperer,” but not “carer” (Mallozzi & Galman, 2014). Many men do not
feel persuaded to become elementary school teachers, and therefore, such encouragement
is necessary for them to consider teaching and other caregiving professions as career
options (Johnson et al., 2010).

Caring and teaching are viewed in many societies as primarily the work of
women, and, as a result, this stereotype perpetuates ideas concerning who is most suitable
to teach young children (Piburn et al., 2011). Men who work in primary school
environments find their masculinity challenged since society views such care work as
ideal for women (Lovett, 2014). The more care for children that the teacher’s job
requires, the fewer the number of men who choose to work in that role (Hjalmarsson &
Lofdahl, 2014). Women may often view care work as a profession unique to females,
driven more by natural biology than acquired skill (Mallozzi & Galman, 2014). Teaching
has long focused on nurturing children's intellectual, social, physical, spiritual, and moral
well-being, with such responsibilities usually attributed to women, and mothers in
particular (James, 2010). Unfortunately, this stereotype hinders men from entering into
primary education and is problematic for women as they balance their dual roles as both
mother and teacher in the school environment.

While female teachers may project a more nurturing personality, male teachers

tend to be more relaxed in their teaching styles and yet also viewed as more domineering
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and controlling when working with their students (Wood, 2012). Johnson et al. (2010)
interviewed one early childhood teacher who stated that although most of his colleagues
and students’ parents accepted him in this role, a few parents withdrew their children
from his class because of his gender. They were perhaps uncomfortable with a male in
such a role or doubted that he, as a man, could create a caring classroom environment for
their children.

However, Unal and Unal (2010) found that some fathers saw their child’s male
teacher in a positive light, leading them to be more involved in the male teachers’
classrooms than in the female teachers’ classrooms. If the general public recognizes men
as capable of being productive, caring teachers, it will help eliminate the stereotypes that
male teachers experience that damage the teaching profession and, more importantly, the
children being taught (Mitrano, 2014). Men must be encouraged to employ more
compassionate and gender-equitable versions of masculinity within primary teaching to
relinquish the hegemonic masculinity that impedes school progress (Moosa & Bhana,
2017).

Perceptions of Supervision

Regarding the education system's supervision domain, female teachers report
similar satisfaction levels, whether they work for male or female principals (Grissom et
al., 2012). Male teachers tend to have a higher sense of satisfaction when working for
male principals, but they have lower feelings of satisfaction and a higher propensity for
turnover when working for female principals. In general, however, male teachers have
less favorable opinions about both male and female principals' feedback and classroom

observations than their female colleagues (Range et al., 2014). Male teachers may be less
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willing to accept women in leadership positions or find it more challenging to work in an
environment where gender imbalance is present (Grissom et al., 2012). Female teachers
who work with a female principal report feeling empowered, whereas male teachers
believe female leaders restrain their control over their classrooms (Range et al.,
2014). Female principals, therefore, must understand and recognize the needs of male
teachers when it comes to their perceptions of feedback and guidance as men tend to be
less receptive to such when given by a female principal.

Nevertheless, while female educators are equally likely to have either a male or
female supervisor, male teachers are approximately twice as likely to be assigned to a
male principal than a female principal (Grissom et al., 2012). Male primary school
teachers are also more likely than females to have a mentor and experience a greater
appreciation for their presence from their colleagues (Smith, 2004). Their minority status
facilitates unique partnerships with male principals and helps them stand out in positive
ways.
Fewer Males Equals a Greater Responsibility

As they comprise a smaller percentage of the teaching staff, male elementary
teachers often feel scrutinized in everything they say and do at their schools (McGrath &
Sinclair, 2013). A scarcity of male primary teachers leads these few men to significantly
influence their students’ views of male teachers, especially for girls who have had few
experiences interacting with men outside of their immediate families. McGrath and
Sinclair found that even one negative experience with a male educator may be incredibly
detrimental to a girl’s perceptions of not just male teachers but men in general. Due to a

lack of other adult males on campus, many male primary teachers spend the recess and



54

lunch periods on the playground with students instead of socializing with their female
colleagues (Smith, 2004). By doing so, they both distance themselves from the social
networks in the primary schools and feel distanced from them.

These educators must provide quality first instruction and act as good examples
for their students to represent male teachers in the primary school setting accurately.
Most of these men are aware of the gender imbalance that permeates throughout
elementary education (Warwick et al., 2012). They are unlikely to fully understand the
difficulties that male teachers may face in a female-majority setting. However, male
teachers can benefit from working in elementary education, but their minority status
infers that their actions are more overtly visible to others, which some consider a
vulnerability (Hjalmarsson & Lofdahl, 2014).

The Future for Male Elementary Educators
Male Teachers in Preservice Teaching Programs

Not surprisingly, the number of men in preservice teaching programs is
comparable to the number of men currently employed as educators at the elementary
school setting. One study in Illinois found that 90% of its 6,649 participants were female
(Latham et al., 2015). A review of a teacher preparation program from a large
Midwestern university showed a similar percentage in its study, with men comprising
only 15% of its 248 undergraduate teacher education participants (Conderman & Walker,
2015). Programs designed to focus on one subject also experience a lack of men on their
rosters. Rutherford et al. (2017) found that, in a preparation program that concentrated on
early reading instructional components, 93% of its participants were female. Another

study focused on teachers’ self-efficacy in mathematics, including only one male out of
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60 total participants (Brinkmann, 2019). Males are overwhelmingly the minority
throughout many teacher preparation programs, with one study not containing any males
out of 120 participants (Stites et al., 2018).

The relatively few men who matriculate through teacher education programs must
learn several essential concepts to succeed in their fields (Fordice & Nielsen, 2013).
These programs must explicitly construct elementary teaching through a gender lens
since men face various challenges when they are among the few men, if not the only man,
on their elementary campuses. Educational leaders must express support for a more
representative and diverse staff by utilizing their influence to confront and rectify gender
disparities in elementary education (Piburn et al., 2011). Perhaps most importantly, these
programs must directly address the impact of gender on the teacher's position by
promoting meaningful discussion beyond merely lauding men for venturing into a
female-dominated field. Balancing the number of male and female primary educators will
help grow children's perceptions of gender roles and question gender-stereotypical
messages that they may encounter outside of school (Piburn et al., 2011).

Mitrano (2014) contends that there must be a more intentional infusion of ethical
care into the teacher education programs. Men will face challenges when working closely
with young children that women may not necessarily face, and educators must confront
these stereotypes to provide men the support they need to continue in their endeavors
(Fordice & Nielsen, 2013). Elementary school teachers must have an opportunity to
create a forum to discuss the act of caring and its implications for them and their students

(Mitrano, 2014).
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Not only must men learn about these challenges in their teacher education
programs, but they must also have opportunities to continue to improve their skills and
learn about ways to express their identity through professional development once they
have secured a teaching position. These professional development courses must address
gender studies, which will allow teachers to contemplate gender as a social construct
(Fordice & Nielsen, 2013). Martino and Kehler (2006) assert that professional
development should strive to upset masculinity's hegemonic scripts, which require men to
demonstrate traditionally-identified roles and attributes. Graduate courses on male
teachers and the teaching profession are one outlet to provide a space of collaboration
with schools of education to discuss matters of gender, sexuality, and masculinity
(Johnson, 2010). Professional development courses must also promote the acceptance of
men as career teachers and not merely glorify the administration path as the only proper
outlet for men in elementary school settings (Fordice & Nielsen, 2013).

Support for Current Male Elementary Teachers

While a focus is on recruiting more men to the teaching profession, supporting the
male primary teachers currently in the field must also be a focus (Smith, 2004). It is
counterproductive to draw men to an unsustainable work situation in the long term if
education systems do not take note of the experiences, disadvantages, and difficulties
faced by their current male elementary school teachers. To address this numerical
decrease of men pursuing a career in primary education, those in the education field must
learn from the experiences and insights of those currently working in this specific domain

(Lovett, 2014).
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With a shortage of male teachers in the elementary environment, it is imperative
to understand those in the field to dispute the stereotypes concerning a man's ability to be
a caring, competent teacher of young children. Although some men receive
encouragement and support from family and friends for their decisions to enter
elementary education, many of them encounter adverse reactions from these integral
people in their lives due to this career choice (Smith, 2004). Men are generally introduced
to the working world by their fathers, and it is potentially disruptive for families if sons
choose the work of women and their mothers. Men who opt for a career in elementary
education will not automatically be perceived as competent carers or nurturers, even if
they are fully capable of taking on these roles (Lovett, 2014).

While male teachers should not be discouraged from teaching at the elementary
school level, since they help boys develop healthy masculinity, assumptions concerning
this healthy masculinity cannot be formed based on biological essentialism or sex
differences (Martino & Kehler, 2006). Parr et al. (2008) found that several of the men
they interviewed recalled childhood experiences that introduced them to the idea of
working with children, which contributed to an interest in this type of work, and led them
to pursue a career in primary education. Brookhart and Loadman (1996) found in their
study that male elementary preservice and in-service teachers had prior experience in
working with young children through babysitting and teaching groups. Although not
culturally conditioned to view themselves as potential elementary teachers, some young
men find enjoyment in interacting with children, leading them to embark on a teaching
career (Brookhart & Loadman, 1996). As more male teachers enter elementary schools

and become positive examples of men as educators, their influence can lead young men
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to consider becoming educators themselves as they pursue a professional career (Parr &
Gosse, 2011).
Summary

This chapter presented a review of the literature and research regarding male
teachers and their experiences in the elementary school setting. The first section provided
an overview of gender conflict theory, which frames the current study. The second
section provided a look into nontraditional careers for men and any hardships and
successes they face within. The third section provided an overview of the history of men
in elementary schools and how attitudes, perceptions, and stereotypes have influenced
their venture into this environment. The fourth section reviewed the effects that a
teacher’s gender has on his students and their abilities to learn. The fifth section looked at
the various roles that male teachers play in the elementary school setting. The sixth
section reviewed the challenges and stereotypes that men face as they enter into
elementary education. The chapter concluded with the future implications that come with
employing men as teachers in the elementary schools.

Although there is no denying that the percentage of male teachers at the primary
level is much smaller than that of female teachers, the reasons behind this shortage are
not so clear cut. Moreover, the call to employ more male teachers in the primary grades is
often given and lauded as a worthy goal. However, questions continue to arise as to why
men are crucial at this level and how they impact the elementary education environment.
Administrators and other teachers must understand the challenges and pressures that male
elementary teachers face to best support them in their endeavors. Despite the difficulties

that men may encounter in choosing to teach at this level, certain men have become
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successful in their elementary teaching careers, and this study will look more closely at
the characteristics and practices that have helped male elementary teachers achieve this

status.
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Chapter I11
Methodology

This chapter provides a detailed overview of the methodology and procedures
used in the study, consisting of the following sections: research perspective, research
design, research questions, site selection, participant selection, data collection and
analysis, and provisions for validity and trustworthiness. The purpose of this qualitative
study was to determine how the practices of male Elementary Teachers of the Year have
aided in their achievements and to learn how their principals and the parents of their
students view their role in the elementary school setting in a large, suburban school
district in Southeast Texas.
Research Perspective

With testing performance and state accountability as unavoidable emphases at the
campus and district levels, teachers and administrators often concentrate on students who
are struggling academically to help them meet the standards set forth by the state.
Unfortunately, some educators may believe that advancing students who are not
academically on grade level to reach state standards is extremely difficult, if not
impossible. According to Gorski (2008), educators often hold a deficit perspective in
defining students’ abilities to succeed based on their limitations rather than their
strengths. One of the weightiest consequences of deficit thinking is that it leads educators
to engage in instructional practices that hinder student learning development by limiting
their access to learning opportunities routinely afforded to students in affluent, high-

achieving schools (Dudley-Marling, 2015).



61

Deficit thinking also manifests itself from teacher to student and teacher to
teacher, believing that men do not possess the skillset nor inherent characteristics to be
useful as elementary school teachers. Female teachers often view primary teaching as a
uniquely suited profession for women due to their natural inclination for caring for others
(Mallozzi & Galman, 2014). Deficit thinking about men as elementary teachers extends
to parents of children as well. Some parents feel uncomfortable with a male in a nurturing
position and even doubt that a man can create a caring classroom environment for his
students (Johnson et al., 2010). Cognizant of this viewpoint, men often seek to leave the
classroom as soon as possible to take on administrative roles or leave the profession
entirely (Deneen, 2011).

Converse to deficit thinking, in which teachers focus on what their students
“cannot” do, asset-based thinking focuses on what students can do centered on their
various strengths and talents. Assets signify the gifts, expertise, and abilities a person has
to offer and the resources, aptitudes, and abilities available within a community (Lubbe &
Eloft, 2004). This approach does not negate academic issues or needs that students may
possess but instead reinforces a system’s resources to create a sustainable intervention.
Just like viewing students as possessing the skills to be successful academically, one can
view male teachers as educators who have the talents, skills, and abilities to help their
elementary students succeed. Rather than perceiving male teachers through a deficit
thinking lens, believing that they lack the skills to be nurturing, caring, or patient, one can
view them with an asset-based lens, having perspectives and knowledge that will prove
beneficial to all young students at the elementary level.

Research Design
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In determining the research method needed for this study, a qualitative case study
approach was deemed most applicable. Yin (2014) states that “A case study is an
empirical inquiry that investigates a contemporary phenomenon (the “case”) in-depth and
within a real-world context, especially when the boundaries between phenomenon and
context may not be clearly evident” (p. 16). Cohen et al. (2018) state that, “Qualitative
research regards people as anticipatory, meaning-making beings who actively construct
their meanings of situations and make sense of their world and act in it through such
interpretations” (p. 288). Yin (2014) asserts that case study research is the most suitable
design when researchers seek to understand the “how” and “why” of a social
phenomenon. As the purpose of this study was to determine how teachers have achieved
success as male teachers in a role that is not typically “masculine,” this type of study was
deemed most significant to realizing these objectives.

Much of the research studies surrounding male elementary teachers have
implemented a qualitative approach through teacher interviews to communicate their
thoughts and concerns behind their chosen career paths (Allen, 1994; Johnson et al.,
2010; Parr et al., 2008; Wood, 2012). While interviews are necessarily contrived and not
part of the interviewees' everyday activities, this data collection method discovered
participants’ views on specific situations, events, experiences, and phenomena (Cohen et
al., 2018). Rather than retelling the pressures or hardships that male elementary school
teachers face, this study's focus looked at the reasons behind why individual male
teachers have been successful in their roles, hence leading to being named Elementary
Teachers of the Year. To gain an administrator’s point of view, the teachers’ principals

provided insight into their teachers’ roles and impact at the campus level. Parents of the
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teachers’ students also provided an external perspective on the teachers’ characteristics
and the subsequent impact on their children.

Utilizing a qualitative case study method facilitated the discovery of answers to
the research questions with a particular group of teachers I wished to study. This data
provided a better understanding of the practices that successful male teachers exhibit. The
open-ended, semi-structured interviews helped to uncover the teachers’ views on their
thoughts and experiences in their teaching environments (Cohen et al., 2018). The semi-
structured interviews contained pre-designed questions and allowed individual tailoring
of wording and sequence based on the participants’ responses.

Research Questions

The following research questions addressed the role of male Elementary Teachers
of the Year through the perspectives of the teachers, their administrators, and their
students’ parents:

1. How do male Elementary Teachers of the Year describe the elements to their
success in the elementary school setting?
2. How do principals describe the roles of their male Elementary Teachers of the

Year in the elementary school setting?

3. How do parents of students describe the characteristics of their children’s teacher
as a Teacher of the Year?
Site Selection

I conducted interviews with participants at three different elementary schools

within the same suburban school district in Southeast Texas. I chose this particular

district, one of the largest in the state, because it comprises dozens of elementary schools
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to identify and select teachers who fit the selection criteria. I also selected this district
using convenience sampling due to my employment in this district throughout the study. I
made a formal application request with the district, outlining the research's specifics and
purpose to gain permission to interview participants from the individual schools.
Participant Selection

I selected teacher participants for this study through purposive sampling. This
sampling type involved explicitly choosing participants based on specific characteristics |
looked for to meet the study’s purpose (Cohen et al., 2018). Purposive sampling helps
gain access to well-informed individuals, i.e., those with in-depth knowledge and
experience with a particular phenomenon (Cohen et al., 2018). The teacher participants
were selected based on three primary criteria:

1. The participant is male.

2. The participant works in an elementary school setting.

3. The participant is a recipient of the Teacher of the Year designation for his

campus in the last three years (2018-2020).

A total of six male teachers have earned the Elementary Teachers of the Year
distinction in the district since 2018 (three in 2018, three in 2019, and zero in 2020). For
this study, I chose three of the recipients from 2019 to participate in the interviews.
Figure 1 shows the number of male teachers and female teachers selected as Elementary
Teachers of the Year in the district since the 2013-2014 school year. Each year, every
campus in the district selects one teacher for their outstanding dedication and service to
their students. One recipient from 2018 participated in a pilot interview to determine if

revisions to the questions were needed before interviewing the other teachers. I
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interviewed a select group of these individuals to determine their practices and their
impact as male teachers in their elementary schools. While teacher participants were
specifically chosen based on criteria, I did not randomly choose the teachers to participate
in the study due to the limited number of qualified teachers.

Figure 1

District Male and Female Elementary Teachers of the Year

60
s0 | | 49 51 51 53 53 56
K]
o 40
o
S
v 30
[T,
o
z° 20 W Females
10 Males
3 4 3 3 3 3 0
0
™ ) © A ® o Q
Q> Q> Q¥ ¢ Q¥ Q> Qv
% A% v v v % %
Y ) K S S ) S
Years

In addition to interviewing the male teachers, I also interviewed their principals to
gain an administrator's perspective on the impact these teachers have had on their
campuses. As the principals were inextricably linked to the chosen teachers as their
supervisors, I did not intentionally choose them before-hand or in a random fashion. Each
principal was given the opportunity through the district signature form to select a
research sponsor who would work directly with me to obtain consent forms from the
school’s chosen participants.

To gain an outside perspective, I interviewed one parent of one student of three of

the teachers. Each school's teacher and research sponsor worked together to choose a
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potential parent to participate in the study. Parents of elementary-aged children are in a
unique position to report on the educational experiences of their children. These
interviews provided an outside perspective on the influence of these male teachers on
their children. This triangulation of data led to more convincing and accurate findings and
conclusions due to its basis on several different sources of information (Yin, 2014).

Each participant was required to provide consent to participate in the study before
the interviews could proceed. The research sponsors emailed both the district and the
University of Houston's consent forms to each participant. Once I received the consent
forms, I created Zoom meetings to interview each individual virtually.

Data Collection and Analysis

The one-on-one, semi-structured interviews yielded information regarding the
participants’ insight into their teaching experiences as male elementary school educators.
Due to the study's affirmative nature, all participants (teachers, principals, and parents)
were eager to discuss the positive impact and experiences revolving around each
successful teacher, allowing the interviews to run efficiently and produce the most
valuable data (Creswell, 1998). Although I constructed the interview questions
beforehand to facilitate the interview process, the intention was to structure the
interviews more closely to guided conversations than structured queries (Yin, 2014).

Each interview consisted of a set of open-ended questions given to each
participant to review before the meeting. The teachers and principals all received eleven
questions, and the parents each received five questions. The questions asked "how"
instead of "why," as such questions connote an accusatory or threatening tone, potentially

leading to defensiveness on the part of the interviewee (Becker, 1998). The questions
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focused on the roles, attitudes, skills, challenges, and positive experiences teachers have
experienced as males in the elementary school setting.

Confidentiality was of the utmost concern, and I addressed this matter at the
beginning of each interview (Adams, 2010). I asked each participant to choose their
pseudonyms for their names and, for the parents, their children’s’ names as appropriate.
To protect participants' privacy interests, I conducted each interview one-on-one and not
in a group setting. Participants had access to the interview questions before-hand to help
them prepare their thoughts before our meeting. Although I did not design the questions
to be emotionally intrusive, I informed each participant that they were free to share as
much or as little as they wished in answering the questions.

Due to the various professional roles played by the different participants, the
teachers, administrators, and parents each received a different set of questions tailored to
their role in the study. Before I began the interview process, I conducted a pilot interview
with one teacher to obtain initial feedback on the responses and revise the interview
questions before interviewing the other teachers. This pilot interview served as a guide to
make any necessary changes to the interview questions based on the responses received. |
transcribed and reviewed the pilot interview data to refine the teacher interview questions
as required to ensure their quality and effectiveness. In the subsequent interviews, I asked
identical questions of each interviewee initially. However, based on their responses, I
asked clarifying follow-up questions that were not necessarily part of every interview. As
semi-structured interviews, they contained pre-designed questions as well as questions

that naturally generated throughout the interviews.
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Per district and university requirements, all interviews were conducted virtually
through Zoom meetings or a phone call rather than face-to-face on the participants’ home
campuses. With the participants’ permission, I audio-recorded the interviews using the
Otter application, which automatically transcribed the conversations. Utilizing an audio
recording provided a more accurate account of the interview than merely taking written
notes (Yin, 2014). I then carefully reviewed the transcripts to ensure that the audio
recording and written transcripts accurately conveyed the interviews. The goal was to
keep the initial interviews to one hour or less to minimize fatigue on the participant and
researcher (Adams, 2010). Although the semi-structured interviews were labor-intensive,
they produced a rich amount of insight and information (Adams, 2010).

Analysis of Descriptive Statistics

To accompany the qualitative interview data, I reviewed the specific district
percentages to determine if the numbers of male teachers at the local level were similar to
the percentages of male elementary teachers at the national level. While 19.5% of
elementary and middle school teachers in the United States in 2019 were men (Bureau of
Labor Statistics, 2020), according to the Texas Education Agency’s (2020d) Texas
Academic Performance Report for each school in the district, the percentage of male
teachers in the district in 2018-2019 was approximately 5.7%. I also reviewed the data on
the number of single-parent homes in the local area to see if these percentages align with
the nation’s percentages. Although approximately 25% of children in the United States
live in homes without a father (United States Census Bureau, 2018), this percentage is
approximately 43.2% for the city and 36.1% for the county (Houston State of Health,

2020). Comparing the data at these different levels helped determine if the national
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numbers and percentages were consistent with percentages at the local level or if an
anomaly existed between them.
Qualitative Data Analysis

After collecting the interview data, [ uploaded the transcripts to the qualitative
data software program Dedoose. Upon reading the transcripts in their entirety, I began to
categorize phrases into various codes that led to the development of different data
themes. By reading the transcripts and writing notes in the margins, [ was better able to
understand the data as a whole. I found approximately ten to twelve different themes for
each of the teachers and principals and approximately four themes for each parent. I
attributed this difference to the differing numbers of questions for each group.

Through this process, I uncovered commonalities throughout each group of
teachers, principals, and parents. Although utilizing Dedoose assisted in the initial
coding, a much higher in-depth analysis was needed to understand and conceptualize the
participants’ responses (Creswell, 1998). Reading between the lines of the dialogue
assisted me in determining any unspoken similarities between the participants.

Validity

To supplement the one-on-one interviews and to triangulate the data, I utilized
member checking through a 15-minute follow-up interview with each participant. These
follow-up interviews allowed the participants to ask any additional questions, not in the
initial interview, and expand their responses. I was also able to share the themes that I
discovered through the coding of the first round of interviews. This qualitative data
helped to augment the previously acquired data through expansion and clarification. I

conducted all follow-up interviews, except for one, through Zoom, averaging
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approximately 11 minutes in length. The one exception to a follow-up Zoom interview or
phone call was a parent who elected to provide a typed document to respond to the
questions.

Member checking, or respondent validation, involved providing the transcribed
interviews to each interviewee to correct factual errors, give more information, provide
summaries, and check the analysis (Cohen et al., 2018). The process of member checking
is the most critical action inquirers can take, for it is the foundation for credibility.
Inquirers must document having made such checks and how the inquiry emerged or
unfolded due to member feedback (Guba, 1981). Member checking led to feedback that
improved data quality and reporting. After classifying coded segments into themes, I
emailed the face-to-face interview transcripts to the participants to ensure that they
accurately reflected their genuine responses. One way I sought to achieve greater validity
in these interviews was to minimize bias as much as possible (Cohen et al., 2018). I
accomplished this by being aware of my characteristics and similarities between those I
interviewed and aware of the questions' substantive content.

Trustworthiness

To promote credibility and increase the study's trustworthiness, I utilized
triangulation, which refers to “the convergence of data collected from different sources,
to determine the consistency of a finding” (Yin, 2014, p. 241). Collecting data from the
teachers, their administrators, and their students' parents corroborated the collected data.
Transferability refers to the study's ability to be applied to other situations (Cohen et al.,
2018). A crucial aspect of trustworthiness is providing a well-defined and in-depth study

description so that others can decide the degree to which the study’s findings are
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generalizable to other studies and areas (Schofield, 1996). However, since the study
looked at a particular group of individuals, the results are not representative of a broader
population and are unavoidably biased in their selection (Cohen et al., 2018). The
concern with this qualitative research is not whether the results are generalizable in the
broader sense but rather the extent that the participants, setting, and situations are
generalizable (Bogdan & Bilken, 1992).
Summary

This chapter provided a detailed overview of the methodology and procedures
utilized in this qualitative study. The purpose was to determine how the practices of male
Elementary Teachers of the Year aid in their success and to determine how their
principals and their students’ parents view their impact in the elementary school setting in
a large, suburban school district in Southeast Texas. I accomplished this with two sets of
one-on-one, semi-structured interviews with the participants. I then coded the interview
transcripts using Dedoose to uncover themes throughout the various participants’ data.
The following chapter will discuss the results and information gained from these

qualitative methods.
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Chapter 1V
Results

This chapter provides a detailed summary of the results gained from the
qualitative research methods. Through data analysis of the interview transcripts, the
purpose of this chapter is to provide answers to the research questions. Based on initial
and follow-up interviews with the teachers, principals, and parents of students, I
uncovered various themes regarding the male Elementary Teachers of the Year and their
impact and influence on their students and campuses. The purpose of this qualitative
study was to determine how the practices of male Elementary Teachers of the Year have
aided in their achievements and to learn how their principals and the parents of their
students view their role in the elementary school setting.
Methodology Summary

Numerous research studies involving male elementary school teachers have
implemented a qualitative approach by interviewing educators to understand their
thoughts and concerns behind their chosen career paths (Allen, 1994; Johnson et al.,
2010; Parr et al., 2008; Wood, 2012). Rather than recounting the pressures and challenges
that male elementary teachers often face, this research focused on understanding how
certain men have achieved success as elementary educators. I conducted one-on-one,
semi-structured interviews with three male elementary school teachers who have earned
the distinction of Teacher of the Year for their efforts and achievements.

In addition to conducting interviews with the teachers, I interviewed their
principals to gain an administrative perspective on the impact and influence these male

teachers have had beyond their classrooms to their campuses as a whole. To gain a non-



73

school personnel perspective, I interviewed one parent of a student of each of the
teachers. As they are often still involved in their children's education, these parents
provided a unique perspective of the male teacher outside the campus setting.

Each semi-structured interview consisted of eleven questions for the teachers and
principals and five for the parents that varied slightly based on the participant (teacher,
principal, or parent). I provided the questions to each participant through an email before
the meetings, which, except for one interview, were scheduled and conducted through
Zoom virtual meetings. I audio-recorded and transcribed the interviews using the Otter
application and then utilized the Dedoose qualitative software computer program to code
the responses to reveal any prevalent themes.

In addition to the one-on-one, semi-structured interviews, I conducted a follow-up
interview with each participant. These secondary interviews provided the opportunity to
ask any additional questions not asked in the first meeting and gave the participants the
chance to expand on their initial responses as necessary. I also shared any themes that I
discovered through the coding of the first interviews. After each interview, I emailed
each participant's transcript to ensure that the transcripts accurately reflected their
responses to the interview questions.

Population, Sample, and Participants

I selected each of the participants in this study based on specific criteria. All four
of the teachers (including the pilot interview) were male Elementary Teachers of the Year
for their respective campuses in the last four years. While male teachers are scarce in the
elementary school setting, male Elementary Teachers of the Year are scarcer still. More

men were selected as Teachers of the Year at the high school level in one year than were
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selected at the elementary school level in this district for the last four years combined.
Even with almost five times as many elementary schools as high schools, the sample was
still very limited in men who met these few criteria. Two of the four teachers are still
working as classroom teachers, while the other two have moved into supporting roles
(behavior coach and math interventionist).

While men are scarce within the halls of elementary schools across the country,
some have found success in this particular role, not only with their students but also with
their parents, colleagues, and administrators. The four men interviewed for this study had
many differences between them, including race, age, years of teaching experience,
administrators, campuses, grade levels, content taught, and current role. However, their
Teacher of the Year recognition for their respective elementary campuses binds them all
together. Although very few campuses have selected men in the past five years in this
district (19 total since 2013-2014), these four men in this study provided a great deal of
insight into their experiences and roles as male elementary school teachers.

To gain an administrator perspective on the roles of their teachers of the year, |
interviewed the teacher participants' principals, not including the principal of the teacher
who completed the pilot interview. Each principal is the teacher's current supervisor, who
provided a first-hand experience of the impact that they have played on their respective
campuses. Two principals have led their current schools for one year, while the third has
led her school for five years.

While I chose the teachers and principals to interview for the study based on the
specific criteria outlined, determining the parents to interview required more assistance

from both the teacher and the research’s sponsor — either the principal or assistant
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principal — at each campus. The campus personnel chose a parent who could speak
directly to the teacher’s impact on their child’s life. Two of the teachers’ parents
responded in the affirmative to participate in the study. However, the initial third parent
participant declined to participate, necessitating finding another parent to engage in the
study. Although the parents could not provide a first-hand experience as to the teacher’s
influence in the educational setting, they provided personal accounts of the influence the
teachers have had on their children's lives.

Due to the study's nature in learning about a particular, limited population,
complete anonymity was not feasible, as found in an anonymous survey sent to a wide
range of participants. However, I took precautions to substitute pseudonyms, as chosen
by each participant, for all teachers, principals, parents, and children throughout the final
report.

Research Questions

The following research questions addressed the roles of male Elementary
Teachers of the Year and their impact on their students and schools through the
perspectives of the teachers, their administrators, and their students’ parents:

1. How do male Elementary Teachers of the Year describe the elements to their
success in the elementary school setting?
2. How do principals describe the roles of their male Elementary Teachers of the

Year in the elementary school setting?

3. How do parents of students describe the characteristics of their children’s teacher
as an Elementary Teacher of the Year?

Teacher: Eric (Pilot Interview)
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Before conducting interviews with the three sets of teachers, principals, and
parents, I conducted a pilot interview with Eric, a former teacher, now a behavior coach
in the district. This pilot interview helped determine the questions' valuableness and
provided an opportunity to revise any as necessary for future interviews. I interviewed
Eric through Zoom on June 8, 2020, and it lasted for approximately 58 minutes.

Path to Elementary Education

As Eric recounted his path into elementary education, one of his main influences
on becoming a teacher was a male World Geography teacher he learned from as a
freshman in high school. The teacher’s amiable personality as a cheerleader for his
students had a significant effect on Eric’s plans to become a teacher himself in the future.
In his junior year of high school, Eric became involved in the Peer Assistance Leadership
(PAL) program, in which he traveled to three different schools providing mentorship to
younger students in the district. Although he did not pursue a degree in education upon
graduating from high school, he continued to be involved in young people's lives by
becoming a YMCA summer camp counselor and eventually a program director. He also
volunteered his time in his church’s children’s ministry, continuing his natural
predisposition to influence and teach his community's youth.

While he enjoyed working with younger children, his initial inclination was to
teach at the high school level, similar to other men who enter into the field of education.
However, after experiencing difficulty with the 8-12 Generalist and History exams, he
decided to pursue the middle school route. As luck would have it, his former principal,
after seeing his application to become a para (having not yet received his teaching

certification), called him to come in for an interview. She had just been named the
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principal of a school, and she wanted him to come work for her as either a Special
Opportunity School (SOS) paraeducator or as a Special Education paraeducator. One of
the themes gathered from his interview was resistance to work in specified education
areas, including elementary education. However, she assured him that he would love the
position, and her persistence paid off because he spent the next twelve years under her
leadership. He readily admits that “I owe it all to her because I wouldn’t have gone
elementary and even wouldn’t have thought to do elementary unless she didn’t interview
me and offer me the position.”

Resistance to a Program. As Eric discussed his role in the SOS environment at
his school, several themes began to manifest themselves throughout the interview.
Although he initially resisted the idea of going into elementary education, desiring a
secondary education career, he discovered that he “absolutely loved” the elementary SOS
classroom. However, this was not without some resistance expressed to the principal as
well. He believed that his influence was to go beyond the classroom, and he initially
resisted teaching the SOS program because, “usually when you go into those programs,
it’s usually hard to get out of those programs.” This statement was a glimpse into
discovering his ultimate goal of becoming an administrator in the district, as he “wanted
to have a bigger influence with kids and not just a small selected number.” Still, Eric
reiterated that he has fond memories of this role because his students looked up to him as
a positive role model.

Moving Out. Eventually, Eric moved from the SOS classroom to a classroom of
his own as a third-grade math and science teacher, where he spent most of his teaching

years. Again, his principal wanted to put him in a role that he was resistant to take on.
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When she decided to move him to second-grade math and science, he “fought her on
that.” He viewed moving from a STAAR grade (third grade) to a non-STAAR grade
(second grade) as punishment and a demotion. However, she assured him that this move
was not based on his teaching performance but was instead a way to help a team that was
“stuck in the past.” This would seem like a step down on paper, but it was a way to grow
Eric as a leader. His principal saw his leadership abilities and his potential to become a
leader to others, and she provided such an opportunity for him to grow in this regard.

In his final year at this particular school, his principal asked him to change grade
levels again, this time to fifth grade. Although he had initially resisted elementary, SOS,
and second grade, he eventually made his way through each and found success at every
level. However, as he was only certified Early Childhood-4, it was not an automatic
transition, as were the previous moves. Being a new parent made him hesitant to take on
a new grade level, and he was not ready to take another certification exam. Although he
was hesitant to teach fourth grade, he told her he would teach third, which ended up as an
all-day math teaching assignment. She eventually retired at the end of that year, and
before she left, he mentioned that he was looking to take on other leadership roles, such
as instructional specialist (IS) or behavior coach. Since he wanted to work mostly with
kids, she suggested going the behavior coach route.

A Male in Elementary Education

When asked about how being a man in elementary education has affected his
success as an educator, he repeated throughout the interview that “if the students love
you, the parents are going to love you.” As natural as it is for him to be himself around

the students and act in both silly and serious ways, he still has to prove himself to the
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parents. “If you were their very first male teacher, a lot of parents have a lot of
pushback,” he admitted. However, over time, they began to see him as a cheerleader and
an excellent example for their children, and they, in turn, came to appreciate and love him
as well. While he has enjoyed working with younger students, he recognizes that most
men choose middle school and high school environments over elementary so that they do
not “have to deal with the babies” and so that they can “go straight to talking to them
[students] like an adult.”

Challenges as a Male Elementary Educator

Although he has effortlessly made connections and built positive relationships
with his students, Eric reiterated that building these relationships is often difficult with
some parents in the beginning. Before meeting him for the first time, some even think of
his name as a feminine one. This first encounter has led some parents to request that their
child be assigned another teacher, realizing that he is, in fact, a man. However, his
administration is supportive enough to convince these parents that Eric is an outstanding
teacher and that their children would be missing out on a great educational opportunity.
As a result, the parents eventually relent on their request, and inevitably, at the end of the
year, they are all very thankful for keeping their children in Eric’s class.

Unlike Parr & Gosse (2011), who found that male teachers often experience
anxiety that inhibits their natural responses to care for and comfort their students, Eric
simply mentioned that sometimes he does not know how to comfort students. Although
he has learned to be a “softy” at times over the years, he admits that it is difficult to relate
to some students and understand their emotions and how they need comforting. Using

“tough love” and not allowing students’ tears to get in the way of their work have been
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his go-to strategies for working with students needing emotional support. However, now
that he is a father, he has learned how to better comfort his students since he understands
how to comfort them more effectively.

Getting to Know His Students

In his behavior coach role, as in his teacher role, Eric has found that he can
“connect with those that teachers cannot connect with because I find one more thing that
they’re really good at.” As a behavior coach, his goal is to build relationships with the
students to know more about their lives and, subsequently, the reasons behind their
actions. Twice he mentioned his role is “to live life with the kids.” This practice involves
getting to know them, being in their classrooms, familiarizing himself with things his
students have learned from YouTube, and even attending their sporting events. He made
it a point to go to as many of their games as he could because “once they know that you
care, they will do anything for you.”

To build relationships with his students, every Monday morning, he would sit
them in a circle and have them talk about two things they did over the weekend. He
would even take time out of instruction to conduct this conversation because his principal
was “really big of taking the time upfront.” Making these connections with students was
critical to connecting and building positive relationships. Even when a student exhibited
misbehavior, Eric knew what they had engaged in over the weekend, which helped
redirect the student while building up that positive relationship. Not only was he
purposeful with utilizing instructional time for connecting with his students, but he also

took his own non-instructional time to eat lunch with them. He made it a point to do so
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when they improved their quiz or test scores to show his appreciation for their hard work
and efforts.

Interestingly, he mentioned that all of this just comes naturally to him and that he
was not “tooting his own horn” or “trying to outdo someone else.” It is just his
personality, and he is willing to try whatever works for his students. Even trying to learn
the latest dances as a self-proclaimed “Black man with no rhythm” was just another way
to make those essential connections with his students.

Positive Role Model. As an anomaly at his prior campus, being one of the very
few male educators at the school, Eric took it upon himself to ensure that he was the
positive role model that many of his students needed and deserved. He remarked:

I think that a lot of people say they want a positive role model, but I also think

that you need a positive male role model. A lot of times, in the African American

household and the Hispanic household, you don’t really have a good role model to
model after. I want them to also know you don’t have to do drugs and you don’t
have to beat your wife. You don’t have to drink alcohol or smoke cigarettes all the
time.
As an African American male in the elementary education environment, he has an
excellent opportunity to showcase his positive attributes to influence other students.
When students go to school and see an educated African American male as a teacher, it
helps his students see that they can go to college and become a teacher. This type of
modeling is not just the responsibility of male teachers but all teachers and members of
society in general, as he remarked: “I just think that in society, we pass it on to the next

person, when really we all should be modeling.”
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While Eric believes that all teachers have the obligation and responsibility to
model positive behaviors for their students, a greater responsibility often falls on the men
in elementary education due to their sparse numbers in this environment. “So when you
are the one token male on campus, you’re playing a lot of hats,” he noted. Extra
responsibilities, including teaching the human growth and development course for boys,
tend to be placed upon them simply because they are men. He remarked that if
elementary schools contained more positive male role mo